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[bookmark: _Toc188281857][bookmark: _Toc225232375]ABSTRACT
Kenya introduced Competency-Based Education (CBE) to develop learners’ practical and 21st-century skills. However, implementing CBE in marginalized regions such as Wajir East Sub-County remains challenging due to limited resources, teacher shortages, and irregular learner attendance, making school leadership crucial in supporting effective learning outcomes. This study assessed the effectiveness of head teachers’ administrative strategies in achieving competency-based education (CBE) learning outcomes in public primary schools in Wajir East Sub-County, Kenya. This research was conducted on a positivist research paradigm. A case study design with a combination of quantitative and qualitative approaches was utilized. The study was anchored on instructional leadership theory. The population targeted were 279 teachers and 27 head teachers from all the 27 public primary schools in Wajir East Sub-County. Yamane's formula was utilized giving sample size of 173 respondents (158 teachers and 15 head teachers). Structured questionnaires were used to collect the data from teachers and interview guides with head teachers. The instrument reliability was confirmed by Cronbach's alpha at 0.837. An actual response rate of 95.4% was achieved. Descriptive statistics and Pearson correlation were used for analysis. The findings revealed a moderate overall effectiveness mean of 3.14 (SD = .78) and instructional supervision was the most effective (M = 3.22, SD = .81), while promotion of learner-centered teaching was the weakest dimension (M = 3.09, SD = .82). The effectiveness of head teachers' strategies was meaningfully correlated with CBE implementation outcomes (r = .687, p < .01) as a significant positive Pearson correlation was found. Qualitative findings from interviews revealed that while supervisory engagement produced observable improvements in lesson delivery, teachers frequently reverted to teacher-centered methods without sustained professional support and irregular learner attendance in nomadic communities undermined competency progression. The study concludes that strategy effectiveness is constrained by insufficient embedded professional development and structural contextual barriers unique to marginalized settings. It recommends establishment of school-based instructional committees, structured peer coaching frameworks, and context-sensitive formative assessment toolkits tailored to arid and semi-arid educational environments.
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The education system is shifting towards a competency-based approach that emphasizes skills for the 21st century, including critical thinking, collaboration, creativity and digital literacy (Organisation for Economic Co-operation and Development [OECD], 2018). This shift was institutionalized in Kenya in 2017 with the implementation of Competency Based Education (CBE) which superseded the 8-4-4 curriculum framework which had been in operation in basic education since the early 1980s (Kenya Institute of Curriculum Development [KICD], 2017). The key competences of the core architecture of CBE are communication and collaboration, critical thinking and problem solving, imagination and creativity, citizenship, digital literacy, self-efficacy and learning to learn, designed to produce learners who are empowered, engaged, and ethically grounded citizens who can contribute productively to Kenyan society and the global economy (KICD, 2017).
Although this reform is driven by a strong vision, there have been many challenges in implementing CBE at the school level, especially in the marginalized and arid areas like Wajir East Sub-County. According to a national assessment conducted by the Kenya National Examinations Council (KNEC, 2022), less than 40% of the public primary school teachers felt well equipped to teach CBE methodologies. The KICD (2023) also reported that there were chronic textbook and teaching materials shortages in arid counties, with more than 60% of the counties reporting such deficits. These systemic gaps have led to inconsistent implementation and to increased educational disparities between well-resourced urban schools and poorly-resourced rural schools.
The school-level leadership becomes a key mediating variable between the national policy goal and the classroom reality. The head teachers are the operational leaders of public primary schools who are responsible for coordinating teacher professional development, mobilizing learning resources, managing community engagement and compliance with curriculum directives (Ndiga, 2021). They have a direct impact on the school climate, the quality of the teaching and learning, the use of school resources, and the achievement of CBE learning outcomes. These strategies have, however, been less extensively examined in the empirical literature and have not been well studied, especially in sub-counties where the structural factors are overwhelming and limit leadership capacity.
The context of Wajir East Sub-County is very unique. The sub-county's Net Enrolment Rate is about 52%, which is much lower than the national average of 84%, while dropouts are compounded by the pastoralist lifestyle, which requires that children participate in seasonal migration of livestock which interferes with their schooling (Ministry of Education, 2023). The teacher to pupil ratio in the sub-county is 1:65 which is higher than the national ratio of 1:40 (Teachers Service Commission [TSC], 2022). Insufficient WASH facilities in schools (UNICEF Kenya, 2022) and insecurity in areas along the borders further affects teacher deployment and learner attendance. Therefore, the structural and humanitarian factors that are out of the school's control can limit the effectiveness of the best intentions of the administration.
[bookmark: _Toc188281863][bookmark: _Toc225232382]OBJECTIVE OF THE STUDY 
To assess the effectiveness of head teachers’ administrative strategies in achieving competency-based education learning outcomes in public primary schools in Wajir East Sub-County, Kenya
[bookmark: _Toc225232384]HYPOTHESIS OF THE STUDY
H01: There is no statistically significant relationship between head teachers’ administrative strategies and achievement of competency-based education learning outcomes in public primary schools in Wajir East Sub-County, Kenya
LITERATURE REVIEW
Theoretical Framework
This study draws on the theory of Instructional Leadership as developed by Hallinger and Murphy (1980), and further developed by Hallinger (2003) and Hallinger and Heck (1996). The theory suggests that the school leadership has a critical role in the quality of teaching and learning in the school, through behaviours that are grouped around 3 key functions: mission definition, instructional programme management and promotion of a positive school learning climate. Importantly, the theory states that instructional leaders who proactively monitor teachers, organize the content of instruction, and engage in professional development create the environment where learning outcomes are most likely to be positively and reliably enhanced. This theoretical basis offers a conceptual framework that can be systematically understood the relationship between head teachers' administrative actions and CBE learning outcomes. 
Effectiveness of Head Teachers' Strategies in CBE Implementation
There is an expanding empirical literature that supports a positive association between quality of school leadership and effectiveness of curriculum implementation, but this association is contingent upon other factors such as the presence of resources, teacher capacity, and community engagement. A study by Wairungu and Magoma (2024) in public primary schools of Kenya revealed that although head teachers promoted the use of learner-centered pedagogy, this did not necessarily translate into the classroom due to the capacity of the teachers, the resources available in the schools, and the consistency of leadership support. Sustained leadership interventions were more successful in schools where head teachers gave ongoing CBE coaching and structured peer learning, suggesting that sustained leadership interventions are more important than episodic.
One of the more influential syntheses on the instructional leadership-student outcomes relationship was conducted by Robinson et al. (2008) who analyzed 27 studies from a variety of international settings. Their results showed that the most significant size effect was for leaders who directly encouraged and engaged in teacher professional learning, and then for leaders who organized, planned, and assessed the teaching and curriculum. The evidence is strong that when head teachers engage with the curriculum beyond administrative coordination, they lead to the most significant improvements in the quality of curriculum delivery.
Lema and Otieno (2022) investigated the supervisory techniques and effects of head teachers on teacher's work performance in public primary schools of Arusha District Council in Tanzania. The study employed a convergent mixed methods design and revealed a statistically significant positive relationship between supervisory practices and the work performance of instructors, and a significant positive relationship between head teachers' observation practice and positive conditions in the classroom and the increase in teaching quality. This is similar to the rating of effectiveness for supervision that was found in the current study, when compared with the five dimensions measured.
Kuviyo, Piliyesi and Kanga (2022) examined principals' instructional supervision practices in public secondary schools in Kajiado North Sub-County, demonstrating a positive correlation between principals' instructional supervision practices and the effectiveness of instructional practices and learning outcomes. Kanuvi, Barat, and Piliyesi (2024) also reported that the following supervisory measures in primary schools led to improved instructional effectiveness: regular visits to the classrooms, examination of lesson plans, and the provision of structured feedback. These results are consistent with the current study's results which demonstrated that supervision is the most consistent dimension of head teachers' CBE strategy implementation.
The most difficult area of alignment between the deployment of administrative strategy and curriculum outcomes is the promotion of learner-centered teaching. Maiyuria, Mackatiani and Gakunga (2024) noted that the teachers in Kenyan public primary schools have good content knowledge but were deficient in pedagogical strategies needed to implement the competency-based learning activities. This pedagogical lack of confidence was related to the lack of support in professional development that can be provided in schools, which means that administrative supervision is not enough to fill this pedagogical void. This was confirmed by Mutua and Waweru (2023) who revealed that many teachers persisted with traditional teaching methods, instead of the learner-centered approach, especially in the absence of close supervision by their school leaders.
Ronguno (2025) also corroborated in Chesumei Sub-County that learner-centered teaching was not being fully practiced because of resource limitations and lack of professional development, which led to very few gains in CBE competency acquisition. The uniformity of the findings from geographically very distant and demographically very different Kenyan sub-counties indicates that the failure to achieve the desired outcomes in learners is not a local issue, but a systemic issue. In addition, Ngunjiri and Ng'ang'a (2021) reported that teacher training on CBE in Kenya was ad hoc, superficial, and inadequate to connect to the practical requirements of its implementation in classrooms, which led them to conclude that short-term, irregular training workshops were not sufficient to drive the desired pedagogical change necessary for CBE.
Partially divergent, Situma, Macheso and Njogu (2024) found that CBE assessment alignment scores in highly active head teachers' schools in the better resourced Kenyan counties were above average, implying that there is a partial evidence that good head teacher leadership can help offset poor resource levels. The difference, however, is likely due to the worse structural barriers in Wajir East which are exacerbated by factors such as insecurity, lack of teachers, and poor infrastructure, making the context in which leadership operates more difficult than in the counties studied by Situma et al. (2024).
RESEARCH METHODOLOGY
The study was guided by a positivist research paradigm, which assumes that knowledge is objective and can be measured by empirical observation and statistical analysis (Creswell & Creswell, 2023). The positivism was suitable because the study aimed to establish statistically verifiable relationships between the head teachers' administrative strategies and the CBE learning outcomes. A case study design with a mixed method approach was used. The mixed methods design allowed for the patterns found in the quantitative data to be seen and for the qualitative data from the interviews to provide context and explain the patterns found in the quantitative data (Creswell & Creswell, 2023).
The target population included 279 teachers and 27 head teachers who were selected from all 27 public primary schools in Wajir East Sub-County (Sub-County Education Office, Wajir East, 2025). The sample size was calculated from Yamane's formula (1967) at 95% confidence level to get 173 respondents, namely 158 teachers and 15 head teachers who participated in the study. 
The two main instruments used to gather data were: The quantitative data was collected using a structured questionnaire that was administered to teachers on five items that were rated on a 4 point Likert scale ranging from strongly disagree (1) to strongly agree (4), using the head teachers' strategies to achieve the CBE learning outcomes. Head teachers were interviewed using a semi-structured interview guide to obtain qualitative, contextually rich descriptions of how their strategies had led to discernible improvements in learning outcomes, in classroom practice, and in assessment practices. The content of the instrument was validated by experts while appropriateness of the instrument was confirmed through a pilot study in Wajir West Sub-County with 16 teacher respondents. The Cronbach's alpha reliability analysis showed a coefficient of 0.837, which is above the accepted value of 0.70 (Bryman, 2021).
Teacher perceptions of strategy effectiveness were summarized using descriptive statistics (means and standard deviations). The null hypothesis was tested and the statistical relationship between the effectiveness of the strategies and the implementation of CBE was established using Pearson correlation analysis. The head teacher interviews were conducted to elicit qualitative data, which was transcribed verbatim and analysed using thematic analysis, deductively around the effectiveness dimensions used in the questionnaire and inductively by careful reading of the head teacher interviews.
The study was conducted in accordance with the internationally agreed research ethics guidelines with respect to the dignity, rights and wellbeing of all participants. Each participant (teacher and head teacher) received a detailed information sheet and an informed consent form, outlining the purpose of the study, the nature of their involvement, the voluntary nature of their involvement, and their right to withdraw from the study at any time without any consequence or penalty. All participants were informed and informed again about the nature and purpose of the study, respecting their autonomy (Saunders, Lewis, & Thornhill, 2023). 
RESULTS AND DISCUSSION
Response Rate
A total of 173 respondents (158 teachers and 15 head teachers) were targeted. Of the 158 teachers targeted, 150 returned and completed the questionnaire and all 15 head teachers attended the planned interviews. This yielded an overall response rate of 95.4% which exceeded the minimum recommended rate of 60% for survey-based educational research (Kombo & Tromp, 2006). The high response rate minimizes non-response bias and increases the credibility and generalizability of the results in the context of the study.
 Descriptive Statistics: Effectiveness of Head Teachers' Strategies
Table 1 presents the descriptive statistics for the five items assessing the effectiveness of head teachers' strategies in achieving CBE intended learning outcomes.
Table 1: Effectiveness of Head Teachers' Strategies in Achieving CBE Learning Outcomes
SD = Strongly Disagree; D = Disagree; A = Agree; SA = Strongly Agree; N = Total respondents
	Statement
	SD
	D
	A
	SA
	N
	Mean
	SD

	HT strategies improve learners' acquisition of CBE competencies.
	5
	18
	82
	45
	150
	3.11
	.81

	Supervision by HT enhances quality of CBE delivery.
	3
	12
	84
	51
	150
	3.22
	.73

	Administrative strategies promote learner-centered teaching.
	6
	19
	80
	45
	150
	3.09
	.82

	Strategies improve assessment and feedback practices aligned with CBE.
	4
	15
	85
	46
	150
	3.15
	.76

	Strategies contribute to improved learner performance in CBE.
	5
	17
	83
	45
	150
	3.12
	.79

	Overall Mean
	
	
	
	
	150
	3.14
	.78


The findings showed a moderate level of consistency among teacher respondents on the effectiveness of head teachers' strategies to fulfill CBE learning outcomes. The mean score of 3.14 (SD = .78) is slightly lower than that for administrative strategy deployment (3.26), indicating a meaningful difference between the level of administrative activity and the level of observable improvement in acquisition of learner competency and pedagogical quality.
The item that had the highest mean was the one that related to the quality of CBE delivery as a result of supervisory engagement (M = 3.22, SD = .73), meaning that instructional supervision is the strategy most directly and consistently linked to better delivery of CBE. The relatively small standard deviations indicate that there is a wide consensus among all the respondents and that supervision is a perceived effective driver and is consistent across the schools sampled. For strategies that are helping to improve assessment and feedback practices aligned to CBE, head teachers' efforts were rated 3.15 (SD = .76), which represents moderate agreement, with some variability in the extent to which this is experienced in different schools.
Recorded is at 3.12 (SD = .79) and 3.11 (SD = .81) for enhanced learner performance and competency acquisition, respectively. The relatively high standard deviations on these items could be due to more variation in the perception of whether head teacher strategies can be seen in the observable results of learner achievement, and may reflect the multi-causal nature of the achievement of learners, and the fact that there are many other intervening variables such as teacher experience, availability of resources, and consistency of learners' attendance.
In regard to the administrative strategies encouraging learner-centered teaching, the mean score was the lowest (3.09, SD = .82) of the five dimensions of effectiveness. Theoretically, this finding is significant since CBE pedagogy is defined by its learner-centered approach as stated in the Basic Education Curriculum Framework (BECF) (KICD, 2017). The combination of a low mean of the dimension and a high standard deviation suggests that the dimension is the one in which the gap between the intent of the administration and actual practice in the classroom is largest and the variance between the schools is greatest, thus indicating that contextual and individual teacher factors have the greatest moderating influence on how well administrative strategies are translated into effective, learner-centered instruction.
Pearson Correlation: Effectiveness of Strategies and CBE Implementation
A Pearson correlation analysis was conducted to test the null hypothesis H0: There is no statistically significant relationship between head teachers' administrative strategies and the achievement of CBE's intended learning outcomes in public primary schools in Wajir East. Table 2 presents the results.


Table 2: Pearson Correlation on Effectiveness of Head Teachers' Strategies and CBE Implementation
	Variable
	Effectiveness of Strategies
	CBE Implementation

	Effectiveness of Strategies – Pearson r
	1.000
	.687**

	Sig. (2-tailed)
	–
	.000

	N
	150
	150

	** Correlation is significant at the 0.01 level (2-tailed).


Pearson correlation analysis revealed a positive and significant relationship between the effectiveness of head teachers' strategies and CBE implementation (r = .687, p < .01). Thus, the null hypothesis H0 is rejected. This result validates the meaningful relationship between perceived effectiveness of the head teachers' administrative strategies and the quality of curriculum implementation fidelity: CBE implementation fidelity is higher in schools with higher perceived effectiveness in their head teachers' administrative strategies. This correlation is moderate-to-strong (r = .687), and is both practically significant and recognizes that other factors (e.g., teacher capacity, resources, community support) also independently impact implementation outcomes.
The correlation coefficient for effectiveness (r = .687) is significantly lower than that of administrative strategy deployment (r = .886) and should be given attention when interpreting. The discrepancy indicates that while the presence of administrative strategies is associated with improved outcomes, the relationship between leadership and outcomes is also influenced by mediating and moderating factors that dampen the link between strategy presence and strategy effectiveness. These are related to the quality and ongoing availability of professional development support, how individual teachers internalise rather than just meet the pedagogical demands of CBE, and the extent to which structural contextual barriers constrict the space in which the strategies can operate.
Qualitative Findings: Head Teacher Perspectives on Strategy Effectiveness
The interview responses of the 15 head teachers offered rich contextual elaboration of the quantitative results, reinforcing patterns of central interest, and providing important nuances that could not be captured in the descriptive statistics. Most head teachers were slightly positive about the impact of their plans and were aware of some aspects of the CBE that appeared to be working well, but had also openly reported the challenges that faced them in achieving the intended learning outcomes.
Head teachers consistently identified instructional supervision as the most effective intervention that they could implement. Some of the participants reported on weekly classroom observations and feedback to teachers about the structure of lessons, learning corners, competency-based activities in the lessons, and the integration of assessment tasks into the CBE framework. These head teachers found that teachers who were given regular, constructive feedback on their lessons demonstrated measurable improvements in the quality of their lesson delivery, in the completion of their portfolios and in the use of realia and manipulatives in science lessons. One headteacher commented that there was a change in the school culture with increased accountability for CBE delivery due to the consistent presence of the headteacher and the teachers' own reflection on their practice between visits.
Head teachers, however, also highlighted the need for supervision to be used alongside other strategies. A number of teachers commented that when they were not observed closely at school or were not supervised during lessons due to administrative tasks or community events, or the head teacher was away from school at external meetings, teachers reverted to traditional teacher-centred approaches. This mode of supervision-dependent compliance was blamed on a lack of depth and length of support provided in professional development. The quantitative data showed that the effectiveness score for professional development was low with head teachers stating that government organized CBE training workshops were usually too short, too centralized, and too distant from classroom situations to change teaching practices.
The effectiveness of the strategies was most debated with respect to the promotion of learner centred teaching. Head teachers from schools where staffing and resource provision was relatively favourable reported that they had seen some success in supporting learner agency in group learning activities, project based learning and using community contexts as learning resources. Headteachers from the more resource-poor schools and those with highly nomadic communities, however, reported difficulties in even sustaining basic CBE activities, let alone regularly implementing the learner centered pedagogies, in classrooms with multi-grade classes, extreme resource limitations and irregular attendance of learners.
Learner attendance and continuity emerged as a key structural constraint to the effectiveness of strategies in the qualitative data. Head teachers from schools in regions where there was livestock migration season reported that during migration seasons, learners' attendance in schools could be reduced by 30 – 50% and that no matter how good teachers were in their teaching, it would not be possible to achieve sustained competency progression during that period. This discovery contributes an additional layer to the quantitative effectiveness findings that has a gap in studies in more sedentary community settings, and it is an original contextual contribution of the present study to the CBE implementation literature.
Head teachers also made specific observations of effectiveness in the use of formative assessment. Some stated that their focus on portfolio completion and structured observation checklists had led to more uniform assessment of learners' progress throughout their schools leading to better informed decisions about individual progress. But others recognized that some teachers still saw portfolios as an administrative document and were still completing these documents after the fact instead of documenting work in an active and continuous manner. The disparity between formal introduction of CBE assessment practices and their meaningful application in classroom practices suggests a focus on pedagogical professional development, not on administrative oversight.
Discussion
A moderate mean score of 3.14 (SD = .78) and a significant Pearson correlation (r = .687, p < .01) validates that the strategies that head teachers are using in Wajir East are moderately effective in promoting CBE implementation, but there is a significant gap between administration and impact. This is consistent with the larger implementation science literature, which has identified that the leadership strategies themselves are not enough to ensure that the curriculum outcomes will be realized, especially when enabling conditions are not in place or when leadership strategies are not sustained or pedagogically targeted.
This corroborates the study in Kenyan public primary schools by Wairungu and Magoma (2024), which demonstrated that the relationship between the CBE encouragement of head teachers and classroom practice was hinged on consistency and specificity of leadership support. They noted that schools in which head teachers were regularly coaching and facilitating structured peer learning experienced greater success in their adaptation to CBE methods, revealing the need for repeated rather than intermittent interventions. The qualitative findings of the current study confirm this and is in line with the findings of other studies that assert that the effectiveness of CBE hinges on embedding, not supervising pedagogical change.
This is consistent with the findings of Robinson et al. (2008), which revealed direct supervisory participation in teacher learning to have the largest effect size among all instructional leadership behaviours, in the 27 international studies analysed. This cross-contextual validity across geographically and culturally diverse research contexts validates the basic tenets of IL theory and strongly suggests that the principles of good supervisory leadership continue to explain effective leadership in a resource-limited and geographically isolated setting like Wajir East.
The lowest effectiveness mean for strategies that promote learner-centered teaching (M = 3.09, SD = .82) is significantly different from the learner centredness that the KICD (2017) envisions as the most important pedagogical aspect of CBE. Similarly, Maiyuria et al (2024) attributed this gap to inadequate school-based professional development as teachers in Kenyan public primary schools did not have specific pedagogical strategies needed to implement competency-based learning activities despite having content knowledge. This trend was supported by Mutua and Waweru (2023) who reported that teachers persisted in using the traditional methods of instruction when there was no continuous support. This result is consistent across several Kenyan county contexts and also in the context of the present study, which is in a marginalised sub-county context, indicating that pedagogical gaps in learner-centred education is a systemic issue that must be addressed at a national level and not through individual school contexts.
Ronguno (2025) provided convergent evidence from Chesumei Sub-County which revealed that the delivery of learner-centered instruction was not satisfactory because of lack of resources and professional development, which led to the limited measurable CBE competency acquisition among learners. The overall cross-sub-county convergence bolsters the interpretation that the effectiveness gap between leadership strategies and learner-centered outcomes is systemic and is not due to the lack of commitment or intention of individual head teachers.
However, in more resourceful counties in Kenya, Situma et al (2024) suggest that active head teachers could attain above average alignment to the CBE assessment. This result is also different from the moderate effectiveness ratings seen in Wajir East, which may be due to the combined impact of structural barriers unique to marginalised arid sub-counties: insecurity, nomadic community patterns, resource scarcity, and high teacher turnover, which render the implementation context qualitatively more constraining than the counties studied by Situma et al. (2024). The difference highlights the need to have contextually differentiated CBE implementation strategies and policy frameworks which explicitly consider the unique context of marginalized learning environments.
CONCLUSIONS
Head teachers' administrative strategies are moderately effective in advancing CBE implementation outcomes. The overall effectiveness mean of 3.14 (SD = .78) and the high and positive Pearson correlation coefficient (r = .687, p < .01) indicate that strategy effectiveness is a valid predictor of the quality of implementation of CBE. However, the moderate, not high effectiveness ratings indicate that there is an ongoing mismatch between leadership efforts and curriculum impact which needs to be addressed.
Instructional supervision is the most consistent successful dimension of head teachers' CBE leadership. The supervision effectiveness item had the highest mean (M = 3.22) and the lowest standard deviation of the five dimensions measured and was the strategy identified consistently across interviews as being the one to most clearly show improvement in the quality of lesson delivery, assessment practices, and teacher accountability for CBE delivery. This finding has direct implications for prioritizing the training and support of supervisors as part of head teacher professional development programmes.
The learner-centred pedagogical approach is the most prominent gap between the implementation of the administration's strategy and the realization of the curriculum's outcomes. The lowest mean (M = 3.09) and highest standard deviation (SD = .82) was found on the item of learner centered teaching effectiveness, indicating a low average effectiveness and a high range of variability among schools. Interview evidence showed that teachers regularly switched back to teacher-centred approaches when not being on-site monitored, suggesting that without embedded and sustained professional development, teacher supervision is not enough to change pedagogical practices to the learner-centred approaches required for CBE.
School-level leadership cannot directly address the constraints of structural contextual barriers such as nomadic community patterns, irregular attendance of learners, teacher shortages, and insecurity. Current national CBE implementation frameworks are not sufficiently responsive to these barriers and require policy responses that are differentiated and contextual for marginalized arid and semi-arid educational contexts.
RECOMMENDATIONS
The Ministry of Education and the Teachers Service Commission should establish school-based Instructional Committees in all public primary schools in Wajir East, comprising curriculum champions and experienced CBE practitioners. These committees should be responsible for initiating regular peer mentoring, co-teaching opportunities, and cycles of lesson study for specific pedagogical skills needed for the delivery of learner-centered CBE. This recommendation is directly linked to the above finding that the current level of effectiveness of CBE in the sub-county is characterized by supervision dependent compliance and not pedagogical transformation.
Head teachers should be supported to use structured post-observation coaching conversations and peer accountability systems in addition to classroom supervision. School improvement plans should have clear learner-centered pedagogy targets with measurable indicators that are reviewed termly, allowing head teachers to monitor the progress from supervisory compliance to true internalization of CBE pedagogy. To support this recommendation, the Sub-County Education Office is expected to create a set of coaching frameworks and observation tools which will be standardized.
The KICD should develop and disseminate context-sensitive formative assessment toolkits specifically designed for use in resource-constrained and high-mobility community settings. The toolkits should contain simple portfolio templates, an easy way to track competency progression that is suitable for the irregular attendance pattern, and guidance on how to incorporate continuous assessment into a multi-grade classroom setting without unnecessary additional administrative burden for teachers.
Policy-wise, the Ministry of Education should establish a special support mechanism for the implementation of CBE in arid and semi-arid counties which explicitly considers security and mobility aspects in deployment of teachers, scheduling the delivery of the curriculum and management of learners' attendance. Schools in arid sub-counties should be given minimum posting periods to ensure institutional continuity and minimize the cost of retraining newly posted teachers on school specific CBE approaches.
LIMITATIONS OF THE STUDY
The study was mainly based upon self-reported data from teacher questionnaires and interviews with head teachers. Self-reported data can also be prone to social desirability bias, which means that respondents may be likely to report what they think is expected or institutional norm rather than what they assess for the effectiveness of strategies. This risk was partially addressed by the inclusion of both teacher and head teacher sources of data and the triangulation of findings across the quantitative and qualitative data, but the lack of direct classroom observation data limits the study to the measurement of perceived effectiveness rather than objective measurement of pedagogical behaviour change. 
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