
Curriculum Provision Studies: Contextualization, Adaptation, and Contemporary Curriculum Models 

Mandado Gizachew

February, 2026


Table of Contents

Title Page

Unit One: Introduction

Unit Two: Executive Summary

Unit Three: Contextualization and Adaptations of Curriculum and Instruction

3.2 Contextualization across Educational Levels and Disciplines: A Comparative Analysis of Pedagogical, Epistemological, and Policy Dimensions

Layer 1: Pedagogical Contextualization

Layer 2: Epistemological Contextualization

Layer 3: Policy-Mediated Contextualization

For Policy Makers

For Teacher Education

For Professional Education

3.3  A Comparative Analysis across Mathematics, History, and Competency-Based Curriculum Reform

Structural Capacity

Identity Positioning

Epistemic Recontextualization

Structural Competence Enactment

Level 1: Representational Contextualization

Level 2: Epistemic Contextualization

Level 3: Structural Contextualization

3.4  A Comparative and Integrative Analysis

1, Individual Level

2 Institutional Level

3 System Level

4 Socioeconomic Level

3.5  Belonging, Teacher Leadership, and Curriculum Adaptation

How do curriculum policy texts, teacher leadership structures, and adaptation practices interact to shape belonging and participation in diverse educational contexts?

Policy as Text and Process

Curriculum Fidelity, Adaptation, and Enactment

1, Macro-Level Principles

2 Meso-Level Principles

3 Micro-Level Principles

The Implementation Gap

1 Decentralization and Hierarchy

2 Teacher Leadership Dimensions

3 Peer Networks and Curriculum Work

1 Determinants of Disadvantage

2 Barriers to Fidelity

3 Adaptation Types

4 Difficulties

Comparative Synthesis: Macro, Meso, and Micro Tensions | 1 Macro: Policy Ideals

.2 Meso: Institutional Mediation

3 Micro: Classroom Adaptation

3.5 A Multi-Level Model of Curriculum, Belonging, and Agency

Level 1: Normative Policy Text

Level 2: Professional Agency Structures

Level 3: Contextual Adaptation Practices

Implications for Curriculum Reform

3.5  Centralization, Sense-Making, and Curriculum Justice

Adaptation Patterns

Sense-Making Theory

Quality Education Frameworks

Comparative Contexts: Türkiye and Sweden | Türkiye: Centralized Governance

Sweden: Decentralized Governance

Findings Revisited: Adaptation Across Systems | Similarity in Adaptation Patterns

Divergence in Perceptions

Sense-Making and Mediation Mechanisms | Turkish Teachers: Assimilation with Constraint

Beliefs and Cultural Scripts

Intended Curriculum Structure and Cognitive Demands

Adaptation and Social Justice

Layer 1: Governance Structure

Layer 2: Intended Curriculum Design

Layer 3: Teacher Sense-Making

Layer 4: Adaptation Patterns

Outcomes:

. Implications | For Curriculum Policy

For Teacher Education

For Social Justice

For Comparative Research

3.6 Teacher Working Conditions and Leadership

Key Findings:

Quality Assurance and School Evaluation

Key Findings:

Implication:

3.7  Professional Development: Needs, Impacts, and Barriers

Cross-Study Synthesis

3.7 Teacher Attitudes Toward Learner-Centered Pedagogy (LCP)

Key Findings:

Implications:

3.8  University Teaching Competences

Competence Dimensions:

Measurement:

Implications:

Key Findings:

Measurement:

Implications:

Key Findings:

Measurement:

Implications:

5. Cross-Study Synthesis

6. Integrated Implications

3.10 Teacher Beliefs and Curriculum Reform in China

Key Findings:

Measurement:

Implications:

2. Indigenous Knowledge Systems (IKS) and Geography Education in Zimbabwe

Key Findings:

Measurement:

Policy and Pedagogical Implications:

3. Cross-Study Synthesis: Beliefs, Knowledge Systems, and Pedagogy

4. Integrated Conceptual Insights

Unit Four:  Competency Based Curriculum | 4.1 Competency-Based Curriculum and Teacher Beliefs

Teacher Beliefs and Curriculum Reform: China and Beyond

Cross-Case Analysis: Teacher Beliefs, CBC, and Pedagogy

4.2 Competency-Based Curriculum (CBC) Across Educational Levels

4.3 Competency-Based Curriculum (CBC): Conceptualizations, Causes, Theoretical Perspectives, Implementation, and Policy Implications

4.4 Findings on Competency-Based Curriculum (CBC) Implementation: Synthesis Across Countries | 1. Teacher Preparedness and Professional Development

Competency-Based Curriculum (CBC) / Competency-Based Education (CBE): Synthesized Findings

4.5 Pedagogical Considerations in Competency-Based Education

4.6 School-Based Curriculum Development (SBCD)

4.6 School-Based Curriculum Development (SBCD) and Teacher Professional Development

Competency-Based Curriculum (CBC) in Kenya and Tanzania | Objectives and Benefits

4.7 Competency-Based Curriculum (CBC) Implementation: Concepts, Practices, Determinants, Challenges, and Implications

4.8 Competency-Based Education (CBE) in Africa: Teachers’ Perceptions, Practices, and Challenges

4.10 Comparative Analysis of CBC Implementation in Tanzania and Kenya

2,Kenya

Common Ground:

2. Teachers’ Perception and Preparedness | Tanzania:

Kenya:

Comparison:

3. Implementation Challenges | Tanzania:

Kenya:

Comparison:

4. Pedagogical and Assessment Approaches | Tanzania:

Kenya:

Comparison:

5. Recommendations from Studies | Tanzania:

Kenya:

References

	[image: ]
	 	[image: ]


[image: ]

Unit One: Introduction 

[image: ]


Curriculum reform over the past decade has increasingly conceptualized curriculum development as a participatory, context-responsive, and practice-oriented process rather than a purely technical design exercise. Contemporary scholarship emphasizes distributed leadership, teacher agency, and collaborative curriculum-making as prerequisites for coherence between policy and classroom practice (Mwanza & Changwe, 2020; Soini et al., 2022). When teachers are excluded from design processes, implementation dissonance emerges, characterized by pedagogical uncertainty and superficial compliance. Competency-Based Curriculum (CBC), in particular, requires alignment between intended outcomes, pedagogy, and assessment, making teacher participation indispensable. Cross-national evidence indicates that curriculum coherence depends on integrating classroom knowledge, professional expertise, and socio-cultural realities into policy frameworks (Rasmussen et al., 2021; Syafruddin et al., 2024). Thus, effective curriculum development is iterative and dialogical, linking macro-level competence frameworks with meso-level institutional cultures and micro-level instructional enactment.

Curriculum contextualization refers to adapting national or standardized curricula to local socio-cultural, linguistic, and economic realities to enhance relevance and learner engagement. Research demonstrates that “one-size-fits-all” curriculum models often fail to foster transferable knowledge or meaningful participation, especially in diverse or disadvantaged contexts (Karataş et al., 2024; Wang & Paine, 2023). Contextualization strategies include revising examples, integrating community knowledge, connecting content to real-world challenges, and aligning learning tasks with local labor-market demands. In CBC systems, contextualization supports competence mastery by linking abstract outcomes to authentic applications. However, contextualization operates along a continuum—from surface-level representational adjustments to deeper epistemic transformation that reshapes how knowledge is constructed and applied (Rubel & McCloskey, 2021). Its effectiveness depends on teacher agency, assessment alignment, and policy flexibility that permits localized interpretation without undermining national standards.

Curriculum adaptation, closely related to contextualization, involves deliberate teacher modifications of official curriculum materials to align with classroom realities. Recent studies identify structured adaptation patterns such as omission, extension, revision, and replacement (Karataş et al., 2024; Bümen & Holmqvist, 2022). In centralized systems, adaptation may be framed defensively to maintain compliance, whereas decentralized systems normalize adaptation as inherent to professional practice. Within CBC reforms, adaptation becomes essential because competency attainment requires differentiated pathways rather than uniform delivery. Teachers adapt mathematical explanations, simplify language tasks, modify science experiments, and integrate project-based approaches to support learner diversity (Syafruddin et al., 2024). Importantly, adaptation must balance fidelity and responsiveness; excessive rigidity undermines relevance, while unstructured modification risks weakening curriculum coherence (Hargreaves et al., 2023).

Instructional adaptation operates at the pedagogical level, focusing on differentiated teaching methods, learning processes, and assessment strategies. CBC inherently demands adaptive pedagogy because learners progress through mastery rather than seat time. Differentiation across content, process, and product supports equity and inclusion in heterogeneous classrooms (Tomlinson, 2001; Prajalani et al., 2021). In practice, this includes scaffolded tasks, flexible grouping, formative feedback, and performance-based assessment aligned with competencies. Universal Design for Learning principles further strengthen inclusive implementation in higher education and TVET contexts. Evidence suggests that adaptive teaching enhances engagement, conceptual understanding, and learner autonomy when supported by professional development and collaborative school cultures (Darling-Hammond et al., 2017; Wang & Liao, 2023). Without instructional adaptation, CBC risks reverting to traditional transmission methods inconsistent with competence-oriented goals.

Teacher beliefs, leadership, and professional competence mediate curriculum enactment and CBC success. Studies across Africa and Asia demonstrate that hybrid belief systems—combining constructivist aspirations with traditional exam-oriented practices—shape how reforms are interpreted (Zhang & Liu, 2014; Otara et al., 2019). Teacher leadership and collaborative cultures facilitate shared decision-making and reflective dialogue, strengthening localized curriculum-making (Wan et al., 2020; Piškur et al., 2022). Conversely, hierarchical institutional norms, insufficient training, and workload pressures constrain distributed agency. Professional competences encompassing pedagogical content knowledge, assessment literacy, and digital fluency are essential for operationalizing competence-based frameworks (Njiru & Odundo, 2024). Continuous professional development, mentoring, and participatory design processes therefore function as critical levers for aligning teacher beliefs with CBC principles and fostering sustained reform implementation.

Structural and contextual constraints significantly influence CBC implementation and curriculum adaptation. Empirical studies in Kenya, Tanzania, and Rwanda identify overcrowded classrooms, inadequate infrastructure, insufficient learning materials, and limited ICT access as persistent barriers to learner-centered pedagogy (Kimario & Otieno, 2022; Isaboke et al., 2021). High-stakes examinations often undermine competency-oriented assessment, reinforcing rote learning despite policy rhetoric (Sifuna & Obonyo, 2019). Resource shortages restrict project-based learning, laboratory experimentation, and individualized feedback—core features of CBC. Addressing these constraints requires systemic investment, manageable class sizes, coherent rollout plans, and alignment between assessment regimes and competency frameworks (Cheptoo & Ramadas, 2019). Without structural coherence, curriculum contextualization and adaptation remain fragmented efforts rather than transformative practices.

Technology integration presents both opportunities and challenges for contextualized CBC. Digital tools enable personalized learning, adaptive feedback, simulations, and authentic assessment aligned with competency mastery (Adedoyin & Soykan, 2024; Wang & Liao, 2023). In TVET and higher education, industry partnerships and digital platforms support workplace-relevant competences and interdisciplinary integration (Mytsenko & Rusanovska, 2023). Emerging AI applications can assist teachers in generating differentiated materials and monitoring progress, contingent upon ethical awareness and digital literacy. However, the digital divide, infrastructure limitations, and teacher preparedness gaps may exacerbate inequities if not systematically addressed. Effective technology use requires pedagogical alignment rather than technocentric adoption, ensuring that digital tools reinforce contextual relevance, formative assessment, and competence demonstration rather than superficial innovation.

A multi-level analytical framework clarifies how curriculum contextualization and CBC interact. At the macro level, policy articulates competence standards and normative goals such as inclusion, employability, and democratic participation (Rasmussen et al., 2021). At the meso level, institutional cultures, leadership structures, and collaborative practices mediate interpretation and enactment (Soini et al., 2022). At the micro level, teachers implement contextualized and adaptive pedagogies responsive to learner diversity and community realities. Effective CBC implementation requires coherence across these levels, supported by professional development, participatory curriculum-making, resource allocation, and culturally responsive pedagogy. Ultimately, curriculum contextualization and adaptation are not peripheral adjustments but central mechanisms through which competency-based reforms achieve relevance, equity, and sustainable educational transformation in diverse national contexts.
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Curriculum development is increasingly understood as a systematic, participatory, and context-sensitive process, transcending traditional notions of a technical exercise conducted solely by specialists (Ornstein & Hunkins, 2018). While earlier scholarship positioned curriculum design as a specialist function (Ogula, 1998), contemporary studies emphasize distributed leadership and teacher participation. Mwanza and Changwe (2020) show that limited teacher involvement in Zambia resulted in implementation dissonance, with teachers experiencing pedagogical uncertainty when curricula were misaligned with their professional training. Print (1993) reinforces that teachers function as developers, implementers, adapters, and researchers, making classroom knowledge central to effective design. Across educational levels, systemic misalignment is evident: primary and secondary curricula often neglect local realities, while higher education reforms frequently lag behind societal and professional needs. Collaborative design, therefore, is critical across disciplines, including mathematics, social studies, English, and life sciences, to ensure curriculum relevance and coherence between policy and practice (Mulenga & Lubasi, 2019; Syafruddin et al., 2024).

Curriculum contextualization involves adapting national or standardized curricula to reflect local realities, learner diversity, and sociocultural conditions (Choppin et al., 2018; Remillard, 2018). One-size-fits-all approaches often fail to engage learners or develop transferable knowledge (Karataş et al., 2024). In mathematics, contextualization links abstract concepts to culturally meaningful problem-solving, improving conceptual transfer and engagement. Social studies contextualization emphasizes real-world connections, community experiences, and field inquiry (Syafruddin et al., 2024). English instruction in multilingual contexts benefits from adapted texts and communicative tasks, while life sciences integrate local environmental, agricultural, and health challenges. Practical strategies include omission, extension, revision, and replacement of curriculum content to enhance relevance while balancing fidelity to national standards (Karataş et al., 2024; Martín-Alonso et al., 2021; Wang & Paine, 2023). Effective contextualization therefore mediates between policy mandates and local pedagogical realities, enabling meaningful learning across educational levels.

Curriculum adaptation refers to teachers’ deliberate modification of official curricula to align with classroom realities (Davis et al., 2011; Sherin & Drake, 2009). Karataş et al. (2024) describe structured adaptation patterns omitting, extending, revising, replacing while Bümen and Holmqvist (2022) highlight the influence of teacher beliefs, institutional constraints, and policy environments. When teachers are excluded from initial design, adaptation becomes reactive, compensating for misaligned training and systemic rigidity (Mwanza & Changwe, 2020). Discipline-specific adaptation includes extending mathematical explanations, simplifying English texts, modifying life science experiments, and integrating social studies with project-based or experiential learning (Syafruddin et al., 2024). Emerging AI technologies, such as ChatGPT, can assist by generating differentiated materials and personalized feedback, but their efficacy depends on teacher AI literacy and ethical awareness (Celik, 2023; Nazaretsky et al., 2022). Central to adaptation remains teacher agency, which mediates both technological and pedagogical interventions.

Instructional adaptation, distinct from curriculum adaptation, focuses on classroom-level modifications of teaching methods, learning activities, and assessment strategies. Models such as duplication, modification, substitution, escalation, and omission operationalize adaptive pedagogy in inclusive education (Prajalani et al., 2021). Content, process, and product differentiation (Tomlinson, 2001) allow teachers to accommodate learner readiness, preferences, and outcomes. In social studies, differentiation mitigates disengagement by tailoring activities to learning profiles, while in mathematics and English, scaffolded tasks and leveled assignments enhance comprehension and participation (Syafruddin et al., 2024). Life sciences employ project-based and laboratory adaptations to match local resources. Instructional adaptation ensures equity and engagement, particularly in inclusive or heterogeneous classrooms, and increasingly aligns with universal design for learning principles in higher education.

Contextualization across disciplines demonstrates variable epistemic depth and structural mediation. In U.S. mathematics classrooms, contextualized tasks primarily support engagement and conceptual understanding but rarely transform epistemology or address social inequities (Rubel & McCloskey, 2021). In contrast, engineering education integrates ethical, environmental, and professional dimensions, reshaping disciplinary knowledge and professional identity (Kleine et al., 2013). Finnish local curricula exemplify policy-mediated contextualization, translating national competency goals into municipal practice (Palsa & Mertala, 2019), whereas Portuguese secondary education highlights negotiated contextualization constrained by high-stakes assessments (Leite et al., 2020). Across these cases, three dimensions emerge: identity positioning, shaping students’ perceived roles; epistemic recontextualization, transforming knowledge for practice; and structural competence enactment, which mediates reform under systemic constraints. Contextualization achieves its full transformative potential when these dimensions align with teacher agency, assessment, and disciplinary coherence.

A comparative and integrative perspective reveals cross-level patterns: primary education allows thematic flexibility and experiential integration; secondary education faces exam pressures that limit adaptation; higher education prioritizes professional competence, interdisciplinary integration, and technological literacy. Curriculum enactment depends on the alignment of structural models, teacher knowledge systems (including PCK and TPACK), pedagogical practices, differentiation strategies, and policy environments (Bernstein, 1971; Shulman, 1987; Mishra & Koehler, 2006). Competence-based curricula require systemic coherence between objectives, pedagogy, and assessment, yet examination-oriented systems often undermine these goals (Westbrook et al., 2013; Milligan, 2017). Differentiation and adaptive teaching facilitate equity and relevance, while digital technologies enable contextualized simulations, multimodal learning, and personalized instruction, contingent on professional support (Alpaslan et al., 2021; Park & Kwon, 2023).

Curriculum development, contextualization, and adaptation are mutually reinforcing processes, mediated primarily by teacher agency and systemic alignment. Effective reform integrates classroom knowledge, socio-cultural responsiveness, technological tools, and structural coherence (Mwanza & Changwe, 2020; Syafruddin et al., 2024; Karataş et al., 2024). Contextualization ranges from representational scaffolding to epistemological transformation, while adaptation curricular and instructional ensures relevance, inclusivity, and engagement. Multi-level comparative analysis underscores that meaningful implementation requires alignment across curriculum structure, teacher knowledge, pedagogical practice, assessment regimes, and policy support. Policymakers and teacher educators should invest in professional development, coherent assessment, and reflective curriculum-making to harness the full potential of contextualized, adaptive, and competence-oriented learning. 

Contemporary curriculum reform increasingly emphasizes belonging, participation, competence development, and inclusive education across diverse national contexts. European guidelines, for instance, foreground human rights, democratic values, multiliteracy, and social cohesion while promoting decentralized, school-based management and teacher leadership (Piškur et al., 2022). Similarly, competence-based frameworks challenge traditional knowledge-centered models, seeking to align education with societal participation (Rasmussen et al., 2021). However, policy rhetoric often diverges from classroom reality, particularly in socio-economically disadvantaged settings. Teachers frequently modify, omit, or reorganize curriculum content due to contextual constraints, resource limitations, and institutional pressures. While macro-level documents articulate normative commitments to belonging and inclusion, they provide limited operational guidance for enactment. International curriculum scholarship highlights the importance of transnational dialogue and context-sensitive interpretation, recognizing that curriculum is not merely a text but a socially and culturally situated practice (Pinar, 2019; Kumar, 2021). Achieving genuine participation thus depends on professional agency, epistemological clarity, and adaptation practices.

Teacher leadership mediates the translation of policy into classroom practice, yet structural and cultural factors can constrain distributed agency. Research in Hong Kong demonstrates that although policy encourages collective decision-making, hierarchical cultural norms and seniority-based authority limit shared leadership and reflective collaboration (Wan et al., 2020). Teacher leadership encompasses dimensions of student learning, collaboration, shared decision-making, reflective dialogue, and continuous improvement, but institutional cultures often restrict the enactment of these roles. In European contexts, macro-level ideals of belonging are similarly mediated by school structures and teacher expertise, with participation contingent on teachers’ capacity to design inclusive and socially engaging learning experiences (Piškur et al., 2022). Pedagogical competence encompassing instructional planning, learner understanding, content design, and facilitation is essential for operationalizing participation and belonging (Firman et al., 2019). Across contexts, teacher leadership and professional agency function as critical intermediaries between abstract policy ideals and the micro-level enactment of inclusive, participatory education.

Curriculum adaptation is both inevitable and contextually mediated. Scholars distinguish between fidelity, adaptation, and enactment, emphasizing the tension between program integrity and responsiveness to local conditions (Snyder et al., 1992; Dusenbury et al., 2003). Comparative studies reveal that teachers in centralized systems, such as Türkiye, often frame adaptation defensively, prioritizing compliance with prescribed curricula, while teachers in decentralized systems, like Sweden, normalize adaptation as an inherent aspect of teaching (Bümen & Holmqvist, 2022). Sense-making processes, influenced by teacher beliefs, professional traditions, and accountability regimes, shape how curricula are interpreted and modified (Weick, 1995; Coburn, 2004). Adaptations include omitting, extending, or revising content and pedagogy, with implications for equity and social justice. When aligned with quality education frameworks emphasizing relevance, effectiveness, reflexivity, and equity, adaptation can enhance participation and student wellbeing; misaligned adaptation may reinforce inequities (Nikel & Lowe, 2010; Hargreaves et al., 2023).

A multi-level model integrating policy text, professional agency, and contextual adaptation offers a coherent framework for understanding belonging and participation. At the macro level, policy documents articulate normative commitments and competence frameworks; at the meso level, teacher leadership and collaborative cultures mediate interpretation and enactment; at the micro level, classroom adaptation addresses contextual realities through reorganization, supplementation, and assessment modification (Taş, 2022). Achieving meaningful participation requires alignment across all levels, supported by professional development, explicit adaptation guidance, and resources for disadvantaged schools. Curriculum reform must balance epistemic rigor with participatory competence, operationalize belonging through concrete pedagogical exemplars, and foster cultural and structural conditions that empower teachers as adaptive agents (Pinar, 2019; Rasmussen et al., 2021). Ultimately, belonging is not a curriculum topic but a curriculum practice, emerging from the interplay of governance, teacher agency, and context-sensitive enactment.

Effective teaching and learning depend heavily on school leadership and the working conditions that teachers experience. Burkhauser (2017) demonstrates that principals significantly influence teachers’ perceptions of their work environment, affecting retention and turnover in U.S. public schools. Key domains include teacher time use, physical environment, empowerment, and professional development (α = .75–.96). Supportive principals can foster a positive school climate, enhancing teacher satisfaction and reducing attrition. Similarly, teacher collaboration is a critical mediating factor in student achievement. Ronfeldt, Farmer, McQueen, and Grissom (2015) identify instructional, student-focused, and assessment-centered collaboration as pivotal dimensions; deeper, meaningful collaboration improves instructional quality. Cross-national evidence highlights that effective leadership, structured collaboration, and conducive working conditions collectively create an environment where teachers can perform optimally, implement reforms, and engage students actively.

Teacher competences and adaptive pedagogical skills are essential for inclusive and high-quality instruction. Kuyini and Abosi (2014) show that Ghanaian primary teachers often lack sufficient competence to adapt instruction for students with learning difficulties, highlighting the importance of specialized training. Professional development (PD) is similarly influential: Badri et al. (2016) reveal that Abu Dhabi teachers perceive hands-on, collaborative PD—mentoring, workshops, observation visits—as most effective, yet barriers such as cost, scheduling, and relevance limit participation. Podgornik and Vogrinc (2017) demonstrate that self-evaluation strengthens professional autonomy, fostering continuous improvement and quality assurance. Collectively, these findings underscore the need for systemic support structures that integrate professional learning, reflective practices, and teacher empowerment to translate policy objectives into classroom outcomes.

Teachers’ attitudes, beliefs, and competences mediate curriculum reform and pedagogical innovation. Studies in Rwanda (Otara, Uworwabayeho, Nzabalirwa, & Kayisenga, 2019) show negative attitudes toward learner-centered pedagogy (LCP) are influenced by insufficient training, time constraints, and resource limitations. At the university level, Rodríguez, Amor Almedina, Guzman Cedeño, and Guerrero-Casado (2020) validate the E-CODU scale, demonstrating that academic, social, personal/interpersonal, and instrumental competences can reliably assess teacher capabilities. Aulls, Tabatabai, and Shore (2016) further emphasize that preservice teachers’ understanding of inquiry-based learning depends strongly on prior research experience and methodological training. Participatory curriculum-making strategies, as evidenced in Finland, enhance coherence, teacher engagement, and school-level impact (Soini et al., 2022). These studies collectively highlight that professional development, competence-based evaluation, and participatory reform processes are critical levers for fostering effective, innovative teaching practices.

Teacher beliefs and culturally situated knowledge profoundly shape curriculum enactment. In China, Zhang and Liu (2014) find that English teachers maintain a hybrid of constructivist and traditional beliefs, influenced by Confucian culture, examination pressures, and resource availability, which partially align with reform mandates. In Zimbabwe, Tanyanyiwa (2019) demonstrates that Indigenous Knowledge Systems (IKS) in geography education are underutilized, limiting students’ local-context understanding and climate change adaptation skills. Both studies emphasize that successful reform requires alignment between teacher beliefs, culturally responsive pedagogy, and curriculum design, supported by continuous professional development and structural resources. Integrating constructivist, learner-centered, and local knowledge practices, alongside participatory, context-sensitive approaches, ensures that curriculum reforms are enacted meaningfully, enhancing relevance, student engagement, and educational equity. Teacher learning and engagement emerge as central determinants of reform effectiveness across diverse educational contexts.

Competency-Based Curriculum (CBC) represents a paradigm shift from traditional content-driven education toward an outcomes-focused, learner-centered approach that emphasizes knowledge, skills, attitudes, and behaviors aligned with societal and labor market needs (Mandado, 2025; Gizachew, 2025). CBC prioritizes mastery of competences over time spent in class, promoting active, experiential, and problem-based learning across educational levels (Kennedy et al., 2018; Zhang & Wang, 2020). It is inherently adaptable, allowing learners to progress upon demonstrating skill acquisition rather than age or grade level. The approach is grounded in
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