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ABSTRACT

Curriculum translation and implementation go through several stages, from the intended, all the way to the
assessed curriculum. The purpose of this paper is to explore the role of assessed curriculum in strengthening
competency-based learning, as implemented in senior secondary schools in Kenya. The perceptions of teachers
and education leaders on assessment of competency-based learning, the context-dependent factors that shape
assessment of competency-based learning and the use of assessment feedback to shape competency-based
learning design were investigated. This study was based on an interpretivist paradigm that is exploratory taking
a qualitative approach. The methods of data collection used included semi-structured interviews and document
analysis. The data collected was analyzed using thematic analysis. The findings revealed that there is a general
perception that; assessments should enable students to demonstrate their ability to apply knowledge; there is a
lack of clarity on competency-based assessment, and learners not being responsible for their learning but only
giving priority to passing rather than competencies. The study also reported that the reporting of feedback in
most schools still takes the norm-referenced format, where marks are awarded generally with no specific look at
the competencies. The reward system was also based on general ranking with no particular look at competencies.
The study recommended the use of a range of assessment tools as suggested, reporting feedback based on
different competencies, and then concentrating the point of an award on competencies developed.

Keywords: Curriculum translation, curriculum implementation, assessed curriculum, competency-based
learning

INTRODUCTION

Over the years, education curricula globally undergo changes from time to time to meet certain demands and
changes in the world. The government of Kenya in 2017 rolled out the 2-6-6-3 system of education to address
contemporary and developing concerns to achieve increased efficiency in education through the introduction of
Competency Based Education. The aim was to provide learners with opportunities to acquire values, skills, and
abilities required for the global economy of the twenty first century. The paradigm shift aimed to equip students
with both academic knowledge and practical skills and competencies that are essential for thriving in a dynamic
interconnected world. The implementation of senior school focuses on nurturing critical thinking, creativity, and
problem solving abilities, with the intention to remove focus on only passing exams.

Curriculum, as defined by Glatthorn & Glatthorn (2012) is the planned interaction of pupils with instructional
content, materials, resources, and processes for evaluating the attainment of educational objectives. The process
of curriculum implementation involves multiple interconnected levels that mediate translation of education
policy into classroom practice. Tekir (2021) lists four different levels of curriculum including, Intended
curriculum, which reflects the curriculum policy goals; enacted curriculum, which captures the content and
practices learners are subjected to; received curriculum, which relates to learner experiences; and the assessed
curriculum, which determines how learning is evaluated. Alignment across these levels is widely recognized as
instrumental in strengthening competency-based learning. Alignment as defined by Web (2007) as cited by Tekir
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(2021) 1s the degree to which learner expectations and assessments agree and serve in conjunction with another
to guide the system towards learning what they are expected to. On the other hand, the demands of the curriculum
are the new ideas that arise, and drive the curriculum change, while translation is the process of unpacking and
making meaning to these demands

Within the reform leading to competency-based education, assessment was expected to move beyond
norm-referenced examinations toward competency-based approaches that capture learners’ demonstrated
abilities. Therefore assessed curriculum therefore plays a pivotal role in shaping teaching practices and learner
engagement, as it signals what knowledge and skills are valued within the system. Despite the policy shift,
evidence suggests that assessment practices often remain examination-oriented, with continued emphasis on
scores, ranking, and coverage of syllabus content. Such practices risk undermining the goals of
competency-based reform by reinforcing traditional pedagogies and limiting opportunities for formative
feedback. As a result, alignment between intended competencies and assessed outcomes becomes fragmented,
affecting the enactment of CBE in schools. Consequently, strengthening competency-based education in this
study means establishing alignment between the intended curriculum and the outcome of the implemented
curriculum.

Existing research on competency-based education in Kenya has largely focused on challenges of competency-
based education implementation, and factors influencing the use of competency-based assessment. For example,
a study by Kyamugambi & Barigye (2026) in an East African context on challenges and opportunities in
assessing learner achievements under competency-based education also found that large class sizes where 65%
of teachers handle more than 50 learners in their classes. The study argues that this hinders personalized
assessments. The study further argues that there exists a pedagogical misalignment where outcome-based
framework in educational institutions are not supported by robust tools such as portfolios and rubrics. Another
study by Warui (2025) on school related factors influencing use of competency based assessment in preprimary
schools in Nyeri county, found that factors such as teacher motivation, school type and availability of resources
may influence use of competency based assessment. A further study by Kubai (2023) to identify the challenges
facing Competency based assessment Nairobi, Kenya found the slow pace of transition of learners in CBE as a
challenge, together with lack of clear educational policies for implementation, lack of validity and reliability of
learner scores, and the integrity among teachers.

Despite these studies identifying the challenges and giving recommendations on solutions, one aspect seems
ignored which is strengthening competency based education by aligning the assessed curriculum with the
intended, enacted, received, and assessed curriculum. These studies pay limited attention to the assessed
curriculum as a mediating mechanism through which policy intentions are realized in practice. Assessment
practices may not fully align with the intended curriculum, thereby not strengthening competency based learning.
This is consistent with the argument of Schulte (2018) in a study on envisioned and enacted practices, that there
is a widely known discrepancy between educational policy on the one side, and teaching and learning practices
on the other. Within the curriculum continuum, assessment can have significant potential to support and reinforce
curriculum reform, and on the other hand it can equally have an enormous potential to distort the intended
curriculum (Marope et al., 2018). This implies the existence of scanty empirical exploration of how assessment
practices influence the strengthening or weakening of competency-based learning at senior school.

Considering alignment of curriculum levels of translation, existing research reveal that alignment between
assessed curriculum and intended curriculum is weaker compared to alignment of other levels. In a study by
Tekir (2021) on alignment of the intended, enacted, received and assessed curriculum in EFL pre-service
measurement and evaluation education, a number of findings were reported. First, alignment index between
intended and enacted curriculum is 0.67. This means 67% of what teacher education intended to teach in their
written curriculum matches what they actually taught. Secondly, the alignment between intended curriculum and
assessed curriculum if found to be 0.48. This means that there exists a moderate alignment between what the
teacher planned to teach and what is tested through the assessment tools. Next is that alignment between received
curriculum and assessed curriculum is 0.78 showing a strong alignment. Finally, an alignment index of 0.44
exists between enacted curriculum and assessed curriculum. This points to a stronger communication between
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the learner received curriculum and assessed curriculum. While a moderate communication between intended
and assessed, between enacted and assessed. Therefore strengthening competency-based education using the
assessed curriculum could be argued to mean that a strong communication is established between the assessed
curriculum and all the other levels, that is intended, and enacted too.

Similarly, in a study to investigate the alignment of cognitive demands between science syllabus objectives,
textbooks, and classroom instructions, Johnson (2023), reports that alignment between the cognitive demands of
enacted curriculum and prescribed curriculum was low due to insufficient comprehension and knowledge
utilization tasks in lessons. The study further concludes that classroom practice did not align with the intended
cognitive demands of science curriculum. While changes in curriculum may not seal all gaps in the education
system, more changes in the curriculum will always come up in the process of translation and implementation
in an attempt to meet the demands of the different stages. It is in light of this that this study tends to investigate
the potential of the assessed curriculum to strengthen competency-based education.

Tekir (2021) has presented two models used to determine curriculum alignment for purposes of strengthening
competency-based education. These are, Webb Alignment Model, and Surveys of Enacted Curriculum Model
(SEC). The author elaborates that the Webb Alignment Model presents a framework to measure the alignment
between the content standards and assessments, while Surveys of Enacted Curriculum Model (SEC) measures
alignment among standards, assessments and instruction through a common matrix. SEC model also allows
translating the content of each curriculum into specific content matrix across two dimensions, first representing
specific content topics, and second dimension representing the respective expectations for learner performance,
that is expected cognitive demands. The five categories of cognitive demands according to this model includes
recall, procedural skills, application, analysis, and synthesis.

Strengthening competency-based learning requires that teachers conduct an assessment process that directs
learners’ attention, encourages thinking, promotes real learning and identifies a learner’s abilities and talents.
However, teachers still end up with difficulty in practicing assessment processes that may not promote real
learning beyond what is provided within the texts, and not bringing out a learner’s abilities and talents.
Kyamugambi & Barigye (2026) reports that teachers struggle to design performance tasks, develop rubrics,
provide meaningful feedback, and align classroom assessments with curriculum challenges. However Kenya
Institute of Curriculum Development (2019) provides guidelines on variation of assessment practices and use of
a variety of tools to identify learner talents. Schulte (2018) argues that policy implementation at classroom level
entails politics of use where contextual factors come into play. It is therefore not clear the assessment practices
which teachers carry out to establish competency-based learning, and what drives the teacher to carry out these
practices. This motivated this study that sought to explore the assessed curriculum as key to strengthening
competency-based learning. The study will focus on perception of teachers and education leaders on
competency-based assessment, context dependent factors that shape competency-based assessment, use of
assessment feedback.

The purpose of this paper is to explore the role of assessed curriculum in strengthening competency-based
learning, as implemented in senior secondary schools in Kenya. The following were the specific objectives; to
investigate the perceptions of teachers and education leaders on assessment of competency-based learning, to
investigate the context dependent factors that shape assessment of competency-based learning, and to examine
the use of assessment feedback to shape competency-based learning design and pedagogical actions.

Related Studies

Assessment is acknowledged as a fundamental element in the design of any learning activity and has a great
impact on the teaching and learning process. Assessment as defined by Mussawy et al. (2021) is a systematic
process of obtaining information about learner progress, understanding, skills, and abilities towards the learning
goals. The demand of the assessed curriculum in relation to competency-based curriculum is that teacher
assessment should be reinforced, and the teacher assessment capacity should be developed (Marope et al., 2018).
However a study by Kyamugambi & Barigye (2026) reports that teachers struggle to design performance tasks,
develop rubrics, provide meaningful feedback and align classroom assessments with curriculum challenges.
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These are further compounded with insufficient teacher preparedness in assessment literacy and continued
dominance of high stakes national examination. This study therefore explores the perceptions on teacher capacity
to carry out a competency-based assessment as intended in the curriculum, policy document, that is not reported
in the previous study.

Stakeholder perceptions of assessed curriculum is considered instrumental in strengthening competency-based
education. A stakeholder is an individual, group, or organization that has an interest in the assessment process
and can affect or be affected by its operations and performance. According to Leap Consultants (2024), they
include parents, teachers, students, administrators, community members, and policymakers. Goldstein (2011)
defines perception as the process of interpretation of sensory input based on prior knowledge, expectations, and
context. This definition is consistent with the concept of top-down processing, where by what individuals already
know and believe influences their perception.

One perception held on the competency-based assessment is that a range of assessment tools will be
administered. Another perception held is that an assessment is associated with marks and ranking based on
performance As outlined by Kenya Institute of Curriculum Development (2017), some of the assessment tools
include, observation schedules, checklists, rubrics, project work, questionnaires, portfolios, written continuous
assessment tests, and progress report cards. Alemayehu et al. (2021), argues in favour of using a variety of
assessments, without much concentration on traditional written assessments, the time constrained unseen exams,
and emphasizing more on tools that measure the students’ abilities to use the material they have learned in live
situations. However, in a study by Macheso et al. (2024) to investigate the extent of utilization of Competency-
Based Assessment tools and types in grade 6 in selected schools in Kenya, reports that there are tools which are
used more than the others. For instance, written tests, oral and aural questions, portfolios, and rubrics are
extensively used, while questionnaires, journals, anecdotal records, observation schedules and rating scales, are
less extensively used. While the different tools have been designed to align with different levels of curriculum
translation and implementation, failure to use some may influence the strength of the competency-based
education. This therefore calls for more study on alignments of teacher assessments with competency-based
learning.

It is also perceived that with the competency-based education curriculum, teachers understand what
developmental progression means and an understanding that progression is neither linear nor age related, but
iterative, interactive and dependent on making connections to prior learning and to context (ibid). Lee et al.
(2023), argues that students must demonstrate their ability to apply knowledge, generate new insights, and
develop essential abilities and attitudes. This means that teachers’ assessment capacity is developed on how to
design and assess tasks that are valid, reliable, and able to specify clear assessment criteria so that learners
understand what they need. Teachers’ capacity on how to analyze learner feedback and use insights gained and
results to improve their practice well so as to engage more effectively with learners and other educators.
However, Warui (2025) in a study on school related factors influencing use of competency based assessment in
preparing schools in Nyeri County, Kenya, argues that may teachers still rely on outdated norm-referenced
assessments. These assessments do not align with competency-based assessment and may hinder learners from
acquiring the necessary competencies. While the study used a descriptive correlational research design that
established correlations, the current study used qualitative study based on interpretivist paradigm since it seeks
to understand how the assessment practices can be used to strengthen competency based learning. This study
seeks to examine aspects of this perception in the context of senior secondary schools that was implemented
later when these perceptions were already in existence.

A report by Kenya Institute of Curriculum Development (2017) highlights that the perceived demands of the
different stages of curriculum translation and implementation have been taken into consideration by mandating
Kenya National Examinational Council to lead on reforms on assessment, and develop an assessment framework
that will allow teachers provide ongoing feedback to learners. Kenya National Examination Council has also
been mandated to conduct training for teachers and school managers on the issues of assessment thus providing
a collaborative framework for the teachers to consult on matters pertaining to assessment. However Kubai (2023)
in critical review of the challenges facing competency-based assessments in Nairobi, found out that there is a
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slow pace of transition of learners in competency-based education. The author also reports a lack of clear
educational policies for effective implementation, and lack of validity and reliability of learner scores, as
challenges facing CBA. this study used a structured questionnaire thus could not give in-depth information on
the challenges. This therefore further prompted this study on alignment between the assessed curriculum and the
intended curriculum, thus discussing how the assessed curriculum can be used to strengthen competency-based
learning and implemented semi structured interviews to enable collection of in-depth information.

In the process of translation of the curriculum, there are contextual factors that could also influence the
translation of the curriculum at the assessment stage. NeuroLaunch (2024) defines context as the surrounding
information, circumstances, or environment that gives meaning to something, while context dependent factors
are the variables or conditions whose meaning, effect or interpretation changes depending on the surrounding
context. One that can be argued to influence the curriculum translation is the assessment policy, both within an
institution or from the assessment bodies. As defined by Rob et.al (2020), an assessment policy is an
organizational structure of assessments within a course programme, which describes the criteria that are utilized
to decide on students’ academic progress. The study by Chand et al. (2021) presented findings which revealed
that the policy directives often bring unanticipated challenges and have negative consequences on the personal
and professional well-being of the teachers, impedes their commitment and enthusiasm. Besides, Pedder (2010)
reports a feeling of constraint by many teachers about policy contexts that seem to encourage rushed coverage
of curriculum and drilling. This influences the considerations in the construction of assessment tools, carrying
out of the assessment, reporting the feedback, and the performance award system. This can be argued to influence
the tools, nature and administration of assessment and feedback. The mentioned studies were however not based
on strengthening competency-based education. Therefore this study sought to relate the aspects of policy and
the influence they have on role of assessments on strengthening competency based education.

Another aspect of context in assessment includes school, classroom context and the larger community. There
could therefore be context dependent factors that tend to shape assessment practices under the competency-based
assessment. Pedder (2010) argues that a school’s self-evaluations and organizational learning is core in shaping
practices and policies that promote effectiveness of classroom assessment. This study therefore explored the
context dependent factors that shape competency-based assessment, in an attempt to contextualize policy
recommendations. However Schulte (2018) argues that policies implementation at classroom level entails the
politics of use where contextual factors come into play. It can therefore be argued that it is important to ask
teachers ways of coping with developing and using diverse assessment tools and practices in different contexts.

The study uses the “Politics of Use” approach as the theoretical framework for the study. This entails the
contextualization of policy during implementation. Teachers may not be practicing the guidelines on
competency-based assessment as put in the curriculum framework, but may customize the same to fit into the
local context. This may either strengthen or weaken the competency-based learning. Schulte (2018) argues that
policies implementation at classroom level entails the “politics of use”, where contextual factors also come into
play. Therefore, teachers may not be factoring in various aspects of context at all levels to make the
implementation run smoothly. However, Kyamugambi & Barigye (2026) reports aspects of systemic barriers
where institutional cultures still privilege exam driven evaluations over practical capability building. It is on this
basis that this study explored the teachers factoring in the contextual factors in the construction, administration
and reporting of assessment feedback.

Curriculum reform to the Competency-based Education requires proper translation at each stage of
implementation so that at the last stage of assessment, what is assessed should be aligned to what was intended.
The quality with which the translation of the assessed curriculum is done is investigated in this study along three
areas of; perceptions of teachers, the context dependent factors, and handling and use of assessment feedback.
The previous studies are not in the context of senior secondary schools, and are not specific to assessment. The
previous studies mostly focused on challenges of competency based education and assessment, and further do
not relate the implementation of competency-based assessment to strengthening the competency-based learning,
a gap which this study seeks to fill.
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METHODOLOGY
Research design

This study is based on the interpretivist paradigm, in which the reality of practicing competency-based
assessment is to be understood and interpreted. The study is exploratory in nature based on a qualitative study
approach. Qualitative approach is commonly used in education and enables for flexibility in the data collection
process as highlighted by Creswell (2007) and Merriam (2009). The information collected may be false, and
since a small sample is involved, the results may not be representative of the general population. Furthermore,
the interpretation of data may be biased and judgmental. However, Owen (2014) claims that an interview aims
at finding out the peoples’ perceptions about an event, occurrence or object. Therefore, my main aim was to seek
the interviewee’s understanding of the competency-based assessment practices in grade 7. The advantage is that
it investigates an event from the participant’s perspective rather than a third party’s interpretation of the context,
therefore, attempts to ensure trustworthiness have been done.

Sample selection

Purposive sampling method was used for selection of four teachers and six students, in each selected school in
Siaya County, and four education leaders, as the study participants. As explained by Tongco (2007), purposive
sampling is a deliberate, non-random technique of selecting participants, based on the required qualities of the
informants. Purposive sampling was considered suitable in this study as it helped selection of participants
directly involved in the implementation of competency-based assessment. As Elo et al. (2014) argues, the
informants selected are those considered to have the best knowledge sought. Palinkas et al. (2015) further argues
that purposeful sampling involves identification and selection of participants conversant with a phenomenon of
interest. In this study, a criterion was involved that identifies, and selects all cases that meet the predetermined
criterion. The selected participants therefore possessed experiential knowledge relevant to competency-based
assessment. The sample size was deemed sufficient once thematic saturation was achieved as no new themes
emerged during subsequent interviews.

Data collection methods

Semi-structured interviews and document analysis were used as the methods of data collection in this study and
the qualitative data underwent thematic analysis. The semi-structured interviews were conducted on the students,
teachers and education leaders to extract in-depth information on practice of competency-based assessment.
Document analysis was carried out on assessment tools, schemes of work and meeting minutes.

Research instruments

The interview guides consisted of instructions to guide the interviewers in capturing background information
about the subjects and aspects of classroom questioning. The interviews were conducted face to face, and on
phone. Document analysis protocols were also used in the collection of data. The information obtained about the
questioning practice includes information on lesson topic, learning outcomes and assessment activities related.
The document analysis guide lists the documents required for analysis.

Data analysis

Thematic analysis of data was employed in this study. Owen (2014) defines thematic analysis as a process that
involves segmentation, categorization, and re-linking of aspects of the data prior to the final write-up, usually
employed near the end of the data collection process. As argued by Jugder (2016), thematic analysis facilitates
an investigation of the interview data from a data driven perspective and a perspective based on coding in an
inductive way, and from research questions perspective to check if the data were consistent with the research
questions. Therefore, I used thematic analysis since it can be argued that it will produce an insightful analysis
that answers the three research questions in this study.
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Rigor and trustworthiness of the study

This study being qualitative in nature sought to explore the role of the assessed curriculum in strengthening
competency-based learning. The interpretations the researcher accords the responses may therefore be subject to
bias, thus it was necessary to establish trustworthiness at all stages of the study. Connelly (2016) defines
trustworthiness or rigor of a study as “the degree of confidence in data, interpretation, and methods used to
ensure the quality of a study”. The trustworthiness of this study involves establishing transferability, credibility,
dependability, and confirmability, which is in line with Lincoln and Guba (1985).

According to Polit and Beck (2017) credibility refers to “confidence in the truth of the data and interpretations
of them”. Credibility was established by prolonged engagement with the interviewees, use of three data sources,
carrying out member checking and keeping a research journal. Transferability is the potential for extrapolations,
that is, the level to which findings can be transferred to other settings or groups. To ensure this, semi-structured
interviews together with comprehensive description of findings have been done, such that data saturation was
achieved when no new was being obtained from the participants. Dependability of the study refers to stability of
data over time. This was done by allowing inquiry audit which implies the ability of another researcher to pursue
the methods and conclusions made by the main researcher. This was done by having more than one coder, being
able to access tape records and data registry and notes taken during interview. Confirmability, concerns
establishing that the data represent the information participants, and not the researchers’ biases. This was done
by peer reviewing of the transcripts and their interpretations.

FINDINGS AND DISCUSSIONS

The findings of the study were presented into a thematic framework, which is a web-like illustration summarizing
the main themes that constitute a given text. In this study, basic themes were identified, put into organizing
themes, summing up to a global theme according to the framework below. The author further defines basic
themes as “low order premises evident in the text”, organizing themes as ‘“categories of basic themes grouped
together to summarize more abstract principles”, and global themes as “super-ordinate themes encapsulating the
principal representations in the whole text”.

THEMATIC FRAMEWORK

Essessmenf Tas@
Assessment feaching mefho@

activities
Teacher perceptions r/'

Feedback Assessed
frequency curriculum @hool compe‘ri‘rio@
|Assessment feedback | ontext dependent fc:cTor's|
Competence Policies Earlier approac?ﬂ
identification

In this study, the global theme was identified as the assessed curriculum, the organizing themes include teacher
perceptions, context dependent factors, and assessment feedback.
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Teacher perceptions of Assessed curriculum

The teacher perceptions on the assessed curriculum are seen to be on selection of assessment activities and
implementation of the assessment processes. Based on the responses given from the interviews, the respondents
seem to pay more attention to grading other than enabling learners to be competent through careful engagement
of practical assessment tools. When asked about their view on the paradigm shift in the competency-based
assessment, one participant responded as follows

“.CBC is highly involving, such that it requires a lot of assessment and paper work.... but we have a large
population and few teachers so our assessments may not consider the individual targeted competencies...” [Liam,
personal communication, September 11, 2023]

From the responses, it was also evident that the teachers perceive that there is paradigm shift in the competency-
based assessment. Another respondent said as follows,

“...for us to be able to develop real competencies, we need to align our assessment to the competencies. The
design of the assessment tasks should be such that we engage our learners with the application of real knowledge,
that is to say, application of the knowledge in the very way they would apply it in handling real world issues
outside school....”.[Liz, personal communication, September 11, 2023]

Another participant when responding to the same responded as follows.

“...assessment of the learners need to enable them display what they know, or the competency by using the real
tools that reflect the actual work area and activities that they carry out outside the school environment...” [John,
personal communication, September 11, 2023]

The respondents however did not specify how the construction of the assessment tools changed from how they
were administered differently from the previous system, such that the key competencies are factored in the
assessment tool.

Context dependent factors

Competency-based assessment is mostly influenced by a number of contextual factors and policies. As evident
from the responses, these contextual factors that influence competency-based assessment include, achievement
reward process, school and national policies. There is influence of earlier approach to teaching and use of
assessment tools from the previous 8-4-4 system on the development of assessment tasks. Asked about this
factor, a learner responded as follows.

“...those questions can make us understand more than we were to understand before and also how questions can
be set differently and how they can be twisted and varied in an examination situation...”[Jackson, personal
communication, September 11, 2023]

From this response it is evident that learners look at assessment in the context of examinations. This can be
interpreted to be a culture in the previous system where learning and preparation for assessment is based on
revision of past papers. Similarly, the teachers also adapt assessment practices to examinations, in line with the
response given below,

“....they get sample papers for agriculture concerning the question he asked in class in order to make us
understand more on what he said during the explanation....”

[Victoria, personal communication, September 11, 2023].

“So maybe the questions he is asking are those that mostly are set in the examinations” [William, personal
communication, September 16, 2023].
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This still means there is the influence of the methods of doing studies as in the previous system, that were evident
in the competency-based system.

The other contextual factor manifested in the assessment is policy. There are national and school level policies
that tend to influence or are influenced by the assessment practices. The competency-based assessment
framework outlines a number of guidelines that would influence the nature of assessment for competency-based
learning. The competency-based curriculum framework outlines as follows,

“...outlines the principle of assessment that may guide the development of assessment tasks in addition to the
types of assessment and core competencies expected to have been acquired.....”[Kenya National Examination
Council, 2021].

One respondent however say that the learners should be made aware of the competencies to be assessed prior,
as follows

“..students should be aware of how and when competency will be evaluated,.....students should be assessed
against a predetermine competency standards expected....”

School assessment practices can also be used to influence both school and national policies that could have an
impact in the CBC policy process. It is evident from the staff meeting minutes that the teachers assessment
practices tend to influence school policy interventions, in a way that they expect the given assessment practices
to be favored. This is in terms of preference to learning materials, and allocation of more time. These are captured
in minutes as follows:

“...It was recommended that administration to buy exams....there is need for more revision materials....”
[Personal communication, September 11, 2023]

“... it was agreed that the candidates will be taken through as many revision practices as possible ... requested
for more time to be allocated for mathematics activities so as to increase contact time” [Personal communication,
September 11, 2023]

Therefore, the assessments can be used to influence policy at school level. It is consequently possible to
strengthen the policy at the implementation level, using assessment requirements and feedback.

Assessment feedback

It can be argued that assessment feedback can be used to improve the competency-based learning, and to identify
learner competencies. When asked how they would use assessment feedback as evidence for accountability, one
participant responded as follows;

“...during the teaching and learning process, it is important that we record the learners’ competencies during the
process of learning, and this is where some of the assessment tools come in handy....” [Liam, personal
communication, September 11, 2020]

In addition to this, another responded indicated the need to continuously record student scores and use the
progress records to plan during the learning process. The respondent said,

“..The score of students need to be continuously recorded and the progress records kept. The progress records
should then be used during the learning process....”

The format of reporting feedback was also a factor that that came out to be that which influences competency-
based learning. When asked about how assessment feedback is reported a respondent said

....... once an examination is administered we record marks, work out the totals and rank our students, then
award the best performing in the different learning areas.....”
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[Liam, personal communication, September 11, 2020]

This points to the fact that feedback is still been given in the same way as was done before. Below is an extract
from the reporting of feedback under the Senior Secondary School which is under the competency-based

curriculum.
Bove o Mot cemn| o T e o
LEARNING AREAS MARKS | DEV. | PERFORMANCE LEVEL TEACHR i
Mathematics 50% | 433 1 | Meeting Expectations il s
Enghen 78% | +6 1| exceading Expectations ol o4
Kiswahll 88% | -8 | | Meeting Expectations =
PR 84x | =13 7 | Meeting Expectations o
Health Education B6% | 414 1| Meeting Expectations o ]
Sociol Studies 74% | -6 1 | Meeting Expectations e
Chvistion Religious fducation | 90% | +20 1 | Excoeding Expectations ol Rt |
Business Studies 70% | +7 1| Meeting Expectations N
Agriculture 84% | -6 | | Meeting Expactations o T A
Pre-Technicol Studies 86% | =N | | Meeting Dxpectotions e =
Ufe Skils Education 9% | +6 1 | Brceeding Expectations "' =
Sports and Physical iducation | 76% | +11 | Bxceeding Expectations e
Home Sclente 96% | +24 1 | Exceeding Expectations ¢ a1

[DOC 001, 2023]

When the above extract is now compared to the extract from the outgoing norm referenced, there seem to be no

much difference..

Mean

J Total Marks Total Points QOveroll Position Stream Position

clsax =25 s7ofnoo  “28! sen3z "6} 208/s22 38 ‘I 25/67 =33
iSUBJ!CTS MARKS ‘ DEV. GRADE {_R‘ANK 'COMM!NT *‘TTEACNER |
gngfs.n_ __— 70; ‘}Tzzh}ﬂ 8¢ —llo7 .thMMhW i 5D *‘: Jo; =]
an‘ = _4-_ _651 | 433 J—T—_li- T n}éo "lddlyowoucni [ 1 T T ‘Joﬁ— ol
L&fth«f\oﬂ:& = _ 48% R3] e | a4fes Below averoge, can dobotter . Fovos S
};M_,__ 1 3mx :'-17 3| o | wes |pamoostion S0 —
‘ﬂst:t ) “\ m |83 o- | 38/68 .wmmm:pow;w R TP | s00— 3
ZC"LM'," 7 T sx | 53| c | w/es Avofogo,;'m.mg; =& 8 e —
Mastoyond Govomment | amx | 363 | o0 | oi/es | Pamorostor ~ los— =
ooy | s [@3] | oo | mwopsommon el
‘_cg._L_ s Ao H 56% [ -4 ,_Ac:- | 2;/60 fcét{éé‘ﬁo—c—méﬂ—mﬁr e aE 'sr;o 5
i;ompm_u Studies sax | on r =l a2 s;mloccocyoim hlghm [ e——
mmmugsto- —r__ 2% . 'IZ}I ¢ w/sé [Aw.p;;;;;;mﬂt:g;; p = 'cav. <
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[DOC 002, 2023]
This can be interpreted to mean that teachers still report feedback in the same way as what was done previously

As revealed in the findings teachers acknowledge a conceptual shift towards competency-based assessment. On
the contrary, what they practice largely remain influenced by examination-oriented traditions. While participants
articulated the importance of aligning assessments with real-world application, they concurrently expressed
constraints related to workload, large class sizes, and policy expectations. From the perspective of Politics of
Use, these findings suggest that teachers reinterpret assessment policy through contextual realities, prioritizing
manageable practices over prescribed competency-focused approaches. This selective adoption indicates that
policy enactment is shaped not only by policy intent but also by institutional pressures and resource constraints.
Consequently, the assessed curriculum, rather than reinforcing competency-based learning, risks reproducing
norm-referenced practices.

DISCUSSION

The following section gives a discussion on the findings based on the study literature. Based on the findings, it
is becoming clear that assessment practices may not fully align with the intended curriculum. Based on this, this
study therefore seeks to investigate the possibility of strengthening competency-based learning using assessment.

From these responses, it is evident that there is a paradigm shift in the assessment, from one that requires transfer
of learning in form of knowledge only to one that requires display of competencies, skills and attitudes. This is
consistent with the highlight from Ministry of Education (2019), that through competency-based assessment, an
enabling environment will be created for performance-based learning, and transformation of assessment to check
knowledge, and other competencies required for performance of certain tasks. This is further supported by the
arguments of Chu et al, (2018) that teachers are required to change from norm referenced to criterion referenced
judgment of learners’ capabilities or competencies. However, Kyamugambi & Barigye (2026) report that
teachers struggle to design performance tasks, develop rubrics, provide meaningful feedback and align classroom
assessments with curriculum challenges. These point to a paradigm shift with the implementation of the
competency-based assessment. The difficulties as reported mean there is an increase in assessment tasks that
teachers may be expected to adapt to.

There can be seen some lack of clarity on what competency base assessment actually entails. Some respondents
perceive that from the paradigm shift in competency-based assessment, there is increased paper work. This can
however be interpreted to point to more assessment tools being developed, and a lot of assessment activities
being used. This is also consistent with Kenya Institute of Curriculum Development (2017), that competency-
based curriculum requires the use of a range of assessment tools, some of which include, observation, checklists,
rubrics, project work, questionnaires, portfolios, written continuous assessment tests, and progress report cards.
It can therefore be argued that there is a paradigm shift in terms of assessment of competencies and use of a
range of assessment tools that were not engaged previously.

It is also evident that a contextual factor that influences assessment is the previous culture of considering past
revision papers and not interest on learner competencies. This can be argued to be an influence of the previous
approach to methods of teaching and assessment. This is however not consistent with Chu et al. (2018) who
argues that the revision process should involve a shift in paradigm from content-based to competency-based. On
the other hand, Kyamugambi & Barigye (2026) report a challenge that institutions still experience institutional
cultures which privileged exam driven evaluation over practical capability building. Besides, robust assessment
tools such as portfolios and rubrics are not supporting outcome based frameworks still in use. It can therefore be
argued that other than have learners revise past papers for learning, teachers should design assessment tasks
based on the desired competencies and relevant to the learning context as a result of this, the classroom practice
did not align with the intended cognitive demands of STEM curricula. Therefore it can be argued that
competency based learning can be strengthened through use of assessment.
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This points to the fact that there should be a well-developed assessment policy to guide the competency-based
assessment. This argument is consistent with Kenya Institute of Curriculum Development (2017) which guides
through steps that teachers need, to make competency-based assessments such as articulating competencies,
developing evidence of competencies, building student-friendly rubrics, and creating the learning experience. In
addition, Kubai (2023) argues that among the challenges facing competency bases assessment is the lack of clear
educational policies for effective implementation of assessment practices. It can however be argued that teachers
tend to develop assessment tools and activities based on the format of the national assessment tools, as outlined
in the Basic Education Curriculum Framework.

Assessment practices also tend to influence school and even National Policies. The suggestions to obtain more
revision materials, having as many questions as possible, and allocating more time, are all aspects which touch
on school policy issues and that through intended assessment practices, the policy could be influenced. This is
consistent with the argument by Ministry of Education (2019), that competency-based assessment promotes
flexibility in assessment towards enhancing participation and appropriateness for learners and trainees with
special learning needs by adjusting timing for learners with special needs, and adapting assessment materials
appropriately. The assessment practices will therefore be able to influence policy at school level, towards
strengthening the competency-based learning.

Another contextual factor that comes into play in using assessment to strengthen competency-based learning, is
the point of reward. Respondents reported that school competitions are geared towards rewarding mean scores
as opposed to learner competencies. This finding is consistent with arguments of Kyamugambi & Barigye (2026)
that there is a lingering influence of colonial era of credentialism where the institutional cultures still privilege
exam-driven evaluation and rewards. These cultures similarly are reluctant to implement some assessment tools,
as they argue that the tools such as portfolios and rubrics do not support their outcome-based frameworks. The
shift from norm reference to criterion reference system needs to be reflected in the assessment process in a bid
to strengthen competency-based learning.

From this response, the participants feel that the assessment feedback is an important document for
accountability as once available, will be used to plan for instructional activities, and monitor learning progress
in terms of competency development. This is consistent with Kenya Institute of Curriculum Development (2017)
which suggests that teachers’ capacity on how to analyze learner feedback and use insights gained and results to
improve their practice well so as to engage more effectively with learners and other educators, should be
enhanced. Lang et al. (2022) on the other hand argues that student performance should also be visualized in
relation to that of the local peers, other than just the normative standards. It can therefore be argued that the
feedback records can be used to continuously monitor the progress of learners in terms of competency
development.

There 1s an aspect of feedback frequency which most teachers reported the importance of considering frequency
of feedback to the learners. The responses based on frequency of feedback is that it should be continuous. Some
respondents also indicated that the assessment should be continuous and not just at the end or at regular time.
This is consistent with Chu et al, (2018), who argues that assessment practices need to emphasize on the
provision of feedback which continuously, timely and constructively inform learners about the strength and
weakness of their performance, and is normally descriptive, directly linked to learning goals and pin point what
is well done, what needs improvement and how to improve. This is also consistent with the arguments of Lang
et al. (2022), that feedback should be available on demand so that learners have flexibility and control of when
they consult the feedback information.

The other finding from two different documents also showed the reporting of feedback done in the same way,
despite competency being a key element in the assessment. The two extracts showed that the only element that
changed is the description of the score, from “very good” to “exceeding expectation”, “good” to “meeting
expectation”, and “fair” to “approaching expectation”, and “poor” to “below expectation”. However key
competencies are not reflected in the assessment report. To strengthen assessment, there should therefore be the

transcript model that scores the key competencies in each learning area.
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CONCLUSION

Strengthening competency-based learning, requires that teachers conduct an assessment process that directs
learners’ attention, encourages thinking, promotes real learning and identifies a learner’s abilities and talents.
The politics of use approach was used as the theoretical framework for this study. It was based on interpretivist
paradigm that is exploratory in nature taking a qualitative approach. The methods used include classroom
observation, semi-structured interviews for Senior Secondary School teachers and learners, and document
analysis. Thematic analysis was used to analyze the qualitative data from the findings.

From the findings it can be noted that there is lack of clarity on the competency-based assessment practices of
the learners and teachers. Therefore strengthening competency-based learning through assessment requires that
teachers’ capacity on competency-based learning be increased. It has also been found out that assessment
practices may influence policy decisions even at school level. It can therefore concluded that competency-based
assessment can be used to strengthen policies that support competency-based learning. It was also found that
teachers still grade the whole learning area as has been happening with subjects in the norm referenced feedback.
Strengthening competency-based learning needs to bring the grading to the level of competency acquired, thus
feedback to take format of transcript for the final results.

RECOMMENDATIONS

First, the assessment report should go beyond just giving performance in a general learning area, but should be
based on the format of a transcript where different competencies in a given learning area are reported and in
comparison to the learner’s peers. Next, is to intensify the use of assessment feedback as accountability tool for
development of competencies. This to be done by enhancing teacher capacities to analyze learner feedback and
use insights gained and results to improve their practice as well as engage more effectively with learners and
other educators. Therefore, feedback to be such that it combines performance feedback with information on
student learning processes, such as planning and tracking. The study further recommends provision of a
framework for continuous assessment with policy interventions that strengthen school-based assessment, that
makes use of a wide range of suggested assessment tools, so that teachers recognize challenges and interventions
in learner’s experiences early. This should be supported by use of an analytic process to help monitor some of
the learners’ latent competencies from the records. The findings call for targeted capacity building based on
assessment reform, assessment literacy, including interpretations and use of competency descriptors,
performance standards and formative assessment data. Finally, the school’s award criteria needs to be redesigned
such that it enables reward of the acquired competencies, but not the general performance of learners in the
whole learning area.

Implications of the Study
Educational Practice

The findings of this study suggest that institutional cultures and professional beliefs shape competency-based
assessment as much as technical competence. The continued reliance on examination-oriented practices indicates
that assessment reforms are often mediated by entrenched accountability norms. This implies that meaningful
pedagogical change requires shared understandings of assessment purposes and sustained professional dialogue,
rather than procedural compliance alone.

Policy Implementation

At the system level, the results underscore the importance of coherence between intended curriculum, assessment
frameworks. Where summative assessment and examination outcomes dominate policy signals,
competency-based approaches are likely to be marginalized in practice. This implies that policy environments
function as powerful mediators of assessment reform, shaping how assessment innovations are interpreted and
enacted by teachers.
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Educational Leadership

The study highlights instructional leadership as a critical contextual influence on assessment practices in schools.
Leadership priorities appear to affect whether competency-based assessment is integrated into everyday teaching
or subordinated to examination performance, suggesting that school-level mediation is central to policy
enactment.

Theoretical Implications

The findings extend the “Politics of Use” perspective by illustrating how assessment reforms are
recontextualized through competing institutional values and incentive structures. This reinforces the view that
assessment policy implementation is a socially negotiated process rather than a linear technical exercise.

REFERENCES

1. Agarwal, P., Roediger, H., McDaniel, M., & McDermont, K. (2020). Fostering Students’ Transfer of
Learning.

2. Alemayehu, M., Olana, T., & Bekele, E. (2021). Teachers’ Perceptions Towards the Practice of
Competency Based Assessment for Learning in Oromia Colleges: In Particular to Shambu, Nakamte And
D/Dollo Cte. International Journal of Engineering Applied Sciences and Technology, 6(3).
https://doi.org/10.33564/1IJEAST.2021.v06103.009

3. Chand, S. P., Chand, R., & Prasad, R. (2021). Implications of policy directives on the teachers. The
International Journal Research Publication’s: Research Journal of Commerce and Behavioural Science,
6,37-41.

4. Chu, A. M., Nnam, K. [., & Faizefu, A. R. (2018). The Competency Based Curriculum Implementation:
Appraisal from the Perspective of Teachers use of Resources. 11.

5. Glatthorn, A. A., & Glatthorn, A. A. (Eds.). (2012). Curriculum leadership: Strategies for development
and implementation (3rd ed). SAGE Publications.

6. Goldstein, E. B. (2011). Cognitive psychology: Connecting mind, research, and everyday experience (3.
ed). Wadsworth, Cengage Learning.

7. Johnson, C. (2023). Cognitive demands of science curricula: A case study of alignment between intention
and practice [James Cook University]. https://doi.org/10.25903/S20A-2922

8. Kenya Institute of Curriculum Development. (2016). Report on Needs Assessment for Primary Level
School Curriculum in Kenya. Kenya Institute of Curriculum Development.

9. Kenya Institute of Curriculum Development. (2017a). Basic Education Curriculum Framework. Kenya
Institute of Curriculum Development.

10. Kenya Institute of Curriculum Development. (2017b). Roles of Various Stakeholders. Kenya Institute of
Curriculum Development.

11. Kubai, E. (2023). Acritical Review of the Challenges Facing the Competency-Based Assessments in the
Competency-Based Curriculum in Nairobi County, Kenya. Journal of Education and Practices, 3(3), 1—
13.

12. Kyamugambi, A. N., & Barigye, E. (2026). Challenges and Opportunities in Assessing Learner
Achievements under Competency-Based Education. East African Journal of Education Studies, 9(1),
470-484. https://doi.org/10.37284/eajes.9.1.4454

13. Lang, C., Siemens, G., Wise, A. F., Gasevic, D., & Merceron, A. (2022). Handbook of Learning
Analytics (2nd ed.). SoLAR.

14. Leap Consultants. (2024). The importance of Stakeolder Involvement in Curriculum Development.
Learning Leap Consultants. https://learningleapconsultants.com/importance-stakeholder-involvement-
curriculum-development/

15. Lee, J., Awuonda, K., & Jun, K. (2023). Teachers’ Perceptions of Competency-Based Curriculum
Implementation, and Government Support: A Mixed Methods Study on Grade 1-5 Teachers in Homabay
County, Kenya. Journal of Education and Practice. https://doi.org/10.7176/JEP/14-9-09

Page 935

www.rsisinternational.org


http://www.rsisinternational.org/

- INTERNATIONAL JOURNAL OF RESEARCH AND INNOVATION IN SOCIAL SCIENCE(1JRISS)
=z ISSN No. 2454-6186 | DOIL: 10.47772/1JRISS | Volume X Issue V May 2026

~

16.

17.

18.

19.
20.

21.

22.
23.
24.

25.

26.
27.

28.

29.

Macheso, 1. S., Kati, R. O., & Wafula, R. W. (2024). Implementation of Competency Based Assessment
in Kenya: Extent of Utilization of Competency Based Assessment Tools and Types. International Journal
of Research and Innovation in Social Science, VIII(V]), 3124-3134.
https://doi.org/10.47772/1JRISS.2024.806236

Marope, M. (2017). Reconceptualisation and Repositioning Curriculum in the 21st Century: A global
Paradigm Shift. Internation Bureau of Education.

Marope, M., Griffin, P., & Gallgher, C. (2018). Transforming Teaching, Learning and Assessment.
Internation Bureau of Education.

Ministry of Education. (2019). National curriculum Policy. Ministry of Education.

NeuroLaunch. (2024, September 15). Context in Psychology: How Environment Shapes Behaviour and
Cognition. General Psychology. https://neurolaunch.com/context-in-psychology

Pedder, D. (2010). School Policies and Practices to Support Effective Classroom Assessment for
Learning. In  International  Encyclopedia  of Education (pp. 464-471). Elsevier.
https://doi.org/10.1016/B978-0-08-044894-7.00349-3

Rob Kickert, Marieke Meeuwisse, Lidia R. Arends, Peter Prinzie & Karen M.

Stegers-Jager (2021) Assessment policies and academic progress: differences in performance

and selection for progress, Assessment & Evaluation in Higher Education, 46:7, 1140-1156, DOI:
10.1080/02602938.2020.1845607

Schulte, B. (2018). Envisioned and enacted practices: Educational policies and the ‘politics of use’ in
schools. Journal of Curriculum Studies, 50(5), 624-637.
https://doi.org/10.1080/00220272.2018.1502812

Taba, H. (1962). Curriculum development; theory and practice. Harcourt, Brace & World.

Tekir, S. (2021). Alignment of the Intended, Enacted, Received and Assessed Curriculum in EFL Pre-
Service Measurement and Evaluation Education. Education and Science, 46(208), 157-188.
https://doi.org/10.15390/EB.2021.9750

Wang, Z., & McDougall, D. (2019). Curriculum Matters: What We Teach and What Students Gain.
International ~ Journal of Science and Mathematics Education, 17(6), 1129-1149.
https://doi.org/10.1007/s10763-018-9915-x

Warui, J. P. (2025). School Related Factors Influencing Use of Competency-Based Assessment in
Preprimary  Schools in  Nyeri County Kenya [Kenyatta  University].  https://ir-
library.ku.ac.ke/server/api/core/bitstreams/8ecaed76-37a4-4e76-9a23-5c8cd5346ebb/content

Page 936

www.rsisinternational.org


http://www.rsisinternational.org/
https://doi.org/10.1007/s10763-018-9915-x

