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1  Introduction
In 1990 s, employing grassroots approach, the civil society groups exerted a pressure to 
the government to undertake education reforms in Taiwan. This became the turning 
point of Taiwan education The civil society lobbied their rights of participating in the 
education reforms. In 1994, a mass demonstration was staged by middle class citizens, 
demanding for major education reforms that eliminate the unreasonable constraints 
and controls imposed by the authoritarian government. Lobbyists called for drastic 
action in cooperation with the legislators to make concessions on the education reforms 

Discover Education

Abstract
This qualitative study examined how Taiwan’s 12-Year Basic Education Competency-
Based Curriculum (CBC) was designed and implemented and what elements are 
transferable to low- and middle-income African contexts. The researcher triangulated 
five national policy/curriculum documents with 15 key-informant interviews 
(professors, principals, and policymakers) who had direct involvement in the CBC 
design, development and reforms and analyzed data using thematic analysis. In 
this regard, the research identified several core themes. A decentralized, bottom-up 
approach was fundamental, engaging a wide spectrum of stakeholders including 
educators, parents, industries, and communities in a multi-year co-design process. 
Competencies were contextualized from global frameworks (OECD DeSeCo) and 
systematically woven into both national mandates and school-based curricula to 
ensure local relevance. Implementation was underpinned by systemic, government-
funded teacher professional development focused on shifting pedagogical practices 
and a move toward authentic assessment tools to measure holistic student 
growth. Furthermore, the curriculum was explicitly tailored to economic needs 
through strategic industry-education partnerships. Despite the participatory design, 
challenges included resistance from teachers accustomed to exam-centric instruction. 
The study concludes that Taiwan’s CBC is not a one-size-fits-all model but offers a 
transferable blueprint for context-responsive reform when adapted to local capacity, 
culture, and equity priorities.
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legislation. In light of the urgent need for substantial measures, the circumstances 
prompted the premier to authorize the formation of a specialized Council on Education 
Reform (CER) at the cabinet level in September 1994.

Guided by the constructivist approach, this curriculum made substantial pedagogi-
cal and structural changes to foster basic skills and alleviate the narrow measure of 
test-driven practices by developing multiple ways of measuring student academic per-
formance. More so, the entrance exams were primarily paper-and-pencil assessments 
emphasizing factual knowledge, which in turn drove junior and senior high school 
instruction to center on knowledge acquisition and memorization. Teachers mainly 
passed on information from textbooks, and students relied heavily on rote memoriza-
tion and drill exercises, often receiving test-focused instruction. Due to the competitive 
nature of these exams, many students attended after-school programs or cram schools 
to refine their test-taking strategies. This emphasis on testing not only caused signifi-
cant stress for learners but also led to a rigid education system and a growing disconnect 
between schooling and societal progress [10].

Furthermore, the nine-year curriculum was developed in line with the global shift 
toward competency-based education, identifying “fundamental competencies” as the 
essential knowledge and skills that all Taiwanese students should possess to succeed in 
the modern era [13]. Building on these “fundamental competencies” and the “core com-
petencies” specified in the General Curriculum Guidelines for Senior High School while 
maintaining alignment with international competency standards the twelve-year curric-
ulum introduced a competency framework with nine “core competencies,” encompass-
ing indicators for all grade levels and subject areas [41].

On the other hand, many low socio-economic nations, African countries, for example, 
such as Kenya, Tanzania, Uganda, South Africa, Rwanda and others still struggle for the 
implementation of CBC [26]. The challenges include: inadequate teacher training, lim-
ited resources, including shortages of textbooks, digital tools, and adequate infrastruc-
ture, resistance to change, infrastructural deficits such as inadequate classroom space 
and unreliable internet connectivity complicate the delivery of CBC-aligned education 
[12].

Therefore, this study aims to explore the competency-based curriculum of Taiwan by 
looking at these three main objectives:

1.	 To explore the mechanisms of competencies integration in Taiwan curriculum 
reforms.

2.	 Explore the extent to which the curriculum responds to labor market demands.
3.	 Explore the implementation strategies of the competency-based curriculum in 

Taiwan.

2  Review of related literature
2.1  Theoretical foundations: from constructivism to competencies

Competency-based curriculum (CBC) draws on constructivist views of learning that 
emphasize active knowledge construction through problem-solving, social interaction, 
and authentic tasks. Cognitive constructivism highlights developmental stages and dis-
covery [8, 52] while socio-constructivism stresses mediation, scaffolding, and the zone 
of proximal development [61]. Dewey J 17] “learning by doing” connects school knowl-
edge to real-world inquiry. Contemporary competency frameworks translate these ideas 
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into integrated capabilities (knowledge, skills, values, dispositions) demonstrated in 
performance, shifting assessment from recall toward evidence of transfer [2]; National 
Research [25, 46]. This theoretical lineage underpins Taiwan’s CBC anchored in core 
competencies and cross-curricular design and guides the analysis of how design choices 
translate to system-level and classroom-level practice.

2.2  Taiwan’s CBC: design signals relevant to transfer

In this study, transfer refers not to the direct replication of Taiwan’s competency-based 
curriculum model, but to the selective adaptation of specific systemic mechanisms such 
as competency frameworks, assessment moderation, exemplar task systems, and profes-
sional learning community structures—into low- and middle-income contexts, taking 
into account local institutional capacity, assessment regimes, and resource constraints. 
Taiwan’s 12-Year Basic Education reform articulates core competencies that cut across 
subjects, provides cross-curricular themes, and grants school-level curriculum planning 
autonomy within a national legal/policy scaffold and guidance documents [41]. Descrip-
tive accounts consistently note (a) broad stakeholder consultation, (b) phased roll-out, 
(c) emphasis on authentic assessment and project work, and (d) teacher collaboration 
structures (PLCs/NLCs) that enable school-based design. What remains under-exam-
ined in the literature and what this study addresses is how these levers were coordinated 
in practice and which design elements are transferable to lower-resource systems with-
out importing the model wholesale.

2.3  CBC in africa: convergence of aims, constraints, and enabling conditions

Across the continent, the Continental Education Strategy for Africa 2016–2025 (CESA 
16–25) urges member states to re-orient education toward competencies for work and 
citizenship, with teacher development and assessment reform as central levers (Afri-
can [1]. In this Specifically, the education policies of some African countries like Kenya, 
Rwanda, Ghana and others articulate core competencies, school-based curriculum 
structures, and revised assessment approaches aligned with CBC principles.

 	• Kenya adopted the Basic Education Curriculum Framework (defining seven core 
competencies, promoting school-based curriculum design, and institutionalizing 
competency-based assessment through KNEC’s frameworks for continuous 
assessment (KICD, [34]). Early analyses point to strong stakeholder engagement but 
persistent challenges around teacher workload, time for task design, and assessment 
stabilization.

 	• Rwanda’s competence-based curriculum emphasizes coherence across levels, 
explicit cross-cutting competencies, and revised Teacher Training College (TTC) 
preparation and implementation manuals; implementation literature highlights the 
need for assessment literacy and classroom exemplars to sustain fidelity [57].

 	• Ghana’s Standards-Based Curriculum foregrounds inquiry, key competencies, and 
assessment for learning, with progress reported alongside calls for stronger teacher 
support, task banks, and moderation routines (National [45, 45].

 	• South Africa’s transition from Outcomes-Based Education to CAPS illustrates 
how teacher workload, moderation capacity, and high-stakes exam alignment 
shape classroom practice and can decouple policy from pedagogy if not addressed 
(Department of Basic Education, [21], [31].
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A cross-cutting message from African and international reviews is that CBC effective-
ness hinges on assessment alignment and teacher collaboration time; where either is 
absent, competency rhetoric remains aspirational [32, 50].

2.4  Objective one: to explore the mechanisms of competencies integration in Taiwan 

curriculum reforms

The literature identifies several levers for embedding competencies across a system: (i) 
a national competency framework with learning progressions and explicit links to sub-
jects; (ii) cross-curricular themes (e.g., citizenship, career development) to avoid siloed 
delivery; (iii) concrete exemplars task banks, rubrics, and moderation guidance; and (iv) 
collaborative teacher structures (PLCs/NLCs) with time-tabled co-planning and inquiry 
[15, 18]. Case reports from African reforms frequently document the frameworks but 
note thin exemplification and limited collaborative time, producing uneven classroom 
uptake [34, 45]. Taiwan’s model speaks directly to these issues by pairing school auton-
omy with guidance artifacts (exemplars, toolkits) and normed collaboration, design 
choices that these findings examine for feasible adaptation in lower-resource contexts 
[41].

In this objective, the researcher wanted to discover how various generic and local 
needs reflective competencies are integrated in the various curricular documents such 
as the learning areas or subjects. According to [41] the, the new curriculum guidelines 
set forth by the government focuses on key areas including;

 	• Inspiring students to unleash their full potential.
 	• Teach and develop students’ knowledge about life.
 	• Promote students’ career development.
 	• Inculcate students’ civic responsibility.

Before the adoption of competency-based curriculum, Taiwan was practicing test-driven 
pedagogical practices in which parents were solely pursuing high score attainment of 
their children in the high-stake tests [10]. These test-centric teaching practices not only 
placed significant stress on students but also led to a rigid educational system and a 
growing disconnect between school education and societal development [62].

The 12-Year Basic Education system, core skills serve as the foundation for crafting 
curricula, ensuring a seamless transition between educational phases, connecting vari-
ous knowledge areas, and merging subjects together [41]. Core competencies are mainly 
implemented in the standard subjects and general domains within elementary, junior 
high, and upper secondary schools. Figure 1 illustrates the core competency framework 
centering on a lifelong learner who develops core competencies in the three categories—
pontaneity, communicative interaction, and social participation [41].

Figure 1 presents the structural logic of Taiwan’s core competency framework, illus-
trating how the three overarching domains—spontaneity, communicative interaction, 
and social participation interact dynamically around the lifelong learner.

Table  1 Operationalizes Taiwan’s competency framework across learning domains, 
demonstrating how transversal competencies are systematically embedded within both 
subject-specific and interdisciplinary curriculum structures.
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2.5  Assessment-driven implementation mechanisms: a holistic approach

Curriculum competencies in Taiwan represent a departure from traditional educational 
models that emphasize rote learning and subject-specific knowledge [10]. Instead, the 
focus is on nurturing well-rounded individuals capable of addressing real-world chal-
lenges. The Ministry of Education in Taiwan has actively promoted this shift, highlight-
ing the importance of competencies such as critical thinking, communication skills, 
digital literacy, and social responsibility [36]. This integrated approach encompasses not 
only academic disciplines but also the development of essential life skills and character 
education.

Table 1  The competency framework of the twelve-year curriculum (MOE, [41])

Fig. 1  Wheel-in-action diagram of core competencies. (MOE, [41])
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2.6  Objective two: explore the extent to which the curriculum responds to labor market 

demand

Evidence is in place that CBC improves employability require institutionalized industry 
participation (advisory roles, periodic curriculum review), work-based learning (intern-
ships, project partnerships), and embedded career guidance [49]. Evidence suggests that 
generic competencies (communication, teamwork, problem-solving) improve when task 
design and assessment criteria explicitly target them otherwise they remain aspirational 
[25]. Taiwan formalizes structured stakeholder engagement and periodic updates; Afri-
can systems report emergent but uneven partnerships, especially outside urban centers, 
due to employer capacity, logistics, and safeguarding concerns. This study translates 
these insights into sequenced steps for LMIC settings (e.g., starting with school-industry 
projects and regional advisory groups, then scaling to internships as capacity grows).

The issue of curriculum responsiveness in labor market demands and employability 
has become the core debate in recent decades. Educational institutions often face pres-
sure from policymakers, politicians, and the public to tailor their programs to meet 
economic and societal demands. This pressure intensifies in times of social change, 
especially in regions struggling with high unemployment rates. Additionally, enhancing 
the alignment of educational supply with the requirements of the labor market is among 
the recommendations put forth by the European Commission in 2013 [43].

According to [43], the research of how distinct skills are demanded in the job market 
is an emerging research domain within labor economics. Recent findings indicate that 
both discipline-specific skills and generic competencies are crucial for graduates seeking 
employment.

2.7  Objective three: to explore the implementation strategies for the competency-based 

curriculum in Taiwan

According to literature, one of the primary policy instrument for the implementation 
of curriculum is the assessment strategies. Assessment that drives instruction is a per-
sistent finding across systems [2, 50]. Effective CBC adoption therefore invests in class-
room assessment literacy (valid task design, analytic rubrics, moderation/calibration) 
and in policy signals that value formative evidence. Teacher professional development 
that is ongoing and school-embedded rather than one-off workshops produces stronger 
fidelity to competency-based pedagogy [15] Timperley et al.[59]. Governance strategies 
that support reform durability include phased pilots, iterative consultation, protected 
school autonomy with clear accountability for curriculum quality, and resource scaffolds 
(exemplar banks, moderation routines, micro-credentialed PD). African experiences 
(e.g., South Africa’s trajectory and World Bank analyses of exam systems) illustrate that 
without these supports, high-stakes examinations will dominate practice and crowd out 
competency-aligned pedagogy [31, 32].

2.8  Research gap

Prior scholarship often describes CBC policies or provides single-classroom vignettes. 
Less common are studies that triangulate system-level policy with practitioner evidence 
to identify implementation mechanisms and spell out transfer conditions for LMICs. 
In organizing this review (and the study’s findings) around three actionable objectives 
competency integration, labor-market responsiveness, and implementation strategies, 
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the study links Taiwan’s design choices to feasible adaptations in African contexts, clari-
fying the preconditions (assessment alignment, teacher collaboration time, stakeholder 
engagement) that increase the likelihood of successful transfer [1]. The study therefore 
investigates mechanism-level transferability rather than system-level replication, focus-
ing on reform components that may be structurally feasible within African public educa-
tion systems.

2.9  Research method

The study employed a qualitative descriptive design combining document analysis and 
semi-structured key-informant interviews to explain how Taiwan’s competency-based 
curriculum (CBC) was coordinated across levels and which elements are transfer-
able to resource-constrained systems. Qualitative description produces practice-prox-
imal accounts of actors, activities, and conditions [58]. The researcher analyzed 
texts with document analysis [4] and interview data with reflexive thematic analy-
sis (RTA) [6] which supports inductive patterning and researcher reflexivity suited to 
mechanism-tracing.

Table 2 summarizes the purposive sampling logic, data sources, and analytical ratio-
nale guiding document and interview selection. In the realm of qualitative research, 
14 the selection of participants or settings that can most effectively help researchers in 
comprehending the research question is done deliberately. Therefore, 15 respondents 
(professors and principals) with first-hand information on the curriculum reforms of 
Taiwan had been purposively selected for the study. Hennink M [29] state that qualita-
tive sample sizes reach for saturation between 9 and 17 interviews.

2.10  Data collection tools

The data collection tools for this study were mainly key informant interviews and docu-
ment reviews.

A.	Document review

Table 2  Sampling procedure summary of data sources, sampling, and rationale
Data source type Specific source/group Sampling 

method
Sample size Rationale

Documentary sources

 Documentary sources Curriculum Guidelines of 12-Year 
Basic Education; Education in Taiwan 
(MoE); Advancing 21 st Century 
Competencies in Taiwan; Educational 
Fundamental Act 19; White Paper on 
Teacher Education

Purposive 5 documents Key policy 
texts capturing 
CBC design/
implementa-
tion over ~ 2 
decades

Key informant interviews

 Professors & principals Curriculum professors/experts 
(n = 10) and principals from model 
schools (n = 5) with first-hand CBC 
experience

Purposive 15 respondents Information 
power & satu-
ration targeted; 
aligns with [29] 
range (≈ 9–17)

Total: 20 sources (5 documents + 15 interviews) – triangulation via document analysis and expert interviews.

KII Key Informant Interview, CBC Competency-Based Curriculum, MoE Ministry of Education.

Saturation guidance: [29] suggest saturation commonly occurs between 9 and 17 interviews for focused qualitative 
questions.
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Document review is a method used to retrieve data by scrutinizing pre-existing written 
records [44] and in this study it provided core evidence for all three research objectives 
and the overarching goal of theorising transferable features of Taiwan’s competency-
based curriculum (CBC) model for low- and middle-income contexts. Specifically, the 
national policy texts were used to (a) map the CBC competency architecture and assess-
ment logic (Research Objective 1), (b) identify how the curriculum formally frames 
key competencies, employability, and links to economic and labour-market priorities 
(Research Objective 2), and (c) trace the governance, teacher professional learning, and 
implementation levers through which the CBC is enacted system-wide (Research Objec-
tive 3). The study analyzed five (5) national documents meeting four inclusion criteria: 
(a) national scope; (b) authoritative status (law/regulation/guideline); (c) direct relevance 
to competencies, assessment, teacher professional learning, or curriculum governance; 
and (d) most recent version available. Each document was abstracted with a standard-
ized checklist capturing: citation metadata; scope/authority; competency architecture; 
assessment guidance (formative/summative; rubrics; moderation); teacher PD/PLCs; 
governance/implementation levers (autonomy, accountability, phasing); and recency/
updates. The Curriculum Guidelines of 12-Year Basic Education (General Guidelines) 
served as the anchor policy text.

Table 3  Themes at a glance: themes, subthemes, coverage, sources, and quotes
Theme Subtheme Objective Data sources Coverage Quote ID(s)
Coherent competency 
integration with worked 
exemplars and moderation

General & subject-
specific compe-
tency integration

Objective 1 KIIs (Professors, 
Principals); 
Guidelines

Most KIIs KII-Prof-03; 
KII-Princi-
pal-02

Coherent competency 
integration with worked 
exemplars and moderation

Exemplar banks 
and mod-
eration routines 
(calibration)

Objective 1 KIIs (Professors, 
Principals); 
MoE Policy 
document

Many KIIs KII-Prof-07; 
KII-Princi-
pal-04

Coherent competency 
integration with worked 
exemplars and moderation

Assessment rubrics 
and acceptable-
evidence anchors

Objective 1 KIIs (Professors); 
Assessment 
Guidelines

Some KIIs KII-Prof-05; 
KII-Prof-08

Structured interfaces with 
the labor market via advi-
sory inputs and work-based 
learning

Advisory boards/
industry input 
to curriculum 
updates

Objective 2 KIIs (Professors); 
MoE Policy 
document

Many KIIs KII-Prof-02; 
KII-Prof-06

Structured interfaces with 
the labor market via advi-
sory inputs and work-based 
learning

Internships/
practicals and 
school–industry 
placements

Objective 2 KIIs (Principals); 
School program 
notes; MoE Poli-
cy document

Some KIIs KII-Princi-
pal-01; KII-
Principal-05

Structured interfaces with 
the labor market via advi-
sory inputs and work-based 
learning

Uneven alignment 
across sectors and 
locales (negative 
cases)

Objective 2 KIIs (Professors) Few KIIs KII-Prof-01

Bottom‑up implementa-
tion supports: protected 
collaboration time and 
school‑level planning

Protected PLC time 
and observation 
cycles

Objective 3 KIIs (Princi-
pals); School 
schedules

Most KIIs KII-Princi-
pal-03; KII-
Principal-06

Bottom‑up implementa-
tion supports: protected 
collaboration time and 
school‑level planning

School‑level plan-
ning, vision align-
ment, and parent 
engagement

Objective 3 KIIs (Principals); 
School plans

Many KIIs KII-Princi-
pal-02; KII-
Principal-07

Bottom‑up implementa-
tion supports: protected 
collaboration time and 
school‑level planning

Resistance rooted 
in exam lega-
cies; mitigation 
strategies

Objective 3 KIIs (Professors, 
Principals); MoE 
Policy docu-
ment; Act

Some KIIs KII-Prof-04; 
KII-Princi-
pal-05
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B.	 Key Informant interviews

The researcher interviewed 15 key informants (10 curriculum professors/experts; 5 
principals from model schools) via purposive, maximum-variation sampling to capture 
role heterogeneity. Inclusion criteria were direct involvement in CBC design/teacher 
preparation or school-level implementation, more than 10 years’ relevant experience, 
and capacity to be interviewed in English. The study carried out ~ 12–18 interviews; The 
sample size was N = 15 when information power and pragmatic saturation were met [24, 
39].

2.10.1  Interview guides: role-specific domains and core questions

 	• Principals/head-teachers: 6 domains (curriculum mapping & leadership role; 
school-level curriculum development & participants; implementation activities & 
monitoring; conveying required competencies & outcome indicators; parent roles; 
communication channels with MoE). These mapped to 11 core questions with 
probes (e.g., assessment artifacts, moderation routines). Representative prompts are 
documented in the principals question set.

 	• Professors/scholars & policy/National Academy for Education Research (NAER) 
experts: 6 domains (integration architecture and general guidelines; subject/task-
force processes; labor-market tailoring & industry participation; implementation 
strategies including teacher professional development and pilot schools; needs-
assessment processes; stakeholder engagement & consultation). These mapped to 12 
core questions with probes. Representative prompts are documented in the Research 
Questions set.

2.11  Data analysis techniques

Qualitative researchers typically employ an inductive approach, where they construct 
patterns, categories, and themes from the ground up by systematically organizing the 
data into progressively more abstract units of information [28].

This study employed reflexive thematic analysis (RTA) as articulated by [5, 6] to ana-
lyze both key informant interview (KII) transcripts and national policy documents. 
RTA was selected because it is well suited for mechanism-tracing, interpretive qualita-
tive inquiry, particularly for examining how complex curriculum reforms such as com-
petency-based curriculum (CBC) are designed, enacted, and stabilized across system 
levels.

2.11.1  Phase 1: data familiarization

All 15 interview recordings were transcribed verbatim by the researcher. Each transcript 
was read repeatedly alongside the five national policy documents to ensure deep immer-
sion in the full data corpus. During this phase, reflexive analytic memos were generated 
to document early observations related to competency integration, labor-market align-
ment, assessment reform, teacher professional development, stakeholder participation, 
and institutional resistance.
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2.11.2  Phase 2: initial coding

A manual, inductive, line-by-line coding process was undertaken across all interview 
transcripts and policy documents. Codes were generated directly from participant lan-
guage and official policy phrasing, rather than from pre-established analytical catego-
ries. Examples of early codes included:

 	• Competency harmonization
 	• School autonomy boundaries
 	• Assessment credibility pressure
 	• Exam-based instructional resistance
 	• PLC-enabled task design

Document analysis followed the same coding logic to ensure analytic symmetry between 
policy intent and practitioner enactment.

2.11.3  Phase 3: code clustering and pattern development

Related codes were systematically grouped into broader pattern categories using con-
stant comparison across:

 	• Professors versus principals.
 	• Policy texts versus school-level accounts.

For example, codes relating to rubrics, moderation, exemplar banks, and performance 
evidence were clustered under a provisional analytical category labeled “Assessment as 
Implementation Driver.”

2.11.4  Phase 4: theme construction

Pattern clusters were analytically refined into higher-order themes that directly corre-
sponded to the three study objectives:

1.	 Competency integration mechanisms.
2.	 Labor-market responsiveness.
3.	 Implementation strategies.

Theme construction was guided by:

 	• Internal coherence (consistency within themes).
 	• External distinction (clear separation across themes).
 	• Explanatory power (capacity to account for observed implementation behavior).

2.11.5  Phase 5: theme review and refinement

Themes were reviewed against:

 	• The complete dataset.
 	• National curriculum and policy provisions.
 	• Role-based confirmation between professors and principals.
 	• Disconfirming and minority cases.

Themes were retained only if they were:

 	• Evident across multiple data sources (KIIs and documents).
 	• Supported by both system-level and school-level actors.
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 	• Aligned with explicit policy directives.

Thematic sufficiency was achieved at Interview 12. Interviews 13–15 did not generate 
new codes but elaborated existing themes, confirming analytical saturation.

2.11.6  Phase 6: interpretation and integration

Final themes were interpreted through:

 	• Constructivist learning theory.
 	• Assessment-for-learning research.
 	• Education policy implementation theory.

Themes were then integrated into:

 	• The Findings section using evidentiary interview quotations and policy clauses.
 	• The Discussion section through comparative and theoretical interpretation.
 	• The Policy Implications section as sequenced and feasible reform mechanisms.

2.12  Findings

The aim of this study was to examine and explore the competency-based curriculum 
in Taiwan. To that end, data were obtained on the curriculum guidelines, curriculum 
framework, educational policy from document reviews and KIIs. Finally, it was themati-
cally categorized, interpreted, and discussed using a review or related literature. The 
study evidenced each theme from the three objectives with cross-role quotes (profes-
sors/principals) and corroborating policy clauses, and noted any counter-examples or 
role-based divergences. Thematic sufficiency was reached by interview 12; KIIs 13–15 
elaborated existing codes without extending the codebook. Table 3 depicts the emergent 
themes at a glance.

2.13  Objective one: to explore the competencies integration mechanisms into Taiwan 

curriculum

2.13.1  Overview of competency integration process

Taiwan’s competency mapping is driven by MOE-led co-design that moves from high-
level profiles to subject classrooms. Key informants explained that the Ministry aligned 
with OECD frameworks and then issued both ‘general’ and ‘subject-specific’ guidelines 
so schools interpret competencies consistently. Several respondents stressed the need 
for “harmonization of competencies so that everyone is on the right track,” reflecting 
repeated clarification meetings and dissemination of worked guidance. Implication: 
begin with a small, authoritative national competency taxonomy and pair each compe-
tency with subject-level guidance and an exemplar task/rubric during roll-out to lower 
planning costs and stabilize quality.

The Ministry of Education of the Republic of China is in charge of the education of the 
country along with the National Academy of Educational Research. In the new compe-
tency-based curriculum of Taiwan, the country carried out policy borrow in 2004 from 
the OECD and contextualized the competency adoption as per KIIs.

As the key informants delineated, competency identification was based on the global 
trends and contextual issues acquired from the findings of the needs assessment then 
competencies were integrated in the different subjects/interdisciplinary and cross 
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disciplinary were made then Review Committee checked if the guidelines and frame-
works are in line with the MOE Curriculum Policy (competencies). To find out if the 
competencies are achieved, KPIs were created. The Curriculum Review Committee had 
to also make sure subject specific guidelines and general guidelines.

Apart from the different subjects were competencies were integrated, competencies 
had been incorporated in teacher training practices. In the initial stage, there the com-
mittee first came up with the conceptualization of competencies so that everyone is on 
the right track.

During the initial meetings and discussions, the had been a lot of contentions on 
the right translation and nomenclature of “competency” to Chinese. For the compe-
tency identification, we used the DeSeCo (definition and selection of competencies 
by OECD), needs assessment findings and the generic competencies..KIIs.

2.14  Stakeholder engagement

Stakeholder engagement has been instrumental in improving educational outcomes in 
Taiwan. For instance, the 12-Year Basic Education Curriculum Guidelines, implemented 
in 2014, was the result of extensive consultations with educators, scholars, and parents 
[41]. The Ministry of Education identified the key stakeholders to the process such as 
educators, scholars, curriculum specialists, teachers, parents, student representatives, 
community, Parent-teacher associations, professors, and the other interest groups such 
as the industry personnel.

The KIIs experts also elucidated that public consultations continued more than a year 
to listen to the public to create inclusive environment where everyone feels that his/her 
voice is heard.

Continuous public hearings were conducted to identify the needs of Taiwanese peo-
ple and what kind of subjects needs to be included in the curriculum. Public dia-
logue was carried out and even online platforms were created to increase the trans-
parency. Regular announcements were also made. All suggestions and opinions were 
recorded…KIIs.

A respondent recalls “one of the most interesting areas that raised debate was the con-
tent because we had to develop a way to measure the performance of skills and knowl-
edge rather the traditional approach using a contextualized model”.

Furthermore, Taiwan adopted the bottom-up approach which has invigorated its edu-
cation system [38]. Involving local communities and parents in education decisions has 
created a sense of ownership and responsibility, leading to improved school outcomes 
and stronger community support for schools. Taiwan’s education system is highly decen-
tralized, with significant decision-making authority delegated to local governments and 
schools. This decentralization allows educational institutions to tailor their programs 
and policies to meet the specific needs of their students and communities.

This was a grassroot approach were everything started from the bottom. It was a 
highly decentralized activity that everyone had the opportunity to participate in 
freely and offer his/her contribution to task. All opinions were systematically docu-
mented and later analyzed to ensure that the curriculum framework reflected the 
collective needs and aspirations of Taiwanese society…KIIs.
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According to Ministry of Education [40], National Academy for Educational Research 
(NAER) in Taiwan participates in the review and revision of Taiwan’s national curric-
ulum guidelines. This involves collecting input from various stakeholders, conducting 
research, and making recommendations for updates to the curriculum to reflect chang-
ing educational needs and societal developments [48]. NAER also plays important role 
in studying current educational trends, pedagogical best practices, and the evolving 
needs of the education system. NAER collaborates with educators, experts, and other 
stakeholders to design, revise, and innovate curricula for Taiwan’s schools. A key infor-
mant noted: 

NAER helped the acquisition and retrieval of all data related to education from its 
database. The Committee provide the blueprint and research findings. NAER con-
tributions have helped ensure that Taiwan’s competency-based curriculum is not 
only theoretically sound but also practically viable, ultimately fostering an educa-
tion system that is responsive to the demands of a rapidly changing global land-
scape.

2.15  Objective two: to find out extent to the new curriculum responds to labor markets 

demands of Taiwan

The imperativeness to integrate employability into the curriculum is underscored by fac-
tors such as the gap in skills among graduates, the rapidly changing global job market, 
disparities in the labor market, political influences, and the priorities of students [9, 22]. 
According to [47] securing employment has posed difficulties for young adults in the 
recent past.

In this case, the case of curriculum design and development of Taiwan, the curricu-
lum review committee deeply deemed the tailoring of curriculum competencies into the 
labor market demands in order to increase the chances of employability of students. The 
participants of the study also pinpointed that during the curriculum design and develop-
ment, industries were invited to address their concerns and needs at the market.

The curriculum review committee did not only comprise of teachers, principals, stu-
dents, professors, scholars, researchers, parents, local govt officials and MoE but also 
industries in order to hear their voices and discover the needs of the market. This 
helped us tailor competencies in an emerging and fast changing global and local 
market.KIIs.

In consistent with this, the [42] document “Education in Taiwan” elicited this informa-
tion and stated that the program comprises a three-month educational phase and a sub-
sequent three-month internship on a rotating basis. Participants have the opportunity 
to gain practical experience through internships at companies and institutes certified by 
the Ministry of Education. During these internships, they receive allowances, apply their 
acquired knowledge in a workplace setting, and, through a MOE project, can poten-
tially pursue their studies at tech universities while advancing their career goals. This 
initiative, involving a three-year training collaboration, has proven beneficial for part-
nering businesses such as Panasonic, Walsin Technology Corporation, TECO Electric 
& Machinery Co., Gogoro, Hi-Lai Foods Co., Din Tai Fung, and Mentor Hair, enabling 
them to find the skilled talent they require.
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“Initially designed to nurture engineering talent, the program has expanded and now 
includes seven disciplines: business management, food and beverage management, auto-
mobiles, electrical engineering, mechatronics engineering, cosmetology, and informa-
tion. Electrical engineering in particular will be an area of focus to reflect industries’ 
evolving needs” (Education in Taiwan, [42]).

Likewise, under the Practical Technical Programs and Cooperative Education Classes 
[42], emphasize hands-on skills and preparation for future employment. Students 
undergo annual training in these programs, acquiring skill sets tailored to actual employ-
ment needs. Essentially, each year of training focuses on equipping students with skills 
specific to a particular area. Cooperative education classes aim to prepare students for 
diverse industries. Through collaborations with businesses, schools can arrange various 
forms of internships, such as “rotating internships” or “ladder internships,” approved by 
authorities.

“This curriculum revision not only follows strictly the educational goals specified in 
the Constitution, taking into account social changes, globalization trends, and the future 
demand for talent, to maximize their talent, and help them develop lifelong learning 
abilities, social compassion, and an international outlook” [41].

This was also supported by the KIIs that depicted the series public meetings and hear-
ings from the industry personnel had contributed a lot to them on the needs of the 
market and curriculum the required competencies to vet for the industry needs. A key 
informant mentioned:

Public hearings had been ongoing for a long time to get evidence-based insightful 
options. In terms of labor market demands and employability, I think the active 
participation of industry personnel helped us a lot to realize the specific skills and 
knowledge industries need. We were in collaboration with industry stakeholders. 
This collaboration ensured that the curriculum is aligned with current industry 
standards and practices. Employers provided inputs on the specific skills and com-
petencies they seek in potential employ. So, we considered the evolving needs of the 
job market and ensuring that students are equipped with the competencies.

Interfaces with the labor market are structured and cyclical rather than ad hoc. Respon-
dents described public hearings and advisory groups used to surface evolving skills 
needs, followed by program adjustments e.g., technical tracks “initially designed to nur-
ture engineering talent” that were later updated to reflect changing industry profiles. 
Work-based learning functions as the bridge: Practical/Cooperative education offers lad-
dered pathways (job shadowing and short placements; supervised internships). This had 
the implication of institutionalizing a quarterly advisory loop (industry–HEIs–schools) 
that directly maintains a change-log for curriculum/assessment, while starting with low-
risk placements and scaling as supervision capacity grows.

Despite this, some very few respondents have reiterated that strong emphasis have not 
been given on the labor market demands of Taiwan and the competency-based curricu-
lum adoption was a policy-borrow from the OECD and it was merely an admiration of 
the initiative that most of the developed countries have adopted this curriculum, Taiwan 
should also introduce.

I cannot say that Taiwan has given much attention to the labor market demands. 
In our efforts to revamp the education of Taiwan and prepare students for the 21 st 
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century, we have just made policy borrow from the OECD and put all our efforts 
to contextualize by looking at the global trend. In terms of Taiwan General Cur-
riculum Guidelines, we discussed what kind of subjects needed to be included in the 
national curriculum and school curriculum, learning areas, required courses, num-
ber of hours, subject specific guidelines and school curriculum issues…KII.

Similarly, the technical and vocational education play significant role in the meeting 
the labor market demands and future employability of youth in Taiwan. According to 
the [42] to bridge the gap between theory and application of knowledge, there are two 
important initiatives “Youth Employment Pilot Program” and Youth Experiential Learn-
ing Program”. These initiatives motivate graduates from senior secondary schools to 
devise their personalized experiential learning plan spanning 2–3 years.

According to [42] document, the “Industrial Talent Pilot Program” encourages young 
individuals to engage in vocational training within promising industries, including digi-
tal information, electronics, and electrical engineering, offering a maximum subsidy of 
$100,000. Both this program and pre-employment training initiatives led by the Ministry 
of Labor provide incentive payments of $3,000 per month for general courses and $8,000 
per month for courses in national core industries, construction, or care services, for up 
to 12 months. Additionally, the “Youth’s Employment Ultimate Program” incorporates 
on-the-job training opportunities from companies in the “hire first, train later” format, 
subsidizing employers with $12,000 per month for training guidance.

2.16  Objective three: to explore the various strategies for the implementation of Taiwan 

CBC

According to [30], the concern for curriculum implementation began in 1980s. Many 
educational researchers have different views on the major factors that affect the imple-
mentation of curriculum and the determinants of failure. Fullan M [21]believes that the 
failure of educational reforms is due to the lack of understanding of school culture. In 
other words, there has been a renewed push for educational reform in policy circles and 
among various ideologies. However, the implementation of these reforms has remained 
challenging, and repeated reforms are a hallmark of the past few decades. Kinniburgh 
LH [35] posits that implementation of educational change is brought about the teachers’ 
moral and emotional considerations. Fullan M [21] reiterates that most of the curricu-
lum projects intended for the implementation of new curriculum fail because of curricu-
lum developers do not give adequate consideration to school organization. In the case of 
Taiwan, the respondents revealed that a bottom-up approach was employed during the 
curriculum design and development and this eased the implementation of the curricu-
lum. On this question, the following themes emerged: grassroot approach to curriculum 
implementation (school curriculum and MoE mandated curriculum), systemic approach 
to professional development for teachers, authentic assessment, legal frameworks (direc-
tions, acts, regulations).

2.17  Grassroot approach

Most of the respondents stated that the development of competency-oriented curricu-
lum of Taiwan was a well-planned, inclusive bottom-up approach. The respondents also 
revealed that before the implementation, during the development, the community was 
well informed about the change of the curriculum since continuous public hearings, 
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online platforms and public discussions were held across the country for years. Accord-
ing to the Ministry the curriculum revision involved the active participation of teach-
ers. Furthermore, the Ministry of Education (MOE) “utilized public websites and online 
forums to seek input from teachers, parents, and the broader public” [42]. The commit-
tee members incorporated this feedback into the entire curriculum revision process.

Before the implementation of the curriculum, the public was well aware of the new 
curriculum; they were updated before the development of the curriculum. It was a 
grassroot approach rather that bureaucratic. Community was well informed about 
the new curriculum innovations. This is what every country should do in order to 
reach its milestones towards a competitive curriculum. On the other hand, the key 
players of the curriculum development such as students, teachers, professors, consul-
tants, MoE, school principals, parents, civil society organizations, non-governmen-
tal organizations, directors, community members and other stakeholders played sig-
nificant role during the development and implementation stages of the curriculum.

On the other hand, some of the respondents posited that there were few concerns from 
the parents towards the new 12-Year Curriculum Guidelines. A key informant revealed:

Many of the parents expressed concerns in the in the beginning since they were not 
well aware of the goals and processes of the new curriculum guidelines. Due to con-
tinuous communication about the updated curriculum, parents are becoming more 
convinced that the Curriculum-Based Competency (CBC) aims to develop 21st-
century skills, nurture individual talents, and encourage lifelong learning. This is 
accomplished through an interdisciplinary, innovative, and adaptable approach 
tailored to local needs.

The key informants also elicited that the previous experience on the adoption compe-
tency-based curriculum in 2000 in Taiwan and the new trends of the OECD, UNESCO 
and EU helped them conceptualize and contextualize the key competencies required for 
the 21st century.

2.18  School curriculum

According to the [41], the guidelines include both Ministry-mandated and school-based 
curricula. The 12-Year Curriculum Guidelines are designed to increase school autonomy 
and actively involve a variety of stakeholders, including teachers, administrators, par-
ents, and NGOs. Granting increased autonomy, schools were anticipated to spearhead 
the creation of curriculum at the school level. This involved active participation from 
all members of the school community, such as teachers, parents, teacher-educators, and 
resource persons [10]. However, similar to the obstacles encountered during the 9-Year 
curriculum reform, these guidelines have encountered some resistance. Similarly, the 
12-Year Curriculum Guidelines necessitate schools to formulate individualized alterna-
tive curricula in addition to adhering to the newly mandated curriculum by the Minis-
try of Education. The school-based curriculum is expected to be created and presented 
by each school, emphasizing the institution’s educational vision and supporting the 
personalized development of students based on their abilities [41]. The document also 
states that the school curriculum is “designed and offered by each school to highlight 
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the school’s vision of education and facilitate students’ development according to their 
aptitudes”.

Similarly, the [41] issued a directive for curriculum implementation that contains 
eight major items. ‘(1) curriculum development; (2) teaching implementation; (3) learn-
ing assessment and application; (4) teaching resources; (5) teacher professional devel-
opment; (6) administrative support; (7) participation of parents and nongovernmental 
organizations; and (8) supplementary provisions’ [41].

According to [10] “These changes aimed to allow schools and teachers professional 
autonomy in school-based curriculum development in order to build students’ funda-
mental competencies in various categories for modern society in the 21 st century.”

According to [13], the school-based curriculum provides autonomy to schools by 
including both elective and required courses and alternative learning that increase the 
relevance of the curriculum and contextual needs.

School-based curricula encompass both mandatory and elective courses designed by 
individual schools, along with alternative or group learning periods tailored to stu-
dents’ specific needs. Depending on the level of schooling; elementary, junior high, or 
senior high the number of weekly sessions devoted to alternative curricula can range 
from two to seven, with grades 3–9 typically having more sessions. Moreover, each 
of the four senior high school tracks (as defined in the Senior High School Education 
Act) has unique requirements regarding how much of the curriculum schools can 
develop on their own versus what is mandated by the Ministry of Education. Spe-
cialized and comprehensive high schools, in particular, enjoy considerable auton-
omy, allowing them to classify more than half of their required credits as alternative 
curriculum.

Since the 1990 s, Taiwan’s education system has experienced a transition towards greater 
decentralization and active participation. Previously, the emphasis was on sorting stu-
dents for university placement. Nevertheless, entering the 21 st century prompted a shift 
in priorities towards nurturing future talent, leading to the transformation of the system 
into one that revolves around students and emphasizes lifelong learning [11].

The respondents also pointed out that school the alternative school curriculum pro-
vided them a high degree of autonomy to incorporate local context needs and culture 
into the curriculum. They also showed that they made significant strides in the develop-
ment of the school curriculum by developing comprehensive plans.

We devised a solid curriculum development and implementation plan. On one hand 
we had to implement the MOE mandated curriculum while on the other hand we 
had to compile all our resources to develop a school-based curriculum that reflects 
on the needs and interest of our students and community. We adopted transforma-
tional leadership to face the new change and made sure everyone was on board. 
Consensus was reached on the vision of the school. We had to arrange continuous 
workshops for teachers in order to face the new transformation. I remember when we 
use the ORID (Objective, reflective, interpretive and decisional) for structuring our 
debates and conversations.
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Another principal also noted that they divided the teachers into clusters and developed 
mapping school vision, philosophy, the needs and interests of students, diversity and 
culture integration into the curriculum.

Fortunately, my school is a pioneering school that participated in the pilot programs 
of the Ministry of Education. Therefore, we devised a comprehensive mapping plan 
to portray our school philosophy and vision based on the needs and interest of our 
students and community. We divided the teachers into clusters by employing dis-
tributive leadership where every teacher was engaged in the activity. Teachers, stu-
dents and parents were also engaged in the curriculum development process. The 
new curriculum leaves a room of one-third for the schools to develop and imple-
ment. Therefore, the most interesting thing was integrating the competencies in the 
subjects and learning areas of the school curriculum.

This was also stated by the Ministry of Education [40] ‘Rather than imposing specific 
directives and force-feeding knowledge, the approach encourages educators to devise 
their own curricula based on the needs of students and in line with the traits of the 
schools they serve”.

On the aspect of support for implementation, the respondents (professors and schol-
ars from NAER) also revealed that schools were given continuous support on the devel-
opment and implementation of the school curriculum.

To make sure that schools implementation of the new curriculum, professors and 
scholars regularly visit schools to support them the continuous professional develop-
ment courses for their teachers in order to integrate the core competencies in their 
instructional strategies and assessment approaches. This was really a challenge to 
many teachers so we had to strive to make it easy for them to comprehend the appli-
cation of the 21 st century competencies in their pedagogies. We also created learn-
ing communities in schools in order convince teachers to act as curriculum innova-
tors..KIIs.

The respondents also asserted that most workshops provided to schools focused on 
“incorporating competency/competencies into different subjects and creating interdis-
ciplinary activities by also considering the needs and interests of the students and the 
vision of the school”.

In Taiwan, parents consider education as one of the most important investments; 
therefore, parents were engaged in the school curriculum development and imple-
mentation. They actively participate in school meetings, provide feedback on educa-
tional policies, and collaborate with teachers to enhance learning experiences. This 
high level of parental involvement fosters a strong academic culture, ensuring that 
students receive the necessary support both at school and at home.”KIIs.

2.19  MoE mandated curriculum

According to [41], the government designs this curriculum to enhance students’ fun-
damental learning skills and establish a foundational framework based on their indi-
vidual aptitudes. In elementary and junior high school, the curriculum encompasses 
‘domain-specific courses’ aimed at fostering students’ fundamental knowledge and skills, 
promoting well-balanced development across all learning areas. The upper secondary 
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school curriculum, mandated by the Ministry of Education, consists of general subjects 
essential for students to build a foundational understanding across different domains. 
Additionally, it includes vocational subjects and practical courses tailored to their pro-
fessional growth and individual aptitudes [41].

This MoE mandated curriculum guidelines refer to the national-level guidelines 
and standards set by the Ministry of Education. It outlines the core subjects, learn-
ing areas, and essential content that all schools across the country are required to 
follow. It provides a standardized framework to ensure a baseline level of educa-
tion. The MOE mandated curriculum revisions are based on educational research, 
societal needs, and global trends. Updates to the curriculum took much time and 
involve a comprehensive review process and thorough stakeholder engagement. KIIs.

The Eighth National Education Conference in 2010 reached a consensus that, draw-
ing from the educational development experiences of advanced nations and guided by 
principles such as broad accessibility, voluntary participation, quality assurance, and 
social justice, the Ministry of Education (MOE) should take the lead in implement-
ing a 12-year basic education program. In his 2011 New Year’s address, President Ma 
Ying-jeou pledged to carry out this initiative. Later that year, in September, the Execu-
tive Yuan approved the 12-Year Basic Education Implementation Plan, scheduling its full 
rollout for August 1, 2014. The National Academy for Educational Research, along with 
the Department of Technological and Vocational Education under the MOE, was tasked 
with developing the curriculum for the program [41].

2.20  Systemic approach to teacher professional development

Ongoing professional development (OPD) enables teachers to acquire the essential 
knowledge and skills required for the successful implementation of a new curriculum 
[54]. While it is well acknowledged that any effective educational system must include 
continual professional development [3], it is especially crucial during curriculum revi-
sion [7].

Many government- initiated training programs and workshops are carried out to 
urge teachers to participate in professional development and to take steps in promoting 
twenty-first century competencies’ learning as presented in the 12-year curriculum [10]. 
In many occasions, the skills and fundamental competencies relevant to the twenty-first 
century are not systematically incorporated or adequately interpreted in national cur-
ricula, school curricula, and classroom activities [20, 27, 60, 60]. Consequently, there is 
a deficiency in adequately preparing students with these competencies [23]. The imple-
mentation of twenty-first-century teaching and learning necessitates substantial changes 
not only to the curriculum, instruction, and assessments but also an increased focus on 
recognizing the pivotal and active role of teachers in the implementation.

The KIIs articulated that professional development programs were put in place 
to equip teachers with the core competencies and how they would align it with their 
instructional strategies. The respondents further noted that government funded many 
professional development programs, workshops, seminars in order to train teachers on 
the conceptualization and contextualization of core competencies that students need to 
develop.
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As part of the implementation strategy, the government provided funding for rig-
orous professional development programs. The good thing was that the way of 
undertaking the required professional development was even research based. We 
adopted systemic approach by conducting study on the pedagogical needs of teach-
ers for implementing competency-based curriculum. Based on the finding of that 
study, we reconstructed the teacher professional development mechanisms. While 
certain competencies are straightforward to articulate and incorporate into current 
school curricula, many involve interactive, cross-cutting skills that pose a consider-
able challenge in terms of integrating them into curriculum policies and classroom 
instructional activities.

The respondents further revealed that a significant number of teachers engaged in 
professional development endeavors linked to the educational reform, participating in 
activities such as workshops, collaborative lesson planning, teaching observations, and 
involvement in professional learning communities at various points in time. An infor-
mant mentioned:

Municipalities, central governments, and schools were also providing fund for the 
professional development for teachers. I can say 90% of the teachers underwent P.Ds 
on competency-based curriculum and parents heard about it. To make sure the 
effectiveness of the P.D.s, key performance indicators were set based on the number 
of workshops, meetings, seminars teachers attended. There were also success in the 
pilot schools in the initial stages. In Taiwan, parents care about education a lot; this 
was also a driving force that drove the momentum forefront. KIIs.

The respondents also pointed out that they had devised an implementation plan to 
adopt for the new curriculum by training teachers to adapt the competency-based cur-
riculum and innovative pedagogies in the classroom. The principals further noted ‘they 
employed transformational leadership to engage parents, teachers and students to create 
a conducive environment for the new curricula’.

Key informants also noted a paradigm shift in teaching methods, with educators 
adopting innovative pedagogies that move beyond conventional lectures. One respon-
dent stated ‘our schools have witnessed a revolution in teaching practices. Teachers 
are now engaging students with project-based learning, where lessons are not confined 
to textbooks but are dynamic, real-world problem-solving experiences. This approach 
empowers both teachers and students to explore subjects deeply and creatively’.

The emphasis on inquiry-based methods and fostering self-directed learning was also 
prominent. A respondent elaborated:

Inquiry teaching encourages students to ask questions and seek answers indepen-
dently, which naturally promotes self-directed learning. This change is not only 
refreshing but essential for developing critical thinkers. Teachers have embraced this 
method, transforming classrooms into interactive laboratories of ideas.

The survey also revealed that Taiwan had experienced many challenges during the 
implementation of the competency-oriented education. One participant recalls:

The implementation of Taiwan’s Competency-Based Curriculum (CBC) faces several 
challenges, primarily stemming from the centralized, top-down approach to gover-
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nance that has traditionally characterized the country’s education system. Despite 
the 12-Year Curriculum Guidelines aiming to promote school autonomy and stake-
holder involvement, some resistance has emerged, particularly from teachers who 
feel inadequately engaged in the reform process. Teachers have expressed concerns 
that decisions were primarily made by experts, with their input being insufficiently 
considered.

2.21  Professional and networked learning communities

Professional Learning Communities (PLCs) and Networked Learning Communities 
(NLCs) became central to fostering collaboration. A respondent described their trans-
formative impact:

Before CBC, teachers worked in silos. Now, our PLCs meet weekly to design cross-
subject projects. For example, science and language teachers co-created a ‘Climate 
Change Storytelling’ unit. This not only improved pedagogy but also built trust 
among staff. The Ministry’s online portal connects rural and urban teachers. Last 
year, our NLC shared resources for inquiry-based math lessons. One teacher in Tai-
tung adapted our materials to include Indigenous weaving patterns, showing how 
networked learning fosters localized innovation.

Collaborative approaches have become integral to teacher development. One respon-
dent highlighted.

The formation of professional learning communities has been a game-changer. Edu-
cators now collaborate regularly, sharing best practices and resources across net-
worked learning communities. This cooperative teaching model ensures that inno-
vation is not isolated to individual classrooms but becomes a shared responsibility 
for systemic improvement. In my school, in some cases, two teachers now co-lead 
classes, one focuses on content delivery, the other on individualized support. This 
approach reduced student disengagement, especially in mixed-ability groups.

2.22  Authentic assessment

Another key theme was the shift toward authentic assessment methods, which aim to 
capture the full spectrum of student learning beyond traditional exams. The sub-themes 
here include: portfolios, student profiles,, checklists, reflective journals, peer assess-
ments, rubrics, observation schedules, anecdotal records, high-stake exams and a focus 
towards formative assessment.

Educators have increasingly adopted portfolios and student profiles as central assess-
ment tools. A respondent stated.

Portfolios and student profiles provide us with a holistic view of each student’s prog-
ress. Unlike conventional exams, these tools allow us to see the evolution of a stu-
dent’s skills and competencies over time. This continuous assessment model is trans-
formative; it documents learning journeys in a way that is both meaningful and 
reflective of real-life abilities. Students curate portfolios with essays, art, and reflec-
tion journals. For instance, a shy student used her portfolio to showcase leadership 
in a community garden project; something exams never captured.



Page 22 of 26Yasin Discover Education            (2026) 5:93 

There is also an emerging need to reform the structure of assessments to align with 
modern pedagogical goals. As one educator noted, 

Reformatting our assessment methods has required us to rethink how we evalu-
ate learning. We are reconceptualizing classroom activities so that they serve both 
as learning experiences and as assessments. This dual purpose not only motivates 
students but also provides a richer data set for evaluating their true capabilities. 
Through this, we create student profiles. Each student’s profile includes peer feed-
back, self-assessments, and teacher notes. One profile revealed a student’s aptitude 
for conflict resolution, leading us to assign her as a peer mediator.

The traditional high-stakes exam model is undergoing significant reconstruction. A 
respondent explained, 

High-stake testing has long been a source of stress and often fails to capture the 
nuanced skills of our students. By re-constructing these tests to include diverse 
assessment elements, we are shifting the focus from rote memorization to genuine 
competency and critical thinking. I know a student who used to panic before tests. 
Now, his final project, a robotics prototype, counts for 50% of his grade. He’s more 
motivated and creative.

2.23  Legal framework: directions, acts, and regulations

The third theme centers on the pivotal role of legal and regulatory frameworks in under-
pinning the CBC reforms. This theme encompasses several sub-themes such as direc-
tions, acts, policy guides and regulations. A key informant noted that “the directions 
issued by our Ministry of Education have been crucial. They outline the vision and prac-
tical steps for CBC implementation, offering clarity and a sense of purpose that has gal-
vanized the entire education community.”

3  Discussion
The findings identify three linked mechanisms behind Taiwan’s CBC uptake: (1) coher-
ent competency architecture paired with worked exemplars and school-level planning; 
(2) labor-market engagement via advisory input and assessable project work; and (3) 
implementation supports assessment literacy, moderation, protected collaboration time, 
and phased piloting. These mechanisms are consistent with international evidence that 
evaluation and assessment systems drive classroom practice when they signal forma-
tive evidence and quality criteria [50]. and with assessment-for-learning research that 
shows analytic rubrics and performance tasks shape instruction [2, 25]. The emphasis on 
school-embedded professional learning aligns with syntheses showing ongoing, collab-
orative PD outperforms one-off workshops [15].

Comparatively, African CBC reforms articulate similar aims but repeatedly confront 
assessment misalignment and limited collaboration time. Kenya’s BECF specifies core 
competencies and continuous assessment yet faces teacher workload/time pressures 
[34] Rwanda’s competence-based framework is coherent but still builds assessment liter-
acy and exemplars [56]; Ghana’s Standards-Based Curriculum foregrounds inquiry and 
AfL while calling for stronger moderation and task banks [45, 45]. South Africa’s curric-
ulum trajectory cautions that heavy documentation without calibrated assessment can 
decouple policy from practice [31]. Against this backdrop, data add how coherence was 
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operationalized in Taiwan through pairing autonomy with exemplars, routine modera-
tion, and time-tabled PLCs clarifying the practical levers that comparable systems can 
adopt.

3.1  Theoretical implications

CBC often rests on constructivist assumptions [17, 61] yet translating “learning by 
doing” into system routines is under-specified. This analysis contributes a mechanism-
level account: (i) competency architecture becomes actionable when exemplar arte-
facts (task banks, rubrics, student-work anchors) mediate teacher sense-making; (ii) 
assessment moderation functions as the social practice that stabilizes interpretations 
of competency evidence; and (iii) collaboration time is the enabling resource that turns 
guidance into enacted curriculum. For reflexive thematic analysis, the themes illustrate 
how researcher-generated interpretation can uncover system mechanisms rather than 
only catalog experiences [6].

3.2  Practical and policy implications for African systems

Given resource constraints and existing exam regimes, the study proposes sequenced, 
feasible steps:

Assessment alignment first Carrying out needs assessment research first. Then, estab-
lish moderation routines (monthly/termly) with brief exemplar packs (3–5 tasks/rubrics 
per learning area) to anchor classroom judgement before scaling large task banks.

Protect collaboration time Timetable PLCs/NLCs (e.g., 2–3 h per fortnight) focused on 
co-designing/trying out tasks and calibrating rubrics; short, repeated cycles outperform 
one-off PD.

Advisory inputs for relevance Where internships are infeasible, use school–industry 
project briefs and simulations with assessable criteria; formalize lightweight advisory 
panels that meet during curriculum review windows.

Phased pilots with feedback loops Pilot in diverse sites (urban/rural), collect artifacts 
and moderation notes, and circulate worked examples to early adopters before national 
scale; this addresses workload and raises assessment credibility.

Contextualize globally borrowed models Adapt competency language and assessment 
to local languages/subjects and equity constraints; treat policy borrowing as design 
inspiration, not wholesale import.

3.3  Contribution and novelty

Most CBC papers either (a) summarize policy texts or (b) present single-classroom 
vignettes. The contribution of this study is to triangulate policy documents with prac-
titioner interviews to specify implementation mechanisms and transfer conditions. The 
study showed that autonomy, exemplars, moderation, collaboration time, advisory input 
and phased pilots are the minimum viable bundles that made CBC actionable in Taiwan 
and most plausibly transferable under African constraints.

3.4  Limitations

This qualitative study offers an in-depth account of how Taiwan’s competency-based 
curriculum (CBC) was coordinated and which elements may be transferable to resource-
constrained systems. Several limitations bound interpretation. First, the sample (10 
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curriculum scholars/experts; 5 principals) was purposively selected for information 
power, prioritizing role diversity over numerical representativeness; findings are there-
fore analytically transferable rather than statistically generalizable. Second, policy docu-
ments were analyzed as authoritative statements of intent; while triangulated them with 
practitioner accounts, the study cannot claim full coverage of all school contexts or 
implementation episodes. Third, transferability to African systems depends on contex-
tual conditions (e.g., assessment regimes, PLC time, employer ecosystems). Finally, the 
study did not quantify prevalence or outcomes; future research could pair qualitative 
mechanism-tracing with mixed-methods designs to estimate breadth and impact under 
real-world constraints.

4  Conclusions
This study indicates that aspects of Taiwan’s CBC coherent core-competency archi-
tecture, school-level curriculum planning anchored by worked exemplars, assessment 
authenticity with moderation, scheduled and organized teacher collaboration, and struc-
tured industry advisory inputs were associated with classroom-level uptake when imple-
mented together. These findings should be read as mechanism-focused, context-bound 
insights, not general claims of system effectiveness. For African systems seeking adap-
tation, the most feasible entry points are (a) curating exemplar task/rubrics with mod-
eration routines, (b) protecting collaboration time for PLCs/NLCs, and (c) establishing 
lightweight advisory structures to shape assessable projects, even where internships 
are not yet viable. The study concludes that phased pilots with feedback loops to build 
locally valid exemplars before scale, and mixed-methods follow-ups to assess imple-
mentation breadth and outcomes would push the momentum of curriculum reforms in 
Africa forefront.
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