


Challenges Facing Teachers in Implementing Competence-Based Curriculum Reforms in Primary Schools in Mbeya City, Tanzania

Abstract 
This study investigates the challenges facing teachers in implementing Competence-Based Curriculum (CBC) reforms in primary schools in Mbeya City, Tanzania. Although the CBC was introduced to enhance the quality of education, many teachers face persistent challenges that hinder effective teaching and learning. The study seeks to identify these obstacles and provide insights that could support more successful curriculum implementation. A mixed-methods approach was employed, involving questionnaires, interviews, and classroom observations. The research involved a total of 100 participants, including 20 teachers and 80 pupils from three strategically selected schools to provide a representative perspective on curriculum implementation at the local level. The findings indicate that teachers encounter multiple challenges, including large class sizes (80%), shortages of textbooks and teaching aids (60%), inadequate pre-service and in-service training (65%), limited professional support (80%), time constraints (60%), and difficulties in assessing learner competencies (75%). Additionally, low levels of parental and community involvement (60%) and poor infrastructure (70%) further hinder successful implementation. A limitation of this study is the small sample size from only three schools, which may restrict the generalizability of the findings. Despite this, the study provides important insights into the barriers to effective CBC implementation. 
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Introduction
Globally, education systems are increasingly transitioning from content-based approaches to competence-based models aiming to develop learners’ practical skills, problem-solving capacity, and critical thinking abilities that are vital for success in the 21st century (Voogt & Roblin, 2012). CBC promotes a learner-centred approach, encouraging active participation and the practical application of knowledge in learning activities, moving away from rote memorisation and passive learning (Tiana et al., 2011). This pedagogical shift is underpinned by constructivist learning theory, which posits that learners actively construct knowledge through experience and social interaction (Piaget, 1973; Vygotsky, 1978). Consequently, effective CBC implementation demands interactive teaching methods, adequate resources, and well-prepared teachers who can facilitate meaningful learning experiences.
Across Africa, numerous countries, including Kenya, Uganda, and Tanzania, have adopted CBC reforms to address persistent weaknesses in traditional education systems, such as rote learning, limited critical thinking, and inadequate preparation for labour market demands (Oduor et al., 2022; Tilya & Mafumiko, 2010; UNESCO, 2017). These reforms are intended to make education more responsive to social and economic development needs by ensuring that learners acquire relevant competencies for lifelong learning. In Tanzania, CBC was officially introduced to equip learners with core skills and values that enable them to contribute effectively to national development and societal transformation (MoEVT, 2005; Komba & Mwandanji, 2015). Primary education plays a critical role in this process, as it forms the foundation for all subsequent learning and provides the earliest opportunity to nurture essential skills and competencies (UNESCO, 2016).
Despite these ambitious goals, the implementation of CBC in Tanzania has encountered numerous challenges. Studies have shown that while teachers generally understand the curriculum’s objectives, they often struggle with large class sizes, limited instructional materials, insufficient professional development, and inadequate support systems (Kafyulilo et al., 2012; Tilya & Mafumiko, 2010; HakiElimu, 2017). One of the most significant challenges in implementing the Competence-Based Curriculum (CBC) is overcrowded classrooms, with class sizes often ranging from 60 to 90 pupils, well above the national teacher–pupil ratio of 1:40 (URT, 2014). These conditions make it difficult for teachers to use learner-centred methods, carry out formative assessments, or provide individual support to students (UNESCO, 2016).
Schools also face shortages of essential teaching and learning materials, including textbooks, instructional aids, and key infrastructure such as laboratories and learning corners, which are critical for effective CBC delivery (HakiElimu, 2017). Teacher preparedness remains a concern, as many educators were trained under the previous content-based curriculum and have not received sufficient in-service training to transition effectively to CBC approaches (Kafyulilo et al., 2012).
In addition, limited parental and community involvement, particularly in low-income areas, reduces the support needed for successful curriculum reform (Malunda et al., 2016). These challenges show that effective CBC implementation depends not only on national policy but also on local conditions, including teacher capacity, resource availability, and community engagement. Transitioning from teacher-centred to learner-centred teaching requires substantial adjustments in classroom practice, which many educators find difficult to achieve in resource-constrained environments (Komba & Mwandanji, 2015).
This study focuses specifically on primary schools in Mbeya City, a rapidly growing urban area in southern Tanzania, to explore how local factors affect teachers’ ability to implement CBC successfully.
Methodology
To examine the effective implementation of the Competence-Based Curriculum, this study used a mixed-methods research design that integrated both quantitative and qualitative techniques. This approach allowed for a thorough exploration of the challenges that teachers encounter while applying the CBC in primary schools. The mixed-methods approach was chosen because it allows the researcher to quantify trends and patterns through surveys while simultaneously gaining in-depth insights into participants’ experiences and perceptions through interviews and classroom observations (Creswell, 2009). This design ensured triangulation of data, enhancing the validity and reliability of the findings.
The study was conducted in Mbeya City, situated in the southern highlands of Tanzania. Mbeya was selected due to its role as an educational hub that reflects national CBC implementation trends while facing unique local challenges such as large class sizes, limited teaching materials, and variable teacher preparedness.
The participants included 20 primary school teachers and 80 pupils from three purposively selected schools. Teachers were purposively selected based on their experience in teaching under the CBC framework to ensure that participants could provide relevant insights into curriculum implementation challenges. Pupils were randomly selected from participating classes to provide diverse perspectives on teaching practices and classroom experiences. The sample size was deemed sufficient to support both quantitative and qualitative analysis, following guidelines for mixed-methods educational research (Moser & Korstjens, 2018).
Data were collected using three primary methods to ensure triangulation. First, structured questionnaires were administered to teachers to gather quantitative data on classroom practices, availability of teaching resources, professional development experiences, and perceived challenges in implementing CBC. Second, semi-structured interviews were conducted with teachers to explore in-depth perspectives on pedagogical approaches, assessment practices, support systems, and other implementation challenges. Third, classroom observations were carried out using a structured checklist aligned with CBC objectives to directly assess teaching practices, learner engagement, and the use of teaching and learning materials.
Quantitative data from questionnaires were analysed using descriptive statistics, including (frequencies and percentages) via SPSS version 25 while qualitative data from interviews and classroom observations were analysed using thematic content analysis, involving coding, categorisation, and identification of recurring patterns and themes to summarise the prevalence and extent of reported challenges (Braun & Clarke, 2006). Triangulation of findings from multiple sources further strengthened the credibility and trustworthiness of the results.
Ethical considerations were strictly observed throughout the study. All participants were made aware that they could withdraw from the study at any point without any consequences. Participants’ confidentiality and anonymity were maintained by using codes instead of real names, and participants were informed of their right to withdraw from the study at any time without negative consequences. Permission to conduct the study was also obtained from the University of Iringa, as well as the relevant school authorities and the local education office in Mbeya City.
Findings and Discussion
The study revealed a range of interrelated challenges that teachers encounter regarding the application of the Competence-Based Curriculum (CBC) in primary schools in Mbeya City. These challenges encompass pedagogical, infrastructural, institutional, and socio-cultural dimensions, highlighting the complex nature of curriculum reform in resource-constrained settings. By integrating empirical findings from teachers and pupils with existing literature, this section provides a comprehensive discussion of how these barriers influence classroom practices, learner engagement, and the achievement of CBC objectives. Understanding these challenges is crucial for informing educational policy, improving teacher capacity, and designing effective interventions that support the successful implementation of competence-based education.
The discussion that follows systematically examines each identified challenge, linking the study’s findings to broader research in Tanzania and comparable other contexts. This approach allows for critical reflection on the practical realities of CBC implementation, while also situating the findings within the theoretical framework of constructivism, which underlines the importance of learner-centred pedagogy, active engagement, and knowledge construction through experience and social interaction. By combining empirical evidence with scholarly insights, the study highlights both the systemic and contextual factors that shape the effectiveness of CBC reforms in primary schools.
Large Class Sizes
Large class sizes were consistently identified as a major challenge affecting the implementation of the Competence-Based Curriculum (CBC) in primary schools in Mbeya City. 16 teachers (80%) reported that classrooms often contained 60 or more pupils, making it extremely difficult to provide individualised attention, manage classroom activities effectively, and assess learners’ competencies comprehensively. In such overcrowded environments, applying learner-centred strategies such as group work, hands-on activities, discussions, and project-based learning becomes highly challenging, often leading teachers to revert to traditional lecture-based approaches that are less effective for skill development.
This finding aligns with previous studies, which indicate that high teacher–pupil ratios significantly hinder the implementation of competence-based approaches. Teachers in overcrowded classrooms face difficulties in monitoring student progress, maintaining discipline, and facilitating interactive and collaborative learning, all of which are central to the constructivist principles underpinning CBC (Komba & Nkumbi, 2008; UNESCO, 2015). Large class sizes also exacerbate time management and assessment challenges. Teachers reported insufficient time to provide personalised feedback, conduct formative assessments, or engage in practical demonstrations. Consequently, learners receive limited opportunities to develop critical thinking, problem-solving, and practical skills, key competencies targeted by CBC (UNICEF, 2016). Overcrowding also affects classroom dynamics, reducing peer interaction and collaborative learning, which are essential for fostering creativity, communication, and social skills.
Research further highlights that large class sizes are not only a pedagogical issue but also an institutional and policy challenge, often stemming from limited staffing, population growth, and inadequate infrastructure (Kisilu, 2019). Addressing this issue requires strategic interventions, including hiring additional teachers, optimising class allocation, and reorganising timetables to allow for smaller, more manageable groups during competency-based activities.
In summary, overcrowded classrooms remain a critical barrier to effective CBC implementation. Reducing class sizes or implementing strategies to manage large classes is essential for enabling teachers to apply learner-centred pedagogies, conduct formative assessments, and ensure that all learners acquire the intended competencies and practical skills.
Inadequate Teaching and Learning Materials
One of the major challenges affecting the successful implementation of the Competence-Based Curriculum (CBC) in Mbeya City primary schools was the insufficient availability of teaching and learning materials. Evidence collected through interviews, questionnaires, and classroom observations indicated that many schools did not have the necessary resources, including textbooks, visual learning materials, science kits, ICT tools and teaching aids, which are essential for supporting effective learning. 
Table 1
Availability of Teaching and Learning Materials 
	Resource
	Percentage of Teachers (%)

	Textbooks
	60%

	Teaching aids (charts, visual tools)
	60%

	Science kits/laboratory materials
	60%

	ICT tools
	60%


The data in Table 1 show that 12 (60%) of teachers reported shortages of textbooks, teaching aids, science kits, and ICT tools in their schools. These shortages limit the ability to conduct learner-centred and activity-based lessons, forcing teachers to rely on traditional lecture methods. Without access to the necessary tools, teachers struggle to facilitate active learning, differentiate instruction, or assess learners using practical tasks all of which are essential elements of a competence-based approach. As a result, lessons often revert to theoretical delivery, reducing learner engagement and limiting the development of real-world competencies.
The scarcity of resources also negatively impacted lesson planning and instructional variety. Teachers indicated that, without access to teaching aids such as charts, visual tools, laboratory materials, and educational games, it was challenging to implement learner-centred activities that foster critical thinking, problem-solving, and practical skill acquisition. This situation is consistent with findings from other African contexts, where the availability and quality of instructional resources are strongly linked to the success of competence-based teaching (Komba & Nkumbi, 2008).
Furthermore, insufficient resources exacerbate the challenges posed by large class sizes. In overcrowded classrooms, the limited availability of textbooks or teaching aids means that many learners are unable to participate actively or access learning materials independently, further restricting engagement and individualised learning. Mosha (2016) highlights that this issue is compounded by inadequate infrastructure, such as a lack of science laboratories, libraries, and learning corners, which are essential for experiential and interactive learning under CBC.
Teachers emphasised that adequate resource provision is critical for curriculum effectiveness, as CBC relies on active, constructivist learning approaches rather than rote memorisation. Studies show that the availability of diverse instructional resources enables teachers to implement varied teaching strategies, conduct practical exercises, and engage learners more meaningfully, ultimately enhancing the achievement of learning competencies (UNESCO, 2015; Bakar & Salleh, 2016).
Addressing the shortage of teaching materials requires strategic resource allocation, government support, and community involvement. Equipping schools with sufficient textbooks, laboratory equipment, teaching aids, and digital resources can enhance instructional quality and learner participation. In addition, teachers should be trained in the effective use of available resources to maximise their impact, including low-cost or locally sourced materials that support practical and collaborative learning.
Therefore, insufficient teaching resources remain a major impediment to CBC implementation, affecting both instructional quality and learner outcomes. Ensuring the availability of diverse, contextually relevant teaching materials is essential for promoting active learning, supporting constructivist pedagogy, and achieving the goals of competence-based education.
Limited Teacher Training and Professional Development
Limited teacher training and insufficient professional development opportunities were identified as major challenges hindering the effective implementation of the Competence-Based Curriculum (CBC) in primary schools in Mbeya City. Data collected demonstrated that many teachers felt inadequately prepared to adopt the learner-centred pedagogy and new assessment methods promoted by CBC.
Table 2
Teacher Training and Professional Development on CBC
	Training/Support Type
	              Percentage (%) 

	Pre-service CBC training
	65%

	In-service/Refresher CBC training
	65%

	Professional support and supervision
	80%


Table 2 illustrates that 13 (65%) of teachers lacked sufficient pre-service and in-service CBC training, while 16 (80%) reported inadequate professional support and supervision. These gaps contribute to teachers’ difficulties in implementing learner-centred pedagogy and competency-based assessments. 
The findings suggest that insufficient teacher training and a lack of ongoing professional development significantly impede the successful implementation of CBC in Mbeya City. Without adequate support and capacity building, teachers are less confident and less skilled in employing the pedagogical shifts required, which undermines curriculum goals focused on developing learners’ competencies and critical thinking skills.
In addition to gaps in pre-service education, in-service professional development opportunities were found to be sporadic, irregular, and often inadequately resourced. Many teachers indicated that workshops and training sessions, when offered, were too short, lacked hands-on practice, or were poorly coordinated. This aligns with previous studies showing that insufficient and inconsistent professional development undermines teachers’ capacity to adopt innovative teaching strategies, both in Tanzania and in other African contexts (Kafyulilo et al., 2012; Tilya & Mafumiko, 2010; Kisilu, 2019).
The consequences of inadequate training are multifaceted. Teachers often revert to traditional, teacher-centred methods, rely on rote memorisation, and struggle to design lessons that foster critical thinking, problem-solving, and practical skill acquisition. In some cases, teachers reported feeling frustrated and overwhelmed, which can negatively affect motivation, classroom management, and student engagement. Also, this echoes Komba and Mwandanji (2015), who noted that entrenched instructional habits persist without adequate training. Voogt and Roblin (2012) argue that effective CBC implementation requires ongoing, practical professional development to build teacher capacity for learner-centred instruction.
Research underscores the critical importance of continuous professional development (CPD) tailored to CBC requirements. Effective CPD programs should include regular workshops, peer learning, classroom coaching, mentoring, and reflective practice sessions. Such initiatives equip teachers with the knowledge, skills, and confidence needed to implement competency-based pedagogies, assess student performance effectively, and adapt instruction to diverse classroom contexts (Darling-Hammond et al., 2017; Kisilu, 2019). Furthermore, integrating technology into professional development, such as online modules, demonstration videos, and virtual teacher communities, can help overcome geographic and resource limitations, particularly in urban and semi-urban areas like Mbeya City.
Overall, addressing inadequate professional training requires a multi-pronged approach, combining enhanced pre-service education, consistent and context-relevant in-service programs, mentoring and support systems, and opportunities for collaborative professional learning. These resources are not only crucial for the successful implementation of the CBC but also for promoting lasting improvements in student outcomes and enhancing the overall quality of primary education.
Time Constraints
Limited instructional time was identified as a significant barrier to implementing the Competence-Based Curriculum (CBC) effectively in primary schools. 12 teachers (60%) reported that CBC requires interactive, flexible, and learner-centred instructional approaches, which often take longer than traditional lecture-based methods. Activities such as group work, project-based learning, discussions, and hands-on exercises demand additional classroom time to allow learners to engage deeply with content and develop practical skills. However, teachers indicated that rigid timetables, extensive syllabus content, and high teaching loads force them to rush lessons, leaving insufficient time for meaningful learning experiences.
This finding aligns with prior studies in Tanzania and other countries, which note that insufficient instructional time constrains the application of competence-based approaches, particularly in overcrowded classrooms (Atuhurra, 2020; Komba & Nkumbi, 2008). The pressure to complete the curriculum within limited periods often leads teachers to prioritise content coverage over competency development, reducing opportunities for critical thinking, problem-solving, and practical skill acquisition. Time constraints also exacerbate challenges in assessment, as teachers need additional time to design, administer, and evaluate competency-based tasks. Unlike traditional assessments focused on memorisation, competency assessments require observation, performance tasks, and continuous monitoring, which are time-intensive activities (Kisilu, 2019). The lack of sufficient time prevents teachers from effectively implementing formative assessment practices, thereby limiting their ability to provide timely feedback and support to learners.
Addressing time constraints requires a multi-faceted approach, including revising timetables to allow for more flexible lesson periods, prioritising depth over breadth in curriculum coverage, and providing strategies for efficient classroom management that maximise learner engagement. Additionally, professional development programs can equip teachers with time-management techniques and instructional strategies that facilitate competency-based learning even in resource-limited and time-constrained contexts (Darling-Hammond et al., 2017).
Finally, the findings underscore that time is a critical resource for the successful adoption of CBC. Without adequate time for interactive teaching, formative assessment, and learner engagement, the objectives of competence-based education are unlikely to be fully realised, highlighting the need for structural and pedagogical adjustments at both school and policy levels.
Challenges in Competence Assessment
The study revealed that teachers face significant difficulties in designing and implementing assessments that accurately measure learners’ competencies. 15(75%) teachers reported that traditional assessment methods, which emphasise rote memorisation and recall, are insufficient for evaluating skills such as problem-solving, critical thinking, and practical application of knowledge. Competence-based assessments, including performance tasks, portfolios, and observation checklists, require substantial preparation, time, and resources, which were often unavailable in the participating schools.
These findings align with previous studies showing that teachers in Tanzania and other countries often lack adequate preparation to carry out competency-based assessments due to limited training and support (Kisilu, 2019). Inadequate assessment practices make it difficult for teachers to monitor student progress, identify learning gaps, or provide targeted feedback, thereby limiting the effectiveness of the CBC. Professional development programs that focus on formative assessment strategies, including rubrics and classroom-based evaluations, are essential to equip teachers with the skills required for authentic assessment implementation (Darling-Hammond et al., 2017). As highlighted by Kafyulilo et al. (2012) and UNESCO (2017), formative assessment is central to CBC, but teachers need clear guidance and continuous support to apply it effectively.
Limited Parental and Community Involvement
Another challenge identified by the study is the low level of parental and community engagement. Many parents were reported to have limited understanding of the objectives and benefits of CBC, which restricted their ability to reinforce learners’ skills at home. Participation in school activities, such as practical projects or support for classroom learning, was minimal.
Table 3
Parental and Community Involvement in CBC Implementation
	Aspect of Involvement
	Percentage of Teachers (%)

	Parental support at home
	60%

	Community participation in school projects
	60%

	Attendance at parent-teacher meetings
	75%


Table 3 indicates that 60–75% of teachers observed low parental and community engagement in supporting learners’ skill development. Limited parental support at home, minimal community participation in school projects, and low attendance at parent-teacher meetings reduce reinforcement of competencies outside the classroom. 
This aligns with studies in East Africa that emphasise the importance of parental and community engagement for the successful implementation of competence-based approaches (Atuhurra, 2020; Tilya & Mafumiko, 2010). When parents and community members are actively involved, learners receive consistent reinforcement of competencies outside the classroom, which enhances motivation and skill acquisition. Sensitisation programs, parent-teacher meetings, and community-based learning initiatives are therefore essential for bridging the gap between school-based instruction and home support.
Infrastructural Constraints
Infrastructural limitations were also reported as a major barrier. 14 (70%) of teachers highlighted inadequate classroom space, poor seating arrangements, and the absence of specialised facilities such as learning corners, science laboratories, and libraries, which are crucial for hands-on and collaborative learning under CBC. Overcrowded classrooms not only make it difficult to implement group activities but also hinder active participation and practical experimentation, which are central to constructivist learning approaches.
This was revealed during an interview with a teacher from School A, who explained, “The classroom is small and overcrowded, sometimes we don’t even have desks for all learners. This makes group work or role play very difficult.” Also, this was echoed by questionnaire data, 16 (80%) teachers described cramped classrooms and insufficient furniture, which limit active learning strategies. Moreover, Observations corroborated these constraints; poor infrastructure directly impedes the practical and interactive pedagogy required by CBC.
These findings are supported by prior studies emphasising that physical and material resources are key determinants of successful curriculum reforms in Africa (Komba & Nkumbi, 2008). Inadequate school infrastructure forces teachers to improvise and restricts the range of instructional strategies they can use, which negatively impacts the overall quality of teaching and learning. Addressing these limitations requires strategic investment in school facilities, improved classroom organisation, and the allocation of sufficient resources to support interactive, competency-based pedagogy.
Teacher Attitudes and Motivation
While most teachers expressed a willingness to implement the CBC, their attitudes and motivation significantly affected curriculum delivery. Many teachers 13(65%) reported feeling overwhelmed by the demands of CBC, particularly when managing large class sizes, limited materials, and strict time constraints. In some cases, resistance to change or reliance on traditional teaching methods hindered the adoption of learner-centred approaches. Research underscores that teacher motivation is critical for successful curriculum reform. Even well-trained educators may struggle to apply student-centred methods effectively without recognition, incentives, or opportunities for professional development (Fullan, 2007; Day, 2012; Kisilu, 2019). Strategies to enhance motivation include acknowledging teachers’ efforts, providing career advancement opportunities, offering ongoing professional support, and fostering collaborative work environments. Motivated teachers are more likely to innovate, engage students effectively, and sustain CBC reforms.

Integration of Technology
Limited access to Information and Communication Technology (ICT) resources was also identified as a challenge to implementing CBC. 12 (60%) of teachers reported that the absence of technology made it difficult to deliver differentiated instruction, interactive learning activities, or formative assessments that rely on digital tools. ICT can enhance competency-based learning by supporting simulations, collaborative projects, multimedia resources, and real-time feedback, all of which increase learner engagement and participation (UNESCO, 2015; Bakar & Salleh, 2016).
The study suggests that integrating technology into classroom practice and professional development can mitigate challenges related to large class sizes, resource shortages, and limited instructional time. For instance, digital lesson plans, online resources, and virtual teacher collaboration platforms can enhance both teaching and assessment efficiency, ultimately improving the quality of CBC implementation.
Limited Support and Supervision
The study revealed that the lack of continuous support and supervision from school administrators and education authorities is a significant barrier to the effective implementation of the Competence-Based Curriculum (CBC) in Mbeya City primary schools. 13 (65%) teachers reported that while they had received some theoretical training on CBC, they often struggled to translate this knowledge into practical classroom strategies. The absence of regular guidance, mentoring, and feedback left many teachers feeling uncertain about their instructional decisions and assessment practices.
This finding aligns with existing literature emphasising that systemic reinforcement and monitoring are critical for sustaining curriculum reforms. Effective supervision ensures that teachers not only understand the objectives of the curriculum but are also able to implement learner-centred pedagogies, apply competency-based assessment techniques, and address classroom challenges as they arise (World Bank, 2018; Kisilu, 2019; Darling-Hammond et al., 2017). Without continuous support, teachers may revert to traditional, teacher-centred practices, undermining the transformative goals of CBC.
Furthermore, the study found that supervision in many schools was infrequent, inconsistent, or focused solely on administrative compliance rather than pedagogical improvement. This limited engagement reduces opportunities for teachers to reflect on their practice, receive constructive feedback, or learn new strategies from more experienced colleagues. Research suggests that mentorship programs, peer coaching, and regular classroom visits are effective strategies for building teacher confidence and improving fidelity in curriculum implementation (Vangrieken et al., 2015; Fullan, 2007).
In addition, Darling-Hammond et al., (2017) and Kisilu (2019), supportive supervision plays a vital role in identifying context-specific challenges, such as resource shortages, large class sizes, and infrastructural constraints, and providing practical solutions. When educational authorities are actively involved in monitoring and supporting teachers, they can facilitate professional development, encourage collaboration among staff, and promote innovative teaching approaches tailored to the local context. 
Therefore, to ensure the effective implementation of the CBC, it is important to strengthen support mechanisms such as mentoring, classroom observations, and feedback systems. These measures can improve teachers’ skills and motivation, enhance the overall quality of instruction, and ultimately lead to better student learning outcomes, aligning with the goals of competence-based education.
Conclusion and Recommendations 
The study demonstrates that teachers in Mbeya City face multiple, interconnected challenges in implementing the Competence-Based Curriculum (CBC). The major obstacles identified include large class sizes, inadequate teaching and learning resources, limited teacher training and professional development, time constraints, difficulties in competence assessment, low parental and community involvement, infrastructural limitations, limited supervision, and insufficient integration of technology. These challenges collectively constrain the effectiveness of CBC, undermining the development of critical competencies such as problem-solving, collaboration, practical skills, and active learning. Addressing them requires coordinated interventions at policy, institutional, and classroom levels to optimize teaching and learning outcomes.
Based on the study’s findings, several actionable recommendations are proposed. First, large class sizes should be addressed by recruiting additional teachers, reallocating staff, or implementing split classes and rotational group activities to ensure manageable teacher–pupil ratios. Second, schools should be provided with adequate teaching and learning resources, including textbooks, science kits, visual aids, and ICT tools, while also encouraging the use of low-cost, locally sourced materials for practical learning. Third, teacher professional development should be strengthened through targeted in-service training, workshops on learner-centred pedagogy and formative assessment, as well as mentoring and peer coaching programs to enhance instructional competence.
Time constraints require revising timetables to allow extended periods for interactive, project-based, and group learning activities, while prioritizing depth over breadth in curriculum coverage to support meaningful competency development. Competence assessment practices should be improved through clear guidelines, rubrics, and practical training, enabling teachers to effectively evaluate critical thinking, collaboration, and problem-solving skills. Increasing parental and community engagement is essential; awareness campaigns, school events, and community-based learning projects can reinforce classroom learning and support learner skill development beyond school.
Infrastructural limitations should be addressed by expanding classroom space, providing adequate desks and learning corners, and equipping science and ICT laboratories to facilitate hands-on and collaborative learning. Teacher motivation and collaboration can be enhanced by recognising efforts, fostering peer learning, and creating opportunities for professional growth. Integrating technology into teaching and assessment, through access to digital lesson plans, multimedia resources, and online collaboration platforms, can further support interactive, competency-based learning. Finally, establishing continuous feedback and research mechanisms, including action research, structured supervision, and monitoring systems, will help identify context-specific challenges and provide teachers with ongoing guidance to sustain effective CBC practices.
By implementing these recommendations, policymakers, school leaders, and teachers can create an enabling environment for CBC, ensuring that learners acquire the intended competencies and practical skills essential for their holistic development.
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