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ABSTRACT
This study compared the implementation of Competency Based Assessments (CBA) in public and private primary schools in Western Kenya. The study was conducted in Trans-Nzoia, Bungoma and Busia Counties in Kenya, employing Stafflebeam’s CIPP evaluation model. Mixed method design was used, targeting head-teachers and Grade 6 science and technology teachers from 2,421 primary schools across the three Counties. Cluster sampling was used to select the counties and stratified sampling grouped schools into two strata; public and private. Simple random sampling identified participating schools and head-teachers along with their 246 respective teachers. Data collection involved questionnaires, interview guides, and document analysis. Descriptive statistics revealed a markedly high mean (M = 56.5494, SD = 5.7473) for implementation of CBA tools and formative assessments in private primary schools as compared to public primary schools (M = 38.3794, SD = 5.7473). An independent t-test confirmed the difference was statistically significant (t(244)= -24.68, p < .05), implying that private primary schools demonstrate substantially greater adoption and integration of CBA tools and formative assessments than in public primary schools. The study recommended that the government bridge the student-teacher ratio gap and establish a robust CBA monitoring and evaluation system. This study contributes to a deeper understanding of implementation of CBA in the two school categories, which can inform efforts to narrow CBA implementation discrepancy. 
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1. INTRODUCTION
Over the recent years, nations across the globe have abandoned the traditional Content Based Assessment in favor of Competency Based Assessment (CBA) that is consistent with Competency Based Curriculum (CBC). The Kenya National Examination Council (2021b) defines CBA as a process of collection of information that is systematic and continuous to make informed decisions regarding what learners know, what they need to know, what they have already known, and what they can do. This shift highlights the necessity of evaluating the competencies as opposed to merely quantifying knowledge retention.
This change of assessment has however been influenced by some factors, including the kind of school (public or private) which studies have indicated that they play a major role in influencing the quality of education, especially in developing nations. Research has shown that the type of school is an important factor that determines the outcome of learning, thus affecting the success of CBA implementation. For instance, Gross et al. (2000) noted that teacher resources that vary with school categories are needed to attain the educational goals. Goddard and Leask (2002) similarly pointed out that teachers collaborate with the cognitive processes of students, thus they need favorable working conditions which also varies with the type of school, to be able to deliver CBA.
In Zambia, CBA was introduced with a curriculum review to CBC in 2013. CBA implementation was based on the Zambian Curriculum Framework and the guides. Nonetheless, it is stated that teachers in state schools tend to become demoralized because of poor wages, overpopulated classrooms, lack of resources and facilities, which negatively influences their ability to successfully implement CBA (Habyarimana, 2007). The same case is reflected in other developing countries, which points to a larger trend that impacts the quality of assessment.
There are major challenges in regard to assessment in South Africa based on the type of school (Mbatha, 2016). Among the major concerns that Mbatha points out are, there limited resources, inadequate access to technology, inability to develop professionally, and high student-teacher ratios in state schools. These issues indicate that even with the attempts by the governments to make sure that learners in both government and private schools are treated equally and receive equal treatment, the realization of equal and quality education to learners in the two school groups is yet to be achieved.
In Kenya, equal distribution of teachers has been a thorn in the flesh. This was confessed by the Ministry of Education (MoE, 2011), and more recently by former Chief Executive (CEO) of the Teachers Service Commission Dr. Nancy Macharia. During her appearance before the Constitutional Implementation Oversight Committee of the National Assembly, TSC CEO told the members of parliament that the commission is experiencing a shortage of 98, 261 teachers (Oduor, 2025). The population of teachers in public schools as compared to private schools has been low in relation to the growth in student enrollments. This difference has a negative effect on the successful implementation of CBA, which only worsens the existing educational inequalities between public and private schools. Schools need to have manageable student-teacher ratio to ensure that learners attain the established CBC competencies, otherwise unhappy and frustrated teachers will not be able to achieve educational objectives (Bennaars (2004).
Competency Based Assessment was introduced in Kenya in 2017 together with Competency Based Curriculum. In Kenya, CBA is based on summative and formative assessment. Summative assessment (assessment of learning) is used to measure the results of learning at the conclusion of a course, whereas formative assessment is used to provide continuous feedback on learning (KNEC, 2023). Kenya National Examination Council (KNEC) further divides formative assessment into two: Assessment for Learning (diagnostic) and Assessment as Learning. The former assists teachers in collecting data about the performance of the learners to enhance the teaching methods, whereas the latter inspires the learners to plan, track their progress, and perform self-evaluation. This two-fold practice is meant to improve the teaching and learning process, nevertheless its effectiveness may differ depending with the type of school.
In order to realize successful assessment in CBC, KNEC recommends a range of CBA tools that include; observation schedules, written tests, learner profiles, rating scales, oral questioning, anecdotal records, journals, projects, rubrics, portfolios, checklists, and questionnaires (KNEC, 2021a, KNEC, 2021b). Given that these assessment tools are numerous, their implementation and use in public and private schools might differ considerably due to the difference in factors like infrastructure, instructional resources, and student-teacher ratios (Owuor, 2022).
Despite the Basic Education Curriculum Framework in Kenya that is meant to guide educators in the basic education on what is expected of them in relation to CBC and by extension to CBA, Mogale and Modipane (2021) observed that many policies have been designed to solve the educational challenges around the world, but successful implementation has remained a major challenge. With little evidence of research done on the implementation of CBA in different contexts in detail, this study was necessary to bridge this gap through examining the practice of CBA implementation between public and private primary schools in the West of Kenya. This analysis will hopefully offer some insights that can help make education practices fairer and offer better results to all learners.
[bookmark: _Toc466446533][bookmark: _Toc453520450][bookmark: _Toc459790616][bookmark: _Toc466396963]1.1 Theoretical Framework
[bookmark: _Toc113887402][bookmark: _Toc166121049]This research was guided by the Context, Input, Process and Product (CIPP) evaluation model by Stufflebeam, which offers an in-depth model of evaluating educational programs and interventions. According to Stufflebeam (2003), CIPP model was created in response to the shortcomings of the conventional assessment methods in that it provides a dynamic and adaptive framework that fits the intricate learning setting.
In the context of this study, Context refers to the educational environment in which CBA is implemented, Inputs the resources and conditions necessary for effective CBA implementation, Process the actual implementation of CBA strategies in the classroom and Product the outcomes of CBA implementation. 
2. METHODOLOGY
[bookmark: _Toc421687488][bookmark: _Toc431469663]Mixed method research design was used in this study that was conducted in three Counties; Trans-Nzoia, Bungoma and Busia. The study targeted 246 primary school head-teachers with their respective 246 grade 6 science and technology teachers drawn from a population of teachers and head teachers across 2,421 primary schools in the three Counties. Cluster sampling technique was used to get the Counties. Stratified sampling was used to put schools into their two distinct categories, public and private. In each school category, simple random sampling was used to choose on 246 participating schools, 167 public and 79 private from which respondents came from. The sample size was calculated where a desired minimum percentage of 10% in each school category, in each County from where respondents came from was used. The sample size was congruent to sample requirements proposed by Mugenda and Mugenda (2003). For schools with more than one science and technology teacher, simple random sampling was used to choose on one. Each head teacher from the selected school was interviewed.
Data was collected through questionnaires for science teachers because it enables the researchers to have all the data in more or less the same format (Cecic & Musson, 2004) and interview guide for head-teachers because the tool gives a lot of extra information from respondents (Opdenakker, 2006). The obtained data was analyzed inferentially using t-test to determine if there is a difference in CBA implementation between public and private schools in Western region of Kenya (Coakes and Steed, 1999). 
A research permit was sought from National Council of Science Technology and Innovation (NACOSTI).
3. RESULTS
Table 1 shows demographic factor of the number of pupils per class between public and private primary schools. 
Table 1: Demographic Factor on the Number of Pupils per Class
	Demographic Factor
	Variable
	Mean
	S.D

	Pupils Per Class
	Public
	3.71
	1.204

	
	Private
	1.71
	0.510


Legend: 1.0 – 1.80 (˂50 Pupils), 1.81 – 2.60 (51 – 60 Pupils), 2.61 -3.40 (61 – 70 Pupils), 3.41 – 4.20 (71 – 80 Pupils), 4.21 – 5.00 (˃ 80 Pupils)
The response mean for the number of pupils per class in public and private primary schools was 3.71 (SD = 1.204) and 1.71 (SD = 0.510) respectively. 
To establish the extent to which teachers in public and private primary schools use CBA tools, assessment for learning and assessment as learning assessment types, the collected data was computed, giving a summary of the findings in Tables 2. 
[bookmark: _Toc179487434]Table 2: Extent of Utilization of CBA Tools and Formative Assessments in Grade 6 in selected schools in Kenya 
	
	
	Mean
	SD
	Level

	CBA Tools Usage
	Public Pri. Sch
	2.6963
	0.9370
	Moderate

	
	Private Pri. Sch
	3.9160
	0.6771
	High

	Assessment for Learning
	Public Pri. Sch
	2.9250
	1.1603
	Moderate

	
	Private Pri. Sch
	1.4958
	0.8515
	Very high

	Assessment as Learning
	Public Pri. Sch
	2.6198
	1.0759
	Moderate

	
	Private Pri. Sch
	4.0274
	0.7539
	High


[bookmark: _Toc169031911][bookmark: _Toc169074674][bookmark: _Toc166121091][bookmark: _Toc172799242][bookmark: _Toc179486365]Source: Field Data 2024
Legend for CBA tools and assessment as learning: 4.20-5.00 (Very High), 3.40-4.19 (High), 2.60-3.39 (Moderate), 1.80-2.59 (Low), 1.00-1.79 (Very Low)
Legend for assessment for learning: 4.20-5.00 (Very Low), 3.40-4.19 (Low), 2.60-3.39 (Moderate), 1.80-2.59 (High), 1.00-1.79 (Very High)
Concerning CBA tools utilization, results in Table 2 show that the mean for public primary schools was moderate (M = 2.6963, SD = 0.9370) while in private primary schools, it was high (M = 3.9160, SD = 0.6771). 
Regarding ‘assessment for learning’ formative assessment utilization, the mean in public primary schools was moderate (M = 2.9250, SD = 1.1603) whereas in private primary schools, it was very high (M = 1.4958, SD = 0.8515). On the other hand, ‘assessment as learning’ had moderate mean (M = 2.6198, SD = 1.0759) for public primary schools and high (M = 4.0274, SD = 0.7539) for private schools.  
To establish the difference in CBA implementation between the two school categories, the findings are given in Tables 3. 
[bookmark: _Toc179487443]Table 3:  CBA Implementation Means in Public and Private Schools
	
	
	N
	Mean
	Std. Deviation
	Std. Error Mean

	CBA Implementation
	Public
	167
	38.3794
	5.2100
	.4036

	
	Private
	79
	56.5494
	5.7473
	.6466


Legend: 1.0 -24.9 (Very Low), 25.0 - 49.9 (Low), 50.0 -74.9 (High), 75.0 -100 (Very High)
In Table 3, results show the difference in the utilization of Competency Based Assessments between the two schools. In public primary schools, it was low (M = 38.3794, SD = 5.2100) while in private schools, it was high (M = 56.5494, SD = 5.7473). 
To determine if the difference in CBA implementation is statistically significant, the collected data was calculated, giving a summary of the findings in Tables 4. 
[bookmark: _Toc179487444]Table 4:  t-test Analysis; Level of CBA Implementation between Public and Private Schools 
	Lavene’s Test for Equality Variance
	t-test for Equality of Means

	
	
	95% Confidence Interval of the Difference

	
	F
	Sig
	T
	Df
	Sig (2-tailed)
	Mean
Difference
	Std. Error
Difference
	Lower
	Upper

	Equal variance assumed
	.643
	.423
	-24.680
	244
	˂ .001
	-18.1700
	.7362
	-19.6201
	-16.7199

	Equal variance not assumed
	
	
	-23.837
	140.596
	˂ .001
	-18.1700
	.7625
	-19.6770
	-16.6630


The t-test results to determine if the difference in the way teachers utilize CBA in public and private primary schools is statistically significant was t(244)= -24.68, p< .05 as shown in Table 4.
4. DISCUSSION
The disparity in class sizes between public and private primary schools in Kenya as shown in Table 1 has an implication on implementation of Competency Based Assessment under CBC. Public primary schools, with average class size ranging from 71 to 80 pupils, face considerable challenges in effecting individualized formative assessments that CBA demands. In contrast, private schools, which on average have fewer than 50 pupils per class, are better positioned to deliver assessments that are valid, reliable, and tailored to each learner’s progress. Lin (2025) had similar sentiments. She established that teaching innovation and instructional methodology are different between public and private schools in the USA. She pointed out the number of learners in class as the main factor leading to the difference, with private schools maintain smaller population as compared to public. She noted that smaller class sizes in private institutions allow for more personalized learning strategies that align with CBA. 
The findings in Table 2 show the results on the extent of utilization of CBA tools and formative assessments (assessment for learning and assessment as learning) in grade 6 in selected schools in Western Kenya. Concerning CBA tools utilization, the mean for public primary schools was moderate and in private schools, it was high. The implication is that, CBA tools, which include observation schedules, written tests, learners’ profile, rating scales, oral questioning, anecdotal records, journal, projects, rubrics, portfolio, checklists and questionnaires, are only used to some extent in public primary schools as compared to private primary schools where they are used to a large extent. Given that most of this assessment tools are new, some teachers are still skeptical trying them out as was put by Jimola & Ofodu (2019). They noted that some teachers do not use some CBA tools because they do not understand what they entail. Opondo (2023) similarly reported that teachers he interviewed stated that CBC assessment process is complicated because it is designed in such a way that most of the activities take place at the same time, and given the large number of learners in public primary schools, utilizing all the assessment tools becomes difficult.
On ‘assessment for learning’ formative assessment utilization, the mean in public primary schools was moderate and very high for private schools. This shows that teachers teaching science and technology in grade 6 in public primary schools use this formative assessment type to some extent where as in private schools, they use them to a very high level. 
Considering ‘assessment as learning’ formative assessment usage, the mean for public primary schools was moderate and high for private primary schools. The implication is that assessment as learning is used to some extent in public primary schools while in private primary schools, it is used to a large extent. Contrary findings were found in Punjab Province in Pakistan. A study by Anila, et al. (2022) found that public school teachers properly use formative assessment practices as compared to private school teachers who use them less frequently. This could be attributed to the difference in curriculum implementation context in Kenya and in India.
It is clear from the findings that CBA tools and formative assessments utilization is not the same between public and private primary schools in Western Kenya. This is attributed to large number of learners per class. Most teachers interviewed feel that these assessment tools and types are too many and too involving considering overpopulated classrooms. One of science and technology teacher had this to say: 
I would have wished to utilize all the recommended assessment tools and types, but I’m limited by the many pupils I have in my class. For instance, if I chose to use 3 minutes to record an account of a significant event for each of my 60 learner’s in my class, then I will need 3 hours just working on anecdotal records (STT 47, 4th March 2024). 
The effect of large class size on the implementation of CBA was also noted by Opondo (2023). He found that most Kenyan public primary schools have a large number of students per classroom. According to him, the number of learners in most public primary schools range from 60 to 80, and since CBA is a continuous process, teachers in public primary schools find it challenging when it comes to assessing the individual learner. 
The study went on to look at the difference in the level of implementation of Competency Based Assessment between public and private primary schools as shown in Table 3. Results show that CBA implementation in public primary schools was to some extent as compared to private primary schools where it is implemented to a large extent. This was attributed to the discrepancy of resources between public and private schools (Owuor, 2022). Private schools often have more funding given that most of their learners are from middle class or well to do families (Reardon & Owens, 2014). They therefore pay school levies promptly, allowing them to invest in most of the resources needed for effective curriculum implementation. This was echoed by one of the head teachers of a public school when he was asked what he thinks should be done to realize full implementation of CBA. He said:
To realize full implementation of CBA, the government needs to give us the necessary support by building enough classrooms, sending capitation in time and bridge the gap between teachers and students by hiring more teachers (H/T7, 21st February 2024).
To determine if the difference in the way teachers implement CBA in public and private primary schools is statistically significant, an independent t-test was conducted. It was hypothesized that there is no statistically significant difference in the level of CBA implementation in grade 6 between public and private selected schools in Western region of Kenya. To test this hypothesis, results in Table 4 revealed a significant difference between the two school categories. This implies that there is a statistically significant difference in  the way private primary school teachers implement CBA and the way public primary school teachers do, given that the p value (0.001) is smaller than the significance level (0.05). The null hypothesis was therefore rejected. Given that the findings are statistically significant, it proves that there is a difference in the level of CBA implementation by teachers teaching in public primary schools and private primary schools in Western region of Kenya.  This findings are in agreement with Ondimu (2018) who in his study to establish teachers’ readiness to implement CBC in pre-schools in Dagoretti North, Nairobi County as quoted by Isaboke (2021), established that majority of pre-primary school teachers in public schools lack commitments on assessing learners as is expected. Similarly, Achieng and Koros (2023) also found that private school teachers were generally more prepared and better resourced, consequently implementing the curriculum better than their public counterparts. 
5. [bookmark: _Toc179486378]CONCLUSIONS OF THE STUDY 
[bookmark: _Toc179486379]This comparative study highlights notable distinction between public and private primary schools. It was concluded that there is a statistically significant difference in implementation of CBA by teachers teaching in public and those teaching in private selected primary schools in Western Kenya. Those teaching in private primary schools are implementing CBA to a large extent as compared to those teaching public implementing it to some extent. 
6. RECOMMENDATIONS 
i. The government should allocate more required resources, among them funding and building more classrooms in schools and employ more teachers to reduce teacher-students’ ratio. 
ii. The Ministry of education needs to establish a strict monitoring and evaluation system to continuously assess the progress and effectiveness of CBA implementation in schools. 
[bookmark: _Toc179486381]
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