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Abstract
At the present time, there is an open debate about the consequences that globalization has in
the educational field as regards the curriculum. The adoption of the Competency Based
Curriculum (CBC) seems to dominate the educational discourse worldwide. While the
contributions and deficiencies of this type of curricula are still open for debate, there has been
a clear influence of transnational policies On Peru’s education system and in curriculum. The
most salient example is the adoption and implementation of the CBC in 2016.
The process of curricular reform and implementations proves to be intricate work given the
different circumstances of contextualization to which it is exposed. In particular, there is one
process of re-contextualization which takes place in the classroom that seems to significantly
affect curriculum implementation. Teachers attribute their own perceptions, connotations and
meanings to the text, therefore, affecting the original intentions of policy makers. In this regard,
the objective of this research is to examine the process of implementation of the new CBC in
Peru with special focus on the meanings that teachers attribute to them and the teaching and
learning processes that are carried out. It furthers compares these two processes among teachers
from urban and rural schools.
To this end, this research used a mixed method design, applying a quantitative instrument
(Likert-type scaling questionnaire) and a qualitative technique (semi-structured interviews) to
teachers from urban and rural schools in the province of Arequipa in order to carry out the
validation by method triangulation. The research conclusions are related to the teachers'
perceptions regarding the new CBC, about which teachers seem to have overall favourable
perceptions but superficial knowledge. Curriculum implementation seems to be well underway
but there is clearly further training that needs to be implemented in both urban and rural areas.
The findings of this research do not pretend to be generalized for all provinces of Peru, yet there
are some clear implications for the Ministry of Education (MINEDU) in connection to
curricular reforms and the process of implementation of this new curriculum. Finally, some
suggestions for further research are proposed to enhance teacher training in connection to
competencies and how to develop them properly.
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Introduction
Curricula are no longer documents designed and implemented in the national or local
context, they are influenced by different global processes and actors with their own particular
educational agendas (Dale, 1999, 2000; Steiner-Khamsi, 2014). The way in which global
discourses are interpreted and implemented varies significantly among nations. Transnational
policies undergo a process of re-contextualization which takes place at the national level, when
policy is translated to the local context; and at the school level, when teachers make sense of
these new policies (Bernstein, 2000). Thus, when adopting curricular reforms, a gap between
what is intended and enacted is created.
The current debate around curriculum reform moves along the lines of a progressive
approach to education based on the development of competencies, standards, standardized
testing and accountability measures (Priestley & Biesta, 2013; Wahlström & Sundberg, 2017).
Several transnational organizations such as the United Nations Educational, Scientific and
Cultural Organisation (UNESCO), Organisation for Economic Cooperation and Development
(OECD) and the European Union (EU) are advocating a new model of curriculum, a
Competency-Based Curriculum (CBC), in order to meet the demands of today’s society. While
this new model has been criticized by many researchers, a large number of countries worldwide
have implemented and adopted a CBC (OECD, 2005). The Peruvian education context has been
no stranger to these global trends and, since the year 2009, has progressively moved towards
implementing a CBC.
Peru has undergone several changes in its national curricula (NC), being the country
with the most modifications in Latin America in the last thirty years (Miranda, 2016). The latest
modification has been the most substantial because it has altered many of the concepts that have
been present for many years. These various changes have resulted and translated into instability
and fragility of the Peruvian education system worsening its condition (Chuquilin & Zagaceta,
2017). Although research has been conducted describing the modifications the NC has
undergone, there are few studies that link these changes to global discourses and international
educational agendas.
In a like manner, the process of curricular implementation is not formulaic. There is
always room for interpretations on behalf of the many actors who are involved in the process

such as school principals, teachers and students that can be distant from what authorities
intended. Peru being a country that has undergone several curricular modifications, it is
important to examine how this process is taking place in practice at the school level. Currently
there is no literature that analyses the effect of these changes in light of the new curriculum and
that pays particular attention to the differences between the urban and the rural scenario.
Along with the enactment of a new CBC, the Ministry of Education of Peru (MINEDU)
has also formulated learning standards and instated national standardized tests called Students’
Census Evaluation (ECE) all of which are aimed at enhancing the quality of education and
reducing inequality (UMC, 2019). Paradoxically, according to the results provided in the ECE,
two thirds of students perform below the expected standards. These results are similar to the
ones obtained in international standardized tests such as the Programme for International
Student Assessment (PISA). Moreover, the learning gap between rural and urban areas is
steadily widening with each examination round (UMC, 2016). This is a worrisome scenario
since, in spite of the many reforms that are being implemented; quality and equality in education
seem to regress. Therefore, this research aims to examine how teaching and learning practices
have changed in urban and rural schools in response to the last change in the curriculum as one
possible explanation for the current educational situation

1.1. Relevance of the study
The curricular reforms of the last decade in Latin America were and are still
characterized by a range of problems (Dussel, 2006). Among these the following stand out:
excessive centralism in curricular decisions, insufficient training or lack thereof to carry out the
reforms, and school learning content perceived as disconnected from the social context and
needs (Gajardo, 1999; Winkler, 2000; Ravela, 2001; Filmus, 2002). According to Dussel
(2006), these problems belong to the different levels of curriculum development. However, it
is usually in the implemented curriculum that most issues unfold. For the most part, the
interpretations and meanings attributed to new curriculum policies, which stem from global
discourses, are far from what policy makers intended, thus resulting in unsuccessful
implementation and poor educational results. It is due to this reason that curriculum
implementation research is necessary, especially in the Peruvian context where an ample
number of reforms are being put into effect and literature is still scarce.
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In order to shed a light on this phenomenon, this study will focus on the implementation
of the new CBC in Peru and the ways in which it is being enacted and interpreted by teachers
in the urban and rural context. As mentioned earlier a gap between what was intended in the
written national curriculum and what is being enacted in the local context has been created.
Moreover, this mismatch between the curriculum as text and as practice widens from the urban
to the rural context. This could account for the poor results students are obtaining in
international and national examinations and the substantial learning difference between the
rural and urban areas as it will be discussed later.

1.2. Objectives and research questions
This study has two main objectives aimed at (1) describing the meanings teachers
attribute to the National CBC in urban and rural schools, and (2) describing teaching and
learning processes in urban and rural schools. In order to meet these objectives, the study is
guided by the following research questions:


What meanings do teachers attribute to the national CBC in urban and rural schools?



How are teaching and learning processes carried out in light of the national CBC in
urban and rural schools?

1.3. Organization of the study
The study is organized into six chapters. After the introduction chapter, chapter two
provides the literature review, how this research will approach the implementation of the
national curriculum, and provide the definitions and dimensions of the variables that will be
used as a framework to raise the research problem.
Chapter three provides an account of the contextual background of the study. It
describes the evolution of the different curricular documents published by MINEDU comparing
their core elements. It also contains a discussion of how the approach of the CBC, which stem
from global tendencies, has been slowly adopted by national authorities.
Chapter four describes the methodology for the research. The design, research methods,
sample data, units and levels of analysis will be explained. The chapter will also briefly discuss
3

reliability and validity concerns, the ethical considerations and the challenges arising during
the process of elaboration of this thesis.
In chapter five the results of the data analysis are presented. These include the results
from the quantitative data obtained from the questionnaire applied to teachers of public rural
and urban schools. The results of the qualitative data analysis obtained from further interviews
conducted with teachers that took part in the questionnaire will also be presented. This chapter
also describes teachers’ perceptions of the implementation of the new curriculum and the
teaching processes that are carried out in public urban and rural schools.
Chapter six sums up the findings, answers the research questions and presents the
conclusion of the study. It also provides a description of the implications this research could
have for public schools in rural and urban areas of the region of Arequipa. Additionally, it opens
room for further research that arose from the results and that could not be further analysed.

4

2. Review of Studies on Curricular Reforms
and Implementation
Educational reforms, particularly curricular reforms, aim to satisfy the needs of each
nation in terms of quality and educational development. However, at often times policy makers
overlook the particularities of national contexts and follow recommendations formulated by
international organisations without paying attention to the rationale behind them. Thus, creating
a curricular convergence among different countries. The current models of curriculum that
dominate the educational discourse are based on Competencies and Learning Standards (Jones
& Moore, 1995). On the other hand, the extent to which a curriculum is successfully
implemented is not solely based at the official level, but at the pedagogical level where teachers
through different processes, and strategies embody the curriculum. Therefore, the following
section presents studies that have been conducted in the international and Peruvian context
concerning curricular reforms in light of global discourses and namely a competency based
approach and the processes implied in curriculum implementation.

2.1. International studies
The extent to which the international discourse has brought about changes in different
education systems varies due to re-contextualization processes and the various interpretations
policy makers attribute to them. Sahlberg (2011) claims that global education reforms have had
an impact on the way politicians formulate policies and has pushed them in the same direction
overlooking, often times, the realities of their local contexts.

2.1.1. Studies on curriculum content and design
Jackson (2016) identifies curriculum as the most affected component of education by
the competencies and standards approach. In her paper she argues that content and disciplinary
knowledge have been superseded by skills and competencies acquisition as a result of the
“lifelong learning” approach advocated by the EU. Consistent with Jackson (2012), the
European Centre for the Development of Vocational Training (2012) in an international study
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conducted in various European countries concluded that most eastern European countries have
introduced competencies and outcomes into the national curricula.
In a like manner, Sundberg & Wahlström (2012) analysed the new curriculum Lgr
11designed for compulsory school in Sweden. By analysing the 2011 version of the Swedish
curriculum they were able to conclude that this reform is the result of transnational policies
which “represent a denationalized and instrumental conception of education” (p. 352).
Similarly, Yates & Collins (2010) examine the Australian curricula between 1975 and 2005 in
the light of global tendencies and discourses. They conclude that each curriculum reform has
incorporated more elements from global discourses and attended less to the necessities of the
national context.
Sparapani et al. (2014) conducted a study on curricular design and reforms on three
different countries: Taiwan, USA, Mexico and India. All of the countries implemented a
curriculum based on competencies but these followed two distinctly different trends. The first
advocated for the design of a CBC which suppresses all trace of contents and is focused on
developing generic and transdisciplinary competencies. Learning objectives are also not
identifiable but assessment is based on performances of students which demonstrate the
development of these generic competencies. The second approach is the design of a curriculum
based on competencies while keeping contents and learning objectives. The value of the first is
the construction of a general map of competencies, with the difficulty of finding a coherent
mechanism to disseminate this application in a curricular construction. The value of the second
is to recognize the sense of competencies based on respect for academic approaches that tend
to require a curriculum design strategy where the basic contents can be learned. This leaves
open the problem of the so-called disciplinary competences: mathematics, science, among
others. However, it is also possible to observe the way in which these competences are finally
fused in terms of capacity development and skills.
Similarly, UNESCO (2006) advocates for the adoption of a CBC. Especially centred on
the Latin American educational context and based on the results of their own standardized tests
they conducted a number of studies on the limitations the different national scenarios faced in
the education sector. They concluded that one of the main issues of Latin American education
is quality, therefore, one of the main reasons for countries to consider and design a curriculum
based on competencies is the assurance of quality. They state that as a result of growing concern
about the quality and relevance of education, and partly as a result of the influence of a more
6

social direction that education takes, competencies have become an increasingly important
component of discourse and educational practice in Latin America (UNESCO, 2006).
Other studies also on the implementation of a CBC on countries like Chile, Bolivia,
Paraguay and Brazil concluded that the main benefit of competencies is that they tend to avoid
the subject-centred approach and emphasize, instead, the interconnection between learning
areas, posing integration situations, which may be more disciplinary-oriented or more like "real
life", being transversal to various disciplines. However, this posed as a challenge for Latin
American countries since educational systems and teachers for decades have focused on
instructional teaching processes. In, contrast, a CBC is, fundamentally, the result of learning
processes that the individual is able to carry out from taking advantage of their own experience
(Amadio et al., 2015).

2.1.2. Studies on teaching and learning practices
Apart from the implication on curriculum design, it is important to consider the
implications for teaching and learning practices when implementing curricular reforms. Cheung
& Man Wong (2012) examined the main features of the new curriculum implementation in
Hong Kong. After conducting interviews and questionnaires with the different stakeholders
they concluded that the main hindering factor of curriculum implementation were teachers’
misinterpretations of the reforms. In turn, this had led to a misuse of the curriculum as well as
unaltered teaching practices in spite of the reforms. Li & Ni (2011) examined how new
curriculum reforms have influenced teaching practices in China. The study focused on in-class
observations of teaching strategies and classroom discourses. The paper comes to the
conclusion that there are noticeable changes in teaching practices which respond to the
curricular reform. Chiefly, teaching strategies changed from being teacher-centred to being
student-centred and the focus of lessons was now to develop skills rather than knowledge.
Elharrar (2006) describes the changes in teaching practices within the Quebec Education
Reform that places greater emphasis on competencies rather than knowledge. Using
quantitative and qualitative methods, the study surmises that teaching practices have somewhat
suffered alterations but these are not significant. It is usually teachers with higher qualifications
who focus on competency development effectively. In an extensive study of primary education,
Alexander (2001) describes teaching practices of elementary school teachers with the aim of
7

deepening knowledge about comparative classroom studies. The study comprised the
observation of elementary schools from 5 different cultures with a focus on teaching strategies,
classroom discourses, curriculum and pedagogy. The study concluded that learning is not only
influenced by pedagogy but by context, social norms and curriculum. Additionally, Lixun
(2011) developed a curriculum based on competencies for a linguistic course. The main purpose
of the study was to determine the difference of outcomes between students who took the course
and students who did not. The research found that for a competency reform to be successful,
teachers needed to be trained in student-centred strategies.
Along with classroom practices, teachers play a major role in successful curriculum
enactment. Teachers are the curriculum in the sense that their own beliefs and conceptions guide
their practices. Thus, when teachers are not familiar with curricular reforms, these rarely prove
to be successful. Konokman & Yelken (2017) analyzed teachers’ perceptions with respect to
the development of competencies in the new curricular reform in Turkey. The study grouped
teachers according to different categories such as seniority, training, the sector in which they
worked, etc. and then compared the perceptions amongst them. The study concluded that in
spite of groups being different, teachers shared the common perception of feeling ill-equipped
to carry out the new competency curriculum reform.
In light of the new curricular reform based on competencies in South Africa, Bantwini
(2010) set out to explore the meanings teachers attributed to the different elements of the
aforementioned reform. By conducting in depth interviews and classroom observation in a
school district, the study concluded that teachers’ understandings of the curriculum play a
central role in curriculum implementations. In order for implementations to be successful it
needs to be accompanied by adequate training, changes in the education system, community
involvement, among others (Bantwini, 2010). Cooper (2007) considers that the perspectives
from the different stakeholders, including teachers, are important factors to be taken into
account when implementing curricular reforms.
Using questionnaires, Cooper (2007) analysed school administrators and teachers’
perspectives and awareness of the curriculum. It was concluded that 50% of schools’
administrators and teachers resisted reforms and were not fully aware of the changes made in
the curricula. Alvunger, Sundberg, & Wahlström (2017) in their article Teachers matter - but
how? analyse 5 different articles that describe teacher agency and profession in light of new
curriculum trends and policies. After summarizing and contrasting the argument posed in the
8

articles, the study concludes that in times of changing educational trends, what matters is the
space that the education system and the curricular reforms provide for teachers to act as moral
subjects.
Although teachers’ perceptions and understandings are essential in curriculum
development and implementation, students also play a major role. Ponte, Matos, Guimãraes,
Leal, & Canavarro (1994) conducted a qualitative study in order to compare teachers and
students’ perspectives about the changes in the new mathematics curriculum in Lisbon. The
study found that teachers and students’ views on the new curriculum differed. While teachers
welcomed the changes and perceived them as beneficial, students did not notice any changes
made neither to the curriculum nor the strategies used in class by their teachers. The study
concluded that curricular reforms need to influence students’ expectations and be noticeable in
their daily activities for them to be successful.
Standardized testing, more specifically PISA, has also produced an extensive body of
literature in connection to CBC implementation. In their study Klette, Bergem, & Roe (2016)
analyse how classroom practices in middle schools in Norway have changed in light of the
CBC. Based on video documentation and results from different PISA examination rounds, the
study concludes that teaching practices have had a positive impact on learning even more so
than other social factors such as economic and cultural background. With a different approach
Gil, Cordero, & Lopez (2017) analyse the impact of teaching practices divided into traditional
and innovative on student achievement using data collected and published by PISA.
Interestingly, the study concludes that the use of traditional practices resulted in an
improvement of learning achievement while the use of innovative practices did not produce
significant improvement.
Froese-Germain (2010) in a report for the Canadian Government described the diverse
ways in which PISA has shaped educational policies around the world. The report classifies the
factors of influence as positive, negative and unclear. Among the positive effects,
standardization and comparison are the most salient. For negative factors there is accountability
and media coverage. Finally, for unclear factors, there is adoption and development of ‘key
competencies’ in many curricula in a vast number of countries including Canada. The report
concludes that, although the promotion of ‘key competencies’ is aimed at preparing students
for today’s society, the homogenization of curricula around the world disregards national
particularities. Michel (2017) in his article underlines the importance of PISA in educational
9

policies in Europe. Although the article stresses the significance of PISA in the EU and its
educational policies, the article warns against the adoption of common policies, such as
standardized curricula, due to the importance of each country’s socio-cultural context.

2.2. Studies on Peru
In the Peruvian context few studies have been carried out in order to describe the main
limitations when implementing education reforms. Dussel (2006) in a study conducted by
UNESCO described the changes in curricular reforms in Latin American countries. The study
points out that in spite of the diverse changes national curricula have undergone, there are
common tendencies followed by most countries including Peru. One of these tendencies is the
content of the reforms which includes the development of competencies or skills.
By doing an ethnographic study Balarin & Benavides (2010) describe teaching practices
in 5 rural provinces in Peru. The article concludes that further training is needed in order to
implement the new curriculum effectively, and that content is being dangerously neglected. In
a like manner Benavides & Neira (2010) analyse teachers’ responses to the pressures of
curricular reforms and institutional changes of one public school. Using ethnographic methods,
the study arrives at the conclusion that teachers do not welcome educational reforms chiefly
because they assert them to be unsuitable to their particular context.
Ferrer (2004) compares the curricular reforms of four different South American
countries taking into account 3 different aspects of curriculum, as a text, as a practice and as a
social practice. Ferrer (2004) interviews different actors from different instances of the
educational context of each country and compares them. He concludes that there is a general
consensus among authorities and teachers that the problems of curriculum design and classroom
implementation, derive mainly from insufficient professional teacher training.
Tapia & Cueto (2017) together with MINEDU launched a program to support the
implementation of the newest national curricula in selected provinces and schools of Peru. The
program consisted of seminars, support materials and online courses for teachers. After the
program was concluded a final report was presented to MINEDU in which the biggest
challenges faced in the program are mentioned. One of them is closing the gap between the
prescribed, and the implemented curriculum. Even after the termination of the program, the
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report claims there are several teachers still unprepared and, in some cases, unwilling to carry
out the reforms (Tapia & Cueto, 2017).

2.3. Summary
International studies on curricular implementation are diverse. They focus on curricular
design based on different approaches and the influences that transnational policies have exerted
on them. The approach that has dominated educational discourse and reforms is a competency
based approach. Additionally, there are studies centred around the descriptions and analysis of
the elements of this model of curricula. There are also various studies on the implications of a
CBC in teaching and learning practices not only at the national level but at the local, and
classroom level taking into account different subjects, age groups and teachers’ characteristics.
It can be said that international studies have not only focused on the what and why, which
corresponds to curricular design, but also on the how, i.e. teaching and learning processes which
correspond to curriculum implementation processes. However, studies on Peru regarding CBC
are scarce. They mainly focus on descriptions of changes in the curricula and implementation
of them as a whole without comparing different realities like area, discipline, etc. Unlike
international studies, it can be inferred that Peruvian ones have focused on the how
superficially.
Similarly, there have been studies in the national context that have analysed previous
curricular reforms, but no research on the implementation of the new CBC. Moreover, the
previous studies have approached curriculum implementation without taking a territorial
approach. Given that there are considerable differences between performance in urban versus
rural schools in Peru, this study aims to explore the implementation of the newest curricular
reform in schools of these two areas.
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Context of Curricular Reforms in Peru
3.1. Brief history and socio-economic context of Peru
Peru is located in the central and western part of South America. It has a population of
30 543 000 inhabitants (Urban: 72.3%, Rural: 27.7%) according to the last national census
(INEI, 2017). There is, a variety of races and cultures due to the Spanish conquest and
subsequent migration of Africans, Asians, and Europeans. The country is divided into 24
departments and Lima is its capital. The official language is Spanish. However, a multitude of
43 native languages coexist with Quechua being the second most spoken after Spanish due to
the Inca heritage (Ministry of Culture, 2016).

Figure 3.1 Map of departments of Peru Figure 1 3.1 Map of departments of Peru
Source: The only Peru guide (2012) https://www.theonlyperuguide.com/peru-travelinformation/maps/peru-map-regions/
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Evidence of settlements in Peru dates back thousands of years when the Inca Empire
began. Peru was conquered by Spanish invasions in 1531–1533, and it was only around 300
years later that the country gained back its independence. After its independence in 1821, Peru
and its neighbours participated in intermittent territorial disputes with Chile and Ecuador. After
going through different kinds of governments (aristocracy, militarism, democracy) and crisis
(terrorism in the 1980s) or hyperinflation, Peru began a stage of reconstruction during the
Presidency of Alberto Fujimori in the decade of the 1990s. In order to improve the precarious
situation of the country, Fujimori implemented drastic measures such as economic reforms,
including the privatization of numerous state-owned companies and education, the
establishment of a favourable investment climate and rational management of the economy
(Herrera, 2001).
Nowadays, the Peruvian economy is diverse thanks to its geographic wealth, location
and natural resources. In recent years, Peru has made considerable progress and today is
considered a medium-high income country, according to the International Monetary Fund
(IMF, n.d.). The incidence of poverty in the country decreased by 37 percentage points (a
reduction of 63%) (IMF, 2020). In the latest report of the National Institute of Statistics and
Informatics (INEI) the average poverty gap (the average relative distance separating the poor
from the poverty line) also decreased significantly, from 22.1% in 2004 to 5.4% in 2015. (INEI,
2020). In spite of these promising numbers, the urban-rural divide, where poverty gaps have
historically been high, shows that the relative risk from going to total poverty and extreme
poverty increases more in rural households than in their urban counterparts. (Herrera, 2017).

3.2. Education in Peru
The context of education has suffered many reforms which stem from the numerous
changes in government and the fragile political scenario since the 1900s. However, one of the
reforms which caused a reorganization of the entire education system was the General Law of
Education instated in the 1990s. Due to the recession and economic reforms the government of
Alberto Fujimori had to adopt reforms in order to bring stability to the economic system.
Reduction of budget for education and privatization of companies were among the most salient
(Herrera, 2001). This resulted in public schools without enough resources to ensure quality of
education and a major emphasis on private education. The marked expansion of non-state
education coincides with three significant events: the country's high rates of economic growth
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in the 21st century, which translate into greater payment capacity of the population in
educational services; regulatory changes introduced in the 1990s to allow private offering for
profit; and the deep discrediting of public education (Guadalupe Mendizábal et al., 2017).
In Peru, education is considered a fundamental right and the only institutions which are
in charge of providing this service are schools which are referred to in all official documents as
educational institutions (EEII). The General Education Law (2017) specifically defines
education as:
A process of learning and teaching that develops throughout life and that contributes to
the integral formation of people, to the full development of their potentialities, to
creation of culture, and the development of the family and the national community,
Latin American and the world community (General Education Law, 2017).
Thus, education in Peru is considered a universal access service. Despite the existence
of privately managed EEII that provide this service, the State is in charge of its free provision at
all its levels and modalities. Similarly, the State is in charge of ensuring the quality of educational
services in public EEII and, in the case of privately managed EEII, the State regulates and
supervises them (Jopen et al., 2015).
According to the current national curriculum and the General Education Law, Regular
Education in Peru consists of four levels, the first 3 levels being mandatory. These levels are:


Initial education: This level is offered to children from three to five years old.
However, only the last year of this level is compulsory.



Primary education: This level lasts for six years. Students are required to be 6
years old to be able to be enrolled in primary education. Students acquire general
knowledge of science, mathematics and language.



Secondary education: This level lasts for five years and students are meant to
complete it by the age of 17. Together with primary education, these two levels
constitute the block of compulsory education. Unlike other education models,
such as American or European, students are not divided into disciplines or
subjects, they are all required to take and successfully pass all eleven subjects
proposed in the curriculum.
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Higher education: this level is taught in colleges, postgraduate colleges and
universities. Institutes offer teacher training programs and a variety of career
technical training options that last between two and five years.

3.2.1. Challenges in the Peruvian education system
According to MINEDU (2016), currently, in Peru there are 470,635 teachers of public
regular basic education who attend to more than two million students. Approximately, 75% of
these are in the city and only 25% in rural areas, where they are most needed. Of the total
number of schools, 86% are located in the urban areas while only 14% are in the rural areas
(INEI, 2020). Around 25% of students attend private schools while 75% attend public schools.
Approximately, MINEDU designates 72% of its budget to schools that are located in the urban
areas while only 18% of resources are allocated for schools located in the rural areas (INEI,
2020). These numbers pose a challenge to the quality of education due to the discrepancy of
availability of teachers and schools in urban versus rural areas. Added to this is the fact that
educators in the country receive much less for their pedagogical hours than teachers from other
countries in the continent (Guadalupe Mendizábal et al., 2017).
In spite of these challenges, the educational system has practically achieved universal
coverage and completion at the primary level. In the initial and secondary levels there is still a
significant proportion that fails to complete it. Secondary education coverage faces difficulties
to continue expanding and thus ensure universal completion of all basic education. In addition,
for some years now, it has not been possible to increase the proportion of students from 14 to
16 years-old who remain in the educational system. In a like manner, in Peru, as in many other
countries in the region, the increase of access to education has not gone hand in hand with
assurance of quality (Huerta, 2014).
This is observed in the differences in performance in mathematics and reading
comprehension, according to socioeconomic level, mother tongue and, to a lesser extent, the
sex of the students. This appears in local and international evaluations at the levels of primary
and secondary education. Although the gaps linked to the sex of the students have tended to
disappear, gaps associated with the area of residence have not. This means that, the
disadvantages for rural populations, are still very marked and persistent (Jopen et al., 2015).
This gap between urban and rural areas is one of the focus areas of the present study.
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In addition to socio-economic disparities, curricular changes within the framework of
the restructuring of the educational system have seriously affected education. One example is
the different curricula published by the ministry between 2005 and 2016 in order to articulate
the levels of initial, primary and secondary education. Below the curricular designs produced
in 2005 and 2008 are briefly prsented.

3.3. Changes in the National Curricula (NC)
During the decade of the 1990s, MINEDU conducted several diagnostics which put in
evidence some of the shortcomings of previous curricular development processes. It is during
this decade that the NC underwent considerable transformations. According to the diagnosis
made in 1993 by MINEDU together with the German Cooperation Agency (GTZ), the United
Nations Development Program (UNDP) and the World Bank, “The strategic principle that
should guide any intervention in the area of curriculum is to avoid unnecessary changes where
the need is not obvious” (TAREA, 1999). A quick review of the succession of laws, regulations,
decrees and directives issued by MINEDU from the years 1993 to 2000 showed that the
educational sector in Peru had an ambiguous, bottom down approach which was not sensitive
to the real needs of professionals and users of the educational system. Furthermore, the
educational policy documents produced between 1993 and 2000 by MINEDU, addressed to the
educational community and civil society superficially. They had not been widely distributed
nor had they reflected the meaning of the guidelines. Due to this, the development of certain
strategies for the modernization of the sector was necessary (Ferrer, 2010).
By the turn of the century in the 2000s, MINEDU had already started drafting a new
curriculum without making efforts to properly implement the current curriculum at the time. It
is this mismatch between fully implementing new curricula before publishing a different one
that led MINEDU to renovate the national curriculum four times in less than ten years.
Significant changes were made in these four documents such as redefinition of contents and
subjects, the division of schooling into three different cycles for elementary and two for
secondary, and the introduction of curricular axes which were meant to be developed by all
subjects. Although these changes are noteworthy, it was not until the 2001 curriculum that the
greatest curricular reform was made. The proposal of competencies in the form of academic
objectives signified for the Peruvian education system a shift in the paradigm of the conception
of learning and the role of education in modern society.
16

From this curriculum until the latest version of 2016, the term ‘competency’ is present
in all the different curricula as well in as the definition of a student profile. Since this study is
focused on the implementation of the CBC, a brief description of the curricula and the main
characteristics from 2005 to 2016 will be given. According to MINEDU (2015) the curriculum
of 2005 and the documents published afterwards were to be implemented throughout all the
years of basic education and their use was mandatory for all public and private schools.

3.3.1. Curriculum of 2005
A significant change that occurred in this curriculum and that makes it stand out from
previous documents concerns list of contents, topics and themes. While previously these had
been linked to external aspects of the student, this curriculum focuses on the student and his /
her ability to learn to be, to live together, to do and to learn. This principle aligns with the
UNESCO learning pillars: learn to know, which entails acquiring the instruments of
understanding; learning to do, in order to influence one's environment; learning to live together,
to participate and cooperate with others in all human activities; and lastly, learning to be, a
fundamental process that gathers elements from the previous three (Delors, 1996).
Another significant difference is the redesign of two key concepts: education and
learning. While in the curriculum of 2004 education was centred on teaching, here, a rather
articulated definition of learning is found. It includes social and cultural aspects that were not
mentioned before. In this sense, ‘education becomes a cultural stage where all those involved
build new meanings’ (MINEDU, 2005 p. 6).
Before this curriculum, competencies were implemented in every unit. However, in this
curriculum the approach changed. Skills are introduced for the first time and they are meant to
be used in every unit, while competencies are left aside. Content lists are included for only basic
curricular areas such as mathematics, science, Spanish and social sciences. In previous
documents all curricular areas provided contents lists. In addition, instructional annexes for
annual planning and students’ assessment are incorporated for the first time. These are not
compulsory but served as guidelines for teachers during evaluation processes (MINEDU,
2005).
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3.3.2.Curriculum of 2009
The NC of 2009 is the first document that seeks to articulate the three levels of regular
basic education. This articulation has two axes: areas and learning achievements. This
curriculum is associated with a humanistic approach: it recognizes the person and is oriented to
comprehensive training. Additionally, another approach adopted is the technological approach:
the student is prepared for adequate and effective action in the areas that today's society
demands. In this curriculum the contribution of the systemic technological approach in the
design and organization of the curricular elements is recognized, passing from a design by
objectives to capabilities. The research results constitute a theoretical contribution to the field
of study of the school curriculum and this is a potential reference for decision makers and
designers of official curricula in the country.
Although learning achievements are proposed as an articulating axis between the three
levels of Basic Education they are defined as skills at the primary level and as capacities at the
secondary level. Teachers are then faced with two ways of understanding their labour. These
generated methodological problems, related to planning, class implementation and evaluation.
The contents that were previously listed are now arranged according to their interaction with
skills and capacities and not according to curricular areas. Additionally, the assessment
guidelines that were introduced to teachers previously became of compulsory use at this stage
(MINEDU, 2009).

3.3.3.Curriculum of 2016
Before discussing the NC of 2016, it is worth mentioning that since 2009 there have
been several documents drafted and published by MINEDU to guide teachers and their
educational work. Although, not as official as the NC of 2016, these documents incorporated
some elements that are present in the latest version of the current curricula. The biggest
innovation found in this curriculum is the introduction of Learning Standards (LS). These are
defined as ‘clear and precise common learning goals that all students are expected to achieve
throughout each cycle of schooling’ (MINEDU, 2016 p. 45).
LS are implemented as a tool that will contribute to achieve quality and equality in the
Peruvian educational system. They ensure that all children and young people in the country,
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from any socio-economic or cultural context, achieve fundamental learnings (MINEDU, 2016).
They are organized into 11 objectives that students must achieve at the end of their school
career and are related to the four main areas of performance indicated in the General Education
Law: personal development; exercise of citizenship; link to the world of work to face the
incessant changes in society; and knowledge (MINEDU, 2016a).
Similarly, this document makes an effort to harmonize the varied and confusing lexis
that previous curricula defined such as competencies, capacities, and learning standards.


Performances: they are specific descriptions of what students do regarding the
levels of development of competences (learning standards). They are observable
in a variety of situations or contexts. They are not exhaustive, but rather illustrate
some actions that students demonstrate when they are in the process of reaching
the expected level of competition or when they have achieved this level.



Competencies: defined as the faculty that a person has to combine a set of
capacities in order to achieve a specific purpose in a given situation, acting in a
relevant manner and with an ethical sense. The NC establishes 31 competencies
which are meant to be developed throughout all the levels of basic education.



Capacities: they are the resources needed and used to act competently. A
competency integrates knowledge, skills and attitudes that students use to face a
given situation. To be competent a student must be able to combine and use
capacities in new situations.



Learning standards: They are the description of the development of
competencies at increasing levels of complexity. Thus, the standards serve to
identify how close or far a student is from what is expected to be achieved at the
end of each cycle, regarding a given competence. Consequently, they are
intended to be the benchmarks for the evaluation of learning, both in the
classroom and in the system.
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Table 3.1 Structure and organization of the 2016 NC
Competencies

Table 1 3.1 Structure and organization of the 2016 National Curriculum

Capacities

Learning

Level

Performances

Pre – school

42

7

21

-

84

14

32

-

Elementary

143

30

79

8

Secondary

149

31

81

8

Standards

Level I
Pre-school
Level II

Source: Adapted from MINEDU, 2016
Note: Capacities are organized according to competencies. For each competency there are 8 different
learning standards.

Another important feature is that contents are no longer listed in this national
curriculum, they are an integral part of capacities. Teachers and students are welcomed to
establish or construct their own list of contents as long as they address one capacity. The
curriculum advocates for a learning continuity by developing deeper understanding of concepts
or underlying principles related to a topic developed throughout different school years. This
emphasis on progression and continuity, through the proposal of unique competencies,
drastically affects the reduction of curriculum content overload (MINEDU, 2016a).
Assessment and evaluation become key components and work simultaneously with
competency implementation. The NC strives to promote and transform assessment practices
based on competencies by putting them into action and seeking descriptive feedback based on
clear and explicit criteria. A further change in assessment practices is the importance given to
formative assessment. While in previous curricula this type of assessment was suggested, its
use was not mandatory. In this curriculum, however, formative assessment is mandatory and
all teachers are required to provide adequate feedback to students. Feedback should effectively
help students to know what to do to improve their work, it should be done "on the go”, and it
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should point out their strengths and weaknesses, based on clear, known and shared criteria
(MINEDU, 2016).
It is worth noting that by setting national standards as final learning outcomes to be
achieved by all students, the government assumes the responsibility of providing all the
necessary conditions, resources and opportunities for students’ achievement (MINEDU,
2016b). Social and economic background are no longer supposed to be a factor that hinder
educational development, yet in practice this is not the case. Urban schools perform better than
rural schools in ECE.

3.4. Transnational policies and the NC
The last decades of the 20th century, and the beginning of the 21st century, represent an
important moment in development of educational policies in the international framework.
Different organisms of the international and regional context have assumed a central role in the
direction of public policies on education, especially in relation to the organization of school
systems, curriculum design and teacher training (Egido Gálvez, 2016). International
organizations, such as UNESCO, the Organizations of American States (OAS), and PREAL
have expressed different recommendations and guidelines to its member countries (UNESCO,
OREALC, 2014). In this discursive framework, "quality" emerges as a central element that
unites different concepts and processes.
In the Latin American context, diverse educational reforms have stemmed from the
recommendations of UNESCO within the framework of the Main Project for Latin America
and the Caribbean (PPE). In this project the objective is outlined as expanding educational
coverage as way to eradicate illiteracy, improving quality and the efficiency of educational
systems through the implementation of educational reforms (UNESCO, 2001). The statements
presented in the project are in relation to educational policies aimed at implementing curricular
reforms based on competency and capacity development, renewal policies of teacher training
systems, implementing the generalization of international standardized assessments and
instating institutions and organisms to decentralize educational management (UNESCO, 2001).
As it has been discussed Peru’s educational system has been affected by different
curricular reforms based on transitory governments. However, the different elements, instances
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and reforms that have been stated clearly reflect the global discourses dominating the
educational context. Since 2005, Peru’s NC has steered into adopting a CBC until the year 2016
when it was finally published. Based on UNESCO’s PPE, Peru has adopted ECEs assessing the
areas of mathematics and reading for Peruvians students of 2nd and 8th grade. Peru has also
adopted policies to decentralize education by instating two different regulatory institutions, the
General Direction of Education (DRE) and Local Educational Management Units (UGEL). The
first one aimed at improving quality and expanding the coverage of basic education in the
different provinces of Peru. And the latter aimed at monitoring, adapting and supporting the
implementation of laws and procedures presented by MINEDU.

3.5. National standardized tests (ECE)
In 2004 MINEDU created The Office of Measurement of Quality of Learning (UMC).
This unit was founded as the technical body of the Ministry responsible for designing and
implementing evaluations of learning achievement (UMC, 2019). UMC now handles
international tests such as PISA and ECE. ECEs have been implemented since the year 2008
with the aim of acquiring information from all the educational institutions and students in the
curricular areas of mathematics and reading (UMC, 2019). The first round of ECE took place
in 2006 for students of 2nd and 4th grade of elementary school. In the year of 2015, the UMC
included students of 8th grade of high school. Since then each round takes place yearly and has
with each round ECE incorporates other areas apart from reading and mathematics, such as
science and social sciences.
The fundamental purpose of this evaluation is to inform all stakeholders such as
teachers, school leaders, district authorities, families, etc. of the level of achievement achieved
by the schools and students in the evaluated competencies, in order to make improvements in
the decisions at the school, local and national level. ECEs are considered as a diagnostic
evaluation, of a formative nature and with low accountability (UMC, 2009).
Additionally, in 2010 MINEDU designated an office to ensure quality of education in
the country, the Peruvian Institute for Evaluation and Accreditation (IPEBA). This institute is
in charge of defining and establishing standards as common references that guide both the
classroom and the national evaluation system (IPEBA, 2019). ECEs are applied with the aim
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of favouring articulation between the internal and external monitoring of the school.
Additionally, this institute is in charge of communicating results to the school community.
Both of these instances work in unison to formulate quality standards for Peruvian
education and at the same time ensure that these standards are met properly at both the school
level and the national level. The standards stated in the NC of 2016 were elaborated by IPEBA
and were used by the UMC in the ECE round of 2015 to 2018 (UMC, 2019).
As it was previously mentioned, the introduction of learning-standards and
competencies in the NC aimed to ensure quality of education for all students regardless of their
social and economic background. The results, the opposite is true (Table 3.2). Since 2015, when
grade 8 started their participation in ECE, most students fail the test performing below the
expected standards. Furthermore, the learning gap between urban schools and rural schools
widens with every examination round.
As it can be seen in Table 3.2, there is a significant difference between the percentage
of students passing ECE in urban and rural schools. MINEDU’s rationale for implementing
competencies and learning standards appears to be incompatible with the results achieved by
students. This study seeks to explain this reality by comparing the meanings and learning
practices teachers are attributing to the new curricular reform in urban and rural schools. To do
so, a framework of analysis has been adapted based on instruments used by previous researchers
in the field
Table 2 3.1 Percentages of grade 8 students passing ECE in reading and mathematics in rural and urban schools

Table 3.2 Percentages of grade 8 students passing ECE in reading and mathematics in
rural and urban schools *
READING

MATHEMATICS

Year
Rural

Urban

Rural

Urban

2015

2

16

2

11

2016

11

46

9

31

2018

14

63

9

33

2019

12

44

13

37

*Rounded figures
Source: Adapted from UMC, 2015; UMC, 2016; UMC, 2018; UMC 2019
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3.6. Summary
The reforms in the Peruvian educational system during the last decades have been driven
by political and economic interests. Given the fragile economic situation after the inflation
period of the 1980s, measures such as the privatization of education and decentralization were
adopted which in turn affected the quality of education. On the other hand, curricular reforms
since 2005 have pointed to the adoption of a CBC together with other recommendations from
The latest curriculum published by MINEDU in 2016 represents the full adoption of a
CBC. This curriculum is characterized by the provision of competencies that organize regular
basic education together with performance descriptors, capacities and learning standards. This
new curriculum has also supressed contents for curricular subjects and has been of mandatory
use since 2016.
Apart from the adoption of a CBC, Peru also instituted the adoption of standardized
testing, ECE, based on learning standards to measure the goals that students are achieving. The
rationale of MINEDU to apply ECE to Peruvian students was to be able to improve student
results, improve educational quality and close the gaps between the results obtained by students
in urban and rural areas, the results achieved by students of urban schools being much higher
than those of rural school. However, when analysing the results of the last rounds of ECE, the
opposite can be observed. Fewer than a third of students meet the expectations set by the
learning standards and the difference between urban and rural school results widens with each
round.
By comparing the meanings and perceptions of teachers from urban and rural school in
light of the new CBC, the study aims to examine the process of curriculum implementation in
the two areas and explain the disparities in the results that have been obtained by students.
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4. Theoretical Framework
In order to explore the implementation of the new CBC in Peruvian urban and rural
schools, this chapter first reviews the analytical framework that will be used to answer the
research question. In order to answer the first research question, what meanings do teachers
attribute to the CBC? the key concepts of this approach to curriculum design are considered.
In this manner, different definitions of competencies will be discussed. Second, UNESCO’s
framework for a CBC with the elements that make up such curricular design and the assessment
of competencies will be presented.
The second research question, how are teaching and learning processes carried out in
the classrooms? will be approached from the process of curriculum implementation based on
Wahlström & Sundberg’s (2017) model. In this model the process in which the intended
curriculum transforms into the enacted curriculum and the achieved curriculum is analysed. It
also breaks this process down into elements that can be examined such as curriculum events,
tasks, assessment and knowledge.
The two approaches are integrated to meet the objectives of the research and answer the
research questions.

4.1. Competency-based education
Education discourse moves along the lines of global transformation and therefore
assumes different approaches at different times in history guided by different ideologies
(Carnoy, 1999). For example, the human capital approach since the 1960s or the capability
approach in the 1980s. The way in which these changing discourses and policies are crossnationally adopted varies significantly. Nations are no longer the sole formulators of their
policies. The existing global policy convergence is due to the fact that that various institutions
operating at different levels transfer norms and policies that govern the world (Ball, 1998). At
the turn of the 21st century a new discourse prevails in education, namely the CBC (Soare,
2015).
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4.2. Defining a competency
The concept of competency remains an issue given that there is no consensus on it,
therefore, diverse approaches and authors have defined it differently.
In response to the demands of technological innovations social psychology defined
competency as the ability of people to function effectively and efficiently in diverse contexts.
The contexts were marked by computing and industrial development. Competent people are
required in the new world of work (Chyung et al., 2006). This concept has been extended to the
field of education, not only with the aim of training people to perform competently in their field
of work, but in a more comprehensive way, as citizens and people.
Boterf (2001) states that competencies are invisible and, consequently do not exist, but
that what exists are competent people. In this way, competencies would be exclusive to human
beings. However, we cannot say that people are born competent, or with a certain number of
competencies. Competencies are characteristics of human beings because they are able to
develop them. In this way, the notion of competence would be embedded in human learning.
We are not born competent, but we can learn to be competent. On the other hand, affirming that
there are competent people is also problematic, since one person may be competent in a certain
situation and not in another. In this way, and as Boterf (2001) puts it, a competence would be a
know-how to act, rather than a know-how to do. The main difference he draws is that knowing
what to do involves a formula process, a person knows how to perform an activity because there
are operations and schemas and these can be taught or enunciated in a procedural discourse.
Instead, competencies respond to actions in situations that have a novelty component, so it is
required that the person reflects and is capable of innovating to be successful.
Competencies, since they are built in a situation, involve a process. This process would
be to mobilize the various resources, in pursuit of a successful action. The resources to be
mobilized respond to knowledge, attitudes, ways of being or aspects of character. Therefore,
part of this process of acting competently is to identify the problem that the subject is facing
and to evaluate and reflect on the resources that he or she has or can use to solve the said
problem Boterf (2001).
The different conceptions of competences emphasize two relevant aspects. On the one
hand, a competence is a property of a person, something that he possesses and makes him
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competent. However, this characteristic is difficult to perceive or invisible. Therefore, what can
be detected or measured, is the performance that this competency makes possible. The action
carried out by a competent subject will determine a performance of excellence. From this
scenario the inclusion of the dimension “contextual and situational” is translated to the school
format. Pastré (1999) defines competency as a dynamic structure based on the experience and
practice of an individual in a given situation. Hence, it is only by doing that a person can develop
competencies.
Rather than establishing lists or referents of decontextualized competences, the aim is
to describe the competent performance of the person in a given situation and, in this sense, to
develop a situational approach to competition (Pastré, 1999). UNESCO (2006) further
elaborates in terms of situational learning and defines competence as the development of
complex abilities that allow students to think and act in various situations, contexts and fields.
Similarly, OECD (2005) in its framework for PISA examinations conceptualizes competencies
as ‘the ability to meet complex demands, by drawing on and mobilising psychosocial resources
in a particular context’ (p. 2).

4.3. Competencies and the curriculum
The adoption of a curriculum that incorporates the core element of competencies is an
alternative to the traditional and academic curriculum that prioritized the acquisition of facts
and concepts. A CBC presents separately the knowledge and the know-how, making a
difference between theory and practice, between knowledge and action. Competencies in the
curriculum at the school level should:


Integrate the different types of learning, both formal, incorporated into different areas
or subjects, and non-formal.



Allow all students to integrate their learning, put them in relation to different types of
contents and use them effectively when they are necessary in different situations and
contexts.



Guide teaching, by allowing teachers to identify essential contents and evaluation
criteria and, in general, inspire the different decisions related to the teaching and
learning processes.

In this regard, the curriculum must identify different types of competencies:
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Generic competencies: these competencies have cross-sectional character transcending
disciplines and, therefore, are not related to disciplinary situations or specific tasks.



Socio emotional competencies: they are the connection between the inner world,
knowledge, and the ability to take action.



Disciplinary competencies: They have a disciplinary character because they are part of
the curriculum of a discipline.

When developing a CBC, it is important to consider the types of competencies that will
be included in connection to the mission statement of the school or country. This is independent
of whether competencies will aspire to develop students as technical and capable employees in
the labour market, knowledgeable subjects or students who will be able to handle complex
situations of their personal and professional life. It is also recommended to determine whether
competencies should include educational content or be developed in parallel competencies.

4.4. Assessment of competencies
Assessment of competencies is a disputable subject since there are many approaches as
to how to proceed. The process is more straightforward in the labour context since the evidence
that a particular employee can perform specific tasks are more objective. However, Roegeirs
(2010) coins the concept of “integration situation” which aids the process of assessment in the
school context. In order to evaluate competencies, he suggests that learning experiences should
be considered in terms of contextual, complex situations that can be introduced to students
before or after learning. Situations are introduced before learning when teachers want the
resources to arise naturally from the student's work. On the other hand, teachers present
complex situations after learning when they want students to demonstrate the achieved learning.
When presenting the resources, they are structured and applied and then reinvested in complex
situations, on multiple occasions (Roegiers, 2010). A situation is different from a simple
problem due to the fact that it is contextualized, meaningful for the student, but above all
because it activates varied resources which are articulated by the student (Roegiers, 2010).
Regarding assessment, previous situations aim at a formative type of assessment which
is oriented to the procedures carried out by the student, particularly the learning activities that
he/she mobilizes. The introduction of situations subsequent to learning are aimed at a
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summative kind of assessment oriented to the mastery of complex situations of a given level
and corresponding to the expected student profile or learning standards. The integration of both
types of situations makes up an effective and comprehensive assessment process (Roegiers,
2010). This integration of situations simulates real-life circumstances that students may
encounter and therefore it is by turning them into learning tasks that the school prepares them
for life.
Curriculum and assessment are closely related, therefore both elements must be aligned
in order to effectively target individual and national examinations. In connection to this,
Roegiers (2016) in UNESCO’S framework proposes principles that link assessment and
curriculum. In order to implement effective assessment of competencies, these must be evident
in the curriculum and in the classroom. In the curriculum, competencies must be stated
explicitly along with an array of situations in which the student is expected to master each
competency at the end of a determined learning cycle. This information will be used by school
leaders, teachers and examination experts to formulate adequate and fitting evaluation
instruments. In the classroom, the same competencies should be addressed with a choice of
strategies and with specific time intervals in which the student is expected to achieve each
competency. at different levels (Roegiers, 2016).
In connection to assessment at the national level, Roegiers (2016) suggests that
assessment responds mainly to a monitoring role based on specific subjects (usually
mathematics and reading) and in the competencies previously established in the curriculum.
Additionally, specific instructions as to how to handle the information provided by large-scale
assessments must be given in order to avoid using it as a means for punishment or
accountability.
In other words, the priority for national assessments should be to measure and inform
about the achievement in reading and mathematics of students and, subsequently establishing
educational targets to be achieved. Both of these purposes must be explicit in policy
documentations. Furthermore, prior to the examination rounds, stakeholders must have
knowledge of these purposes and be aware of the learning domains to be assessed. It would be
counterproductive to assess competencies in which students never had the opportunity to be
engaged (Roegiers, 2016). Involving the relevant stakeholders, such as curriculum developers,
school leaders, teachers and students, does not only guarantee active participation and
engagement but also that large-scale assessments are fulfilling their purpose.
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4.5. Curriculum implementation
Policy implementation is the result of the interaction of what is written in the document
itself, the intentionality of policy makers when drafting such documents, the influences they
were subjected to and the interpretations attributed to them by the different local actors (Ball,
1998). Thus when examining the curriculum, it is of vital importance to distinguish between 3
different levels of curriculum (Connelly, He, & Phillion, 2007; Anderson-Levitt, 2008).


The first level is the intended curriculum, which corresponds to a
conceptualization of the curriculum made by authorities. At this level, there is
interplay between transnational influences, and national aspirations and
necessities of the education context.



The second level is the enacted curriculum, which is the curriculum in action.
This level is reflected in the school and in the classroom practices. This level of
the curriculum depends on the meanings and interpretations local actors have
attributed to it.



The third level is the achieved curriculum, which is the assessment of the
efficiency of the curriculum in terms of the goals that were attained.

In addition to these different levels, Posner (1995) proposes six levels which stem from
the previous three but adds an important one, the hidden curriculum. The levels proposed are:


Official curriculum: the document explicit and visible, legible and tangible
although theoretical.



Practical or operational curriculum: deliberate actions during the teaching and
learning process.



Achieved curriculum: this level expresses the achievements, results embodied in
the students, graduates and teachers.



Hidden curriculum: practical, implicit and underlying. Attitudes and values
captured and shared by students and teachers in the school atmosphere.



Extra curriculum: not written, tacitly accepted. An example is extra credits
assigned by merits outside academics like sports and art.
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According to Posner (1995) all six types, but most particularly the last three, are loaded
with ideological connotations. There is a controversy between what is planned, and what is
actually achieved and transmitted unintentionally. The achieved and hidden curricula are well
known in this regard because they represent the subconscious of the official curriculum and, as
such, they significantly affect the process and results of education. They are associated with the
concepts of visible and invisible pedagogy and with a deep criticism of schooling.
The transformation of the curriculum as text to actual classroom practices is a complex
process due to the many interpretations to which it is subjected. Doyle (1992) claims that
teachers themselves become authors of the curriculum due to the judgments, meanings and
interpretations they give to it. At the same time, students when participating and interacting
with teachers and the contents of their lessons attribute their own particular interpretations to
the curriculum, thus becoming co-authors. Therefore, examining classroom practices proves to
be a challenging task since the focus is to find patterns and frames within the curriculum that
condition and explain teaching and learning.
A similar take on this same phenomenon is what Bernstein (2000) identifies as the
Official Re-Contextualising Field (ORF) and a Pedagogic Re-contextualising field (PRF). The
ORF is the curriculum that education authorities, such as the ministry, government or organization
designs and publishes for teachers and schools. Conversely, the PRF is the enacted curriculum, the
action that really takes place in classrooms. In spite of following the principles and guidelines of
the official curriculum, the curriculum is always re-contextualized or affected by the knowledge,
skills, values and personal characteristics of the teachers who transmit it. According to Bernstein
(2000), ORF has recently seen a strengthening in its control by imposing methods and practices on
teachers with accountability systems. Nevertheless, there is always a degree of independence due
to the codes teachers inherently pass on.
For his part, Keeves (1988) projected three similar levels of the curriculum: the official
(intended curriculum); the one that is carried out in the classrooms (implemented curriculum) and
the one that is reached by the students (achieved curriculum). Keeves (1994) explains that in reality,
in school systems there are ruptures, transformations, mediations and reconstructions - what he calls
levels. He adds that the transposition of the contents of an official curriculum to the learning process
carried out by the students in the classrooms is very complex and certainly non-linear. However, it
is not intended that there be a linear relationship or a mechanical correspondence. It is a matter of
coherence between the official curriculum and what is taught and learned in class. If that does not

31

happen, if there is no basic correspondence, then there is a divorce between the two. This would
mean that the official curriculum is a sham and is in fact dead.
In order to address this issue, Eisner (1985) defined the curriculum precisely considering
the intention of educational consequences. He explored the interaction between the pedagogical
practice and the political scenario and he proposed three principles to balance the official and the
implemented curriculum. First, the official curriculum needs to have an impact on educational
practices, otherwise it cannot be justified. Second, authorities should not accept a curriculum that
has a provisional status. Third, neither authorities nor teachers should passively accept that there is
an official curriculum and another one implemented. This would result in a disagreement between
the official level and the pedagogical level or mean that there is an official curriculum and another
one which is implemented. It would be unacceptable from both the pedagogical and political point
of view.

As it has been discussed, the process of implementing a curriculum is a complex process
and a great deal of successful implementation depends on the classroom level where teachers
attribute their own meanings to the official documents. Therefore, rather than focusing on the
intended curriculum or the OFR, as mentioned previously, the focus of this study is aimed at
the implemented curriculum or the PFR since it will analyse the perceptions and meanings of
teachers in the process of curriculum implementation rather than policy documentation.
To approach this complex process of transformation of the curriculum into classroom
practices, this study will use Wahlström & Sundberg (2017) Curriculum and Comparative
Classroom Studies theoretical framework and its three key notions: curriculum events and
tasks; classroom discourses; and conceptions of knowledge.

4.5.1.Curriculum events and curriculum tasks
Wahlström (2017) defines the process of transforming the curriculum as a text to actual
teaching practices as a curriculum event. The lessons carried out by teachers represent the
communication of the curriculum as a text and are, at the same time, embedded with their own
understanding of the text. As such, curriculum events have specific characteristics, consistency
being the most important of all. It is when teachers make constant judgements about the
selection of knowledge to include in their lessons that classroom practices can be analysed.
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Another important feature of curriculum events is the interaction that is created between
teachers and students (Wahlström, 2017). The discourses that take place when recontextualizing the curriculum carry valuable information about classroom life. They represent
the curriculum choices made regarding knowledge and teaching-learning strategies, thus
making pedagogy and curriculum inseparable. Pedagogy is intertwined with curriculum content
and structure; it is the connection and transformation of the curriculum as text to actual subjects
and contents of teaching. Therefore, when researching classroom practices, it is imperative to
analyse curriculum events and everything they entail, such as curriculum interpretations,
content selection, pedagogy, and teaching strategies. According to Doyle (1992) most studies
regarding curriculum implementation have focused on curriculum and classroom practices from
the learners’ perspectives despite the fact that it is teachers who make the judgements about the
teaching and learning processes. Therefore, it is important to consider teachers’ perspectives.
Curriculum events are organized in curriculum tasks. Traditionally in classroom studies,
the term task was used to describe actions or answers that were requested from students such
as a text, an answer or a product (Alexander, 2008). However, elaborating on Doyle (1992),
Wahlström (2017) defines curriculum tasks as a pattern that reflects the content, events and
discourses that teachers make evident in a series of lessons. Tasks are not isolated; they are
structured over periods of time with the aim of achieving a purpose or a goal.
From this perspective, it becomes possible to link pedagogy to curriculum because they
reflect the interpretations teachers have given to the curriculum as text. In order to analyse the
enacted curriculum, it is fitting to look into sequences of tasks because it is assumed that
teachers have organized them in a way that will enable students to achieve the goals stated in
the curriculum. Along with lesson structures, it is necessary to examine the content presented
in lessons, the social activities, and the assignments proposed by the teacher. Assignments are
understood as duties carried out by students during lessons and in short periods of time.

4.5.2.Classroom discourses
The way in which curriculum events interact with curriculum tasks is through classroom
discourses. The language used in the curriculum as a text is not directly translated into the
classroom. Two processes take place.
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First, teachers make sense of the discourses in the curriculum and organize and sequence
their lessons and curriculum tasks in order to enable learning. This sequence is fixed
with the teacher’s own perceptions, historical and social knowledge.



Second, when students engage with the curriculum tasks, they attribute them their own
meanings and interpretations and based on these, they act upon them (Schmidt & Skoog,
2017). In this manner, discourses are a product of the interaction of teachers, tasks and
students; and they enable the transformation of the text into actual teaching and learning.

Therefore, when researching classroom practices, it is important to examine the language
and conventions used by teachers when establishing curriculum tasks as well as student
responses (Cazden, 2001).
There are two main approaches when looking into classroom practices that evidence
different types of classroom discourses, mimetic and transformative (Sundberg, 2017). A
mimetic approach is one where the teacher is at the centre of learning and his/her main task is
to transmit knowledge. This type of knowledge is centred on disciplinary and subject specific
content. The goal is to get students to reproduce or mimic the knowledge that has been
transmitted to them. The type of interaction that distinguishes this type of approach follows an
Initiation - Response - Feedback (IRF) pattern. First, teachers pose a question to determine how
much students know about the new content, then they present the new knowledge, these two
tasks are part of the initiation process. After that, students are required to use the new knowledge
in some kind of task, which could be a simple answer, this is the response part. Finally, teachers
provide feedback, correcting the new knowledge in a way that it resembles more to the
knowledge presented in the initiation part (Schmidt & Skoog, 2017).
In contrast, the transformative approach focuses on a change of knowledge rather than
reproduction of it. Teachers are not the only ones who possess knowledge but rather an
exchange or negation of knowledge takes place between teachers and students. Both make sense
of the world around them constructing new knowledge together. The dialogues that take place
in the classroom are different to the ones in the mimetic approach. There is no clear distinction
of who the authority in the classroom is since teachers and students formulate questions
throughout the lesson.
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For Sundberg (2017) these types of discourses are not incompatible. On the contrary, they
are complementary since teachers can move from one to the other in different tasks or at
different times of the tasks. However, what is important to bear in mind is that they are both
identifiable when observing classroom practices and that it is possible to identify which
approach dominates. One way to identify mimetic or transformative approaches is by focusing
on the range of resources present in teaching discourses (Schmidt & Skoog, 2017). For example,
in mimetic approaches teachers usually pose close-ended questions, engage in monologues that
are filled with subject-specific vocabulary, and steer students away from discussions that are
not related to the lesson content. Drilling, recitation and lack of feedback are also present in
this type of approach.
Conversely, in transformative approaches, teachers invite students to participate avoiding
narrow questions, information about different topics is welcome and conversations are not
always teacher initiated. Teachers seek to promote debates and discussions thus promoting the
development of skills rather than just knowledge reproduction. Alexander (2013) claims that
talking time is also an important feature of classroom discourses. Mimetic approaches are
usually characterized by teaching talking time taking up as much as two thirds of classroom
time. However, for transformative approaches, learning talk replaces teaching talk. Time is
almost equally distributed, questions are varied and students can act upon a diverse range of
answers.
Since the processes that take place in transformative classroom practices are more complex,
they require more time to analyse. But following the discourse patterns previously mentioned
it is possible to identify the characteristics of teacher strategies and classroom practices. In this
study the purpose is not to identify which of these practices is the most effective but to describe
how classroom practices are being carried out in light of the new curricular reform.

4.5.3.Knowledge in curriculum tasks
The notion of what counts as knowledge in lessons has long been debated and stems from
different approaches to curriculum theory. Moreover, the recent focus on competences in the
curriculum has displaced the importance education systems are attributing to knowledge
(Adolfsson & Alvunger, 2017). CBC has shaped the way in which knowledge is conceived and
as a result has also modified pedagogic practice. The focus on teaching practices in CBC is now
oriented towards promoting self-actualization rather than acquiring knowledge (Wheelahan,
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2012). This has resulted in teachers paying less attention to knowledge access and provision.
Although, there is no consensus about what approach to knowledge is more effective and
beneficial, Wahlström & Sundberg, (2017) assert that before discussing subject content either
in the curriculum or in lessons, there must be an agreed upon concept of what knowledge is
and, particularly relevant to the field of pedagogy, what the most important type of knowledge
is.
In order to link knowledge to curriculum it is important to pay attention to the processes of
re-contextualization since they shape the conception of knowledge. The ORF, which takes place
when policy makers decide about curriculum content, decides on the type of knowledge
necessary for society. For example, in an outcome-based approach to education, knowledge is
conceived as a tool in service of the economy and productivity. In the PRF, which takes place
when school leaders and teachers make sense of the curriculum, knowledge depends on local
and personal interpretations. In this level, teachers own personal beliefs are especially important
because they are incorporated, implicitly or explicitly, into the lesson contents (Wheelahan,
2012). The results of these two processes are what students are actually exposed to in
curriculum tasks. Furthermore, when knowledge reaches the students a different process of
transformation takes place. The gap between what is intended and prescribed in the curriculum
and what is achieved by the students is inevitable.
According to Wheelahan (2012) there are 3 traditional conceptions of knowledge:


The first comes from Aristotle and the Greek tradition episteme that conceives
knowledge as a discipline.



The second deals with knowledge as praxis which is everything that can be applied
to actual socio-cultural problems.



The last one is knowledge as an experience, everything that people encounter in real
life and makes them understand the world around them.

Dewey (1990) in his theory of curriculum further elaborates on the conception of knowledge
as experience. He considered that the concepts in which beliefs are formulated are merely
provisional human constructions, because they have an instrumental function and are related to
action and adaptation to the environment. Thus, by providing learning experiences, students are
able to interact with their environment and construct meaning. These 3 categories of knowledge,
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although different, are not mutually exclusive and they are distinguishable in the different styles
of pedagogy that teachers assume. By considering which particular conception of knowledge
teachers are using in the classroom it is possible to make sense of the decisions they have made
regarding curriculum. Knowledge as a discipline represents the content of a particular school
subject. The pragmatic and experiential conceptions of knowledge are made explicit when
students use knowledge from a particular subject in order to solve tasks and assignments
(Adolfsson & Alvunger, 2017).
The question of how teachers select the type of knowledge to include in their lessons is also
affected by different frames (Adolfsson & Alvunger, 2017). Frames are the external or internal
conditions that have an effect on teaching and content selection. External conditions, such as
an over-crowded curriculum, make teachers prioritize disciplinary content to meet the demands
of curriculum thus neglecting pragmatic and experiential knowledge due to time constraints.
Internal conditions, on the other hand, are related to the teacher’s own personal values and
characteristics such as training or content domain. It is particularly relevant to this research to
inquire into the different curriculum frames that influence how teachers structure curriculum
tasks and knowledge selection.

4.6. Summary
To sum up, this study extracted meanings and understandings from UNESCO’s framework
on competencies and CBC to answer the first research question (Figure 4.1). This framework
provides the definitions of competencies, learning strategies as well as assessment. UNESCO’s
framework fits the purpose of this study since it integrates the pragmatic aspects of competency
assessment as well as policy documentation. Its notions of contextual competencies respond to
the trends of the competency education reform previously mentioned and align with the
competencies defined within the Peruvian national curriculum. Moreover, it establishes
characteristics for assessment at the national level, and for classroom assessment.
Additionally, to answer the second research question, this study focuses on the
transformation of the official curriculum into the enacted curriculum. In this manner, the actors
that give meaning and enact the policies within the curriculum are the teachers, the students
and the interaction amongst them. For this reason, the three dimensions of Wahlström &
Sundberg (2017) model for curriculum implementation are considered: curriculum events and
tasks, classroom discourses and knowledge and content selection.
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Research question
1
COMPETENCIES
AND CBC
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CURRICULUM
IMPLEMENTATION

Competencies and CBC
COMPONENTS
 Property of a
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 Situational
 Contextual
 Assessment of
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Peru and its
elements
 Curriculum
implementation process

Transformation of the
intended curriculum to
the enacted curriculum
(ORF to PRF)
COMPONENTS
 Curriculum events
 Curriculum tasks
 Knowledge and
content selection

Figure 2 4.1 Framework for competency based curriculum implementation analysis
Figure 4.1 Framework for competency based curriculum implementation analysis
Source: UNESCO 2006, Wahlström & Sundberg 2017
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5. Research design and methodology
This chapter presents the research design and methodology for the study. According to
Cook & Cook (2016), a research design consists of a more or less coherent and rational set of
techniques and procedures whose fundamental purpose is to implement the processes of
collection, classification and validation of data and experiences from reality, and from which
knowledge can be built scientifically. The chapter first presents the epistemological and
ontological assumptions of the study upon which details concerning the methods, the units of
analysis, the sample, data collection methods and instruments used for data collection will be
presented.

5.1. Epistemological and ontological assumptions
Research is a systematic process that helps solve problems and build knowledge. That
is, all research, whether scientific or not, begins with the treatment of a problem. In this regard
educational research presents itself as a challenging task given the nature of the phenomena it
studies (Keeves, 1988). Educational phenomena pose greater epistemological difficulty
because they do not have precise instruments, the same accuracy and precision that can be
achieved in the natural sciences. Additionally, it has a multi-paradigmatic character.
Educational research is not guided by unified paradigms as occurs in the natural sciences. It has
a variety of perspectives that allow different ways to approach a single phenomenon (Keeves,
1988).
This research follows a pragmatic paradigm to approach the phenomenon it wants to
study. The notion of paradigm, according to Kuhn (1970), is a way of conceiving the world, in
which concepts, experiences, methods and values are articulated. This conception underlies
assumptions about the universe, man, society, culture and knowledge (as cited in Bird, 2018).
It is important before conducting research to identify which paradigm best fits the study to have
clarity on the conception of the reality of the study phenomenon.
When choosing a paradigm there has always been tension between positivist paradigms
and constructivism given the nature of their approaches (Morgan, 2014). In response to this
constant debate the pragmatic paradigm was conceived. The pragmatic paradigm resembles the
interpretive paradigm in terms of its methodological and conceptual aspects, but explicitly
incorporates ideology and critical self-reflection in the processes of knowledge. All this is with
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the fundamental aim of modifying the structure of social relations, in addition to describing and
understanding them (Shannon-Baker, 2016).
By adopting a pragmatic approach, the possibility of placing multiple paradigms in a
single study is open. Pragmatism rejects traditional dualisms such as rationalism versus
empiricism and aims to find a middle ground between these two postures (Parvaiz et al., 2016).
It also recognizes the importance of the natural physical world as well as the emerging social
and psychological world that includes language, human institutions and objective thoughts. For
the interpretation of reality, it gives high value and influence to the inner world and human
experience. Knowledge is seen as constructed but also based on the reality of the world that is
experienced and lived (Shannon-Baker, 2016).
This study benefits from the adoption of different paradigms to answer the research
questions formulated since it combines two different philosophical positions: objectivism and
subjectivism and two different approaches, positivism and constructivism. A positivist
approach will provide specific answers on the meanings that teachers attribute to the
curriculum. Furthermore, the scope of the study is expanded - reaching a larger sample and,
thus, allowing for a realistic view of the meanings attributed to the curriculum in urban and
rural areas. On the other hand, by using constructivism the research gives account of more
detailed and broader answers that will help gain a more complete view of the phenomenon. The
pragmatic paradigm provides the possibility of integrating both approaches to better answer our
research questions.

5.2. Mixed methods design
As previously stated, the transformation of the curriculum as text to actual teaching is a
complex process. In order to address the research questions this study will follow an
explanatory mixed-method research design. Bryman (2012) describes this type of design as a
dynamic process in which quantitative and qualitative methods complement each other and
allow the researcher to address the studied phenomenon and answer the research questions.
Mixed methods designs allow the researcher to acquire different kinds of information about the
same phenomenon. This information is complementary and deepens the retorts of the research
questions. In social science research mixed methods designs have been particularly relevant to
study the complexity of the processes taking place in the educational context (Bryman, 2012).
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The combination of the quantitative and qualitative paradigms enhances their virtues
since by complementing each other the defects of both are minimized. Hernández Sampieri et
al. (2014) support the methodological position that combines the quantitative with the
qualitative method, stating: “The premises of both paradigms can be nested or intertwined and
combined with substantive theories; therefore, not only can quantitative and qualitative
methods be integrated, but it is desirable to do” (Hernández Sampieri et al., 2014, p. 156). This
integration implies a process of collecting, analysing and linking quantitative and qualitative
data in the same study or a series of investigations to approach the problem of the study
(Hernández Sampieri et al., 2014, p. 544).
Hernández Sampieri et al. (2014) maintain that to carry out the process of research based
on mixed methods, the following elements must be defined:
 Rationalization of mixed methods design.
 Decisions on: a) what instruments to use to collect quantitative data and which
for qualitative data, b) the priorities of quantitative and qualitative data, c) the
sequence in the collection and analysis of quantitative and qualitative data, d)
how to transform, associate and / or combine different types of data, and e)
methods analysis in each process and stage.
 Decision on how to present the results inherent to each approach.
There are diverse classifications of mixed-method designs. This study will use an
explanatory design. Creswell & Clark (2011) argue that explanatory sequential design is used
in educational research when the researcher requires a direct interaction between quantitative
and qualitative methods in order to address the research questions. In an explanatory design the
qualitative results are used to explain results of the quantitative, the order is quantitative and
qualitative. The emphasis is to explain and interpret the relationships between the results from
both stages. To carry out the analysis of the phenomenon this study was developed in two
stages.


First, quantitative surveys to teachers aimed to provide information about the
meanings they are attributing to the curriculum as well as necessary information
for comparison between urban and rural schools.
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Second, to deepen the answers provided in the surveys, qualitative classroom
observations and semi-structured in-depth interviews with school leaders and
teachers was made.

The interaction of both methods is necessary to grasp the complexity of the
transformation of the curriculum into classroom practices. Data collection followed a sequential
design. First the surveys were analysed quantitatively. Afterwards, the quantitative results that
needed more explanation were given priority in the qualitative stage, with intended semistructured interviews and classroom observations. However, due to the sanitary crisis and
mandatory lockdown in Peru caused by the Coronavirus, schools remained closed until the end
of the study which made it impossible to conduct classroom observations and face to face
interviews. Instead, phone interviews were conducted.
The study aimed to identify the meanings and perceptions teachers attribute to the
curriculum. Given the subjective nature of perceptions, the greatest weight of the research was
given to the qualitative component, since it responds better to this type of reality. It allows us
to understand how people perceive, understand and interpret the world. From the perspective
of the participants themselves, they as individuals delivered the information that unveiled how
they perceive and understand the national curriculum as well as to explain the teaching
processes that were carried out in their classrooms.
Another argument for choosing a mixed methods design for this study was triangulation.
Triangulation provides greater validity to the findings and in this way reaches a more reliable
representation of the phenomenon (Hernández Sampieri et al., 2014; Greene, 2007). The
answer teachers provided in the quantitative survey were corroborated and explained with the
interviews. Additionally, the interviews supplied a deeper explanation of differences found in
the survey results such as teachers who teach different subjects or have different years of
experience. Finally, when comparing the results of both methods, it can be argued that the study
reached a more reliable representation of the phenomenon.

5.3. Units of analysis
The units for analysis of the present study are public schools of the department of
Arequipa. Arequipa is located in the south-western part of Peru (Figure 5.1). Arequipa is
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divided into eight provinces which are composed of 109 districts. Each province has an UGEL
and as such, each UGEL has autonomy over the formulation of regional and local policies
(MINEDU, 2020). Thus, different provinces may have different polices for curriculum
implementation.

Figure 5.1 Map of the department of Arequipa 3f the department of Arequipa
Source: Regional government of Arequipa (GREA, 2018)
The reasons for choosing Arequipa are twofold. First, the department of Arequipa is the
best performing department of Peru in the last 3 rounds of ECE in the areas of mathematics and
reading and for primary and secondary levels. This means that teachers and students are
obtaining better results which can be interpreted as them having better teaching and learning
processes than the rest of the departments. Second, Arequipa has the second highest human
development index in the country according to UNDP in Peru 1 (UNDP, 2018). For the 2018
study of the departments of Peru, three indicators were taken into account. One, quality of life
measured by the amount of family income per capita. Two, healthy life measured by life
expectancy at birth. Three, education and skills measured by average years of instruction and
expected years of instruction (UNDP, 2018). Therefore, by choosing a province which has

1

Note: The human development index is an indicator of the average achievements obtained in certain dimensions of human
development, namely, having a long and healthy life, acquiring knowledge and enjoying a decent standard of living.
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higher education and skills than the rest of the provinces the factor on education access is
partially controlled.
Arequipa is a vast department where there are 1044 public schools. For this reason, only
two provinces were selected for the study. The first is Arequipa, which is the capital of the
department. According to INEI (2019) it is an urban province given the population living in
urban areas, the type of economic activities and the average income per family. The second is
Castilla which is considered a rural province measured by the aforementioned indicators.

5.4. Research sample and selection method
The population for this research is Peruvian urban and rural public schools. Public
schools were chosen due to the mandatory implementation of the new curriculum at all levels.
Private schools are encouraged to follow the curriculum but they can integrate different
elements, such as contents and skills, from other educational approaches such as the
International Baccalaureate Programme. The sample for this study consists of public schools of
the province of Arequipa and public schools of the province of Castilla.
An important action in the design of an investigation is to determine the subjects with
whom the study will be carried out. The sample of participants for this study consists of 2nd
and 8th grade teachers in the selected schools (Appendix 1). These grades were chosen due to
their yearly participation in the ECE rounds. As mentioned previously these tests measure
students’ competency development. Therefore, teachers who teach these grades are more
pressured into implementing the curriculum.
Given that this study follows a mixed methods approach the sample answered to the two
stages of the research. For the quantitative data collection, a convenience non-probabilistic
sampling technique was used due to the characteristics and criteria needed for the study, i.e.
teachers of 2nd and 8th grade (Otzen & Manterola, 2017). In order to calculate the sample size,
the national school register was used for the urban province of Arequipa and the rural province
of Castilla.

There are 325 public schools in the province of Arequipa and 248 teachers who currently
teach the 2nd and 8th grade in these schools. In the province of Castilla there are 17 public
schools and 34 teachers of 2nd and 8th grade (ESCALE, 2010). The sample was calculated taking
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into account the number of teachers of 2nd and 8th grade in each of the provinces. The sample
size was calculated with a confidence level of 95% and a margin of error of 5%. Appendix 1
shows the number of teachers per school in urban and rural schools that took part in the study
of both provinces. Table 5.1 shows the distribution of teachers for both provinces as well as the
sample size. In all 183 teachers participated in the quantitative survey.
Table 5.1 Number of schools and teachers who participated in the questionnaire survey,
by province
Table 35.1 Number of schools per province and number of teachers who participated in the questionnaire

Province

Number of Schools

Number of teachers of

Sample Size

2nd and 8th grades
Arequipa

325

248

151

Castilla

17

34

32

Total

183

The criteria for selecting the sample for the qualitative component were devised in view
of the curriculum areas subjected to ECE tests and teachers’ familiarity with the curriculum.
These were:


Teachers of math and reading



Teaching experience of over 5 years



Professional teaching qualification to factor out lack of training.

The original sample that was considered for the qualitative data collection consisted of
10 teachers from the urban schools and 5 teachers from the rural schools who were to be
identified from their responses in the questionnaire survey. However, due to the COVID – 19
pandemics, there was a mandatory lockdown in Peru which included schools closing starting
on March 19th and for the whole year which severely affected field work. It meant that schools
who had the contacts for participant teachers could not be contacted easily. At the end, only 4
urban schools and 2 rural schools were successfully contacted that provided the contacts for the
teachers who participated in the interview. The final sample was limited to 6 teachers (Figure
5.2)

45

Instruments for data collection

Sample Size

QUANTI
data

Questionnaire to teachers of urban and
rural schools of Arequipa and Castilla.

183
teachers

QUALI
data

Semi-structured interviews with
selected teachers of urban and rural
schools of Arequipa and Castilla.

6 teachers

Figure 5.2 Number of teachers participating in the survey and interviews, by method

Figure 4 5.2

Number of teachers participating in the survey and interviews, by method

5.5. Instruments
Data production techniques respond to the type of methods applied in the research. In
this study, a questionnaire was designed for the quantitative component and a semi-structured
interview schedule for the qualitative part.

5.5.1.Survey questionnaire
According to Hernández Sampieri et al. (2014) the survey technique consists of a set of
questions regarding one or more variables to be measured. The instrument selected to carry out
the collection of data is a questionnaire developed by Wahlström and Sundberg (2015) and
adapted to this thesis. In their study, Wahlström and Sundberg (2015) developed a questionnaire
based on Alexander’s (2001) framework for the analysis of models of teaching. This framework
considers the following dimensions: space, student organization, time, curriculum, routines and
rules. Wahlström and Sundberg (2015) developed items based on the preceding dimensions
including items regarding curriculum implementation, curriculum perceptions, learning tasks
and activities, assessment and time organization.

The questionnaire has different types of questions according to their function and
according to the type of answer (see Appendix 2):
•

Identification: its function is to allow obtaining general information about the
personal characteristics of the participants. See part A of the questionnaire

•

Consistency: which seeks the strength of the answers. See parts B and C Likert scale
items

•

Closed answers: the answer is presented with several options from which the subject
must choose one or more. Part B and C multiple choice items.

The purpose of the questionnaire is to systematically and orderly obtain information from
the participants on all the variables’ dimensions that are the object of the study. In this case, the
questionnaire was divided into three parts. One for background information; another for the
implementation of the curriculum which collected the opinions and perceptions of the use of
the new curriculum; and the final one for assessment and teaching practices and how the new
curriculum has influenced them.

In order to handle and process information a coding process was carried out. The coding
process of the answers is another methodological stage required when questionnaires are used.
Normally, such coding is done question by question. This process consists of transforming the
questionnaire data into numeric symbols. A number is assigned to each question and each of
the alternatives. All questions are submitted to coding. The coding technique used is deductive
since the goal is to provide detailed information of the phenomenon and the research questions.
In order to start the coding process, the questionnaire was classified according to the dimensions
and variables that it dealt with. Appendix 2 shows the dimensions, the type of questions, and
the scale which was used to measure the variables.

For the coding of the questions a numeric value was assigned to each item. For nominal
scales, numbers for each alternative were assigned and for ordinal questions, the Likert scales
were assigned numbers from 1 to 5. Appendix 3 summarizes the coding of each item of the
questionnaire.

47

5.5.2. Semi-structured interview
The interview is understood as a conversation with a structure and purpose that leads to
understand the world from the perspective of the interviewee, looking for the meanings of their
experiences. In this regard, Seid (2016) defines the interview as a means to obtain descriptions
of the interviewees regarding the interpretation of the studied phenomenon. Qualitative research
does not address the selection of alternatives, but language that emerges spontaneously in the
answers. The use of interviews responds to the need to establish a process of conversation with
a purpose (Galletta & Cross, 2013). The purpose is to obtain relevant information for the study,
which is delivered by the interviewee and which guides the conversation and is in accordance
with the objectives of the research. Through the interview, the participant elaborates a discourse
that already contains a meaningful orientation and interpretation of the experience (Tyson,
1991). Therefore, speech has a metalinguistic and expressive function, and is not merely
referential, as in the case of a structured interview under the quantitative methodological
paradigm (Adams, 2015).
On the other hand, Hernández Sampieri et al. (2014) refers to semi-structured in this way:
“Semi-structured interviews, for their part, are based on a topic or question guide and the
interviewer is free to introduce additional questions to clarify concepts or obtain more
information on the desired topics (that is, not all questions are predetermined).” (Hernández
Sampieri et al., 2014, pp. 234). Lukas & Santiago (2014) define the semi-structured interview
as the most used in the educational field. They state that they are designed based on a pattern
of questions, but that "depending on the answers (both verbal as well as non-verbal), the
interviewer will pose new questions to delve into some aspects or to open new avenues of
inquiry that are of interest for the purposes of the evaluation” (Lukas and Santiago, 2014, pp.
305).
In this study, semi-structured interviews were used in order to know the subject's perception
or what he/she thinks of the phenomenon. For this purpose, open questions were asked
permitting new questions to emerge according to the objectives of the research. The aim was to
find out how the interviewee interpreted the curriculum and how their learning processes and
teaching activities were carried out. As a sequential mixed method design, the questions were
pre-stablished by the results of the quantitative data analysis. The interview guides were
oriented to know the perceptions of the study participants about the new curriculum and about
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its implementation in the educational institution to which the interviewed actor belonged. All
interviewees gave their consent before the interviews were recorded.
Depending on the results of the quantitative analysis, these guides delved into different
topics. However, in general they had a similar structure through which the following topics
were discussed: beginning of the application of NC in school; knowledge about the new
curriculum; general perception of it; knowledge and use of resources to support the
implementation of the new curriculum provided by MINEDU; curriculum planning and
learning activities.

5.6. Types of data and data collection
The methodological design was based on a mixed, sequential explanatory approach. As it
can be seen in Figure 5.3, quantitative data were first collected and analysed before qualitative
data were collected. The two techniques used according to the type of instrument were statistical
descriptive analysis and discourse analysis.
The first research question was answered through the analysis of the survey applied to
teachers of 2nd and 8th grade of basic education using descriptive statistics. The second research
question was answered by the qualitative analysis of semi-structured interviews. The two data
sets were interpreted separately and then combined together to gain a deeper understanding of
the phenomenon in question.
Data collection and interpretation was done in several phases. The temporalization
according to the type of data is also shown in Figure 5.3

5.7. Data analysis
For the treatment of the quantitative data, the survey scores were obtained by coding
(Appendix 3). The analysis of the results was carried out using descriptive statistics as the
central tendency to obtain the mean and standard deviation of the scores by items grouped by
each dimension. Additionally, chi-squared tests were run to determine whether perceptions of
the implementation of the new curriculum differed among urban and rural school teachers.
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Considering the results of the means, the items were in the form of tables of teachers’
perceptions of the curriculum.
QUANTITATIVE DATA COLLECTION
Phase 1
Contact with urban school leaders. Dialogue with principals to
present the project (Arequipa)
September 2019
Phase 2
Pilot questionnaire applied in one of the schools (n=10)
September – October
2019

Phase 3
Questionnaire administration to teachers (n=151)

October 2019

Phase 4
Contact with urban school leaders. Dialogue with principals to
present the project (Castilla)

November – December
2019

Phase 5
Questionnaire administration to teachers (n=32)

January – March
2020

Phase 6
Data analysis
QUALITATIVE DATA COLLECTION

March 2020

Phase 7
Contact with urban (n=4) and rural (n=2) schools to retrieve contact
information of teachers to participate in semi-structured interviews

April 2020

Phase8
Conduct of semi- structured interviews over the phone (n=6)

April – May 2020

Phase 9
Data analysis

May - June 2020

Phase 10
Interpretation of results, combination of quantitative and
qualitative data, conclusions and discussion

Figure 5.4 Temporalization of quantitative and qualitative data phases

Figure 5 5.4 Quantitative and qualitative data phases
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5.7.1.Quantitative data analysis
To perform the analysis of the quantitative data, frequency distribution was used, which
is defined by Hernández Sampieri et al. (2014) as "a set of scores ordered in their respective
categories." (p. 287). The presentation of the results is by means of frequency tables, with the
absolute values and in percentages, in addition to graphs that illustrate the data. To measure
teachers' perceptions regarding the new curriculum the following dimensions were used
(Appendix 3):
1. Teacher background: Consists of three statements, aimed at knowing teaching level
and qualifications.
2. Training to implement the new curriculum: consisting of 2 statements with multiple
choice questions.
3. Perceptions of training needed to implement the new curriculum: 1 Likert scale item
of 5 points.
4. Perceptions of the new curriculum and learning activities: 3 Likert scale items of 5
points regarding contents, competency development and teaching practices and 3
multiple choice items.
Furthermore, to compare meanings attributed to the curriculum between teachers from
urban and rural schools, chi-square test was used. This test compares the observed and
expected frequencies in each category to test whether all categories contain the same
proportion of values or whether each category contains a proportion of values specified by the
user. For both procedures SPSS version 21 software was used.

5.7.2.Qualitative data analysis
To perform the analysis of the qualitative data, the individual semi-structured interviews
were transcribed and analysed following a thematic open coding procedure. According to
Nowell et al. (2017) open coding, in the context of qualitative analysis, corresponds to a process
in which the researcher can answer the question "What more general phenomenon underlies the
set of elements that I am considering?" from an effort to perceive, understand and interpret a
set of elements that emerge from the data. A theme, therefore, is a word or expression that

designates, at a relatively high level of abstraction, a cultural, social, or psychological
phenomenon as perceived in a body of data.
The themes for the first phase of the coding were aligned with the themes defined in the
quantitative collection instrument. The audio from each of the interviewees was divided into a
separate folder with its respective label. The data was saved following privacy regulations set
by the Norwegian Centre for Research Data (NSD). The audios were then typed into text files,
answers were broken down and certain words were assigned labels that allowed the
categorization of answers into themes previously established (Table 5.2). The coded data was
linked to the themes that arose from the framework analysis and the quantitative data results.
For example: an urban teacher stated he had accessed the materials published by the ministry
in order to familiarize himself with the new curriculum but he felt it was not enough, he wanted
further training like face-to-face sessions with education experts. This statement was included
under the theme of teacher training.

5.8. Reliability and validity
In order to guarantee the validity of the study, triangulation, which is the use of various
strategies when studying the same phenomenon (Abowitz & Toole, 2010), was used. Creswell
& Clark (2011) have identified four domains in which the quality criteria are grouped to
evaluate a mixed method study:
a) planning and direction
b) implementation (method, data collection and analysis)
c) interpretation of results
d) preparation of the report and dissemination of results
As to planning, this study was conceived from the beginning as a mixed method study
and respected the procedures of the specific design chosen. Regarding implementation, the
study respected the stages of the explanatory sequential design, i.e. the processes and phase for
each of the quantitative and qualitative stages. Each phase was closed before conducting the
next one. In the interpretation of results, interpretive rigor and the transfer of the knowledge
provided the external validity of the research.
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Table 5.2 Examples of emerging themes from the qualitative data Table 4ples of emerging themes
from the qualitative data

Theme

Interviews responses

Perceptions of the curriculum

“The curriculum is more organized than before. In
previous documents it was not clear there were too many
capacities and performance indicators”.

Teacher training

“We have not received any training sessions from our
municipality. We need more training”.

Assessment

“Now the assessment process is formative, we need to
give feedback about the progress of students and
competency development”.

Teaching and learning processes

“The activities are centred around the student; they have
to be in charge of their learning”.

Contents

“The new curriculum does not have a list of contents.
Competencies are for every area and contents are
selected using our own criteria”.

“There is more communication with students and families
Time organization

about what they are doing wrong and what they need to
do to improve. This demands more time, it was easier
when you assigned grades”.
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For the quantitative data set, a pilot test was applied to 10 teachers from an urban school
in the province of Arequipa. This pilot test was carried out to find out if the wording of the
instrument was understandable, unambiguous and to calculate reliability of this translated and
adapted version of the Wahlström and Sundberg (2015) questionnaire. Reliability was
performed through the Cronbach's Alpha statistical test (95% confidence), considering the
ranges established by (Taber, 2018) that an instrument is reliable when alpha is greater than
0.7. Subsequently, the statistical test was performed, which yielded 0,788 and 0,742 thus
ensuring reliability (Appendix 4). For the qualitative data set, the semi structured interviews to
teachers from urban and rural schools were prepared based on the concepts from the framework
analysis as well as the themes that emerged from the quantitative analysis, thus ensuring content
validity. The interviews involved the same questions for both groups of teachers.
Triangulation was also performed by methods, since the quantitative methodology,
through the application of a questionnaire and subsequent descriptive analysis of frequencies
was combined with the semi-structured interviews and content analysis of the themes that
emerged from them. A survey based on a probabilistic sample using a standardized instrument
(QUAN) was carried out, and then included open questions (QUAL). When analysing the data
resulting from these, categories were generated and applied in the respective principles. Finally,
in the domain of preparation of the report and dissemination of results, the thesis complied with
the design specifications and procedures, data sets were analysed separately using their
respective methods and then covered the quantitative and qualitative integration of results to
answer the research questions.

5.9. Ethical considerations
Concern about the ethical aspects of research focused on the participation of human
beings as subjects of experimentation, and refers to the principles, criteria or requirements
that an investigation must satisfy in order for it to be considered ethical (Bryman, 2016).
Before conducting field work in Peru, research clearance was provided by NSD. In the
local context, UGEL noted the importance of providing research participants with a clear
explanation of the nature of the research as well as their role in it. This involves:


Making the research objectives known from the beginning.
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Informing about the technique to be applied and that the interview would be
recorded, transcribed and at the end of the study the recording would be
destroyed.



Transparency in the management of the data obtained to ensure that personal
interpretations are not confused with the facts collected and the nonmanipulation of the information obtained.



Respecting, throughout the whole process, the anonymity of the participating
subjects ensuring that the disclosure of information obtained for scientific use is
not disclosed.



Obtaining permission from each of the participants though the acceptance and
signature of the informed consent. The consent must also state that the
participant can request a copy of the report and the researcher must provide
information on the results of the research.

Once the protocol was prepared, the researcher visited different schools and spoke to
the person in charge, about the study, the objectives pursued and the characteristics of the
instrument to be applied. Once clearance was received, school teachers from 2nd and 8th grade
were invited to participate. The teachers received information about the instrument and the
importance of their participation. Likewise, they were asked to sign a letter of consent
(Appendix 4) which would authorize their responses to be used and guarantee the anonymity
of the participants and the safety of the data. At the time of application of the instrument, the
participant read the text of the protocol of informed consent and proceeded to sign the
document. The researcher did the same. The participant received a copy of the signed document
after which the interview and recording began.
Both the subjects participating in the interview and those who answered the
questionnaires, were informed of the purposes and scope of the research, as well as their right
to withdraw from the study if they were not comfortable with the instruments (Appendix 4).
They were also informed of the approximate time needed to answer the questionnaire (between
5 and 7 minutes) and / or participate in the interview (approximately 20 minutes). They will all
receive the results of the study.
In order to ensure anonymity, none of the questionnaires contained personal information
such as name or workplace. Even though the questionnaires were collected by schools, they
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were all grouped together and were only divided by area, i.e. rural and urban, before coding the
answers. All information gathered from the questionnaires and interviews (audios and
transcripts) has been managed only by the researcher, therefore, ensuring full confidentiality.
The data was kept in an encrypted USB with a password only known by the researcher so that
in the event this was misplaced or lost no other people would have access to the information.

5.10. Challenges in data collection
Regarding the quantitative data, the intended sample (n=183) was fully covered. The
access to urban schools from the province of Arequipa was easier and, school leaders gave
clearances for 21 of the 29 schools which were originally contacted. When conducting
fieldwork in these 21 schools, teachers were explained the purpose of the research and the
questionnaire they had to fill in. While some of them stated they did not have the time because
the government did not pay them over time, others accepted to participated but completed the
questionnaire while standing and did not take longer than 3 minutes. This may have affected
their answers. For this stage, 151 questionnaires were collected.
Access to the rural schools proved to be more difficult. School leaders were mostly also
teachers with a full schedule which meant that several visits had to be made in order to make
contact with them to request clearance. Of the 17 schools located in the province of Castilla, 8
schools were contacted and only 5 gave clearance. Once clearance was obtained data for only
32 questionnaires were collected. The questionnaire application took around 3 weeks due to the
difficulty of access to the schools. Teachers from rural schools seemed less eager to participate,
partly because previous researchers had not guaranteed their anonymity which had led to issues
with their school leaders.
Semi-structured interviews were even harder to conduct. As previously stated, the
intended sample had to be reduced due to COVID-19 and the mandatory lockdown which
included the closure of schools. It was very difficult to get in touch with schools to gather the
needed contact information of teachers. In the urban schools, email addresses for some of the
participants made communication easier. However, it still took long to schedule an interview.
In rural schools, communication via email was impossible since teachers had no computers at
home. When contacted by phone teachers were suspicious and reluctant to participate. The
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objectives of the study had to be repeated since some of the participants had forgotten that they
had participated in the quantitative part of the study.
Nevertheless, the interviews carried out provided an in depth description of some of the
aspects of the new curriculum which needed more explanation based on the results in the
questionnaires. The quantitative and qualitative data sets were then combined in order to answer
the research questions. The results of the questionnaires and interviews are presented in the
next chapter in view of the analytical framework presented earlier.

57

6. Teacher perceptions and enactment of
the 2016 CBC
The following chapter presents the results, analysis and interpretation of the data that
was collected through the quantitative and qualitative techniques. The objective is to discuss
the meanings and perceptions teachers from urban and rural schools attribute to the new CBC
curriculum as well as to examine the teaching and learning processes that are carried out in
the classrooms in urban and rural schools

6.1. Information about the participants
Table 6.1 presents the composition of the sample of teachers divided by school into the
subjects that they teach. The largest number of teachers (151) surveyed was in urban schools.
The teachers covered virtually all subjects (32%). This is due to the large number of students
per school and the shortage of teachers. For this reason, teachers in urban schools in both
elementary and high school usually teach more than one subject. In rural schools, the largest
group was teachers who teach math and Spanish (4% each). In rural schools the number of
teachers who teach all subjects is lower (1%). This is attributed to the number of students
attending rural schools which is significantly lower than that of urban schools. The second
highest percentage in urban schools (14%) is for teachers who teach Spanish and the lowest is
arts (3%). Similarly, in rural schools, no art teacher took part in the study. According to new
curriculum art is a mandatory subject but there were no art teachers in the schools which
participated in the study.
Table 5Table 6.1. Participating teachers in urban and rural schools, by subject (number and %)
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Table 6.1. Participating teachers in urban and rural schools, by subject (number and %)
Area

Other
N°

8

%

4

N°

Social
Sciences
18

Math

Spanish

Physical
All
Science
Education
subjects
5
11
58

Arts

Total

21

26

4

151

10

12

14

2

3

6

32

83

5

5

7

7

0

3

3

2

32

%

3

3

4

4

0

2

2

1

18

N°

13

23

28

33

4

8

14

60

183

%

7

13

15

18

2

4

8

33

100

Urban

Rural

Total

Table 6.2 shows that the majority of teachers in both rural and urban schools (96%) have
formal teacher training, 97% for the urban areas against 91% in the rural areas. This implies
that a large of proportion of teachers have attended university. Teachers need a teaching degree
in order to be hired to teach in public school. This is different in private schools where each
principal has the authority to hire personnel even without a teaching degree.
Table 6Table 6.2 Background teacher training of teachers in urban and rural schools, number and %

Table 6.2 Teacher training of teachers in urban and rural schools, (number and %)
Teacher Training

Area

Urban

Rural

Total

Total

No

Yes

N°

4

147

151

%

3

97

100

N°

3

29

32

%

9

91

100

N°

7

176

183

%

4

96

100

6.2. The new CBC
In this section the meanings teachers from urban and rural schools attribute to the new
CBC and its main elements, i.e. competency development, capacities, learning standards,
assessment and contents, are analysed.
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6.2.1.Elements of the new CBC
Informants were asked about the structure of the new curriculum based on competencies
and how its development would help improve students’ results and teaching practices. To
describe agreement level a Likert scale item was used. Figure 6.1 illustrates the degree of
agreement teachers from urban and rural schools have regarding competency development,
capacities and learning standards as clear objectives for assessment and grading. The largest
number of teachers is undecided (66). Almost as many (63) agree with competency
development as a clear objective for assessment. The lowest number of teachers (5) strongly
disagrees with the new CBC and assessment. The majority of urban school teachers agrees with
the statement (53) while the majority of rural school teachers (15) are undecided.

As to competency development, capacities and learning standards to improve results of
their students, the largest number of teachers (68) agrees, followed closely by (57) teachers who
are undecided. The smallest number of teachers (4), strongly disagrees with competency
development to improve their students’ results. There is a small discrepancy between the results
obtained by urban and rural school teachers. The largest group of urban teachers (57) agrees
with the statement while the largest group of teachers from rural schools (14) is undecided.

Regarding the new CBC and how it could help improve the results of Peruvian students
in general, most teachers (68) agrees with the premise. However, there is a smaller number of
teachers (51) who are undecided. Unlike previous items, the largest number of participants from
urban (55) and rural (13) schools agrees with the new CBC. However, the second highest
number of teachers from urban schools (42) strongly agrees while the second highest group of
teachers from rural schools is undecided (10).

From these results it can be inferred that in general, teachers from urban and rural
schools agree with the new CBC in terms of competencies, capacities and learning standards in
order to improve students’ results. There is a slight preference of teachers from urban schools
towards the new curriculum compared to teachers from rural schools. In aspects of assessment,
improving results of their own students and Peruvian students in general, the highest
frequencies of teachers from urban schools agree whereas teachers from rural schools are
undecided.
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SA

RURAL

TOTAL

%
23,8%
15,6%
22,4%

36

N°

5

41

A

%
35,1%
31,3%
34,4%

53

10

51

15

U

N°

D
SD

66

%5,3%
0,0%
4,4%
N°

SA

63

%
33,8%
46,9%
36,1%
N°

808

%2,0%
6,3%
2,7%
N°

32 5

%
27,8%
18,8%
26,2%

42

N°

6

48

A

%
37,7%
34,4%
37,2%

57

U

N°

D
SD

68

43

14

57

%4,0%
0,0%
3,3%
N°

SA

11

%
28,5%
43,8%
31,1%
N°

606

%2,0%
3,1%
2,2%
N°

31 4

%
27,8%
18,8%
26,2%

42

N°

6

48

A

%
36,4%
40,6%
37,2%

55

U

N°

D
SD

68

41

10

51

%6,0%
3,1%
5,5%
N°

SA

13

%
27,2%
31,3%
27,9%
N°

9 1 10

%2,6%
6,3%
3,3%
N°

42 6

%
23,0%
13,0%
21,0%

35

N°

4

39

A

%
48,0%
41,0%
46,0%

72

U

N°

D

13

85

%
23,0%
31,0%
24,0%

34

N°

10

44

%5,0%
9,0%
6,0%
N°

SD

CBC AND OBJECTIVES FOR
STUDENTS' LEARNING

CBC AND THE RESULTS OF
PERUVIAN STUDENTS

CBC AND THE RESULTS OF
THEIR STUDENTS

CBC AND THE OBJECTIVES
FOR ASSESSMENT AND
GRADING

URBAN

8 3 11

%1,0%
6,0%
2,0%
N ° 22 4

Figure 6.1 Urban and rural school teachers’ agreement with the different elements of the
new CBC (number and %)
Key: SD = strongly disagree, D = disagree, Undecided = U Agree= A and SA = Strongly agree.
Figure 6 6.1 Urban and rural school teachers’ level of agreement with the different elements of the new CBC, number and %

Participants were also asked about the level of importance they attribute to the new
curriculum in their teaching and assessment practices and content selection.

Urban

Rural

Total

74
70

40

38

13

14

41

44

33
18
4

61

56

40

37
2
1

1
3
1

4
0
4

2
0
3

N°

%

N°

%

WI

SI

N°

%
MI

N°

%
I

13

29

19

N°

%
VI

TEACHING PRACTICES

Figure 6.2 Urban and rural school teachers perceptions of importance of the new CBC
for their teaching practices (number and %)
Key: WI = without importance, SI = Slightly important, MI = Moderately important =, I =
Important, and VI = Very important.
Figure 7Figure 6.2 Importance of the new CBC on teaching practices of urban and rural school teachers, number and %

Figure 6.2 shows that less than half of the sample (40%) perceive the curriculum as an
important influence on their teaching practices. Almost as many (38%) perceived the
curriculum as moderately important. However, by contrasting the frequencies in these two
categories, the majority of teachers from urban schools (40%) perceive the curriculum as
important in their teaching practices, whereas the highest frequency for rural teachers (44%)
was obtained for moderately important. Similar to the results obtained previously, the number
of teachers from urban schools who deem the new CBC as more important in their teaching
practices is larger than the number of rural school teachers.
Finally, teachers were asked about their overall satisfaction level with the new CBC.
Less than half (43%) of the participants agree with the new curriculum and 37% feel undecided.
In urban schools 47% of the teachers agree with the new curriculum and 37% are undecided.
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However, there is a significant discrepancy with the overall satisfaction level amongst teachers
of rural schools where 63% feel undecided about the new CBC, while only 25% agree with the
new curriculum.
Generally speaking, teachers’ perceptions about the new curriculum are favourable,
deeming the influence of the curriculum important or moderately important in most of their
elements. However, there seems to be a slight difference between the perceptions of urban and
rural school teachers overall. Urban school teachers have more favourable perceptions and are
more satisfied with the new CBC than rural school teachers.

6.2.2. Assessment in the CBC
Participants were asked about the importance of the new curriculum in their assessment
practices. Figure 6.3 presents the results.

Urban

Rural

Total

78
64

43

35
11

14

34

44

31
67
50
3
1
2

2
3
1

7
1
6

4
3
4

N°

%

N°

%

WI

44

33

SI

N°

%

17

5

16

26
N°

MI

%
I

17

N°

%
VI

ASSESSMENT PRACTICES

Figure 6.3 Urban and rural school teachers’ perceptions of importance of the new CBC
on assessment practices (number and %)
Key: WI = without importance, SI = Slightly important, MI = Moderately important =, I =
Important, and VI = Very important
Figure 8Figure 6.3 Importance of the new CBC on assessment practices of urban and rural school teachers, number and %
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In terms of the importance of the new curriculum on assessment practices, 35% of urban
and rural school teachers considered the curriculum to be moderately important and 43% as
important. The largest proportion of urban school teachers (44%) consider the new curriculum
as important for their assessment practices, whereas the largest proportion of rural school
teachers (44%) consider the curriculum as moderately important.

With regard to their specific assessment practices and how they have changed in light
of the new curriculum, most teachers (59%) identified their assessment practices as formative
providing feedback on students work and competency development (Figure 6.4). A smaller
number (28%) stated that their assessment practices are equally formative and summative. The
lowest frequency (6%) was for summative assessment practices in terms of grading results of
written and other forms of evaluations. Comparing urban and rural frequencies, most
informants from urban schools (62%) and rural schools (44%) characterized their assessment
practices as formative. There is an important difference regarding response pattern of teachers
from rural schools where a considerable number did not respond (22%) against a smaller
number (12%) of urban school teachers.
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6.2.3. Content selection in the new CBC
The participants were asked about their perceptions of the importance of the new
curriculum for content selection. Less than half of the participants (41%) consider the new
curriculum as important for the selection and teaching of contents and almost as many (33%)
perceived it as moderately important. Almost half (46%) of urban school teachers perceive the
curriculum as an important influence on content selection and teaching while only 19% of
teachers from rural schools do so. The majority of teachers from rural schools (47%) perceive
the curriculum as moderately important. The same pattern occurs for responses with lower
frequencies where 16% of teachers from rural schools perceive the curriculum as slightly
important and5% of teachers from urban schools.
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When it comes to content and knowledge requirements in the new curriculum, 72%
believe they are reasonable (Figure 6.5). A significant smaller amount (13%) thinks content
requirements are too low and only 4% perceive them as too high. Comparing frequencies,
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similar results are found since 74% of teachers from urban schools and 60% of teachers from
rural schools perceive the contents as reasonable. There is a significant difference between the
frequencies obtained for perceptions of content requirements as too high where only 3% of
teachers of urban schools believe they are too high against s 13% of teachers from rural schools.
In both cases, 13% of the teachers regarded content requirements as being too low.

While there is no important difference between perceptions of content requirements in
the new CBC between teachers of urban and rural schools, there is a clear difference between
the importance teachers attribute to the new curriculum regarding content selection and
teaching. Most teachers from urban schools conceive the new CBC as an important influence
while most teachers from rural schools believe it has a moderate influence on their content
selection and teaching.

6.3. Curriculum implementation
Figure 6.6 presents the results of the teachers’ perceptions of their work in relation to
the new curriculum. The largest proportion of teachers from urban and rural schools (122) work
to a great extent according to the new curriculum. A smaller proportion of teachers from urban
schools (16) work completely according to the new curriculum. However, in rural schools, a
significant number of teachers (12) work only to a small measure according to the new
curriculum. In urban schools one teacher still does not work according to the curriculum which
is interesting since the curriculum has been mandatory for the last 3 years and all the teachers
who participated in the questionnaire survey have more than 3 years of teaching experience.
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Informants were also asked to identify which activity they had taken part in to
familiarize themselves with the new CBC as well as which of them they found the most
relevant. Figure 6.7 shows that for both areas, the majority of teachers (147) have checked the
materials published by MINEDU in order to support the implementation of the new curriculum.
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This means that the materials handed out by MINEDU has reached both urban and rural
areas and that the majority of teachers are aware of the strategies to implement a CBC. The
second highest frequency (105) for both urban and rural school teachers is participation in
information meetings in the school with the director and coordinator. This means school leaders
have organized training activities on their own to work with their staff. On the other hand, the
lowest frequencies (14 and 1) for urban school teachers are participation in information
meetings within the district and others. For rural school teachers the lowest frequencies (1, 2)
are for the same type of activities. These results show that UGELs are not ensuring training
despite the fact that they are autonomous and expected to reach a higher proportion of teachers
regarding support, training, policies, etc. – a topic that was further discussed in the qualitative
interviews.
Teachers were also asked to identify the relevance they attributed to the same activities
in order to familiarize themselves with the curriculum. Figure 6.8 shows that most teachers in
urban schools (105) rated web publications and information from MINEDU as the most
relevant.
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The second most relevant (78) were information meetings in school with the director
and coordinator. Similar results were obtained in rural schools. Most teachers (22) perceived
as most relevant participation in information meetings in school with director and coordinator
and as second most relevant (19) web publications and information from MINEDU. The least
relevant activity for teachers from urban (9) and rural (2) schools is participation in information
meetings within the municipality, that is by UGELs. This was followed up in the qualitative
interviews.
Training is also a key element of curriculum implementation. With this in mind
informants described how much time they were offered in order to get to know the new CBC
when it was first presented. Most (69%) of the participants stated they had been offered more
than 6 days in order to familiarize themselves with the curriculum, 20% said they had been
offered from 3 to 5 days and only 12% had been offered 1 to 2 days. These results indicate that
a large number of teachers from urban and rural schools have had the chance to familiarize
themselves with the curriculum, but further explanation was needed in order to determine
whether teachers felt they had been properly trained. This topic was further discussed in the
qualitative interviews.
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Participants were asked about their training needs regarding competency development
(Figure 6.8). In both urban and rural school most teachers (74) identify their need for training
in competency development as moderate followed by 54 who perceive their training needs as
high. There is only a small proportion of teachers (14) who identify their training needs as low
regarding competency development. Regarding teaching and learning strategies for the new
curriculum, a large proportion of teachers from both urban and rural schools (87 amounting to
48%) perceived their training needs as moderate whereas 62 considered them as high. Only 14
teachers of both urban and rural schools (8%) identified their training needs for teaching and
learning strategies as low or high (10%). The lowest frequency (1%) was obtained for very low
training needs.

Regarding content selection, the majority of teachers from both urban and rural schools
(54% and 56% respectively) perceived their training needs as moderate whereas 50 (27%)
teachers from urban and rural schools considered them as high. Only 16 teachers (9%) of urban
and rural schools identified their training needs of content selection as low and a slightly smaller
proportion of teachers (6%) identified their training needs as high. The lowest frequency (4%)
was obtained for very low training needs. No teachers from rural schools categorized them as
very low. Regarding training needs in the use of learning standards, most teachers of urban and
rural schools (105 amounting to 57%) categorized their training needs as high and 19 (10%) as
very high. A smaller number.46 teachers (25%) identified them as moderate. From these results
it can be inferred that teachers need further training regarding the use of learning standards even
more so than for teaching and learning practices, content selection and competency
development.

Other topics were formative assessment and giving feedback to students about their
competency development and the use of ICT tools. The majority of teachers from urban and
rural schools identified these as moderate (53% and 45% respectively). With regard to giving
feedback to students about their competency development, teachers from both areas (44%)
categorized their training needs as high.
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Although no important differences were found between urban and rural school teachers,
who both regard their training needs as moderate, there is a still a significant number of teachers
who perceive their training needs as high especially in connection to the development of
learning standards. These results will be further discussed based on the results from the
qualitative interviews.

6.4. Curriculum events and tasks
As previously discussed, curricular reforms involve adjustments not only in policy
documents but also at the classroom level with the organization of activities and tasks,
Informants were asked to describe how the organization of these activities have changed in light
of the implementation of the new CBC.
The majority of the teachers (108 amounting to 59%) from both urban and rural schools
stated that they spend more time doing preparatory and follow-up work, such as lesson
planning, paperwork, materials design and giving feedback to students, than for actual teaching.
A smaller number (22%) dedicate more time to the actual teaching process during the lesson
and even a smaller number of teachers (11%) state that their use of time has not changed since
the implementation of the new CBC. Only 5% of the participants indicate that they have more
time now to allocate.

There are no significant differences in the response patterns between urban and rural
school teachers. Both group of teachers (62% of urban schools 47% of rural schools) agree that
they spend more time doing preparatory and follow up work than actual teaching. These results
will be further discussed based on the qualitative interviews.

6.5. Differences between the urban and the rural
In order to answer the research question what meanings do teachers attribute to the
national CBC in urban and rural schools and to establish the degree of relationship between the
two groups of urban and rural teachers, the non-parametric Chi square test was used. Items of
part C of the questionnaire, perceptions of the curriculum and teaching practices, were included
in this section.
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Regarding knowledge and content requirements the P values of the nonparametric test
X2 Chi Square allowed to conclude that by having a value of P (0.031) <= 0.05 with a level of
certainty of 95, there is significant statistical evidence to say that the perception of knowledge
requirements and contents in the new curriculum in general differs between teachers in rural
and urban schools. Teachers from rural schools perceive content requirements as too high in
the new curriculum while teachers from urban school regard them as reasonable (Appendix 5).
Regarding knowledge and content requirements the P values of the nonparametric test
X2 Chi Square allowed to conclude that by having a value of P (0.031) <= 0.05 with a level of
certainty of 95, there is significant statistical evidence to say that the perception of knowledge
requirements and contents in the new curriculum in general differs between teachers in rural
schools and teachers in urban schools. Teachers from rural schools perceive content
requirements as too high in the new curriculum while teachers from urban school regard them
as reasonable.
Additionally, analysing the observed frequencies and comparing them with the expected
frequencies it can be concluded that teachers in urban schools perceive the implementation of
the new curriculum slightly more favourably and attribute it to different meanings than teachers
in rural schools. However, there is not enough statistical evidence to say that there is a
significant difference between teachers' perceptions in rural schools compared to teachers in
urban schools.

6.6. Summary
The new structure and organization of the elements of the new CBC seems to have been
well accepted by teachers. They have identified the new curriculum as an important influence
on their teaching practices, assessment and content selection. It has also been determined that
more than half of the teachers agree with the new CBC and how it will help improve the results
of their students and Peruvian students in general.
Although most of the informants recognized that they work to a great extent according
to the new curriculum, there is still a considerable number of teachers who have not
implemented fully. Moreover, one participant does not work according to the new curriculum.
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This is a worrisome scenario since the curriculum has been mandatory for all schools since
2016.
In this regard, the questionnaire also made apparent that most teachers have been offered
some kind of training in order to familiarize themselves with the CBC. The materials made
accessible by MINEDU through their website has been the most used by teachers and is the
type of training they thought was most useful. There is an important number of teachers who
have not taken part in any kind of training activities organized by UGELs and, in a like manner,
they do not regard these as important. As to specific elements of the curriculum, most
participants identify their training needs as moderate except for the use of learning standards,
for which they consider they have high training needs.
Classroom tasks events have also been affected by the new CBC. Teachers describe the
organization of their activities as more preparatory and follow-up than the actual time they
spend on teaching. Assessment has also been influenced by the new curriculum. A significant
number of teachers has characterized their assessment practices as formative rather than
formative. Content selection seems to also have been affected. Thus, according to the results,
the new CBC has an important influence on r content selection and teaching practices and the
content requirements in the curriculum are reasonable.
Comparing the results for teachers from urban and rural schools, there seems to be a
slightly more favourable perception of the curriculum by urban school teachers. For example,
when asked to identify how the new CBC will help improve the results of students, urban school
teachers agreed with the premise while teachers form rural school were undecided.
Additionally, teachers from urban schools regard the CBC as an important influence on their
assessment and content teaching, whereas teachers from rural schools think of the new CBC as
having a moderate influence. In order to determine whether there was a significant statistical
difference between the two groups, a chi square test was run. No significant statistical
difference was found for most components of the new curriculum except for content
requirements. Teachers from rural schools perceive content requirements as too high in the new
curriculum while teachers from urban school regard them as reasonable.
The results that needed further explanation formed part of the qualitative interviews
conducted as part of the research. The objective was to gain a more in depth perspective on the
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answers and results from the questionnaire as well as to get a detailed account of classroom
events and tasks. The results are discussed in the next section

6.7. Teacher enactment of the new CBC
This part analyses the categories and subcategories that were revealed from the analysis of
the interviews with the teachers, within the framework of open coding. The categories that
emerged corresponded to codes previously established and were used as the main instrument
of the analysis (Mucchielli, 2010).

6.7.1.Meanings attributed to the new curriculum
Regarding teachers’ knowledge and understanding, the interviews suggest that teachers
know the key elements of the new curriculum, such as competency structure, key curricular
definitions that structure the new curriculum, but only in a general or superficial way. When
comparing responses of interviewees, it was found that teachers of schools that received some
support from MINEDU, such as materials or online courses, were usually more informed than
those who did not. This was true for interviewees from both urban and rural schools. In fact,
one teacher from an urban school stated that his school had not received any support from the
ministry or the district and, therefore, was not implementing the new curriculum despite the
fact that the Ministry first targeted urban schools for training. Moreover, he stated that the
UGEL had told them that it was not necessary. In rural schools, all teachers indicated that they
worked to some extent according to the new curriculum.
The following section provides more details based on the teachers’ responses to the
main elements of the new curriculum.

6.7.2.Competencies in the CBC
Regarding competencies, most of the interviewees knew that their number had decreased
and that they are common at all three levels: initial, primary and secondary. They believed that
this change is positive because now the curriculum is organized more clearly, as the following
quotes illustrate:
75

We continue with the skills, with the capabilities. And I have seen that some have
disappeared and have joined them, [which] seems very good to me (Teacher 1, school
5).
It is shorter, more concise than the previous curriculum, which was very broad. This one
it's better (Teacher 2, school 16).
Before it was very dense, because in the previous document it was not well understood,
there was an infinity of things that one really did not finish doing. Instead, now with the
new curriculum it is clearer what we have to do to achieve these competencies (Teacher
4, school 18).
On the other hand, it was observed that teachers, maintain a fragmented vision of the
competencies, conceptualizing them as merely a collection of tasks performed effectively by
the student.
The student reaches a competency when he understands all the material and completes
all tasks in the term and year correctly (Teacher 3, school 22).
All interviewees expressed great concern regarding contents. It seems to them that
content is put aside and that the emphasis is now on procedures and attitudes to make students
know how to "handle real-life situations".
In relation to the capacities and learning standards, teachers seemed not to know them
or not to know them well. They were often comparing them one against the other, as if they
were the same, only now with different names.
Capacities are what were previously the indicators to see the level of achievement of the
children. Now the indicator is no longer identified, we have learning standards to
determine the level of achievement. We have been told that in the training, but it was
not clear (Teacher 6, school 24).
It was also pointed out that they are "very broad" and that this makes it difficult for them to use
them, even worse considering that they cannot specify them. According to Teacher 2, school
16:

76

Capacities are too general, big. To achieve what the standard asks of us, we necessarily
have to break down the capacity but we have been told that we cannot change it, that
we have to work with them as they are ... Then the problem continues to persist ...
precision.

6.7.3. Assessment practices in the CBC
Regarding assessment, it was found that all interviewed teachers from urban schools
recognized that it is formative, and that they should focus on collecting evidence that serves as
input to feed back in student learning processes in a successful way. They also pointed out that
evaluation is now qualitative, no longer quantitative, and that it should be given during the
whole teaching-learning process and not at the end, as they used to do.
Before it was just collecting the knowledge that children learned, it was more rote. Now
the performance and attitude observed in the child is evaluated throughout the learning
process, not at the end (Teacher 2, school 22).
Teachers also indicated that this new assessment approach carried several challenges.
Specifically, they pointed out that providing feedback to their students took a long time, so that
in their class sessions they could no longer cover everything they had planned and it also takes
up some of their time they used to use for planning and for material design.
I spend a lot of time commenting on students’ work samples how they did and how they
can improve - but it seems that students do not care about my comments, sometimes
they do not even read them. Moreover, we have to write comments for every student at
the end of each term for each competency. These comments appear on the final report
card so they have to be extensive (Teacher 1, school 5).
In the case of rural schools, the situation was mixed. One of the teachers did not mention
that assessment was formative and pointed out that they needed a lot of training in this regard.
In contrast, one teacher from another rural school, recognized the formative approach but she
had difficulty defining it. A teacher from a different rural school confirmed that they had
worked in this way before.
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6.7.4. Curriculum events: time allocation
Regarding the planning of the class session, and the time they spend planning, teachers
from urban schools reported changes once the CBC was adopted. First, they considered that
planning is now focused on the students and their learning process, and that they promote an
active role among them contrary to the traditional image of the teacher exposing knowledge to
the passive student. This planning process required more time than the one they used to allocate
According to the participants:
The planning has changed a lot. Now it is more thorough, we give greater importance
to the student, we must take into account the needs of the student. Before, we did not,
only the knowledge we had to give .... Now the child has to discover his/her own
knowledge, before we used to give it ... The child discovers, he/she empowers him/herself with the subject, he creates his learning him-/herself, this type of activity
requires more time in order to be planned (Teacher 1, school 5).
Now when I am planning my lessons I have to consider what competency and capacity
I will develop in my class, then I have to think of the objective and what students will
be able to demonstrate at the end of every lesson. I understand it is important but it is
very time consuming and you have to repeat for every lesson (Teacher 4, school 18).
Other changes teachers reported from rural and urban schools were that it currently took
longer for them to plan each learning session, especially at the beginning of the school year,
and that they now had to include assessment in planning, even if it is still not clear as to why
they have to do it. They also pointed out that not having a physical copy of the new curriculum
made the planning process difficult. Most teachers stated that planning is usually a job that they
do alone, and that the school principal does not accompany them in the process, "only
supervises and signs". Teachers from rural schools stated that most of the support for planning
came from the discussions and informal meetings they had with their colleagues.

6.7.5. Curriculum tasks: teaching and learning processes
In addition to the answers in the questionnaire, teachers that participated in the interviews
were asked about their own teaching practices.
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Regarding learning purposes, teachers from both rural and urban schools stated that they
include competencies in their sessions. Furthermore, two teachers from urban schools stated
they made an effort to adapt the learning standards to the new curriculum, something that was
not identified with the same frequency among teachers in rural schools. In this regard, it should
be remembered that one teacher from an urban school declared that his school had not
implemented the new curriculum.
Regarding competencies and capacities, the teachers knew which ones corresponded to the
subject and year they were teaching. However, a great difficulty was identified by all
participants from both rural and urban schools when it came to using learning standards. For
example, they said that sometimes they chose standards for a different year because they felt
they were more suitable to what they were teaching and that the descriptions used in the
curriculum were too ambitious. Teachers from urban and rural areas claimed they included
competencies in the planning of almost all learning sessions. However, when asked whether
these competencies were incorporated into the development of the session, teachers from urban
schools mentioned some approaches but were unclear about how they would put into practice
competency development. Teachers from rural school were unable to name approaches or
specify strategies for competency development. They tended to mention contents and relate
them to competencies in broad terms.
My competencies for math are …. I work with the competencies in all my lessons and
I develop activities according to the competency. I give them assignments and work
with them in class. At the end of the term my exams assess all the competencies of my
subject.
In a like manner, with respect to the role of students, teachers from urban and rural
schools mentioned that the student was the protagonist of the learning process and they only
accompanied the process by giving feedback. Neither teachers from rural nor urban schools
were able to explain how their students were going to use feedback as part of the learning
process. They did mention however, how time consuming this process was and that they were
not assigned enough time to do it properly.
As for the assessment, teachers from rural and urban schools were aware that the new
curriculum advocated for a formative assessment approach. However, when they were asked to
give details about the activities that this process entailed, other elements of assessment were
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included which do not correspond to a formative approach. Among the elements mentioned
were checklists, practice sheets, entrance and exit evaluations, etc. These correspond to a more
summative approach.
Regarding feedback to students, as mentioned in the previous point, teachers from urban
schools included this process as part of the planning, but without specifying the criteria for
giving feedback or subsequent actions (for example, how a student will improve their
performance after receiving feedback).

6.8. Summary
The results from the semi-structured interviews provided more details to the answers in
the questionnaire. It was found that teachers feel that the training has been limited and that
MINEDU has made materials available only using the website. They need more face-to-face
training and more participation of their municipalities. They perceive UGELs as regulatory
institutions.
When asked about specific elements of the new curriculum they were all able to identify
the competencies with which they work. However, when asked about the other elements, such
as capacities and learning standards, they were not able to distinguish them clearly and consider
that learning standards are sometimes not appropriate or too high for their classes. They also
stated that sometimes the different terms included in the curriculum, e.g. competencies,
capacities, learning standards and performance indicators, are often confusing and that they
would benefit from further training. On the other hand, all of them agreed that the new
curriculum is an improvement of the older version because it is better organized.
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Conclusion
The present research has examined the implementation of the CBC in urban and rural
schools of the department of Arequipa in the provinces of Arequipa and Castilla in Peru. The
main objectives were, firstly, aimed at examining the meanings teachers attribute to the national
CBC in urban and rural schools and, secondly at examining the teaching and learning processes
in urban and rural schools. The results for each of these objectives are presented in the following
section in response to each of the research questions. This is followed by a discussion of the
implications of the findings for urban and rural schools, and the government. Suggestions for
further research are also put forward.

7.1. The new CBC in Peru and global discourses
Peru has undergone several curricular reforms in the last decades. Most of them in
response to the changing governments, thus creating instability in the educational context. Since
the 2000s, curricula in Peru has pointed to the adoption of a CBC by progressively incorporating
skills, capacities and competencies in their documents. The influence of transnational
discourses on the curricular reforms cannot be overlooked. Organisations such as UNESCO
and PREAL have published diverse documents based on studies conducted on Latin America
in which recommendations are made in order to achieve quality of education. In one report
published by UNESCO (Roegiers, 2016) several recommendations are made. However, the
following stand out: adoption of a CBC; national standardized testing in order to measure
results; and decentralization of educational management.
Peru progressively adopted all of these recommendations creating institutions and
organization in charge of regulating the processes, such as UMC in charge of ECE, and UGEL
in charge of educational management in every province. One of the latest reforms in the
education sector in Peru is the curricular reform of 2016 in which MINEDU put forward the
first CBC mandatory for all schools. By following UNESCO’s framework (REF), it can be
concluded that this new curriculum follows the organization proposed by the organization since
it includes generic competencies, disciplinary competencies, capacities, and learning standards.
The list of explicit contents has been suppressed compared to previous versions of the curricula.
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Although UNESCO and other organizations highlight the need to review the priorities
of the national educational agenda in terms of quality and equity, the influence of these global
actors on national policies is apparent. It is important to question the strength that these
agreements and policy suggestions may have within the national context. It can be assumed that
national policy makers can be influenced and conditioned by the highly globalized context,
therefore choosing to refer to their suggestions and resolutions whilst neglecting the
particularities and necessities of the local scenario.

7.2. The enactment of the new CBC
As it was established, there are marked differences between what policy makers intend
(intended curriculum) and the events that take place in the classroom (enacted curriculum).
These events are filled with the different connotations, perceptions and even values embodied
by the teachers. Therefore, it is important to understand the meanings teachers attribute to the
new CBC to determine if they are distant from what policy makers originally intended.
The first research question of this study, what meanings do teachers attribute to the
national CBC in urban and rural schools of the region of Arequipa in Peru? was explored
through the quantitative part of the research. By applying a survey questionnaire, it was possible
to identify perceptions and meanings attributed to the curriculum covering a representative
sample from each of the two provinces in the department of Arequipa. These results were
further explained through the conduct of semi structured interviews.
Regarding the elements of the new CBC, teachers described their work according to the
requirements of the new curriculum. However, there is still an important number of teachers
who work only partially according to the new curriculum. Participants also identified that the
new curriculum has an important influence on their teaching and learning practices as well as
on how they implement assessment and content selection. This perception could influence their
teaching practices in the sense that while they acknowledge the importance of the new
curriculum, they have not changed their teaching methods to be in line with it.
Comparing answers of urban and rural school teachers, it can be observed that urban
schools are farther along in the process of implementing the new curriculum than rural schools.
However, one teacher from an urban school said that his school does not yet work according to
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the new curriculum. Since the new curriculum has been mandatory now for three years, this
result points to the need for further research as to why this is the case.
Teachers from urban schools stated that they work according to the new curriculum and
that the materials offered by MINEDU on the website has allowed them to know the general
elements of the curriculum. They are able to name the competencies of their respective subjects
and capacities are also easily identified. Nonetheless, they also admitted that they need further
training to understand the implications of working with competencies. On the other hand,
teachers from rural schools stated that despite having access to the materials provided by the
Ministry, they did not incorporate all the elements of the curriculum. One of them stressed that
they did not have any type of support - they even stated that there was almost no UGEL presence
- and in general they did not have the resources to face this challenge. The teachers from rural
schools had difficulties understanding the documents when reading them on their own, which
is why they valued having someone to consult about them.
Additionally, results from the survey questionnaires and interviews showed that the
teachers have limited understanding of the main elements of the curriculum and the structural
changes it represents compared to previous curriculum documents. Although they know the
curriculum and have a notion of what its objectives are, they do not fully understand it and have
problems putting it into practice. This particularly concerns the concept of competence and the
identification and use of learning standards.

7.3. Curriculum events and tasks
It has been established that curricula not only exist as documents but also as particular
events. Discourses and actions interpreted and carried out by teachers are also given meaning
by the students in a specific context. Thus, curricula are not separated from teachers. On the
contrary, the discourses and actions teachers develop in the classroom are combined with the
text to finally generate learning. In this sense, if curriculum implementation processes are to be
explored, it is essential to describe the teaching processes that take place in the classroom, or
the curriculum events and tasks.
When describing their own teaching and learning processes, teachers state that the new
CBC has exerted an important influence on them. Similarly, they describe their practices as
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being more centred around the student, which goes in accordance with the constructivist
approach of competency development. In terms of assessment, formative tasks are now a core
element of their tasks. However, they do not fully agree with the feedback as a tool to inform
about students’ competency development. According to teachers, students seem not to take into
account the remarks they are given about their tasks and they regard it as time consuming since
they are asked to comment on students’ work samples as well as provide extensive comments
on their final achievement level.
Content selection has also been a controversial issue when adopting a CBC.
Competency development plays a major role and often times contents are relegated or
overlooked. Peru’s new curriculum develops two types of competencies, cross sectional and
disciplinary, and has suppressed explicit content lists, thus giving freedom to teachers when it
comes to content selection and teaching. In this regard, teachers consider that the new CBC
influences their practices of content selection and teaching, and view content requirements in
the curriculum as reasonable. Teachers from rural schools have somewhat different perceptions
about contents in the new CBC. They do not consider it to have an important influence on their
content selection.
Assessment was also explored through the questionnaires and surveys. It was found that
teachers are familiar with the notion of the formative approach for assessment. They identified,
for the most, that their assessment practices have changed in light of the new curriculum.
Nevertheless, they failed to mention the situational approach in order to assess competencies.
Furthermore, they listed instruments and methods for assessments such as checklists, practice
sheets, etc. that do not correspond to the formative assessment approach. Feedback is
undervalued by most teachers. The general perception is that students do not pay enough
attention to the comments they receive and they are overly time consuming. MINEDU requires
teachers to write a comment based on students’ competency development each term. When
asked how students will use these comments in order to improve competency development,
teachers failed to provide an explanation. Therefore, if teachers do not really grasp the
importance and benefits of a formative assessment approach, it is possible that the feedback
they are providing to students is useless and that this process is done mechanically in order to
comply with the regulations.

84

7.4. Differences between urban and rural schools
Regarding the meanings teachers attributed to the CBC and after comparing the
quantitative data results by using chi-square tests results, it was found that there was not
significant statistical difference between the perceptions of urban and school teachers.
However, there was one factor which was perceived differently and showed statistical
difference, namely the influence of the curriculum on content selection. Teachers from urban
schools stated that the new curriculum is an important influence whereas teachers from rural
schools identified it only as moderately important.
During the interviews, teachers from both urban and rural school areas, for the most,
claimed that they had accessed the materials published by the Ministry and had been given time
to familiarize themselves with the curriculum. Rural, as opposed to urban, teachers felt that
they received little to no support from their district leaders. When asked about the meaning
they attributed to specific elements of the curriculum, competencies, capacities and learning
standards, teachers from both settings grasped with a general understanding of what
competencies are. However, when asked more specifically about how they applied capacities
and standards, teachers from urban areas admitted that they need more training in that respect.
Teachers from rural areas, on the other hand, said that they had not implemented that part of
the curriculum because the differences were not made clear in the curriculum.
In light of the new curriculum both urban and rural teachers centred their teaching
processes around the students however, urban school teachers indicated they now wrote their
daily lessons in terms of students’ performances i.e. the student describes, the student compares.
However, teachers from rural school also indicates that the students are the protagonist but
could not indicate actions they employ in their lesson to make them protagonists.

7.5. Discussion
As it was discussed previously, studies on Peru’s curricular reforms are scarce. They
have mostly adapted a historical approach by giving an account of past reforms. They have not
situated national reforms in the global scenario comparing them to transnational policies. While
there are studies on curriculum implementation, they have not adopted a territorial approach
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comparing different areas such urban and rural. Additionally, some studies have been
conducted focusing on teaching and learning practices but within previous curricula.
This study situates the latest curricular reform in the global scenario. Furthermore, it
fills a void regarding the comparison of urban and rural teachers’ perceptions of the new CBC,
since this is an aspect previously overlooked. It also provides important information in
connection to the implementation of the new CBC curriculum, given that it is a relatively new
document - it is only 4 years since it was published. No no previous studies focus on the
particular elements of this curriculum, such as learning standards, competency development,
assessment practices and content and knowledge selection.
The findings of the study allowed to conclude that Peru’s curricular reforms move along
the lines of global discourses and that many of the new policies adopted do not necessarily arise
from an introspective analysis of the local context. Additionally, it was possible to conduct a
territorial comparison of urban and rural areas of the country. Although no significant statistical
difference between meanings and perceptions attributed to the new CBC was found, teachers
from urban areas have more favourable perceptions.
In connection to the framework for analysis, this study has benefited from the
integration of UNESCO’s framework for CBC and Wahlström & Sundberg (2017) model for
curriculum implementation. The former provided key notions and concepts that fitted the
purpose of the study since these elements, among other recommendations, have been
progressively adopted by MINEDU. Even though the approach used for curriculum
implementation was not designed for the Peruvian context, it provided the specific elements to
be analysed when it comes to curriculum implementation and the transformation process that
is undertaken when text becomes practice.

7.6. Implications of the study
As it was explained in chapter 1, the results obtained by students in national standardized
tests, ECE, in Peru are well below the expected standard. Additionally, there is a significant
gap between the results obtained by students in rural compared to urban schools. Students from
urban schools have performed better than students from rural schools since the first round of
the test was applied. One of the reasons that could explain these disparities are the continuous
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changes that the curricula have suffered and, thus, creating instability among teachers with
regards to what and how to teach. Another factor could be the implementation of the CBC and
how it has incorporated elements that were not part of the previous versions of the national
curriculum. This implementation process began in 2016 and has been mandatory for all schools
since. It was presumed in this study that teachers from urban and rural school interpreted the
curriculum differently and attributed different meanings to it. Even though there is no
significant statistical difference to back up this hypothesis, some differences were found which
could imply the need for improvements in the process of implementing the new curriculum.
First, there is a strong perception that changes in the curriculum are too frequent. Each
new government modifies the curriculum making this document “moderately” important to
teachers. It is clear that the curriculum is a perfectible document and that it can be adjusted or
improved. However, apart from national political views, global discourses have clearly steered
the directions of curricular reforms in Peru. In this sense, modifications to the curriculum should
be due to concrete evidence about curriculum implementation. Furthermore, it is essential that
MINEDU considers carefully whether a new or revised version of the curriculum is worth
launching even when it only concerns only minimal adjustments to the language. Some
curricular reforms have consisted of slight changes in terminology or processes but no other
new document was published. These few changes have also resulted in confusion for teachers
due to the fact that many names, e.g. competencies, capacities, skills, indicator, etc., have
changed during the last decades. At this time there is not enough evidence of how the new CBC
is being understood and used in the classroom so even small changes could be
counterproductive.
Second, the study found that the materials published on the Ministry webpage are
particularly important in terms of its use. This type of materials fills an important gap and can
be accessed in both urban and rural areas. In this regard, it would be important to take advantage
of the diffusion levels that the website has gained, in terms of providing teaching strategies to
teachers, adapting them to the guidelines of the curriculum. It would also be important to work
on support materials that explicitly take up the differences between capacities and learning
standards. Teachers still find both of these elements confusing and continue to use indicators
which were part of the previous editions of the curriculum.
Third, it would also be advisable to bear in mind training targeted at developing specific
elements of the curriculum such as competencies and learning standards. Teachers from urban
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and rural schools still tend to compare these elements to previous versions of the curriculum.
Further training in the difference of these elements would benefit their teaching practices as
well as a more comprehensive understanding of the curriculum.
Fourth, even though the materials published by the Ministry online via websites have
covered a huge number of teachers from urban and rural schools, other measures may have to
be emphasised. The teachers pointed to the difficulty of having to adjust to the many changes
made to the curricula and the fact that they had been insufficiently trained for the purpose. Local
districts should play a more important role in this respect due to their proximity to the schools
in their respective districts. This should include improving the materials, for example by making
them more experiential with examples of experiences and strategies.

7.7. Suggestions for further research
In light of the results of this study, some suggestions for further research can be made
in order to better implement the new CBC in both urban and rural schools.
First, in connection to reforms that stem from global discourses, it would be beneficial to
conduct research at the official level to describe curriculum as text. The process in which
curricular reforms have been adopted seems to disregard the national and local context
particularities, especially from the rural areas. This can be one of the reasons why teachers do
not see the new CBC as an important influence. Describing the process of how curricular
reforms take place, the actors involved and their participation in them could result in better
understanding of the reforms. Therefore, it could provide recommendations on how to improve
these processes and avoid the sustained changes the education system and curricula have
undergone.
Second, one further piece of research could be based on departments with low results in
the ECE. Although this study set out to examine urban and rural schools, all the participants
were from the same region. More insight would be gained if teachers from different regions
participate in study, especially the northern departments of Peru which are the ones with the
lowest performance results. Moreover, it would be important to conduct research on how
involved the local authorities are in the processes of learning and teaching. So far, teachers from
rural schools identified UGELs as not being involved with their schools. They saw them rather
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as regulators in charge of checking documentation than providers of guidance in curriculum
implementation. Unless this changes, the strategy of the Ministry to delegate responsibilities to
local authorities should be revisited.
Third, due to the COVID-19 situation, it was not possible to conduct in-class observations
to support how teachers described their learning processes. A study focusing on how teachers
implement the curriculum and the events that actually take place in the classroom would help
gain a broader perspective on how teaching and learning processes take place. Classroom
discourses, which also shape the way in which the curriculum is enacted and embodied in the
classroom can only be examined trough observations. These discourses could help support the
information given by teachers in the interviews.
Third, although budget and resources were not analysed in this study, it does seem
important to mention it, given that previous literature on the implementation of curricular
reforms indicates its importance. One of the main weaknesses of previous curricular reforms
were the allocation of resources and not having correctly calculated its implementation costs.
Urban areas usually receive more resources than rural areas. However, both groups of teachers
stated not having received enough training and resources to properly implement the curriculum.
A study regarding adequate financing to see how the budget is distributed in urban and rural
areas would result in a better understanding of how to allocate resources.
Fourth, there is also a gap between the results students from private schools obtain
compared to the results of students from public schools. Although, students from private
schools only make up 40% of Peruvian students’ population, it would be important to see how
curricular implementation processes are carried out given that they perform higher than public
schools.
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Appendices
Appendix 1 Sample composition
Province

Area

School

Number of
teachers

Arequipa

Urban

1

8

Arequipa

Urban

2

7

Arequipa

Urban

3

6

Arequipa

Urban

4

5

Arequipa

Urban

5

4

Arequipa

Urban

6

9

Arequipa

Urban

7

7

Arequipa

Urban

8

7

Arequipa

Urban

9

6

Arequipa

Urban

10

8

Arequipa

Urban

11

8

Arequipa

Urban

12

9

Arequipa

Urban

13

9

Arequipa

Urban

14

9

Arequipa

Urban

15

8

Arequipa

Urban

16

7

Arequipa

Urban

17

7

Arequipa

Urban

18

5

Arequipa

Urban

19

9

Arequipa

Urban

20

8

Arequipa

Urban

21

5

Castilla

Rural

20

6

Total

151

32
102

Castilla

Rural

21

9

Castilla

Rural

22

7

Castilla

Rural

23

4

Castilla

Rural

24

6
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Appendix 2 Survey questionnaire in Spanish
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Appendix 3 Survey questionnaire in English
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Appendix 4 Variables and dimensions
Variable

Demographics

Dimension

Item

Scale

Type of questions

Teaching level

Part A , item 1

Nominal

Multiple choice

Subjects

Part A , item 2

Nominal

Multiple choice

Qualifications

Part A , item 3

Nominal

Multiple choice

Part B, items 1, 2

Nominal

Multiple choice

Part B, item 3

Interval

Multiple choice

Part B, item 5

Ordinal

Likert Scale 5 points

Implementation

Part B, items 4

Nominal

Multiple choice

Perceptions

Part C item 1,5

Ordinal

Likert Scale 5 points

Part C item 2

Ordinal

Likert Scale 5 points

Contents

Part C item 3

Nominal

Multiple choice

Assessment

Part C item 4

Nominal

Multiple choice

Part C item 6

Ordinal

Likert Scale 5 points

Part C item 7

Nominal

Multiple choice

Training

Curriculum
implementation

Competency
development

Teaching
practices
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Appendix 5 Test of reliability
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Appendix 6 Chi square test
Urban and rural school teachers’ perceptions of the new curriculum
Value

gl

Sig. Asymptotic
(bilateral)
0.27

Chi-square Pearson

2.61

2

Likelihood ratio

2.32

2

0.31

Linear by linear association

1.92

1

0.17

N of valid cases

183

Urban and rural school teachers’ perceptions of content requirements in the new
curriculum
Sig. Asymptotic
Value

gl

(bilateral)

Chi-square Pearson

6.94

2

0.03

Likelihood ratio

5.50

2

0.06

Linear by linear association

0.26

1

0.61

N of valid cases

183
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Appendix 7 Observed and expected frequencies

Urban

Rural

Total

Unimportant
perception

Moderately
important
perception

Important
perception

Total

Observed
frequency

21

100

30

151

Expected
frequency

23.1

99.0

28.9

151.0

11.5

54.6

16.4

82.5

Observed
frequency

7

20

5

32

Expected
frequency

4.9

21.0

6.1

32.0

3.8

10.9

2.7

17.5

28

120

35

183

28.0

120.0

35.0

183.0

15.3

65.6

19.1

100.0

Observed
frequency
Expected
frequency
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Appendix 8 Informed consent in Spanish
Quisiera participar en el proyecto de investigación “Percepciones acerca de la
implementación del nuevo Currículo Nacional”?
Esta es una petición para que participe en un proyecto de investigación cuyo propósito es
describir los significados que los docentes atribuyen a la nueva reforma curricular en las
escuelas urbanas y rurales de la provincia de Arequipa. En este documento, le proporcionamos
información sobre los objetivos del proyecto y en qué consistiría su participación.
Sobre los propósitos
Este estudio se enfocará en la implementación del nuevo Currículo Basado en Competencias
en Perú y las formas en que los docentes lo perciben e interpretan en el contexto urbano y rural.
Las preguntas de investigación para este proyecto son:
 ¿Qué significados atribuyen los maestros a los diferentes elementos del plan de estudios
basado en competencias en las escuelas urbanas y rurales?
 ¿Cómo se llevan a cabo los procesos de enseñanza y aprendizaje en el aula en las
escuelas urbanas y rurales?
¿Quién es responsable del proyecto de investigación?
La Universidad de Oslo es responsable del proyecto.
¿Por qué se le pide participar?
Este estudio tiene como objetivo hacer una comparación entre los significados atribuidos al
nuevo plan de estudios, las percepciones y las prácticas de enseñanza en las instituciones
educativas urbanas y rurales. Para lograr este propósito, se ha seleccionado una institución de
este municipio. Dado que la implementación del nuevo plan de estudios es obligatoria para
todas las escuelas, su escuela fue elegida al azar.
¿Qué significa para usted participar?
Si elige participar en el proyecto, se le pedirá que complete un cuestionario que le llevará aprox.
20 minutos. El cuestionario contiene preguntas sobre sus propias percepciones sobre el nuevo
currículo, las prácticas de enseñanza y la evaluación. Sus respuestas se registrarán
manualmente. Algunos de ustedes serán invitados a participar en otra entrevista. Habrá
información sobre sus propias percepciones sobre el nuevo plan de estudios, sus ventajas y
desventajas. Grabaré en audio las entrevistas y tomaré algunas notas de sus respuestas.
Participación
La participación en el proyecto es voluntaria. Si elige participar, puede retirar su consentimiento
en cualquier momento sin dar ninguna razón. Toda la información sobre usted será anónima.
No habrá consecuencias negativas si luego decide retirar su consentimiento y no participar más
en el estudio.
Su privacidad: ¿cómo almacenamos y utilizamos es su información?
Solo usaré su información para los fines que he indicado en esta carta. Trataré esta información
de manera confidencial y de acuerdo con las políticas de privacidad regidas por la Universidad
de Oslo. Solo yo y el supervisor tendremos acceso a la información que nos ha proporcionado.
Reemplazaré la información de su lugar de trabajo con un código para que no sea posible
rastrear la información hasta usted. Lo mismo se hará cuando se publiquen los resultados.
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La información que proporcione se procesará en Perú, pero será encriptada, por lo que, si sucede
algo, otras personas no tendrán acceso a ella.
¿Qué le sucede a la información cuando finaliza el proyecto de investigación?
Para proteger sus datos personales, se creará una clave de codificación. Una clave de
codificación reemplaza toda la información identificable con un código. Estas claves se
eliminarán cuando finalice el proyecto. Sus datos personales se procesarán de forma anónima
y no se mencionará su nombre ni su lugar de trabajo cuando se publiquen los resultados.
Además, las grabaciones de audio de las entrevistas se eliminarán una vez que se complete el
proyecto. El proyecto está programado para finalizar en mayo de 2020. Al final del proyecto,
se publicará la tesis de maestría y estará disponible en el repositorio de la Universidad de Oslo.
Sus derechos
Siempre que pueda ser identificado en el material, tiene derecho a:
- Obtener una idea de qué información personal está registrada sobre usted
- Solicitar que su información personal sea eliminada
- Obtener una copia de su información personal
- Presentar una queja al Defensor de la privacidad o la Inspección de datos con respecto al
procesamiento de sus datos personales.
¿Qué nos da derecho a procesar información personal sobre usted?
Procesamos información sobre usted en función de su consentimiento. La Universidad de Oslo,
y el Centro Noruego de Datos de Investigación (NSD) han considerado que el procesamiento
de datos personales en este proyecto cumple con las normas de privacidad.
¿Dónde puedo obtener mayor información?
Si tiene preguntas sobre el estudio o desea ejercer sus derechos, comuníquese con:
Romina Ramos: romina.ramos.solis@gmail o por teléfono + 47-96800517
Lene Buchert : lene.buchert@iped.uio.no o por teléfono + 47-22855985
Defensor de la Privacidad: personvernombud@uio.no
NSD - Centro Noruego de Datos de Investigación por correo electrónico (personalprotection
services@nsd.no) o por teléfono: 55 585985

-------------------------------------------------- -------------------------------------------------------------------------Declaración de consentimiento
He recibido y entendido la información sobre el proyecto "Percepciones acerca de la
implementación del nuevo Currículo Nacional”
Estoy de acuerdo con:
 Participar en el cuestionario
 Participar en la entrevista, de ser invitado posteriormente
 Que mis datos personales se procesen fuera de la Unión Europea
 Acepto que mi información sea procesada hasta que se complete el proyecto,
aproximadamente en mayo de 2020
_____________________________Firma
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Appendix 9 Informed consent in English
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