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Abstract 4 

This study analyzes the relevance of cross-curricular approaches in developing core 5 

competencies among first-year university students in Maputo, Mozambique. The research, 6 

conducted between August and November 2024, involved a sample of 250 students from 7 

both public and private higher education institutions using a structured questionnaire. The 8 

findings reveal a widespread concern among students regarding the insufficient acquisition 9 

of essential academic and professional skills, even after completing the second semester. 10 

Evidence suggests that existing curricular models predominantly favor disciplinary 11 

compartmentalization, often at the expense of holistic and integrative learning. Statistical 12 

analysis demonstrates significant correlations between the presence of cross-curricular 13 

elements and the self-reported development of competencies such as critical thinking, 14 

problem-solving, and effective communication. The results highlight that the systematic 15 

incorporation of transversal dimensions within curricula substantially enhances the 16 

integrated development of core skills, thereby preparing students for contemporary 17 

academic and professional challenges. The study concludes by recommending a deliberate 18 

redesign of curricular structures to include cross-curricularity as a central pillar of 19 

undergraduate education reform in Mozambique. 20 

Keywords: cross-curricular approaches, core skills, higher education, Mozambique, 21 

curriculum design. 22 

1. INTRODUCTION 23 

The increasing complexity of labor markets and societal demands has pressured higher 24 

education institutions to reconsider their pedagogical models, particularly concerning the 25 

development of core competencies among students in their first year of study. According to 26 

De Barros Torres and Almeida (2021), the first year of university represents a critical 27 

period of transition; students who enter higher education with limited academic readiness 28 

often face greater difficulties adapting to its intellectual and social demands. As these 29 

authors emphasize, the university context requires not only cognitive preparedness but also 30 

social and emotional adaptability that supports persistence and success in academic life. 31 

In the Mozambican context, Mandlate (2020) observes that, while national education 32 

policies underscore the importance of aligning higher education with the country’s 33 

development needs, the translation of these guidelines into institutional practices remains 34 

fragmented. Across universities, varying levels of commitment to curricular quality and 35 

innovation reveal an inconsistent implementation of reform principles, which may 36 

contribute to disparities in student outcomes. 37 



 

 

Laita (2014) further argues that meaningful educational reform requires systemic 38 

coherence. Changes within one subsystem must be accompanied by corresponding 39 

transformations across others, as educational structures are interdependent. Failure to 40 

ensure such coherence risks reducing reforms to superficial exercises, unable to produce 41 

sustainable improvement. 42 

The central problem that motivated this investigation lies in the apparent discrepancy 43 

between the basic competencies developed by first-year university students in Maputo and 44 

those required for academic and professional success. Many students, even after completing 45 

the second semester, express uncertainty regarding their foundational abilities, suggesting 46 

that current curricula may not be adequately supporting their development. 47 

Accordingly, the general objective of this study is to examine the importance of 48 

implementing cross-curricular approaches during the first year of higher education as a 49 

means of enhancing students’ acquisition of core skills. Specifically, the research seeks to: 50 

1. Identify the key core competencies that first-year students perceive as insufficiently 51 

developed within current curricular structures; 52 

2. Analyze the relationship between the presence of cross-curricular elements and 53 

students’ perceived development of basic competencies; 54 

3. Propose practical guidelines for effectively integrating cross-curricular approaches 55 

into first-year higher education programs in Mozambique. 56 

The relevance of this study rests on three primary dimensions. From an academic 57 

standpoint, it contributes to the body of knowledge on curricular structuring in 58 

Mozambican higher education, a topic still underexplored in scholarly literature. 59 

Institutionally, it provides empirical insights that can inform curriculum redesign efforts 60 

aimed at producing more coherent and integrated undergraduate programs. Finally, from a 61 

societal perspective, the study offers potential contributions to the improvement of 62 

educational quality in Mozambique, with implications for national human capital 63 

development and the formation of a competent, adaptable workforce. 64 

2. LITERATURE REVIEW 65 

This section addresses the conceptualization of cross-curricular approaches, highlighting 66 

their multiple interpretations and applications within educational contexts. It also discusses 67 

the importance of basic competencies in higher education, which are essential for the 68 

comprehensive development of students and the acquisition of transferable skills. 69 

Furthermore, it explores the relationship between curricular transversality and skills 70 

development, emphasizing how integrative practices can foster more contextualized and 71 

meaningful learning. Finally, international experiences of cross-curricular implementation 72 

are presented, offering examples of best practices and challenges encountered in various 73 

educational settings worldwide. 74 



 

 

2.1. Conceptualizing Cross-Curricular Approaches  75 

The concept of cross-curricular or transversal approaches has gained increasing 76 

prominence in educational reform debates, particularly in higher education. According to 77 

Annala, Lindén, and Mäkinen (2016), cross-curricular refers to the deliberate integration of 78 

knowledge, skills, and values that transcend disciplinary boundaries, promoting meaningful 79 

connections among diverse fields of study. This integration encourages learners to perceive 80 

knowledge as an interconnected whole rather than as isolated fragments of information. 81 

Laita (2014) expands this definition within the framework of the Bologna Process, 82 

emphasizing that its educational paradigm is fundamentally student-centered and grounded 83 

in the acquisition of both specific and transversal competencies. Such a paradigm promotes 84 

active and participatory learning methodologies, fostering environments conducive to 85 

developing professional expertise alongside general, transferable skills that enable 86 

graduates to adapt to new realities and perform competently in diverse contexts. 87 

In the specific context of Mozambican higher education, cross-curricular may be understood 88 

as a deliberate pedagogical strategy to counteract the tendency toward premature 89 

specialization, thereby encouraging a more holistic understanding of knowledge and 90 

phenomena. Nevertheless, as Laita (2014) highlights, university curricula remain largely 91 

organized along disciplinary lines, which inevitably leads to knowledge fragmentation and 92 

compartmentalized learning. 93 

From a curriculum design perspective, this traditional organization, based on isolated 94 

subjects, can hinder the integration of knowledge and impede the development of a 95 

comprehensive understanding of complex issues. Moreover, as curriculum designers 96 

recognize, the mere inclusion of “transversal topics” within syllabi does not guarantee 97 

meaningful learning. True cross-curricular demands an epistemological and pedagogical 98 

transformation, a shift from rhetoric to practice, requiring substantial changes in how 99 

teaching, assessment, and academic organization are conceived and enacted. As Barnett and 100 

Coate (2005) argue, curriculum reform must reconsider not only what is taught, but also 101 

how and for what purpose. 102 

In Mozambique, where structural challenges such as limited resources, high teaching loads, 103 

and institutional rigidity persist, the authentic implementation of cross-curricular education 104 

demands sustained investment in faculty development, the creation of interdisciplinary 105 

working spaces, and the revision of regulatory frameworks that perpetuate fragmented 106 

educational logics. 107 

Importantly, cross-curricular does not oppose disciplinary knowledge but rather seeks its 108 

critical integration through intentional and pedagogically sound articulation among areas of 109 

study. The role of curriculum design, in this sense, is to create learning ecosystems that 110 

promote dialogue across disciplines, collective knowledge construction, and the 111 

development of competencies grounded in students’ social, economic, and cultural realities. 112 

Thus, cross-curricular education transcends a purely methodological option to represent a 113 



 

 

political-pedagogical stance aimed at forming critical citizens capable of systemic thinking 114 

and responsible action in an interconnected world. The curriculum, therefore, should evolve 115 

from being a set of isolated components into a network of meanings, where knowledge is 116 

constructed through interrelation rather than separation. 117 

2.2. CoreCompetencies in Higher Education 118 

Contemporary research has sought to identify and systematize the essential competencies 119 

required for university students to succeed in academic and professional environments. 120 

Donaciano and Almeida (2011) developed the Scale of Learning Competencies and Strategies 121 

in Higher Education (ECEA-Sup), which assesses Mozambican university students’ 122 

competencies across three main dimensions: 123 

1. Cognitive dimension – encompassing comprehension and problem-solving skills; 124 

2. Behavioral dimension – relating to time management, study organization, and 125 

academic habits; 126 

3. Motivational dimension – referring to the students’ internal drive to engage and 127 

persist in academic work. 128 

This model can be extended to four broader domains: cognitive (critical thinking, problem-129 

solving), communicative (oral and written expression), social-relational (teamwork, 130 

adaptability), and technical-methodological (digital literacy, research skills). 131 

Suleman (2017, cited in Laranjeiro, Suleman, & Botelho, 2020) identified six key 132 

competencies that enjoy consensus in the literature: communication, teamwork, analytical 133 

and critical thinking, learning ability, information technology, and planning and 134 

organizational skills. Laita (2014) contends that, in Mozambique, Bologna-inspired 135 

educational models promote the integration of transversal competencies, active learning 136 

methodologies, and learning situated across multiple contexts, all of which align with the 137 

principles of connective thinking and transferable learning. 138 

It is also essential to note that the development of core competencies during the first year of 139 

university should be culturally grounded, reflecting the linguistic and socioeconomic 140 

contexts in which learning occurs. Competency-based education must therefore 141 

acknowledge students’ diverse backgrounds and promote inclusion and equity in academic 142 

success. 143 

2.3. The Relationship between Cross-Curricular and Competency Development 144 

The positive relationship between cross-curricular approaches and the development of 145 

basic competencies has been well-documented in international studies. Paraskeva (2014), 146 

through his Itinerant Curriculum Theory (ICT), proposes a dynamic and context-sensitive 147 

understanding of curriculum, emphasizing the integration of multiple epistemologies and 148 

the adaptation of educational practice to cultural, historical, and political realities. This 149 



 

 

theory challenges standardized curriculum models and advocates for an education that 150 

values diversity and social justice. 151 

Paraskeva’s (2014) framework is particularly relevant in peripheral and structurally 152 

challenged educational contexts such as Mozambique, where curricular reforms often 153 

encounter systemic and institutional barriers. His theory provides an epistemological 154 

foundation for resisting homogenizing curricular models, advocating instead for locally 155 

grounded curriculum design that responds to the lived realities of learners. 156 

Similarly, Mandlate (2020) warns that the National System for Evaluation, Accreditation, and 157 

Quality Assurance in Higher Education (SINAQES) risks becoming a bureaucratic mechanism 158 

serving elites and commercial interests rather than advancing educational equity. Without 159 

genuine and integrated implementation, curriculum reforms may inadvertently reinforce 160 

social inequalities instead of reducing them. 161 

The convergence between the perspectives of Mandlate (2020) and Paraskeva (2014) 162 

underscores that curricular reform can yield meaningful transformation only when it 163 

integrates epistemological cross-curricular with critical contextualization. Without systemic 164 

integration and ethical commitment, the disjunction between higher education and societal 165 

needs will persist. Curriculum, therefore, must transcend fragmented and colonial 166 

structures, fostering spaces for critical reflection, creativity, and transformative learning. 167 

3. METHODOLOGY 168 

This research adopted a descriptive-correlational design with a mixed-methods approach 169 

(quantitative and qualitative). This methodological choice allowed not only the 170 

quantification and description of patterns related to students’ basic competencies and 171 

curricular approaches but also for an in-depth understanding of their perceptions and 172 

experiences. 173 

The study was conducted in Maputo, Mozambique, across both public and private higher 174 

education institutions. Data collection took place between August and November 2024, 175 

coinciding with the end of the academic year, an appropriate moment to evaluate students’ 176 

perceptions of the competencies developed during their first university year. 177 

The target population comprised first-year undergraduate students enrolled in various 178 

programs. The sample consisted of 250 students, equally distributed between public and 179 

private institutions, selected through quota sampling to ensure representativeness across 180 

academic fields and institutional types. 181 

The main instrument was a structured questionnaire divided into three sections: 182 

1. Sociodemographic and academic characteristics (7 items); 183 

2. Perceived Development of Core Competencies Scale (24 items, 5-point Likert scale); 184 

3. Cross-Curricular Elements Identification Scale (18 items, 5-point Likert scale). 185 



 

 

Additionally, semi-structured interviews were conducted with 25 students (10% of the 186 

sample), randomly selected from the survey participants, to deepen understanding of their 187 

experiences and perceptions regarding cross-curricular practices. 188 

After obtaining informed consent, questionnaires were administered both in person and 189 

online (via Google Forms). Interviews were recorded with participants’ authorization and 190 

conducted in confidential settings to ensure openness and authenticity of responses. 191 

Quantitative data were analyzed using SPSS version 28.0, applying descriptive statistics 192 

(frequencies, means, and standard deviations) and inferential tests (Pearson’s correlations, 193 

factor analysis, and multiple regression).Qualitative data from interviews were analyzed 194 

through thematic content analysis using NVivo version 14.0, enabling the identification of 195 

emerging patterns and cross-case insights. 196 

The study complied with all ethical research principles, including informed consent, data 197 

confidentiality, and participant anonymity. Institutions interested in the research outcomes 198 

received summary reports of the findings. 199 

4. ANALYSIS AND DISCUSSION OF THE RESULTS 200 

The study sample comprised 250 first-year university students in Maputo, equally 201 

distributed between public (50%) and private (50%) institutions. In terms of gender, there 202 

was a slight predominance of female participants (54%) over male (46%). Participants’ 203 

ages ranged from 18 to 32 years, with a mean of 20.7 years (SD = 2.8). Table 1 presents the 204 

distribution of participants by field of study. 205 

Table 1: Distribution of participants by field of study 206 

Field of Study Frequency Percentage (%) 
Social and Human Sciences 75 30.0 
Exact and Natural Sciences 48 19.2 
Engineering and Technology 62 24.8 
Health Sciences 35 14.0 
Agricultural Sciences 17 6.8 
Arts and Design 13 5.2 
Total 250 100 
Source: Authors (2024) 207 

4.1. Perceptions of Core Competency Development 208 

The analysis of students’ self-reported perceptions regarding the development of their basic 209 

competencies during the first year of university revealed a concerning pattern. Figure 1 210 

displays the average perception scores for the six main categories of competencies 211 

assessed. 212 



 

 

Figure 1: Average perception of basic competency development (scale from 1 to 5) 213 

 214 
Source: Authors (2024) 215 

As can be observed, all competency categories recorded mean scores below 3.5 on a five-216 

point scale, indicating a moderate perception of development. Particularly alarming are the 217 

scores for critical thinking (M = 2.85; SD = 0.73) and complex problem-solving (M = 2.91; SD 218 

= 0.81), both considered foundational for academic success. These findings underscore the 219 

need for targeted attention. 220 

Qualitative evidence from interviews reinforced this pattern.A Civil Engineering student 221 

stated: 222 

“I’ve learned many isolated theoretical concepts, but I struggle to connect them when 223 

solving real problems in my field.” (Interviewee 7) 224 

Similarly, a Sociology student noted: 225 

“We are at the end of the year, and I still feel insecure about writing an academic paper or 226 

analyzing a scientific text critically.” (Interviewee 15) 227 

These testimonies reveal not only gaps in skill development but also a growing student 228 

awareness of curricular fragmentation.Indeed, 72% of respondents expressed a sense that 229 

“something is missing” in their basic preparation, signaling structural weaknesses in 230 

curricular design rather than mere adjustment difficulties. 231 

This perception aligns with Campira, Bulaque, and Almeida (2021), who found that low 232 

levels of student satisfaction and engagement in Mozambican universities correlate strongly 233 

with intentions to change programs and reduced classroom participation. 234 

Such findings suggest that dissatisfaction is not a temporary adaptation issue but an 235 

indicator of deeper curricular limitations. 236 

Consequently, the results point to a systemic challenge: the inability of current curricular 237 

strategies to provide integrated, meaningful, and motivating learning experiences. Instead 238 

of fostering key competencies such as critical thinking, academic literacy, and problem-239 



 

 

solving, many programs operate as disconnected academic itineraries, misaligned with 240 

students’ realities and labor market demands. 241 

This data must therefore be interpreted not merely as indicators of temporary 242 

dissatisfaction but as warning signs urging the curricular reconfiguration through more 243 

transversal, contextually relevant, and student-centered approaches. 244 

4.2. Cross-Curricular Elements in Current Curricula 245 

The analysis of cross-curricular elements within current curricular structures revealed a 246 

predominance of compartmentalized approaches. Table 2 Frequency of Perceived Cross-247 

Curricular Indicators (N = 250). 248 

Table 2: Frequency of Perceived Cross-Curricular Indicators (N = 250) 249 

Indicator of Transversality 
Never 

(%) 
Rarely 

(%) 
Sometimes 

(%) 
Frequently 

(%) 
Always 

(%) 
Integrative projects across 
disciplines 

34.8 38.4 18.0 7.2 1.6 

Addressing the same topic 
from different disciplinary 
perspectives 

25.2 42.0 22.4 8.8 1.6 

Assessments integrating 
knowledge from multiple 
disciplines 

40.0 36.8 15.2 6.4 1.6 

Instructors explicitly 
referencing other disciplines 

21.6 41.2 24.8 9.6 2.8 

Activities promoting transfer 
of learning across contexts 

29.2 38.0 23.2 8.0 1.6 

Source: Authors (2024) 250 

Most students reported rare or nonexistent cross-curricular experiences, confirming the 251 

persistence of fragmented teaching practices.This aligns with Assane and Nascimento 252 

(2022), who attribute such fragmentation in Mozambican higher education to limited 253 

pedagogical training for university instructors, hindering effective interdisciplinary 254 

teaching. 255 

Qualitative interviews deepened this diagnosis. A recurring theme in students’ narratives 256 

was the perception of “disciplinary silos” with minimal interconnection. As one Economics 257 

student stated: 258 

“Each professor seems to teach as if their subject is the only one that matters, without 259 

linking it to what we learn elsewhere.” (Interviewee 3) 260 

This perception echoes Morin’s (2000) critique of the compartmentalization of knowledge. 261 

According to Morin, such fragmentation prevents the development of “general intelligence,” 262 

the ability to perceive connections and complexities across systems. 263 

In an age of multidimensional challenges, the absence of curricular integration restricts the 264 



 

 

cultivation of essential competencies such as critical thinking, problem-solving, and the 265 

capacity to synthesize diverse forms of knowledge. 266 

Moreover, the lack of teacher preparation for cross-curricular pedagogy highlights the need 267 

for faculty development policies. True curricular integration requires not only coherent 268 

design but also pedagogical competence to implement it effectively. This involves 269 

epistemological literacy, collaboration among faculty, and institutional support for 270 

interdisciplinary initiatives. 271 

Thus, the data does not merely reveal curricular gaps, they call for a paradigm shift in 272 

university teaching practice and institutional organization, grounded in collaboration, 273 

reflection, and the intentional promotion of transversal learning.Strengthening cross-274 

curricular approaches necessitates institutional commitment to integration, supported by 275 

training policies, collaborative pedagogical models, and instructional structures that enable 276 

connections across fields of knowledge. 277 

4.3. Relationship Between Cross-Curricular and Competency Development 278 

The correlational analysis between indicators of curricular transversality and students’ 279 

perceptions of basic competency development revealed statistically significant associations, 280 

as illustrated in Figure 2. 281 

Figure 2: Correlations between cross-curricular indicators and perceived 282 

development of basic competencies 283 

 284 
Source: Authors (2024) 285 

A moderate to strong positive correlation was observed (r ranging from 0.47 to 0.68; p < 286 

0.001) between the perceived presence of cross-curricular elements and students’ self-287 

reported development of basic competencies. This association was particularly robust in 288 

relation to competencies such as critical thinking (r = 0.62) and problem-solving (r = 0.68). 289 

Multiple regression analysis showed that the five curricular transversality indicators 290 

collectively explained approximately 48% of the variance in perceived competency 291 

development (R² = 0.483; p < 0.001), which constitutes a substantial effect. 292 



 

 

The strength of these correlations, particularly regarding critical thinking and problem-293 

solving, may be interpreted considering Beane’s (1997) contributions, who argues that 294 

curricular integration fosters an organic articulation of knowledge, bringing learning closer 295 

to students' lived experiences and thereby enabling the development of more critical and 296 

functional understandings. This perspective is echoed by Morin (2000), who calls for the 297 

overcoming of compartmentalized knowledge structures through an education oriented 298 

toward complexity and disciplinary interconnection. 299 

Nevertheless, despite the significance of these findings, further investigation is required to 300 

understand the institutional dynamics that either facilitate or hinder the effective 301 

implementation of transversal curricular practices. In this regard, the comparative analysis 302 

between public and private institutions, discussed in the following section, may reveal 303 

differentiated patterns in the adoption and effectiveness of such approaches, highlighting 304 

the role of institutional policies, faculty training, and available resources. 305 

It is also important to acknowledge the limitations of self-reported data, which, while 306 

valuable for capturing students’ perceptions and experiences, may be influenced by 307 

subjective factors. Therefore, future research should consider combining quantitative and 308 

qualitative methods, such as classroom observation and in-depth interviews with faculty, to 309 

achieve a more comprehensive and validated understanding of the effects of curricular 310 

transversality. 311 

4.4. Differences Between Public and Private Institutions 312 

The comparative analysis between public and private institutions revealed a differentiated 313 

landscape, as shown in Figure 3. 314 

Figure 3: Comparison of curricular transversality indicators between public and 315 

private institutions 316 

 317 

Source: Authors (2024) 318 



 

 

Findings indicate that private institutions exhibit, on average, slightly higher levels of 319 

implementation of cross-curricular practices (M = 2.46; SD = 0.82) compared to public 320 

institutions (M = 2.18; SD = 0.74). The difference is statistically significant (t(248) = 2.79; p< 321 

.01), suggesting a measurable disparity in the degree to which transversal approaches are 322 

embedded across institutional types. 323 

This disparity may be interpreted considering the observations made by Almeida et al. 324 

(2022), who emphasize that public higher education institutions often face budgetary 325 

constraints, internal bureaucracy, and greater rigidity in modifying curricular plans. These 326 

structural obstacles hinder the agile adoption of innovative and cross-curricular practices 327 

that require pedagogical reorganization, investment in faculty training, and increased 328 

curricular flexibility. 329 

Conversely, private institutions, operating under more flexible and market-oriented logic, 330 

tend to adopt student-centered pedagogical approaches more readily. The same study by 331 

Almeida et al. (2022) notes that private institutions are often more receptive to the 332 

introduction of active methodologies, project-based learning, and interdisciplinary work, all 333 

of which support curricular transversality. 334 

However, it is crucial to stress that a higher degree of implementation does not necessarily 335 

translate to greater depth or effectiveness. As emphasized by Beane (1997) and Morin 336 

(2000), curricular transversality is not limited to the occasional integration of common 337 

themes across subjects. Rather, it entails a holistic curricular conception in which 338 

knowledge is mobilized in contextualized, critical, and meaningful ways. Without this 339 

foundational vision, there is a risk of implementing transversality in a superficial manner—340 

devoid of pedagogical intentionality and formative coherence. 341 

Moreover, the student-centered learning paradigm, as highlighted by Almeida et al. (2022), 342 

requires enabling conditions that are not always present—even in private institutions. 343 

These include a faculty with updated pedagogical training, mechanisms for reflective 344 

assessment, and institutional structures that promote interdepartmental and 345 

interdisciplinary collaboration. 346 

Accordingly, the observed differences between public and private institutions should not be 347 

interpreted as a value judgment, but rather as a reflection of differing institutional 348 

conditions that shape the capacity for curricular innovation. 349 

From a curricular design perspective, these results underscore the importance of 350 

institutional adaptability in promoting transversality. While both systems share the same 351 

educational goals, private institutions appear better positioned to translate policy 352 

intentions into concrete pedagogical actions. Strengthening collaboration and knowledge 353 

transfer between sectors could therefore serve as a catalyst for more equitable and 354 

coherent curricular reform across Mozambique’s higher education landscape. 355 

4.5. Priority Areas for Intervention 356 



 

 

An integrated analysis of both quantitative and qualitative data enabled the identification of 357 

four priority areas for curricular intervention aimed at strengthening transversality and, 358 

consequently, enhancing the development of basic competencies: 359 

1. Integrated Academic Literacy:A significant majority (84%) of students expressed 360 

the need for greater support in developing academic writing, research, and 361 

information management skills—integrated within disciplinary content. As Lea and 362 

Street (2006) assert, challenges related to academic literacy extend beyond the 363 

acquisition of technical skills and involve understanding the epistemological 364 

conventions, modes of thinking, and discursive practices specific to each discipline. 365 

In this sense, a cross-curricular approach to literacy—embedded within the 366 

curriculum—is more effective than isolated remedial models. 367 

2. Contextualized Critical Thinking:About 79% of respondents desired more 368 

opportunities to engage in critical analysis applied to real-world and context-369 

specific problems. This finding is consistent with the research of Almeida et al. 370 

(2022), who underscore critical thinking as a key 21st-century competency and 371 

advocate for pedagogical approaches that promote questioning, reasoned debate, 372 

and complex problem-solving. For critical thinking to be effective, it must be 373 

cultivated in authentic contexts, through tasks that challenge students to mobilize 374 

diverse knowledge and formulate well-grounded judgments. 375 

3. Collaborative Problem Solving:Approximately 76% of students highlighted the need 376 

for integrative projects that encourage teamwork and the multidisciplinary handling 377 

of complex challenges. Johnson, Johnson, and Smith (2014) demonstrate that 378 

cooperative learning environments not only enhance content acquisition but also 379 

foster socioemotional and metacognitive competencies that are critical to academic 380 

and professional success. This approach is particularly effective in higher education 381 

settings that value interdisciplinarity and knowledge complexity. 382 

4. Applied Digital Literacy:About 72% of respondents emphasized the importance of 383 

developing technological skills in alignment with the specific content of their 384 

academic disciplines. According to Christine (2017), digital literacy should be 385 

treated as a transversal competency, cutting across disciplines and enhancing active, 386 

participatory, and autonomous learning. 387 

These four areas reflect not only perceived gaps but also concrete opportunities for 388 

curricular innovation. Their identification reinforces the need to abandon fragmented 389 

pedagogical models in favor of a systemic and transversal approach that recognizes 390 

competencies as integral elements of the educational trajectory. The convergence between 391 

empirical findings and the trends described by scholars such as Lea and Street, Johnson et 392 

al., and Christine confirms the validity of the results presented and points to viable 393 

pathways for curriculum redesign. 394 



 

 

More than addressing existing deficits, interventions in these areas represent a strategic 395 

opportunity to align higher education with the contemporary challenges of knowledge, 396 

work, and citizenship. This alignment between perceived needs and scientific evidence 397 

offers a compelling rationale for the formulation of educational and institutional policies 398 

that prioritize transversality and the holistic development of students. 399 

5. FINAL CONSIDERATIONS 400 

This study aimed to analyze the significance of cross-curricular approaches during the first 401 

year of higher education in developing basic competencies among university students in 402 

Maputo, Mozambique. The results obtained support robust and potentially impactful 403 

conclusions for educational policy and pedagogical practice in Mozambican higher 404 

education. 405 

First, the findings reveal a widespread perception among students that their basic 406 

competencies, particularly critical thinking, complex problem-solving, and academic 407 

literacy, are not being adequately developed during their first year of university. This 408 

formative gap is especially concerning given that these competencies constitute 409 

fundamental pillars for academic progression and future professional integration. 410 

Second, the data demonstrates the prevalence of compartmentalized curricular models, 411 

marked by limited disciplinary integration and few opportunities for students to establish 412 

meaningful connections across areas of knowledge. This curricular fragmentation appears 413 

to be a key explanatory factor for the perceived deficiencies in basic competency 414 

development. 415 

A central finding of this study is the statistically significant correlation between the 416 

presence of curricular transversality elements and the self-perceived development of basic 417 

competencies. This strong association suggests that the systematic implementation of 418 

pedagogical practices that promote knowledge integration can serve as an effective strategy 419 

for strengthening foundational student training during the first year of higher education. 420 

Equally relevant is the identification of four priority areas for curricular intervention: 421 

integrated academic literacy, contextualized critical thinking, collaborative problem-solving, 422 

and applied digital literacy. These domains offer concrete and strategic guidance for 423 

reformulating curricula with a view to fostering transversality and promoting more 424 

effective competency development. 425 

The observed differences between public and private institutions in the implementation of 426 

transversal practices underscore the importance of considering structural and contextual 427 

factors in the planning of curricular reforms. Educational policies aimed at promoting 428 

curricular transversality should include targeted support for institutions facing greater 429 

structural constraints. 430 

Based on the findings, the following recommendations are proposed: 431 



 

 

1. Comprehensive curriculum review of first-year programs in Mozambican higher 432 

education, explicitly incorporating transversal elements to support integrated basic 433 

skills development; 434 

2. Faculty development programs focused on integrative pedagogies and cross-435 

curricular approaches; 436 

3. Institutional support structures for the implementation and monitoring of 437 

transversal practices; 438 

4. Competency assessment systems to evaluate the development of basic skills 439 

throughout the first academic year and enable timely interventions; 440 

5. Longitudinal research on the medium- and long-term impacts of cross-curricular 441 

approaches on students’ academic and professional success. 442 

In summary, this study provides solid empirical evidence for the critical role of cross-443 

curricular approaches in fostering the development of basic competencies among first-year 444 

university students in Maputo. The findings have significant implications for educational 445 

research, pedagogical practice, and institutional policy, contributing to a well-founded 446 

reconfiguration of existing curricular models in Mozambican higher education. 447 

While the study’s limitations, namely its focus on a single city and its cross-sectional design, 448 

warrant cautious generalization, they also point to future research directions. Further 449 

studies should explore other regions of Mozambique and adopt longitudinal designs to 450 

better capture the temporal evolution of competency development. 451 

Nonetheless, the results presented herein offer valuable insights for informing curriculum 452 

transformation efforts that strengthen the foundational training of Mozambican university 453 

students, thereby better equipping them to meet academic and professional challenges 454 

ahead. 455 
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