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Competency-Based Curriculum (CBC) in Kenya was introduced in 2017 to promote learner-centered and skill-based education, replacing the 8-4-4 system. Its effective implementation depends largely on teachers’ perceptions and readiness, especially in resource-limited areas such as Sankuri Sub-County. This study sought to determine the relationship between teachers' perception and implementation of Competency Based Curriculum (CBC) in junior schools in Sankuri Sub-County, Garissa County, Kenya. CBC was selected as the focus of this study because it represents Kenya's national curriculum framework, adopted in 2017 to replace the examination-focused 8-4-4 system, making it distinct from other frameworks such as Outcome-Based Education (OBE) in its emphasis on holistic learner development and contextualized skill application. A census was conducted of all 75 teachers and 15 Heads of Institutions (HOIs) from 15 public junior schools Sankuri Sub-County. A mixed methods approach was used with structured questionnaires for teachers and interview guides for HOIs. Descriptive statistics, Pearson correlation and thematic analysis were used for data analysis. The overall mean score of 2.92 (SD = 0.74) indicated a neutral to negative teacher perception of CBC implementation with moderate variability in responses, indicating both uncertainty and emerging challenges in the adoption process. Pearson correlation analysis revealed a strong and significant positive association (r = 0.778, p = 0.000) between teacher perception and CBC implementation resulting in rejection of the null hypothesis. Teacher confidence in delivering content, workload and change management were found to be critical aspects of implementation. Qualitative results were consistent with the quantitative analysis confirming that teachers with targeted training had greater confidence and improved implementation. The research suggests increasing continuous professional development opportunities for teachers, reducing workload and providing mentorship to improve teachers' perception and support CBC delivery in disadvantaged settings.
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The perception of curriculum reforms by teachers is crucial because no meaningful transformation in education can take place without a collective consensus and buy-in to new ways of teaching and learning by teachers. While there is a call for effective implementation of the Competency Based Curriculum, there is little effort on teachers' perception and its impact on the delivery of the curriculum in junior schools in Sankuri Sub-County. This despite the government's efforts to deliver quality education more specifically on the shift from examination-based to competency and learner based education. If this trend is maintained, the implementation of the good international practices for example, the Sustainable Development Goals and Vision 2030 on quality and inclusive education may not be achieved. Sankuri Sub-County has shown that contextual factors such as lack of training and excessive workload are not in favour of teachers' positive attitude towards CBC implementation in junior schools. Teachers are not certain about the application of the new learner-centered approaches and competency based assessment in place of traditional methods of teaching. This has impacted teachers' ability to implement CBC as designed.
BACKGROUND TO THE STUDY 
The transformation in education to Competency Based Curriculum (CBC) globally is a response to the need to move away from the traditional content-based curriculum models of education that are no longer relevant to the needs of the 21st century world. International agencies such as UNESCO and OECD have advocated for learner-centered reforms focusing on the application of knowledge, skills and values in practical situations rather than rote memorization since the 1990s. North American, European, African and Asian nations have gradually redefined their national curricula in line with this competency-based approach to varying degrees of success (UNESCO, 2015; World Bank, 2018). The African Union's Continental Education Strategy for Africa 2016–2025 further reinforces this shift by calling for education systems that develop learners' competencies rather than merely transmitting content knowledge (African Union, 2016). Unlike Outcome-Based Education (OBE), which focuses primarily on measurable end-results, CBC emphasizes the process of learning, the integration of values and attitudes and the contextualized application of skills, making it particularly appropriate for Kenya's diverse and stratified educational landscape (Akala, 2021).
In 2017, the Kenyan government introduced CBC following the recommendations of the Presidential Taskforce on Education Reforms and the Kenya Institute of Curriculum Development (KICD, 2017). The curriculum was meant to replace the 8-4-4 system which had been widely discredited for its excessive focus on exams and rote memorization at the detriment of competencies and holistic development of the learner. The junior school (Grades 7, 8 and 9) is a pivotal transition stage in the CBC structure where core competencies are solidified and learners begin to explore pathways in line with their interests and abilities. This level is thus crucial to the achievement of the CBC's reform agenda (Kenya Institute of Curriculum Development, 2017). The transition to junior school represents a critical juncture where teachers must seamlessly integrate competency-based pedagogy and assessment, placing significant demands on their preparedness and institutional support (Mugirase et al., 2024).
CBC implementation outcomes vary across the country. Schools in underserved and undersourced areas face more challenges due to socio-economic inequities, cultural factors, lack of infrastructure and teacher readiness. This is the case in Sankuri Sub-County, Garissa County in North Eastern Kenya. The sub-county is home to mostly pastoralist communities and historically has had some of the lowest education indicators in the country due to prolonged insecurity, poverty and under-investment in public services (REACH & UNHCR, 2021; UNICEF Kenya, 2022). Of the factors shaping the quality of CBC implementation, teacher perception is a key factor. Teachers' perceptions, confidence and willingness to embrace change influences the pedagogic decisions they make, how they assess their students and the extent to which they implement the curriculum. When teachers have positive perceptions of a curriculum reform, it is more likely to be implemented consistently and in a student-centered manner. On the other hand, perceptions of doubt, low confidence or unwillingness to change hinder implementation, even when systems and resources are provided to support it (Portela et al., 2022; Mutua et al., 2019). Longitudinal evidence from comparable marginalised settings in sub-Saharan Africa suggests that teacher perception is not static but evolves with sustained professional development and institutional support (Chimbi & Jita, 2024).
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While there is an increasing awareness of the role of teacher perception in curriculum reform, there is little empirical evidence on the link between teacher perception and CBC implementation in the disadvantaged setting of junior schools in Sankuri Sub-County. Despite a growing body of qualitative and descriptive studies on CBC implementation challenges in Kenya, there remains a notable scarcity of quantitative relational research that statistically measures how teacher perception directly correlates with implementation outcomes, particularly at the junior school level where transition pressures are most acute (Cheruiyot, 2024). This study sought to relationship between teachers perception of Competency Based Curriculum and its implementation in junior schools in Sankuri Sub-County, Garissa County, Kenya.
[bookmark: _Toc188281863][bookmark: _Toc225232382]OBJECTIVE OF THE STUDY 
To determine the relationship between teachers perception of Competency Based Curriculum and its implementation in junior schools in Sankuri Sub-County, Garissa County, Kenya.
[bookmark: _Toc225232384]HYPOTHESES OF THE STUDY
H0: There is no statistically significant relationship between teachers’ perception of Competency Based Curriculum and its implementation in junior schools in Sankuri Sub-County, Garissa County, Kenya.
H1: There is statistically significant relationship between teachers’ perception of Competency Based Curriculum and its implementation in Sankuri Sub-County, Garissa County, Kenya.
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CBC has been perceived differently by teachers globally. In the US and Canada, most teachers welcome the focus of the curriculum on practical skills such as critical thinking, problem solving and collaboration, but many complain of lack of training, resources and time to implement the curriculum (Evans et al., 2020; Portela et al., 2022). Likewise, a Council of the European Union (2018) report found that although teachers embraced the new emphasis on personalised learning and skills development, CBC implementation required significant professional development and support. Notably, attitudes were moderated by teaching environment with teachers in urban or well-resourced schools reporting fewer barriers than those in rural or poorly resourced schools. Mixed teacher perceptions of CBC are common in sub-Saharan Africa. Research in Ghana, Nigeria and South Africa indicates that teachers are theoretically supportive of competency-based approaches but struggle with their implementation because of a lack of pedagogical skills and resources (Ogegbo et al., 2020; Chimbi & Jita, 2024; Aboagye & Yawson, 2020). Teachers in rural and under-resourced schools also face issues of large class sizes and little professional support, which exacerbate implementation challenges, especially when not supported by strong government commitment (Momanyi & Rop, 2020). More recent evidence from Canada confirms that even experienced teachers struggle with the pedagogical shift demanded by competency-based frameworks, particularly in integrating assessment-for-learning practices in real time (Beauchamp et al., 2023).
Teachers in Kenya responded with much debate to the roll-out of CBC in 2017. While Mutua et al. (2019) reported that overall, teachers were positive about CBC with many recognising the benefits of competency-based education, there were widespread concerns about ineffective training, lack of resources and high class sizes. Momanyi & Rop (2020) reported that many teachers especially in rural and marginalised communities were uncertain about the curriculum due to lack of access to training and confusion about competency assessment models used in CBC that were very different from previous teaching and assessment approaches. These observations were reinforced by Isaboke et al. (2021) who reported that uncertainty in assessment guidance was a common cause of teacher anxiety with the new curriculum. In the context of Garissa County, Hussein (2023) found teachers were supportive of CBC goals but faced challenges in its implementation citing lack of access to training initiatives and teaching aids as key barriers. Kisulu et al. (2021) further note that junior school teachers specifically face heightened pressures as they must simultaneously navigate new content areas and unfamiliar assessment paradigms, making the junior school level a critical site for perception-implementation research. Schools where teachers had been involved with government training programs had higher teacher confidence and greater classroom practices aligned with CBC principles confirming that professional development was a key factor to positive teacher perception and implementation (KICD, 2018).
Literature points to three key dimensions of teacher perception that impact CBC implementation. First is content confidence. Mugambi and Chepkonga (2024) confirmed that despite Kenyan teachers having strong content knowledge, they were not confident in implementing learner-centered pedagogies and competency-based assessment approaches citing lack of training and exposure to CBC approaches. Addai-Mununkum and Setordzi (2023) found Ghanaian teachers faced challenges applying learner-centered pedagogies despite their content knowledge confirming that confidence in content delivery was not enough for CBC. Waweru and Odhiambo (2023) corroborate this finding in the Kenyan context, showing that teachers' self-efficacy regarding CBC delivery was significantly associated with the frequency and quality of in-service training received, suggesting that the confidence gap is addressable through targeted professional development. The second factor is workload perceptions. The continuous assessment, portfolio development and facilitation of practical activities required for CBC creates greater workloads than the examination-focused 8-4-4. When teachers perceive this workload as too much, fidelity to the curriculum lessens as they implement parts of the curriculum or drop them altogether (Opoku-Asare and Siaw, 2015). The third aspect is change attitude. Sepadi & Molapo (2024) reported that South African teachers felt uncertain and lacked confidence in teaching competency-based content as part of the Curriculum and Assessment Policy Statement (CAPS), partly due to psychological factors such as the comfort of traditional teaching methods. In Ghana, Opoku-Asare and Siaw (2015) also observed a resistance by teachers to curriculum reforms due to a lack of preparation and fear of additional workload. Both studies also highlighted that teacher perceptions are influenced by institutional support and reform objectives reinforcing the importance of institutional support in influencing teacher perceptions.
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This research used a mixed methods approach, which combined quantitative and qualitative methods to provide a holistic understanding of the link between teacher perception and CBC implementation. The study employed a sequential explanatory mixed-methods design (Creswell & Plano Clark, 2017), in which the quantitative phase was conducted first, followed by the qualitative phase, the latter being used to explain and elaborate on the quantitative findings. The study adopted a census approach, which covered the entire target population of 75 teachers and 15 Heads of Institutions (HOIs) from all 15 public junior schools in Sankuri Sub-County, giving a total of 90 respondents. The census approach was preferred because of the small size of the target population and it eliminates sampling error and ensures representativeness of all categories of respondents (Mugenda and Mugenda, 2003; Kothari, 2004).
A structured questionnaire was used for teachers and a semi-structured interview guide for HOIs. The questionnaire for teachers contained a four-item Likert scale instrument that sought to measure teacher perception in terms of confidence in teaching the content, impact on workload, impact of perception on assessing learners and attitude to change. The structured questionnaire for teachers was adapted from validated instruments used in prior CBC and curriculum implementation studies in Kenya and modified to reflect the specific context of Sankuri Sub-County. The adaptation process involved a review by curriculum specialists and university supervisors to ensure content validity. The instruments were pilot-tested in three similar public schools outside the study area to assess clarity and reliability. Internal consistency was confirmed with a Cronbach's alpha coefficient of 0.81, exceeding the accepted threshold of 0.7 (Kothari, 2004). The instruments were further validated by experts including university supervisors and subject specialists. The semi-structured interview guide for HOIs was researcher-developed to elicit qualitative insights on school-level factors influencing teacher perception and CBC implementation. The guide was pilot-tested with two HOIs outside the study sample and refined accordingly.
Descriptive statistics (means and standard deviations) were used to describe the patterns of teacher perceptions in the quantitative data. Pearson correlation was applied to assess the significance of teacher perception and CBC implementation. Thematic analysis was used to interpret the qualitative data from the HOI interviews to supplement and validate the quantitative findings. This study was conducted in Sankuri Sub-County about 400 kilometres north-east of Nairobi in Garissa County, North Eastern Kenya, an area that is home to a pastoralist population and is socio-economically disadvantaged with a shortage of educational resources (UNESCO, 2015; UNICEF Kenya, 2022). In line with the sequential explanatory design, the quantitative phase was conducted first to establish the statistical relationship between teacher perception and CBC implementation, followed by the qualitative phase which was designed to explain and contextualise the quantitative findings. Convergence of the two strands was achieved through triangulation in the Discussion section: the Pearson correlation findings (r = 0.778, p = 0.000) were explained and enriched by HOI interview data that elaborated the mechanisms underlying the statistical relationship. For instance, the low quantitative mean score for confidence in content delivery (M = 2.75) was directly corroborated by HOI reports of teachers’ discomfort with portfolio and project work. Similarly, the near-neutral workload perception was explained qualitatively through HOI accounts of excessive continuous assessment requirements. This convergence of quantitative and qualitative findings produced a more complete and nuanced picture of the perception–implementation relationship than either method alone could have provided (Creswell & Plano Clark, 2017). 
[bookmark: _Toc225232442]RESULTS AND DISCUSSION
Descriptive Statistics for Teacher Perception and CBC Implementation
To determine relationship between teachers perception and implementation of CBC in junior schools in Sankuri Sub-County. Table 1 presents the descriptive statistics for each item on the teacher perception scale.
Table 1
Descriptive Statistics for Teacher Perception and Implementation of CBC
	Statement
	N
	Mean
	SD

	Teachers' confidence in content delivery affects effective implementation of CBC
	63
	2.75
	0.718

	Current workload in CBC affects effective implementation of CBC
	63
	2.98
	0.813

	Teachers' perception on CBC directly impacts learners' assessment
	63
	3.05
	0.771

	Teachers' attitude towards change affects successful implementation of CBC
	63
	2.89
	0.650

	Overall Mean
	63
	2.92
	0.74


The overall mean of all the items was 2.92 (SD = 0.74) suggesting a neutral to slightly negative attitude of teachers towards CBC implementation in Sankuri Sub-County. The mean score of 2.92 suggests that though teachers saw some benefits of CBC especially in relation to learner assessment, there were significant concerns about workload and confidence which prevented them from fully embracing CBC. A standard deviation of 0.74 indicated a high degree of variability among teachers' responses which implied that CBC implementation experiences were not uniform across schools and individuals within the sub-county.
The highest mean rating of 3.05 (SD = 0.771) was for the item teachers' view of CBC affects learners' assessment. This suggested that teachers slightly agreed that their knowledge and perception of CBC affected learners' assessment and that teachers who more fully embraced CBC principles were more likely to effectively adopt formative and competency-based approaches to assessment. The high variability indicated that teachers were not consistent in their views on this relationship with differences linked to teacher preparation, experience and knowledge of CBC assessment approaches.
The item on the current workload in CBC having an impact on effective implementation had a mean of 2.98 (SD = 0.813) just below the neutral point of 3.00. This suggested that generally teachers disagreed that workload was the most important factor affecting implementation but the large standard deviation pointed to variability in responses. Some teachers, especially in disadvantaged situations reported feeling swamped by continuous assessment and learner-centred approaches, while others coped well. This pointed to inequalities in the experience of workload across schools where other factors such as staffing and leadership contributed to the experience of workload.
Teachers' attitude towards change had a mean score of 2.89 (SD = 0.650) which indicated a marginal disagreement that attitudes toward change had a significant impact on CBC implementation. The slightly lower standard deviation suggested a higher level of agreement than other items suggesting that a slight resistance to change was a collective challenge facing the sub-county. This shared attitude may have been a result of habit from the 8-4-4 system, doubt on the effectiveness of CBC in the local context and fear of additional teaching responsibilities.
The item with the lowest mean score (2.75, SD = 0.718) was teachers’ confidence in content delivery impacting effective CBC implementation suggesting a generalised lack of confidence in content delivery for CBC implementation. This suggested that teachers generally disagreed that they were confident in their content delivery to implement the CBC implying uncertainty and perceived ill-equippedness to deliver the learner-focused curriculum. The standard deviation showed that although the majority of teachers were not confident, a few who had training or resource support were more confident in their implementation.
Pearson Correlation Analysis
To test the null hypothesis that there is no statistically significant relationship between teachers perception and implementation of CBC in junior schools in Sankuri Sub-County, Pearson correlation analysis was used. The results are shown in Table 2.


Table 2
Pearson Correlation between Teacher Perception and Implementation of CBC
	
	Pearson Correlation (r)
	Sig. (2-tailed)
	N

	Teacher Perception and Implementation of CBC
	.778**
	.000
	63


** Correlation is significant at the 0.05 level (2-tailed).
The Pearson correlation coefficient (r) of 0.778 suggested there was a strong positive relationship between teacher perception and implementation of CBC in junior schools in Sankuri Sub-County. The p-value of 0.000 which was below the 0.05 level of significance indicated that this relationship was significant. Based on this finding the null hypothesis that there is no statistically significant relationship between teacher perception and implementation of CBC in junior schools in Sankuri Sub-County was rejected. The high positive coefficient suggested that teachers who had more positive perceptions of CBC including higher self-efficacy in teaching content, lower level of perceived stress and more favourable views of change were related to higher level of fidelity and quality of CBC implementation in the classroom.
Qualitative Findings from HOI Interviews
The HOI interviews provided insights into how the quantitative findings were realised. HOIs consistently found that while teachers generally agreed that CBC was able to build learners' skills, they also felt operational difficulties that influenced their overall view of CBC. One HOI noted that the teachers had accepted CBC positively because they felt it was good for the learners' skills but they also complained about the workload especially in assessment and record keeping. The latter perception reflected in the near-neutral overall mean score, reflected the ideological endorsement and operational challenge.
Portfolio and project work were identified as areas where teachers felt uncomfortable. An HOI (HoI 5) reported that some teachers were not comfortable with portfolio and project work because they felt they were not doing it properly and it was too time consuming compared to the previous system. This observation aligns with Hussein (2023) who found that teachers in under-resourced Kenyan settings experienced portfolio management as a disproportionate administrative burden, particularly in schools where there was no administrative support. This concern for procedural correctness reinforced the low mean scores for confidence in delivering content and indicated that lack of training resulted in avoidance or incorrect use of CBC components. In contrast, teachers who had attended CBC workshops and had been provided with teacher’s guides were reported by one HOI (HoI11) to be more confident in teaching and using practical activities in class. This anecdotal evidence confirmed that specific professional development was key to positive teacher attitudes and high quality implementation. One respondent (HoI4) also observed that some teachers were reluctant to fully adopt CBC as it required more paperwork and lesson planning and they were used to the 8-4-4 system. This confirmed the attitudinal resistance aspect identified in the quantitative study.
Another respondent (HoI13) noted that some teachers continued to use chalk and talk approaches because they did not know how to implement the new curriculum. This finding showed negative perception was not theoretical but translated into regressive teaching practices that contradicted the competency-based nature of the curriculum. The qualitative data, as a whole, confirmed that teacher perception was not monolithic, that different levels of training and systemic support impact on implementation fidelity and that systemic interventions were needed to change teacher perception and practice at scale.
Discussion
The strong and significant positive relationship between teacher perception and CBC implementation (r = 0.778, p = 0.000) was consistent with and added to the body of knowledge on curriculum reform. Kisulu, Simatwa and Ndolo (2021) showed that teacher perception played a vital role in CBC implementation in public primary schools in Rangwe Sub-County where positive teacher attitudes led to the increased adoption of formative and competency-based assessment techniques. The current study confirmed this in a more socio-economically disadvantaged environment confirming the relationship between teacher perception and CBC implementation in resource-limited environments. Sepadi & Molapo (2024) further support this pattern in cross-national research, establishing that teacher belief orientation toward curriculum innovation is the single strongest predictor of implementation quality across diverse educational settings.
The overlap with Mugambi and Chepkonga (2024) was significant. They established that Kenyan teachers had good content knowledge but low confidence in using learner-centered methods citing lack of training and exposure to CBC strategies as the cause. The finding that teacher confidence in teaching content was the lowest mean (2.75) of perception items in the current study reinforced this observation showing that confidence deficit was a common and recurrent issue of CBC implementation in different Kenyan settings. Addai-Mununkum and Setordzi (2023) corroborated this finding in Ghana demonstrating that despite good subject knowledge, teachers faced difficulties in delivering CBC-aligned competency-based instruction when confidence in learner-centered pedagogies was weak.
The workload aspect of teacher perceptions aligned with Opoku-Asare and Siaw (2015) who reported that Ghanaian teachers perceived increased workload as an obstacle to accepting curriculum reforms. Although the current study did not find workload was the most highly perceived barrier relative to confidence and attitudes towards change, the standard deviation (SD = 0.813) in workload responses suggested workload perceptions were highly varied between schools. This probably reflected differences in staffing, school leadership and resource provision at the school level reinforcing the contextual nature of workload perception.
The change attitudes dimension related to the findings of Sepadi & Molapo (2024) in South Africa where teachers reported uncertainty and lack of confidence to deliver competency-based curriculum due to psychological resistance to change from previous practices.  Koros & Achieng (2023) further note that this attitudinal resistance is strongest in schools where teachers receive little collegial or administrative support, reinforcing that systemic and institutional factors mediate the relationship between individual perception and implementation behaviour. The relative stability of responses on this item in the current study (SD = 0.650) implied that the attitude to change in Sankuri was a systemic rather than an individual problem which means that school and system-wide change management strategies would be more effective than individual strategies.
LIMITATIONS OF THE STUDY
There are a number of limitations to this study that must be noted. First, the findings of the census are limited to the 15 public Junior Schools in one sub-county (Sankuri), thus restricting the generalizability of the findings to other sub-counties, counties or the national-level context of CBC implementation. Second, the study used teacher and HOI self-reported data, which could have been influenced by social desirability bias in particular in the perceptions of CBC, because teachers might have been responding in ways that would be considered acceptable by the institution. Third, because of the cross-sectional design of the research, it is not possible to make causal inferences, although a strong association (r = 0.778) was identified, it would not be valid to draw a direct link between the teacher perception and the variations in the implementation of the CBC. More longitudinal research is needed and classroom observation data should be incorporated into future research to confirm self-reported perceptions. Fourth, the study did not take into consideration the variation of teacher perceptions among subjects, as these could vary greatly across areas of the CBC including Creative Arts and STEM subjects.
CONCLUSION AND RECOMMENDATION 
Conclusion  
This research confirmed teacher perception as a key factor in the implementation of CBC in primary schools in Sankuri Sub-County. The positive and significant correlation (r = 0.778, p = 0.000) established that teacher perception (attitude, confidence to deliver content and willingness to change) affected the quality of CBC delivery in classrooms. The average score of 2.92 demonstrated that teachers were not averse to CBC but significant concerns in all three teacher perception areas limited their classroom engagement with CBC.
The lowest perception dimension was confidence in content delivery suggesting the need to improve teacher readiness through ongoing and relevant professional development. While not the most urgent concern workload issues were highly variable suggesting that inequities in school environments moderated teachers' perceptions about CBC workload. A collective resistance to change required systemic rather than individual approaches to change management.
The qualitative data confirmed that teachers who had received support showed significantly greater confidence and more consistent implementation suggesting that the perception-implementation link was malleable through institutionally targeted support. This finding provides a glimmer of hope in marginalised settings in that targeted interventions can improve teacher perceptions and in turn, implementation quality despite resource transformation.
[bookmark: _Toc225232446]Recommendations 
The research has the following recommendations. First the Ministry of Education and KICD should increase continuous professional development initiatives that target the CBC competency-based assessment, portfolio and project management and facilitation strategies that Sankuri and other teachers find most difficult. Training should be practical, ongoing and conducted in the teachers' environment, rather than in workshops.
Second school leaders and county education offices should implement mentoring and peer coaching systems that match CBC-trained teachers with non-trained teachers. This would facilitate competency-building in schools and address the low-confidence deficit identified in this study.
Third the CBC workload model must be re-evaluated at a policy level to streamline continuous assessment in under-resourced and high pupil-teacher-ratio environments. Assessment tools and portfolio templates should be developed and disseminated to reduce workloads and confusion over correct procedural practices.
Fourth community and teacher change management initiatives should be undertaken to reduce resistance to CBC. These should not be individual attitude change programs but rather professional community building programs that make teachers partners in curriculum change rather than policy takers.
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