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planning, and classroom practices. The study employed a sequential explanatory
research design. Quantitative data were collected through structured
questionnaires administered to teachers, while qualitative data were generated
from semi-structured interviews, classroom observations, and document analysis
of lesson plans and schemes of work. Quantitative findings indicate that teachers
hold generally positive perceptions of the CBC (M = 3.87, SD = 0.64), particularly
regarding its relevance to real-life skills and learner engagement. However, the
level of classroom implementation was moderate (M = 3.12, SD = 0.71), revealing
a gap between beliefs and practice. Regression analysis indicated that teachers'
perceptions were a statistically significant predictor of instructional practices (§ =
0.48, p < .01), explaining variation in instructional practices without implying
causality. Qualitative results corroborate these findings, revealing conceptual
ambiguity in translating competencies into instructional activities, weak
alignment between objectives, teaching strategies, and assessment, and a
predominance of surface-level learner-centered practices. Additionally,
contextual constraints such as inadequate professional development, limited
instructional resources, and large class sizes were found to hinder effective
implementation. The study concludes that while teachers demonstrate strong
conceptual support for CBC, its implementation remains constrained by cognitive,
pedagogical, and systemic factors. It underscores the need for sustained
professional development, improved resource provision, and stronger alignment
between curriculum design and classroom realities to achieve meaningful
educational reform.
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1. Introduction

Education systems across the world are undergoing profound transformations as societies demand
learning that goes beyond the mere acquisition of factual knowledge toward the development of
transferable skills, critical thinking, and problem-solving abilities [1]. This paradigm shift is largely
anchored in Competency-Based Education (CBE), an approach that emphasizes learners’ ability to
apply knowledge in real-life contexts [2]. Unlike traditional teaching strategies, competency-based
frameworks prioritize outcomes such as creativity, collaboration, communication, and adaptability
skills considered essential for participation in the twenty-first-century knowledge economy [3].
Consequently, many countries have embarked on ambitious curriculum reforms aimed at aligning

education systems with l[abor market needs and sustainable development agendas.

Within this global reform trend, Rwanda has emerged as a notable case of systemic educational
transformation. As part of its broader socio-economic development strategy, Rwanda introduced the
Competency-Based Curriculum (CBC) to replace the former knowledge-based system [4]. The reform
seeks to cultivate a generation of learners equipped with practical competencies, entrepreneurial
skills, and the capacity for innovation. It is also aligned with national frameworks such as Vision 2050
and international commitments including the Sustainable Development Goals (SDG 4), which
emphasize inclusive and equitable quality education [5]. The CBC thus represents not only a

pedagogical shift but also a strategic national investment in human capital development.

The implementation of the CBC requires a fundamental reorientation of teaching and learning
processes. Teachers are expected to transition from being transmitters of knowledge to facilitators of
learning who actively engage students in constructing understanding [6]. This transformation is
deeply rooted in Constructivism, which posits that learners build knowledge through interaction with
their environment, prior experiences, and social collaboration. In practical terms, this implies the
adoption of learner-centered pedagogies such as group work, inquiry-based learning, project-based
activities, and formative assessment practices that emphasize continuous feedback [7]. These
approaches contrast sharply with conventional teacher-centered methods that dominate many

classrooms, particularly in contexts where examination-oriented systems have historically prevailed.
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Despite the conceptual strengths of the CBC, its successful implementation is contingent upon the
extent to which teachers understand, accept, and effectively enact its principles. Teachers occupy a
central position in the curriculum implementation process, acting as interpreters, mediators, and
adaptors of policy into classroom practice [8]. Their beliefs, attitudes, and perceptions significantly
influence how curriculum reforms are translated into actual teaching behaviors. Positive perceptions
can facilitate innovation and pedagogical transformation, while negative or uncertain perceptions may

lead to resistance, superficial compliance, or a reversion to traditional practices [9].

Empirical studies across various educational contexts have highlighted persistent gaps between
curriculum design and classroom implementation. In many cases, teachers face multiple challenges
that hinder the effective adoption of competency-based approaches. These challenges include
insufficient professional development, limited access to teaching and learning resources, large class
sizes, time constraints, and inadequate assessment tools aligned with competency-based standards
[10], [11]. Furthermore, shifts in pedagogical expectations often require changes in deeply ingrained
teaching habits, which may not occur without sustained support and continuous capacity building [12].
As a result, teachers may struggle to fully internalize and operationalize the principles of the CBC,

leading to inconsistencies in instructional practices.

In the Rwandan context, several reforms have been accompanied by teacher training initiatives aimed
at facilitating the transition to the CBC. However, evidence suggests that such training programs are
sometimes insufficient in depth or duration to ensure comprehensive understanding and effective
practice. Teachers may have varying levels of familiarity with key concepts such as competence,
learner-centered pedagogy, and formative assessment [13], [14]. Additionally, contextual factors such
as school infrastructure, availability of instructional materials, and administrative support can either
enable or constrain teachers’ ability to implement the curriculum as intended [15]. These contextual
realities underscore the importance of localized studies that capture teachers’ lived experiences and

perceptions within specific districts and school environments.

Understanding the relationship between teachers’ perceptions and instructional practices is essential
for informing policy and practice. If teachers perceive the CBC as relevant, feasible, and beneficial, they
are more likely to adopt innovative teaching strategies that align with its principles [16]. Conversely, if
they perceive the curriculum as complex, impractical, or inadequately supported, they may resort to

traditional methods that undermine the intended outcomes of the reform [17]. This relationship
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underscores the need for evidence-based interventions that address teachers’ concerns, enhance

their competencies, and create enabling environments for effective teaching and learning.
Research Objectives

The aim of this study is to examine the relationship between teachers’ perceptions of the Competency-
Based Curriculum and their instructional practices in Kamonyi District, Rwanda. The following are

specific objectives of the study.

a) To analyze teachers’ perceptions and level of understanding of the Competency-Based
Curriculum.

b) To determine the influence of teachers’ perceptions on the adoption of learner-centered
instructional practices.

¢) To identify key challenges and contextual factors affecting the effective implementation of

the Competency-Based Curriculum and propose evidence-based improvement strategies.

Theoretical Framework

This study is grounded in an integrative theoretical framework that combines Didactic Transposition,
Constructivism, and Teacher Cognition to explain how teachers interpret and enact the Competency-
Based Curriculum (CBC) in classroom practice. The concept of Didactic Transposition, originally
developed by [18], provides a powerful lens for understanding how knowledge is transformed as it
moves from official curriculum documents (knowledge to be taught) into classroom instruction
(taught knowledge). In the context of the CBC, this process involves translating abstract
competencies, learning outcomes, and pedagogical guidelines into concrete teaching strategies,
classroom interactions, and assessment practices. Teachers act as key agents in this transformation
process, making decisions about content selection, sequencing, and instructional approaches [19].
However, this transformation is not neutral; it is influenced by teachers’ beliefs, prior experiences, and
contextual constraints. As such, discrepancies often arise between the intended curriculum and the
implemented curriculum, making Didactic Transposition highly relevant for analyzing gaps between

policy and practice.

Complementing this perspective, Constructivism emphasizes that learning is an active, student-
centered process in which learners construct knowledge through interaction, inquiry, and reflection
[20]. Within a competency-based framework, this theory underpins pedagogical approaches such as
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problem-based learning, collaborative activities, and formative assessment. For teachers, adopting
constructivist practices requires a shift from traditional transmission-based teaching to facilitation of
learning experiences [21]. However, the extent to which teachers embrace such approaches is strongly
influenced by their perceptions of the CBC, their confidence in using learner-centered methods, and

the support they receive from the education system.

The third component of the framework, Teacher Cognition, focuses on the mental constructs that
shape teachers’ professional practices, including their beliefs, attitudes, knowledge, and decision-
making processes [22]. Teachers’ perceptions of the CBC, whether they view it as relevant,
manageable, or effective, play a critical role in determining how they implement it in the classroom.
Positive perceptions are likely to foster innovation and alignment with competency-based principles,
whereas negative perceptions may lead to resistance or superficial compliance [23]. This theoretical
lens helps explain why similar policy directives may result in varied instructional practices across

different teachers and contexts.

Integrating these three perspectives, the study conceptualizes curriculum implementation as a
dynamic and context-dependent process. The CBC (intended curriculum) is interpreted through
teachers’ cognitive frameworks (perceptions and beliefs), which in turn influence the process of
didactic transposition (translation into practice), ultimately shaping instructional practices
(implemented curriculum). Contextual factors such as training, resources, and school environment act

as mediating or moderating variables in this process.

Significance of the study

This study provides important contributions to theory, practice, and policy in the context of curriculum
reform. Theoretically, it enriches the existing body of knowledge on Competency-Based Education by
linking teachers’ perceptions with actual instructional practices. By drawing on perspectives such as
Didactic Transposition and Teacher Cognition, the study offers a deeper understanding of how
curriculum reforms are interpreted and enacted in classroom settings, thereby bridging the gap
between policy intentions and pedagogical realities. Empirically, the study generates context-specific
evidence, contributing to the limited research on the implementation of the Competency-Based
Curriculum (CBC) in Rwanda and other countries. It highlights teachers’ experiences, challenges, and
adaptive strategies, offering valuable insights into the practical realities of educational reform at the
school level. Such evidence is essential for understanding variations inimplementation across different

contexts.
43



Mutabera, 2026

Practically, the findings are expected to inform policymakers, curriculum developers, and teacher
training institutions. The study identifies key factors influencing effective implementation of the CBC,
thereby guiding the design of targeted professional development programs and support systems for
teachers. Additionally, it provides school leaders with insights on how to foster enabling teaching and
learning environments. Ultimately, the study contributes to improving instructional practices and
learner outcomes by promoting the adoption of learner-centered approaches. It also offers relevant
lessons for other countries undergoing similar reforms, thereby supporting broader efforts to enhance

the quality and relevance of education systems.

2. Methodology

2.1 Research design and approach

This study employed a sequential explanatory mixed-methods design, in which the quantitative phase
was conducted first, followed by a qualitative phase to explain and elaborate the quantitative findings.
In the first phase, quantitative data were collected through a cross-sectional survey using structured
questionnaires administered to secondary school teachers to examine their perceptions of the
Competency-Based Curriculum (CBC) and instructional practices. The quantitative findings were
analyzed using descriptive and inferential statistics to identify the major patterns and relationships
among the study variables. In the second phase, qualitative data were collected through semi-
structured interviews, classroom observations, and document analysis of lesson plans and schemes of
work. Participants for the qualitative phase were purposively selected based on the quantitative
results to provide deeper explanations of the observed statistical trends and to explore contextual
factors influencing CBC implementation. In this sense, priority was given to the quantitative phase,
while the qualitative phase served an explanatory role. Integration of the two datasets occurred
during the interpretation and discussion of the findings, where qualitative evidence was used to
explain, clarify, and contextualize the quantitative results. This sequential approach strengthened the
validity of the study by combining statistical evidence with rich contextual insights into teachers'

instructional practices.
2.2 Population and sampling technique

The target population for this study consists of all secondary school teachers implementing the

Competency-Based Curriculum (CBC) in Kamonyi District, Rwanda. This population includes teachers
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from various subject domains, levels of teaching experience, and school types (public and
government-aided). The study adopts a multi-stage sampling technique to ensure representativeness

and diversity of perspectives.

In the first stage, schools are stratified based on location (urban and rural) and type to capture
contextual variations. A random sampling technique is then used to select schools within each
stratum. In the second stage, teachers are selected using proportionate stratified random sampling to
ensure fair representation across subject areas and experience levels. For the qualitative component,
purposive sampling is employed to select key informants such as experienced teachers and heads of
departments who can provide rich, detailed insights. Following the multi-stage sampling procedure, a
total of 120 secondary school teachers were selected for the quantitative phase of the study. For the
qualitative phase, 20 participants were purposively selected from the quantitative sample based on
the survey findings to provide deeper explanations of the quantitative results. In addition, 15
classroom observations and document reviews of the corresponding teachers' lesson plans and
schemes of work were conducted to triangulate the findings. The demographic characteristics of the

120 teachers included in the quantitative phase are presented in Table 1.

Table 1. Demographic information of participants

Variable Category Frequency (n)
Gender Male 78
Female 42
Total 120
Age (years) 21-30 30
31-40 55
41-50 25
Above 50 10
Total 120
Teaching Experience 1-5 years 35
6-10 years 45
Above 10 years 40
Total 120
Academic Qualification Diploma 40
Bachelor's Degree 70
Postgraduate Degree 10
Total 120
Subject Area Sciences 45
Arts and Humanities 40
Languages 35
Total 120
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2.3 Research instruments

To ensure comprehensive data collection and methodological alignment, this study used four research
instruments: a structured questionnaire, a semi-structured interview guide, a classroom observation
checklist, and a document review. Each instrument is designed to address specific aspects of the study

objectives and to enable triangulation of findings.
a) Structured questionnaire

The structured questionnaire was developed following an extensive review of the literature on
Competency-Based Curriculum implementation, teacher cognition, and learner-centered instructional
practices. Items were adapted from previously validated instruments and modified to fit the Rwandan
secondary school context. The initial questionnaire consisted of four constructs: teachers'
understanding of the Competency-Based Curriculum, perceived relevance of the curriculum, attitudes
toward learner-centered pedagogy, and instructional practices. Each construct was measured using
multiple items rated on a five-point Likert scale ranging from 1 (Strongly Disagree) to 5 (Strongly
Agree). Examples of questionnaire items included: "I clearly understand the principles of the
Competency-Based Curriculum,”" "The Competency-Based Curriculum improves students' problem-
solving skills," "I regularly use learner-centered teaching approaches during classroom instruction,"

and "l frequently use formative assessment to monitor students' learning progress.
b) Classroom observation

Classroom observations were conducted to obtain direct evidence of teachers' instructional practices
during the implementation of the Competency-Based Curriculum (CBC). A structured non-participant
classroom observation protocol was developed based on the study objectives, the Rwanda
Competency-Based Curriculum framework, and relevant literature on learner-centered pedagogy. The
protocol was designed to complement the questionnaire and interview data through methodological
triangulation. A total of 15 classroom lessons were observed. Each observation covered one complete
lesson lasting 40-60 minutes. Teachers selected for classroom observation were purposively drawn
from those who participated in the quantitative survey to provide contextual explanations for the

quantitative findings.

The observation protocol consisted of ten instructional indicators: (i) alignment of lesson objectives

with curriculum competencies, (ii) learner-centered instructional strategies, (iii) student participation
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and engagement, (iv) questioning techniques, (v) collaborative learning activities, (vi) use of
instructional resources, (vii) promotion of critical thinking and problem-solving, (viii) formative
assessment practices, (ix) classroom management and learning environment, and (x) lesson closure
and feedback. Each indicator was assessed using a four-point rating scale ranging from 1 (Not
Observed) to 4 (Highly Evident), while descriptive field notes were recorded to capture contextual

information and classroom interactions.

Classroom observations were conducted independently by two trained observers with experience in
educational research and classroom evaluation. Before data collection, the observers completed a
one-day training workshop that focused on the observation protocol, scoring criteria, and procedures
for ensuring consistency in ratings. A pilot observation was conducted to standardize the application

of the observation instrument before the commencement of the main study.

To assess the consistency of the observation ratings, inter-rater reliability was determined using the
Intraclass Correlation Coefficient (ICC). The analysis produced an ICC value of 0.86, indicating a high
level of agreement between the two observers. Any discrepancies in ratings were discussed

immediately after each observation until consensus was reached.
¢) Document review

Document analysis was undertaken to complement the questionnaire, interviews, and classroom
observations by examining documentary evidence of teachers' implementation of the Competency-
Based Curriculum (CBC). The analysis focused on instructional documents prepared by participating
teachers, including lesson plans, schemes of work, and continuous assessment records. A total of 30
documents (10 lesson plans, 10 schemes of work, and 10 assessment records) were purposively

selected from teachers who participated in the classroom observations.

A structured document analysis protocol was developed based on the principles of competency-based
teaching and the Rwanda Competency-Based Curriculum guidelines. The protocol enabled systematic
examination of the extent to which teachers incorporated competency-based instructional practices

into their planning and assessment documents.

The documents were analyzed using deductive content analysis, with coding guided by predefined
categories derived from the study objectives and the CBC framework. The coding categories included:

(i) alignment of learning objectives with curriculum competencies, (ii) integration of learner-centered
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instructional strategies, (iii) inclusion of competency-based learning activities, (iv) assessment
strategies and formative assessment practices, (v) promotion of higher-order thinking and problem-
solving skills, and (vi) alignment between learning objectives, instructional activities, and assessment

tasks.

Each document was evaluated using a structured checklist in which every criterion was rated as Fully
Evident, Partially Evident, or Not Evident. Qualitative notes were recorded to capture illustrative
examples and contextual information that supported the interpretation of the findings. The document
analysis findings were subsequently triangulated with classroom observations and interview data to

provide a comprehensive understanding of teachers' instructional practices.
d) Semi-structured interview guide

The semi-structured interview guide is designed to collect in-depth qualitative data from selected
teachers and school leaders. It includes open-ended questions that explore participants’ experiences,
interpretations, beliefs, and challenges related to the implementation of the CBC. The flexible nature
of the instrument allows the researcher to probe further and clarify responses, thereby capturing rich
and detailed insights. This interview guide was conducted to gain a deeper understanding of teachers’

perceptions and the contextual factors influencing their instructional practices.
2.4 Method of data analysis

Quantitative data were analyzed using IBM SPSS version 26. Descriptive statistics (frequencies, means,
and standard deviations) were used to summarize teachers' perceptions and instructional practices.
Inferential statistics, including independent-samples t-tests, one-way ANOVA, Pearson correlation, and
multiple regression analysis, were employed to examine differences among groups and determine the
extent to which teachers' perceptions predicted instructional practices. Qualitative data obtained
from interviews, classroom observations, and document reviews were analyzed thematically through
coding, categorization, and theme development. Integration of quantitative and qualitative findings
occurred during the interpretation stage, where qualitative evidence was used to explain and

contextualize the statistical findings.
2.5 Validity and reliability

Before the main study, the questionnaire was piloted with 30 secondary school teachers from schools

that were not included in the final sample. The pilot study was conducted to evaluate the clarity,
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relevance, and appropriateness of the questionnaire items and to identify ambiguities before the main

data collection.

Content validity was established through expert review involving three specialists in curriculum
studies, educational research, and science education. Their recommendations resulted in minor

revisions to improve the clarity and contextual relevance of several questionnaire items.

Construct validity was examined using Exploratory Factor Analysis (EFA). The Kaiser-Meyer-Olkin
(KMO) measure of sampling adequacy was 0.891, indicating that the data were suitable for factor
analysis. Bartlett's Test of Sphericity was statistically significant (x* = 2687.41, df = 406, p < 0.001),
confirming adequate correlations among the questionnaire items. Factor loadings ranged from 0.67

to 0.89, exceeding the recommended threshold of 0.50, indicating satisfactory construct validity.

Internal consistency reliability was assessed using Cronbach's alpha coefficients. The coefficients were
0.88 for teachers' understanding of the Competency-Based Curriculum, 0.85 for perceived relevance,
0.90 for attitudes toward learner-centered pedagogy, and 0.92 for instructional practices. The overall
questionnaire achieved a Cronbach's alpha coefficient of 0.91, demonstrating excellent internal
consistency reliability. To enhance the trustworthiness of the qualitative findings, credibility was
established through triangulation of interviews, classroom observations, and document reviews, while
member checking was conducted to verify participants' responses. Dependability and confirmability
were strengthened through detailed documentation of data collection and analysis procedures,

together with maintaining an audit trail throughout the study.

3. Results interpretation

3.1 Teachers’ perceptions of the Competency-Based Curriculum

The results in Table 2 indicate that teachers generally held positive perceptions of the Competency-
Based Curriculum, with an overall mean of 3.78. The highest rating was observed for the perceived
relevance of the CBC. Similarly, positive attitudes toward learner-centered pedagogy reflect alignment
with constructivist principles underpinning the reform. However, comparatively lower scores for
clarity of implementation guidelines and adequacy of training highlight critical gaps in policy

communication and professional development.
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Table 2. Descriptive statistics of teachers’ perceptions of CBC (N = 120)

Construct Mean (M) Std. Deviation (SD)
Understanding of CBC 3.72 0.66
Perceived relevance of CBC 4.02 0.58
Attitudes toward learner-centered pedagogy 3.95 0.61
Clarity of implementation guidelines 3.42 0.72
Adequacy of training 3.36 0.75
Overall perception score 3.78 0.64

Qualitative results from the interview and document review revealed one main theme: positive
perceptions of CBC with limited translation into practice. Teachers demonstrated positive appreciation
of implementing CBC as well as challenges hindering implementation. Teachers consistently expressed
positive attitudes toward the CBC, particularly its relevance to real-life learning and skills development.
However, these positive perceptions did not automatically lead to effective implementation. “The CBC
is very important because it prepares students for real-life situations, not just passing exams.”

(Teacher 4); “We agree with the idea, but applying it in class is not always easy.” (Teacher 9).
3.2 Teachers’ instructional practices under Competence-Based Curriculum

Table 3 shows that instructional practices were moderately aligned with competency-based principles,
with an overall mean of 3.61. Teachers frequently implemented interactive strategies such as group
work and class discussions. However, the relatively lower use of project-based learning and formative
assessment reveals partial adoption of deeper competency-based approaches. The findings point to

an implementation gap between surface-level and transformative pedagogical change.

Table 3. Descriptive statistics of instructional practices (N = 120)

Instructional Practice Mean (M) Std. Deviation (SD)
Group Work 3.89 0.63

Class Discussions 3.84 0.66

Learner Engagement 3.71 0.65

Formative Assessment 3.35 0.71

Project-Based Learning 3.29 0.74

Overall Practice Score 3.61 0.68
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Classroom observation, semi-structured interview, and document review revealed two main themes:
Conceptual ambiguity in implementing CBC and surface-level adoption of learner-centered pedagogies.
The findings highlight that teachers mostly used learner-centered approaches such as group work and
class discussions, with one explaining, “l use group discussions because they help students
participate.” However, document review revealed that these strategies were often superficially
incorporated into lesson plans without clear implementation structures, defined student roles, or
assessment criteria. Additionally, more advanced approaches such as project-based and inquiry-based
learning were rarely documented, indicating that pedagogical transformation remains at a basic level.
The findings also indicate that teachers face challenges in interpreting and operationalizing CBC
principles. As one participant stated, “sometimes we are not sure how to transform competencies into
classroom activities.” This challenge was corroborated by document analysis, which showed that
lesson plans often contained vague objectives, weak alignment between activities and competencies,
and limited articulation of expected learning outcomes. These inconsistencies suggest a gap in

translating curriculum intentions into actionable teaching strategies.

3.3 Gender, teaching experience, and educational qualifications differences in perceptions and
instructional practices

The results presented in Table 4 presents independent sample t-test results on the gender differences
in perceptions and instructional practices. The results indicate that there were no statistically
significant differences between male and female teachers in both perceptions and instructional
practices. Although male teachers reported slightly higher mean scores, these differences were not
significant. Independent-samples t-tests indicated no statistically significant gender differences in
teachers' perceptions, t(118) = 1.12, p = .266, Cohen's d = 0.20, 95% Cl [-0.05, 0.19], or instructional
practices, t(118) = 0.94, p = .349, Cohen's d = 0.17, 95% Cl [-0.07, 0.18]. These findings indicate that

gender had only a trivial effect on both outcome variables.

Table 4. Independent samples t-test for gender differences

Variable Gender Mean (M) SD t-value p-value

Perceptions Male 3.81 0.62 1.12 >0.05
Female 3.74 0.66

Instructional Practices Male 3.64 0.67 0.94 >0.05
Female 3.58 0.69
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The ANOVA results in Table 5 reveal a statistically significant difference in instructional practices based
on teaching experience. Specifically, moderately experienced teachers (6-10 years) demonstrated
higher adoption of learner-centered practices compared to their more experienced counterparts. In
contrast, less experienced (1-5 years) teachers may rely on established teaching habits, indicating the
need for targeted professional development interventions to support pedagogical transition. A one-
way ANOVA revealed a statistically significant effect of teaching experience on teachers' perceptions,
F(2,117) = 3.78, p = .026, partial n? = .061. Similarly, instructional practices differed significantly across

teaching experience groups, F(2,117) = 4.36, p = .015, partial n? = .069, indicating a small-to-moderate

effect.
Table 5. ANOVA results for working experience
Variable df F-value p-value
Teachers’ perceptions (2,117) 3.78 <0.05
Instructional Practices (2,117) 4.36 <0.05

Table 6 indicates that teachers’ academic qualifications significantly influenced both their perceptions
and instructional practices. Teachers with higher qualifications demonstrated stronger understanding
and more effective implementation of CBC principles. This finding underscores the importance of
advanced academic preparation in enhancing pedagogical competence and curriculum interpretation.
Teachers' educational qualifications significantly influenced perceptions, F(2,117) = 5.12, p = .007, partial
n?=.080, and instructional practices, F(2,117) = 4.87, p = .009, partial n* =.077, suggesting that academic

qualification explained approximately 8% of the observed variance.

Table 6. ANOVA results for educational qualification

Variable df F-value p-value
Perceptions (2,117) 5.12 <0.01
Practices (2,117) 4.87 <0.01

3.4 Relationship between teachers’ perceptions and instructional practices

The correlation results in Table 7 demonstrate strong and statistically significant positive relationships
between teachers’ perceptions and instructional practices. In particular, attitudes toward learner-

centered pedagogy showed the strongest association with classroom practices, followed by
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understanding of the CBC. These findings confirm that teachers’ cognitive and attitudinal orientations

play a crucial role in shaping their instructional behavior.

Table 7. Pearson correlation matrix

Variables 1 2 3 4

1. Understanding of CBC 1

2. Perceived Relevance 0.54%* 1

3. Attitudes toward Pedagogy 0.59%%* 0.52%%* 1

4. Instructional Practices 0.58%* 0.49%* 0.62%%* 1
Note: p < 0.01

For qualitative findings, we had three themes: influence of teacher cognition on planning and practice,
resource and contextual constraints affecting implementation, and gap between intended and
implemented curriculum. Teachers’ understanding and beliefs about the CBC significantly influenced
both their instructional practices and lesson planning. One teacher remarked, “When you understand
CBC well, it becomes easier to plan activities for students.” Document analysis supported this, showing
that teachers with stronger conceptual understanding were more likely to include learner-centered
activities and competency-based objectives. In contrast, others continued to rely on teacher-centered

approaches, highlighting the critical role of teacher cognition in curriculum implementation.

3.5 Predictors of instructional practices

The regression analysis in Table 8 shows that teachers’ perceptions significantly predict instructional
practices, explaining 41% of the variance. Among the predictors, understanding of the CBC emerged as
the strongest determinant, followed by attitudes toward learner-centered pedagogy. This indicates
that both knowledge and beliefs are critical drivers of pedagogical change. The multiple regression
analysis demonstrated that teachers' perceptions significantly predicted instructional practices, with
teachers' understanding of the Competency-Based Curriculum emerging as the strongest predictor.
These findings reinforce the importance of teacher cognition in shaping classroom instructional
practices. Multiple regression analysis showed that teachers' perceptions significantly predicted
instructional practices, F(3,116) = 26.87, p < .001, R? = .41, Adjusted R? = .39. Understanding of the CBC
emerged as the strongest predictor ( = .36, SE = 0.074, t = 4.87, p <.001, 95% Cl [0.18, 0.48]), followed
by attitudes toward learner-centered pedagogy (B = .29, SE = 0.074, t =3.92, p <.001, 95% Cl [0.12, 0.41])
and perceived relevance (f = .21, SE = 0.077, t = 2.74, p = .007, 95% Cl [0.05, 0.35])
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Table 8. Multiple regression predicting instructional practices

Predictor B SE t P 95% Cl VIF
Understanding of CBC 0.36 0.074 4.87 <.001 [0.18, 0.48] 1.52
Attitudes toward pedagogy 0.29 0.074 3.92 <.001 [0.12, 0.41] 1.71
Perceived relevance 0.21 0.077 2.74 .007 [0.05,0.35] 1.28

The findings in Table 9 summarize the results of the multiple regression model. The findings highlight
that improving teachers’ conceptual understanding and attitudes can lead to meaningful

improvements in classroom practices.

Table 9. Model summary

Model Summary Value
R? 0.41

F 26.87
p-value <0.001

From the interview, classroom observation, and document review, teachers identified contextual
challenges such as lack of teaching materials and large class sizes as major barriers. One participant
stated, “We don’t have enough materials to support practical learning.” These challenges were
reflected in lesson plans that showed limited inclusion of practical activities and heavy reliance on
textbooks. The findings suggest that contextual constraints significantly shape both instructional

planning and classroom practices.

The study revealed a persistent gap between CBC expectations and actual classroom implementation.
As one teacher explained, “we understand what CBC requires, but implementing it fully is still a
challenge.” Document analysis further showed partial alignment with CBC principles, including
inconsistent integration of competencies and limited use of learner-centered strategies. This
highlights that curriculum implementation is a complex, context-dependent process influenced by

both teacher-related and systemic factors.

4. Discussion

The present findings indicate that teachers' understanding and attitudes were significantly associated
with instructional practices and statistically predicted variation in instructional practices. These results

are consistent with Teacher Cognition Theory; however, the cross-sectional design does not permit
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causal inferences regarding the direction of these relationships. This result is consistent with previous
studies on competency-based education, which have shown that teachers often recognize the value
of such reforms in promoting twenty-first-century skills [24], [25]. Similarly, research conducted in Sub-
Saharan Africa indicates that teachers tend to support CBC reforms conceptually, viewing them as

essential for improving learners’ employability and problem-solving abilities [26].

However, the study also revealed lower levels of clarity in implementation guidelines and inadequacy
of training, which aligns with findings from several prior studies. For example, research in Kenya and
Ghana found that teachers struggled to operationalize CBC due to insufficient training and unclear
policy directives [27], [28]. Likewise, [29]emphasizes that effective curriculum reform requires
sustained professional development, without which teachers are unlikely to translate theoretical

understanding into practice.

From the perspective of Didactic Transposition, these findings suggest a breakdown in the
transformation of curriculum knowledge from policy to practice [30]. While teachers understand the
intended curriculum, they face difficulties in converting it into actionable teaching strategies. This
confirms previous studies indicating that policy acceptance does not necessarily lead to pedagogical

change [31].

The study found that teachers demonstrated moderate adoption of learner-centered pedagogies,
with greater emphasis on group work and class discussions, but limited use of project-based learning
and formative assessment. This finding strongly aligns with existing literature, which shows that
teachers often adopt surface-level instructional changes while maintaining traditional teaching

practices [32].

For instance, [33] argues that learner-centered education reforms frequently result in “symbolic
adoption,” where teachers incorporate visible elements such as group work without fundamentally
transforming classroom dynamics. Similarly, studies in Rwanda and neighboring countries have
reported that teachers continue to rely on teacher-centered approaches due to examination

pressures, large class sizes, and lack of resources [34].

From a theoretical perspective, these findings partially reflect the principles of Constructivism, which
emphasize active learning and knowledge construction. While the use of interactive strategies

indicates movement toward constructivist pedagogy, the limited implementation of deeper practices
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suggests that the transformation remains incomplete. This supports previous studies indicating that

pedagogical change is incremental and often constrained by contextual realities [35].

A major contribution of this study is the confirmation of a strong relationship between teachers’
perceptions and instructional practices, which is consistent with a substantial body of research on
teacher cognition. [36] argues that teachers’ beliefs and knowledge significantly shape their
instructional decisions. The present findings, which show that teachers’ understanding and attitudes

significantly predict instructional practices, provide strong empirical support for this theory.

Similarly, research by [37], [38] demonstrates that teachers’ beliefs influence not only what they teach
but also how they teach. The finding that understanding of the CBC is the strongest predictor of
instructional practices aligns with studies showing that conceptual clarity is essential for effective
implementation [39]. Teachers who lack deep understanding are more likely to revert to traditional

teaching methods, even when they support reform initiatives.

Moreover, the SEM results indicating a strong direct effect of perceptions on practices are consistent
with previous research in STEM and inquiry-based education, where teacher beliefs were found to
mediate the relationship between policy and classroom practice [40]. These findings reinforce the

argument that teacher cognition is a central lever for educational change.

The finding that less experienced teachers are more likely to adopt learner-centered practices is widely
supported by previous research. Studies have shown that early-career teachers are generally more
open to innovation due to their recent exposure to modern pedagogical training [41]. In contrast,
experienced teachers often rely on established routines, which may hinder the adoption of new

practices [42].

Similarly, the positive influence of higher academic qualifications on both perceptions and
instructional practices aligns with existing literature. Research indicates that teachers with advanced
qualifications possess greater pedagogical knowledge and are more likely to implement innovative
teaching strategies [43]. This finding also supports the concept of pedagogical content knowledge,
which emphasizes the importance of integrating subject knowledge with teaching expertise [44].
These results highlight the importance of continuous professional development and suggest that
teacher education programs should be strengthened to enhance both theoretical understanding and

practical skills.
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The study identified training and resource availability as critical factors influencing both perceptions
and instructional practices. This finding is consistent with extensive research demonstrating that
contextual constraints are major barriers to curriculum implementation [45]. For example, [46]
reports that many curriculum reforms in developing countries fail due to inadequate teacher training
and lack of instructional materials. Similarly, studies in Sub-Saharan Africa have shown that large class
sizes, limited infrastructure, and insufficient support systems hinder the adoption of learner-centered

approaches [47].

The SEM findings, which show that training influences perceptions while resources directly affect
practices, provide empirical support for these observations. This aligns with systems theory
approaches to education, which emphasize that effective reform requires alignment between
individual capacity and institutional support [48]. The persistent gap between the intended and
implemented curriculum observed in this study is consistent with findings from previous research. [49]
theory of Didactic Transposition explains this gap as a result of the transformation process through
which curriculum content is interpreted and adapted by teachers. Similar gaps have been reported in
studies of curriculum reform worldwide, where teachers reinterpret policy based on their beliefs,
experiences, and contextual constraints [50]. The present study contributes to this literature by
demonstrating that teacher perceptions act as a mediating factor in this process. This highlights the
importance of addressing both cognitive and contextual dimensions of implementation. The findings
of this study align with global evidence suggesting that curriculum reform is a complex and long-term
process. As noted by [51], successful reform requires sustained effort, continuous support, and
systemic alignment. The present study reinforces this view by showing that improving teacher

perceptions alone is insufficient without addressing contextual challenges.

The study contributes to the literature by integrating Teacher Cognition, Constructivism, and Didactic
Transposition within a mixed-methods framework. Unlike previous studies that primarily examined
teachers' attitudes, this study demonstrates how teachers' cognitive orientations interact with
contextual conditions to shape the implementation of competency-based pedagogy in Rwanda. These
findings extend current knowledge by explaining the mechanisms through which curriculum

intentions are translated into classroom practice.
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5. Limitations of the study and future research

This study has several limitations that should be considered when interpreting the findings. First, the
use of a cross-sectional design limits the ability to establish causal relationships between teachers’
perceptions and instructional practices. Second, the reliance on self-reported questionnaire data may
have introduced social desirability bias, as teachers might have over-reported the use of learner-
centered practices. Although classroom observations were included to mitigate this limitation, the
number of observed lessons was relatively small, which may not fully capture the diversity of teaching
practices. Third, the study was conducted in one district, which may limit the generalizability of the
findings to other regions with different contextual conditions. Additionally, variations in school
resources and support systems were not exhaustively controlled. Future research should adopt
longitudinal and multi-site designs to provide deeper and more generalizable insights into CBC

implementation.

6. Conclusion and recommendations

This study examined the relationship between teachers’ perceptions of the Competency-Based
Curriculum (CBC) and their instructional practices. The findings revealed that teachers generally hold
positive perceptions of the CBC, particularly regarding its relevance to real-life learning and skills
development. However, the translation of these positive perceptions into effective classroom
practices remains moderate and uneven. While some learner-centered strategies such as group work
and class discussions are increasingly adopted, more complex approaches like project-based learning
and formative assessment are less consistently implemented. The study found that teachers'
understanding, attitudes, and perceived relevance of the CBC were significantly associated with
instructional practices and statistically predicted variation in these practices. Nevertheless, because
the study employed a cross-sectional design, these findings should be interpreted as associations

rather than causal relationships.

Based on these findings, several recommendations are proposed. First, policymakers should
strengthen continuous professional development programs with a focus on practical, classroom-
based training that supports teachers in implementing competency-based strategies effectively.
Second, there is a need to provide clear and accessible implementation guidelines to bridge the gap
between policy and practice. Third, improving the availability of teaching and learning resources, as
well as reducing structural constraints such as large class sizes, would enhance the adoption of learner-
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centered approaches. Finally, future research should expand to multiple regions and adopt

longitudinal designs to better understand the long-term impact of CBC implementation.
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