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ABSTRACT 
This research aims to find out how the persistence of Eurocentric content, pedagogical methods, and assessment practices in the South African Curriculum and Assessment Policy Statement (CAPS) impact the identities, learning experiences, and the sense of belonging of African learners in educational environments. The study is situated within frameworks of decolonial theory, Africanisation, and critical pedagogy, and it delves into the effects of learner disengagement due to epistemic exclusion, the neglect of Indigenous Knowledge Systems (IKS), and the dominance of Western epistemologies. A qualitative research design was utilized, and data were collected through semi structured interviews with teachers and learners, classroom observations, and document analysis, which together provided in depth, localised understandings of the ways in which curriculum and pedagogy reproduce the colonial legacy of inequalities. The results signalled that the absorption of Eurocentric curriculum purposes led South African learners to experience a loss of identity, cultural alienation, and limited cognitive engagement, while Afrocentric, contextualised, and culturally sustaining pedagogies had a remarkable effect on learners' self-confidence, participation, and the sense of academic meaningfulness. This study contends that the decolonisation of the curriculum entails more than just a superficial cultural insertion. It requires a comprehensive structural epistemic change that places African cosmologies, vernacular languages, and community-based knowledge at the core as valid forms of academic inquiry. The suggestions highlight teacher training, policy restructuring, IKS inclusion, and pedagogical change as ways to make education an authentic reflection of the African reality and a means to prepare learners for socially grounded futures. 
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1. INTRODUCTION 
The relevance of the curriculum and the issue of epistemic justice, among other things, have become the main features of the debates concerning the South African education system. Nearly three decades after the official apartheid regime was dismantled, the school curriculum is still largely influenced by the colonial and Eurocentric knowledge hierarchies that continue to determine what is considered valid knowledge, whose stories are given the most prominence, and which epistemologies are invisible (Letsekha, 2021; Ramoupi, 2021). In depth critique of the post 1994 state initiated curriculum reforms aimed at democratising and equalising educational opportunities, reveals that the main curriculum, especially as articulated in the CAPS framework, is still largely Western centric in terms of epistemic traditions and marginalizes Indigenous Knowledge Systems (IKS), African cultural knowledge, and local linguistic resources (Jansen, 2020; Baykut et al., 2022). This epistemic mismatch has a great influence on learner identity, their involvement in school, and academic performance, especially African learners whose cultural worlds are not appropriately represented in the content and pedagogy of the class. 

Therefore, the call for decolonising the curriculum is not only about the demand for representational inclusion but also implies a fundamental restructuring of the educational epistemological base. It emphasizes the requirement to challenge the universally accepted Western knowledge, to argue against the longstanding notion of African knowledge being inferior or less developed before science, and to recognize African intellectual traditions as valuable, credible, and generative sources of meaning (Mhlongo, 2021; Joyce & Abdou, 2023). Scholars hold that curriculum relevance can only be achieved if one challenges the historical power relations that shaped the present curriculum and includes learners' cultural identities, histories, languages, and community-based knowledges as the core components of learning (Kaya & Seleti, 2013; Chimbi & Jita, 2022). If schools fail to do this, learners not only experience cultural alienation and identity fragmentation but also develop a perception of themselves as being on the periphery of the knowledge project which, in turn, results in their further exclusion from the epistemic structures (Spinelli, 2023; Selelo & Manamela, 2024). 

Teachers find themselves in the middle of this complex and controversial field. Being the ones who implement the curriculum, design pedagogy, and interact with knowledge daily, teachers are both restricted by and try to resist the curriculum’s epistemic structure. Many teachers see the value of culturally responsive and Afrocentric pedagogies; however, their efforts are often hindered due to lack of enough professional development, rigid assessment structures, Eurocentric textbooks, and policy guidelines that do not allow much room for local adaptation (Mabunda & Khoza, 2023; Ahanonye et al., 2024). Those are the problems that educators face and which highlight the gap between what the policy says and what actually happens in the classroom. Therefore, they raise the question of the extent to which decolonising the curriculum is feasible in the present educational system. 

Nevertheless, the main goal of this qualitative research is to uncover the understanding, interpretation, and negotiation of the decolonisation curriculum by teachers in South African public schools. The study, through the comprehensive inquiry of the educators' experiences and opinions, reveals the everyday realities of African knowledge, cultural content, and indigenous pedagogical practices integration in a curriculum that is still largely influenced by colonial legacies. It also looks at how pupils respond to Afrocentric lessons, how curriculum content affects identity formation, and how the change of classroom dynamics occurs if culturally grounded pedagogies are used. By connecting teacher and learner experiences with debates on epistemic justice, cultural affirmation, and transformational pedagogy, the study aligns with the ongoing national discourse that sees education as a means of social inclusion, heritage reclamation, and providing real educational value. 

Ultimately, the article argues that fully decolonising the curriculum is much more than just making a few changes here and there. It calls for a radical re-centering of African epistemologies, pedagogical traditions, and cultural identities as the basis for knowledge production. Thus, the points brought forward in this article offer very significant ideas for the government officials, curriculum designers, and education stakeholders who are willing to make genuine and not just symbolic changes towards a truly transformed and inclusive South African curriculum. 
2. THEORETICAL FRAMEWORK 
Decolonising the curriculum draws its theoretical support from traditions that, among other things, challenge the narratives of power, knowledge, and identity that are not only made but also legitimised and passed on through formal education systems. A major part of this work is supported by theories and ideas like Decolonial Theory, Critical Pedagogy, and African Indigenous Knowledge Systems (AIKS), which combinedly help to understand how colonial ways of knowing the main factors in curriculum structures are, the choices of teaching methods, as well as in students’ educational experiences. 
2.1 Decolonial Theory 
According to decolonial theory, a major issue that is still debated today is how the effects of colonization have left their marks on knowledge production and that most of the time the curriculum content is Eurocentric in its nature and in the way it presents the world while local epistemologies, cultural expressions, and indigenous ways of knowing are being marginalized ( Mignolo,2018; Ndlovu Gatsheni,2020). In this sense, the curriculum becomes a space where “epistemic violence” takes place through the usual and unnoticeable way Western knowledge is treated as neutral, universal, and superior (Chilisa, 2019). Therefore, decolonising the curriculum is basically a radical move that points to an acknowledgement of previously hidden knowledge gens and a disruption of the ranking order of knowledge that had placed them at the bottom. 
2.2 Critical Pedagogy 
This theory, which sees education as a politically engaged act, influenced by broader social, cultural, and historical struggles (Freire, 1970; Giroux, 2011). Critical Pedagogy opposes the so-called banking model of education and suggests dialogic, participatory, and transformative pedagogical practices instead. The decolonisation aspect of this theory implies that educators must critically assess the source of knowledge being privileged and the level of structural inequalities reproduction by the curriculum (Shay, 2016). As such, this point of view sees the removal of colonial content merely as a preliminary step since the real aim is the redefinition of power relations in teaching and learning. 
2.3 African Indigenous Knowledge Systems (AIKS) 
AIK highlights knowledge that is deeply rooted in specific settings, is nature based, and has been validated by the community (Odora Hoppers, 2002; Lebakeng et al., 2006). Part of it emphasizes that African epistemologies which are based on communalism, spirituality, relationality, and lived experiences are as valuable as any other and rather than being on the periphery of the curriculum processes, they should be at the centre. By incorporating AIKS into curriculum development, it not only questions the principle of the Western epistemic paradigm but also encourages the curriculum that is relevant, culturally affirming, and just in terms of knowledge. 
These three theoretical areas together constitute a comprehensive framework for analysing the participants’ experiences of curriculum decolonisation. The main contribution of the Decolonial Theory is in its detailed and deep account of the colonial structures and colonial mindsets in education and knowledge; the main message of the Critical Pedagogy is the pedagogical and learning changes needed to transform the teacher student relationship, while AIKS is the knowledge source for new curriculum ideas. The interlocking system of ideas provides critical tools with which to understand the work and the challenges of the educators, students, and institutions involved in decolonisation, as well as to inquire into what tensions and possibilities occur and which structural changes are required for a significant transformation of the curriculum.  

2: LITERATURE REVIEW 
2.1 Impact of the Current Curriculum on African Learners’ Identity and Learning 
Till now, investigations have shown that the South African public schools' curriculum is mainly of a Eurocentric nature. Such a schema establishes European historical, literary, linguistic, and scientific contributions as the main norm while African methods of knowing are either significantly marginalized or completely omitted (Sterzick, 2024). The university professors argue that the exclusion is at the lowest level of the curriculum dosage scale and even depicts a kind of epistemic violence where African learners confront a curriculum that not only disrespects their cultural heritage but also makes their identity vanish (Selelo & Manamela, 2024). The lack of culturally based content is blamed for the learners' alienation, low self-esteem, and the perception that African knowledge is just an old thing that has no place in the modern world (Joyce & Abdou, 2023). 

There is an enormous amount of criticism directed at CAPS, and the main point of the researchers is that the policy, while it promotes standardisation and national unity, hardly provides any space for contextualisation, localisation, and indigenous knowledge systems (Lweuno et al., 2024). As a result, children from rural areas like Khujwana end up learning things that have very little or no connection with their life at all like European poetry, Western philosophers, or foreign historical events, and at the same time, they are being told very little about the local stories, African intellects, and indigenous heroes (Adeniyi et al., 2024). The difference alters the learners’ perception of what constitutes valuable knowledge hence, the dominance of Western culture gets stronger, and African identity gets weaker. 

Language, an equally important factor, is also a major source of identity. Research based evidence says that if a child must be mainly educated in English or Afrikaans and that he/she will feel that he/she must shut up the language they speak at home and the culture in order to get academic success (Spinelli, 2023; Baykut et al., 2022). It is not far-fetched to say that language here is like a vessel or medium that carries the past, values, and outlooks of a particular language group, and thus the disappearance of native languages in schools equates to the loss of community/family members. Joyce and Abdou (2023) argued that a school syllabus that least exposes one's culture is also a great factor in the development of negative self-image and low self-esteem among the African ethnic group of learners. 

Besides African learners only being victims of exclusion, there have been attempts to engage them which has had a reflection on their academic grades. The unfortunate phenomenon of the learners’ withdrawal from school when they face such content has resulted in poor academic achievement and the struggle to derive the meaning of the abstraction in a significant manner (Hoytt et al., 2022). Culturally relevant curricula, on the other hand, made associates as far as understanding, desire, and performance were concerned (Spinelli, 2023). So, the scholars’ argument that the African curriculum overhaul is a cultural need and a pedagogical requirement as well is correct. 

On top of that, the controversies of Western educational styles putting most emphasis on individualism, memory, and hard discipline of the class with African instructional traditions such as storytelling, communal debates, experiential learning, and participatory knowledge sharing, which helps one to get an understanding by using one's own intellect and interaction with others (Mabunda & Khoza, 2023). Due to the rejection of these culturally integrated pedagogues, learners take the view that indigenous knowledge is an old thing and is not scientific although it is highly logical and efficient. The educational gap widens the gap between cultural knowledge and learners' connection to school, thus the relevance of education in their lives decreases. 

The Africa’s neglect of Science and Tech is one of the major factors behind the concerns raised against the African centred curriculum in this field. The science curriculum in South Africa is full of the major European scientific characters like Newton, Darwin, and Einstein, whose theories are given a lot of emphasis, whereas thinkers from Africa like Cheikh Anta Diop as well as scientific developments from Africa’s past are hardly mentioned (Okeke, 2022). The result of such exclusion is a double reinforcement of the West as the only source of scientific progress, thus the confidence and interest of African students in the field of science, technology, engineering, and mathematics get lowered. The researchers say that science is more exciting for students and they develop better problem-solving skills when the science is brought closer to the local context (Mabasa & Dlamini, 2024), hence, the need for Afrocentric approaches is confirmed from an academic point of view. 

Furthermore, the school syllabus has a very big influence in shaping the dreams and career choices of the learners. When the path to success is illustrated in a Western centric manner by emphasizing more on corporate professions rather than community helping jobs students may take it in a way that to have a better life one has to move away from their culture (Selelo & Manamela, 2024). It leads to cultural displacement whereby the child becomes further away from his/her roots to be able to fit in the dominating cultural norms (Spinelli, 2023). Over time, it can harm indigenous knowledge systems thus, the cultural continuity of the African communities will be at stake.  
In addition to that, a Eurocentric curriculum design's negative effects are not only limited to the current generation but also influence the following offspring. Culture is one of the fundamental ways through which the past is either preserved or erased. So, when a learner hears again that the material has nothing to do with his/her culture, he/she may end up losing contact with ancestral knowledge, becoming less attached to cultural values, and not identifying with the community (Joyce & Abdou, 2023). Disconnection from one's culture brings about various societal issues like the decreasing of social cohesion, increasing of youth crime, and the undervaluing of the indigenous wisdom. On the contrary, research indicates that learners who receive culturally affirming education demonstrate more community spirit, respect for the elderly, and cultural pride (Hoytt et al., 2022). 

2.2 Learner Reactions to Lessons Involving African Culture, Values, and Indigenous Knowledge Systems 
1) Learner Engagement and Interest in Afrocentric Lessons 
The published research evidence largely agrees with the opinion that the use of the Afrocentric curriculum content is a major factor in increasing the student engagement, motivation, and enjoyment of learning. Education reflecting the cultural experiences, languages, and worldviews of students is more meaningful and relatable for the pupils (Mabunda & Khoza, 2023; Letsekha, 2022). The introduction of African folktales, proverbs, storytelling, and local examples not only touches the learners emotionally but also makes their minds clearer, therefore, they are able to understand the abstract concepts with much more ease (Nkondo, 2021). In addition, Afrocentric pedagogies also support a learner focused and participatory approach which is in line with African communal traditions and constructivist educational principles (Canevez et al., 2022). 

Besides that, real life examples backed up by solid research show that culturally grounded pedagogies are a major factor in the acquisition of critical thinking and problem-solving skills as well as in classroom interaction of learners (Ahanonye et al., 2024). For example, in Limpopo the use of local games, songs, and examples for Life Orientation and Social Sciences has turned out to be very effective in making the learners love the subjects, be more attending classes, and understand the content better (Mathebula & Ramoroka, 2022). As a result, children become more self-driven when their cultural background is acknowledged, and the school environment is supportive of their cultural identities (Ringstaff, 2023). 
Yet, to keep up this zeal, there must be a mixture of Afrocentric content and CAPS assessment requirements. At first, some students might see Afrocentric knowledge as non-academic because they have been getting Western oriented education for years (Mabunda & Khoza, 2023). Nevertheless, the schools that have put the Afrocentric strategy into practice have seen a continuous rise in learner understanding, participation, and enthusiasm (Chimbi & Jita, 2022). Hence, the main advantage of a culturally responsive pedagogy is that it creates a path for the learner's complete engagement and academic resilience strengthening. 
2) Identity Formation and Cultural Pride 
The Afrocentric curriculum is an educational program that transforms students' identities by making them clearer and then by helping them to regain their cultural pride. Decolonial scholars maintain that identity is created through social and educational interaction; therefore, culture-based children not only develop healthier self-concepts but also have more positive views of their heritage (Letsekha, 2022; Nkondo, 2021). As a result, the long existing Eurocentric schooling systems were the ones that caused the narratives of the African community's subordination, which eventually led to the internalised oppression of successive generations of learners. The aims of Afrocentric curricula are to get rid of such portrayals by telling the African achievements, philosophies, and moral systems (Mabunda & Khoza, 2023). 
By learning indigenous knowledge systems, students are the ones who win as their reality gets verified thus giving them a feeling of belonging and cultural continuity (Chimbi & Jita, 2022).

 The research conducted in Limpopo has demonstrated that learners respond to such teacher initiatives with enthusiasm and willingness to work when teachers utilize local stories, proverbs, and oral traditions (Mathebula & Ramoroka, 2022). Additionally, learners' heritage affirmation reduces their classroom anxiety and enhances their academic self-confidence (Ringstaff, 2023). 
Also, Afrocentric education plays a major role in the moral and communal aspects of the learner's identity growth. African pedagogy is centred on ubuntu, collectivism, respect, and ethical responsibility, which are very important characteristics and, eventually, will make the learners good, socially grounded citizens (Canevez et al., 2022). As the stories, myths, and values of a certain culture get integrated through various subjects, learners become familiar with having a moral compass that is culturally grounded (Ahanonye et al., 2024). 
Besides that, the authors are of the opinion that merely introducing African culture e.g., a few songs or a traditional dress day without really thinking might be a way of making fun of African culture instead of affirming it (Letsekha, 2022). Identity formation relies on the total incorporation of Afrocentric epistemologies in the curriculum (Nkondo, 2021). By means of Afrocentric education, students become aware of their identity, given the power to cope with it, and, later, become even more grounded in it (Mabunda & Khoza, 2023).  
(3) Challenges of Learner Resistance and Western Influence 
Afrocentric education, which is beneficial in many ways, faces resistance from learners who have internalized Western based knowledge, modernity, and prestige. Mostly, people treat Western knowledge as more scientific and socially as superior to the local set ups, resulting in a decline in the use of culturally based (Letsekha, 2022; Nkondo, 2021). Learners socialised by Western media and cultural relics see nothing useful from the world of culture, rather regard them as antiquated or unimportant. 
Peer influence and societal norms also fuel up the resistance of this group of children to the content. Children embedded in urbanised, globalised can be afraid of being ridiculed and tagged as backward if seen to be using Afri centrism (Chimbi & Jita, 2022). The media depiction of the Western lifestyle continues to convict them, thereby losing interest in indigenous knowledge (Mabunda & Khoza, 2023). 
Resistance is also observed in scenarios when teachers superficially or informally present Afrocentric content without adequate preparation. Students once thinking shallow or hollow instruction, thus, inauthentic to indigenous knowledge, quickly dismiss such teaching and, in turn, reinforce the perception that indigenous knowledge lacks academic value (Ahanonye et al., 2024). Investigations carried out in Limpopo suggest that teacher confidence, motivation, and authenticity greatly affect students’ effort in Afrocentric lessons acceptance (Mathebula & Ramoroka, 2022). 
Research shows that learner resistance during teaching could be lessened through the implementation of pedagogical strategies which reveal the relevance, the sophistication, and the applicability of African knowledge. Comparative analysis between Western and indigenous perspectives, project-based learning, experiential tasks, and community engagement help learners view African epistemologies as valuable and living (Letsekha, 2022). If learners see teachers respecting and using indigenous knowledge across the subjects, the resistance will be reduced (Ringstaff, 2023). 

3: RESEARCH METHODS 
This section describes the methodology that was used to find out how the curriculum of a selected high school in the Limpopo Province, Khujwana Circuit, could be changed to be more Afrocentric and culturally relevant. The narrative form presents the methodology by highlighting the research design, the philosophical base, the site of the study, the population and the sampling strategy, the methods of data collection, the analysis of the data, and the ethical considerations. The primary goal was to present a clear and thorough account of the procedures that were followed to ensure the research's credibility, trustworthiness, and relevance to the objectives of the study (Creswell & Poth, 2018). 
3.1 Research Paradigm 
The study utilizes the constructivist interpretivist paradigm, which recognises that reality is constructed by the society and knowledge is created through the interaction of individuals with their surroundings (Lincoln & Guba, 1985; Creswell & Poth, 2018). Conforming with this paradigm, the research was inclined to get hold of the perceptions, beliefs, and experiences of teachers and administrators about the incorporating of Afrocentric knowledge into the curriculum. The constructivist approach is especially appropriate for the studies that want to find out the meaning the participants give to their experiences, while it also admits that knowledge is dependent on the context and is influenced by cultural, historical, and institutional factors (Chilisa & Tsheko, 2021). 
By choosing an interpretivist position, the investigation recognizes the subjective realities of the teachers and administrators, their relations with learners, and the systemic limitations that influence curriculum practices. This paradigm is also consistent with the study's objective of yielding insights that have contextual meaning and can be used to inform the policy and practice in the South African schools. 
3.2 Research Design 
The study used a qualitative phenomenological research design. Phenomenology is especially suitable for the exploration and understanding of the lived experiences of participants, mainly how they perceive and interpret a certain phenomenon in this case, the infusion of Afrocentric knowledge into the curriculum (Merriam & Tisdell, 2016; Braun & Clarke, 2019). The use of phenomenology has enabled the researcher to gain access to the viewpoints of the participants and to figure out the common themes, patterns, and insights pertaining to curriculum transformation, teacher preparedness, and challenges to implementing culturally responsive pedagogies. 
The phenomenological method focuses on the participants' conscious experiences and the interpretations they give to these experiences (Creswell & Poth, 2018). Through this design, the researchers wanted to get rich, comprehensive data that would reveal the complexities of curriculum decolonisation, and at the same time, bring forward the voices of the people who are directly involved in the teaching and learning processes. 
3.3 Study Site 
The research took place at a selected high school in the Khujwana Circuit, Limpopo Province. This location was a deliberate choice as it is representative of the rural schools in South Africa where the consequences of a Eurocentric curriculum are frequently the most visible. Typically, the rural schools of Limpopo are under the following conditions: they are resource constrained, they have limited access to training and professional development, and they are barely exposed to culturally responsive pedagogies (Mabasa & Dlamini, 2024; Mathebula & Ramoroka, 2022). By conducting the study in such a context, the researcher was in a better position to find out the challenges that come with the implementation of Afrocentric content as well as the possibilities that arise, in a place where culturally relevant education is desperately needed. 
3.4 Population and Sampling 
The study's target population was the teachers and administrators of the selected high school. The study focused on the participants who are directly involved in the delivery of the curriculum, lesson planning, and implementation of the policy, as their views are the main ones to understand the feasibility and the challenges of the incorporation of Afrocentric knowledge. 
A purposive sampling method was used to select 12 participants, including 8 teachers from different subjects and 4 members of the administrative staff. With purposive sampling, the researcher had the freedom to handpick the participants who had the most relevant experience and knowledge in the field of curriculum development and the practice of the classroom (Cohen, Manion & Morrison, 2018). Some of the conditions for inclusion were that the teaching experience should be at least three years, the teacher should be actively involved in the delivery of the curriculum, and the teacher should willingly participate in the study. The number of participants was decided by the data saturation principle which allowed to have enough information to respond fully to the research questions (Braun & Clarke, 2019). 
3.5 Data Collection Methods 
The main data collection method that was used in the study was the semi structured interviews. Apart from that, the analysis of the documents like school policies, lesson plans, and curriculum related documents was done. 
3.5.1 Semi Structured Interviews 
Semi structured interviews were selected as they offer a certain degree of flexibility to the researcher to investigate further the answers given by the participants, at the same time keeping the focus on the research objectives (Merriam & Tisdell, 2016). An interview guide containing open ended questions was created to get the views of the participants on the topics of Afrocentric knowledge, experiences with curriculum implementation, challenges encountered, and recommendations for transformation. Interviews took place in English and Sepedi according to the preference of the participants, and each session was about 45 60 minutes. Every interview was audio recorded, and the interviewer made sure that the participants gave their consent. In addition to this, all the interviews were transcribed verbatim so that the participants' voices could be represented as accurately as possible. 
3.5.2 Document Analysis
Document analysis involved reviewing lesson plans, CAPS documents, policy guidelines, and assessment materials to triangulate data and verify participants’ accounts (Creswell & Poth, 2018). This method provided insights into the extent to which Afrocentric content was formally integrated into the curriculum and highlighted systemic and institutional barriers to curriculum transformation.
3.6 Data Analysis 
Information was analysed using thematic analysis, which was directed by Braun and Clarke's (2019) six step framework. The six stages of the procedure were: (1) getting acquainted with the data through repeated reading of transcripts and documents; (2) the production of the initial codes that reflect the significant features of the data; (3) locating the themes in the entire dataset; (4) checking the themes and also, if necessary, editing the themes to ensure their unity and representativeness; (5) the outlining of the topics and giving them appropriate names; and (6) writing a narrative report that combines the participants' quotes and the relevant literature. 
Thematic analysis was the preferred method, as it allows the researcher to pinpoint areas, interconnections, and disagreements in the accounts of the participants, thus providing a deep and detailed comprehension of the phenomenon. Furthermore, the repetitive nature of the coding and theme creation stages enabled the researcher to be reflexive, in that they could critically evaluate their own position and presumptions (Braun & Clarke, 2019). 
3.7 Trustworthiness 
Trustworthiness was one of the main components that were systematically interwoven in the research design to assure methodological rigour and credit in the investigation of curriculum decolonisation. Credibility was made stronger by long term interaction with participants as well as through iterative member checking both are means that elevate the authenticity and accuracy of qualitative interpretations (Lincoln & Guba, 1985; Creswell & Poth, 2018). Besides that, the triangulation of data sources, including interviews, institutional documents, and field notes, also lessened the risk of bias in the interpretation and increased the consistency of the findings that emerged (Patton, 2015). 
Transferability was endorsed through the provision of thick and very detailed descriptions of the surroundings of the institution, characteristics of the participants, and the socio-political factors that influenced the change of curriculum. The detailed contextualization makes it possible for the readers to decide on the extent to which the findings can be applied in other higher education settings that are undergoing similar decolonial shifts (Merriam & Tisdell, 2016). 
Dependability was the result of keeping a clear and systematic audit trail that recorded the most important methodological decisions, procedures for data management, and steps taken in the analysis. The recorded material is a kind of evaluation path through which an external reviewer can follow the consistency and logical progression of the research process (Shenton, 2004). Confirmability was supported by the continued reflexivity, in that the researcher thoroughly examined their position, assumptions, and possible influences on data interpretation. The use of reflexive journaling and the perpetual triangulation helped to make sure that the interpretations were based on the accounts of the participants and not on researcher bias (Berger, 2015; Lincoln & Guba, 1985). 
Together, they abide by the qualitative standards that have been set and, thus, they expose the robustness of the study's methodological integrity. 
3.8 Ethical Considerations 
Prior to data collection, ethical clearance was given by the Turfloop Research Ethics Committee (TREC). All the participants gave their informed consent. They were also assured that their privacy would be respected, that they would be anonymous, and that their participation was voluntary (Israel & Hay, 2006; Orb, Eisenhauer & Wynaden, 2001). Participants were also notified that they could discontinue at any point without any negative consequences. Data were handled in a secure manner and were only intended for research use. Throughout the process, great care was taken in terms of culture, especially when talking about the knowledge and practices of the local people, and the participants' beliefs and experiences were respected. 
4 RESULTS AND DISCUSSION
This section presents and analyses the findings of the study, highlighting the perceptions, experiences, and insights of teachers and administrators regarding the transformation of the high school curriculum in the Khujwana Circuit, Limpopo Province, towards Afrocentric approaches. The analysis integrates participants’ voices to illuminate key themes and patterns while connecting the findings to the literature reviewed.
4.1 Impact of the Current Curriculum on Learners’ Identity and Learning
4.1.1 Identity Loss and Cultural Disconnection
Participants consistently expressed that the current curriculum largely reflects Eurocentric knowledge, leaving African learners feeling disconnected from their cultural heritage. One teacher explained:
“Most of what we teach is about European history or Western literature. Our learners rarely see themselves reflected in these lessons. It makes them feel that what they know at home is not valued.” (Teacher 3)
This finding aligns with the literature, which indicates that the Eurocentric curriculum reinforces epistemic violence, marginalising African knowledge and identity (Selelo & Manamela, 2024; Sterzick, 2024). Teachers noted that the curriculum neglects African languages, folklore, and cultural values, which contributes to learners experiencing low self-esteem and cultural shame (Baykut, Erbil, Ozbilgin, & Kamasak, 2022; Joyce & Abdou, 2023).
The administrators echoed these sentiments, highlighting that learners’ cultural disconnection often manifests in classroom disengagement:
“Students sometimes seem uninterested because they cannot relate to the content. They feel alienated, as if what they know at home does not matter in school.” (Administrator 2)
Such disengagement supports previous research showing that learners who fail to see themselves represented in the curriculum are more likely to experience decreased motivation, identity confusion, and academic underperformance (Hoytt, Hunt, & Lovett, 2022; Nkondo, 2021). These observations demonstrate the importance of cultural representation in fostering learners’ self-confidence and academic success.

4.1.2 Western-Centric Career Orientation
Teachers observed that the current curriculum often promotes careers associated with Western knowledge and settings, inadvertently shaping learners’ aspirations away from local knowledge systems. One participant stated:
“Learners are taught that success means going into corporate jobs or fields valued in Western contexts. There is very little encouragement for careers rooted in community knowledge, like traditional medicine or local agricultural innovation.” (Teacher 6)
This reflects literature that indicates Eurocentric curricula encourage cultural displacement, whereby learners perceive African cultural practices as less valuable and distance themselves from community-based knowledge (Spinelli, 2023; Selelo & Manamela, 2024). The participants emphasized that such misalignment between curriculum content and local realities creates tension between learners’ cultural identity and the pursuit of educational success.
4.1.3 Representation in Science and Technology
The marginalization of African contributions in STEM subjects was another salient finding. Teachers noted that most science lessons highlight European scientists while neglecting African discoveries:
“Students learn about Newton or Darwin but hardly about African mathematicians or early African medical and astronomical practices. This makes them feel that Africans never contributed meaningfully to science.” (Teacher 4)
The participants’ observations are consistent with studies emphasizing the need to contextualize science education within African realities to enhance learners’ engagement and problem-solving abilities (Mabasa & Dlamini, 2024; Okeke, 2022). By excluding African epistemologies in science and technology, the curriculum inadvertently communicates that innovation and knowledge production are Western domains.
4.2 Teachers’ Perceptions of Afrocentric Knowledge and Culture
4.2.1 Valuing Afrocentric Education
Many teachers acknowledged the importance of integrating African knowledge, values, and cultural practices into teaching. One participant reflected:
“Afrocentric content is important because it gives learners confidence and pride in who they are. It helps them connect what they learn in school with what they know at home.” (Teacher 2)
This aligns with the literature, which highlights that culturally relevant education enhances learners’ self-identity, motivation, and academic achievement (Letsekha, 2022; Mabunda & Khoza, 2023; Ringstaff, 2023). Teachers also recognized that Afrocentric education promotes moral development and communal responsibility, in line with principles of ubuntu (Canevez, Mlambo, & Khumalo, 2022).
4.2.2 Challenges in Implementing Afrocentric Knowledge
Despite positive attitudes, teachers reported several barriers to implementing Afrocentric approaches. The most frequently cited challenges included lack of training, insufficient resources, and institutional constraints. As one teacher explained:
“We want to teach culturally relevant content, but we are not trained properly. There are no lesson plans or guidelines on how to integrate indigenous knowledge meaningfully.” (Teacher 7)
This finding corroborates Letsekha’s (2021) assertion that policy often encourages decolonisation rhetorically but fails to provide practical measures for teachers. Administrators similarly noted that systemic support is inadequate:
“Teachers are motivated, but the school cannot provide the materials or professional development required. Without support, these efforts are difficult to sustain.” (Administrator 1)
The findings suggest that teacher readiness is critical, and professional development programs must address both knowledge and pedagogical strategies for Afrocentric education. 
4.2.3 Pedagogical Implications 
Teachers stressed that by using storytelling, proverbs, communal debates, and the community languages in teaching African methods, not only do learners get involved, but also their identity gets strengthened. One of the participants emphasized: 
“When I bring in local stories or proverbs to make my point, students are more attentive. They see themselves, and the knowledge of their families is valued.” (Teacher 5) 
This finding is in line with the cited works which point that learner centred, culturally responsive pedagogy leads to increased participation, critical thinking, and problem solving abilities (Ahanonye, Molepo, & Masinga, 2024; Mathebula & Ramoroka, 2022). Educators also mentioned that an Afrocentric approach must be thoroughly integrated rather than superficially checked to see whether culture is really there and not just added for decorative purposes (Nkondo, 2021; Letsekha, 2022). 
4.3 Strategies for Curriculum Transformation 
4.3.1 Storytelling, Proverbs, and Local Knowledge 
Delegates emphatically suggest that indigenous knowledge systems be embedded as the basis for the curriculum transformation process. Teachers acknowledged that storytelling, oral histories, and proverbs not only facilitate learner’s identity but also provide them with real contexts of learning: 
“We prompt students to discuss local histories and folktales. This makes learning practical and meaningful. They realize that their culture has value.” (Teacher 1) 
Such ways correspond to the studies that propose the use of Afrocentric pedagogical practices that create a link between what is learned in school and the learners' cultural realities (Claybook, 2023; Chimbi & Jita, 2022). 
4.3.2 Use of Indigenous Languages 
The research reveals that employing mother tongue instruction has a profound effect on learners’ comprehension and participation. Teachers said: 
“When we teach science in Sepedi, learners understand more and can do more. It also helps their identity to be confirmed.” (Teacher 6) 
It is in line with the idea that language is not just a tool for teaching, but also a vehicle for culture, values, and social memory (Spinelli, 2023; Ngũgĩ wa Thiong’o, 2021). So, using indigenous languages in teaching, educators cater both the cognitive and the affective side of the learners. 
4.3.3 Teacher Development and Systemic Support 
The folks involved in the research point to the need for teacher training and system backing if reforms of Afrocentric curricula are to be sustained. An administrator expressed his thoughts: 
"In order for teachers to Africanize their lessons, they must be given appropriate training, ready-made lesson plans, and teaching tools that are representative of African knowledge. In addition to this, regulations on implementation must be reinforced by resource provisions and supervision to be effective." (Administrator 4) 
It is in line with the views of Letsekha (2021, 2022) and Mabunda and Khoza (2023) who articulate that the change in curriculum is a joint task of the educators, policymakers, and curriculum developers and hence a comprehensive undertaking. Without support from the system, such attempts can only be satellites that are short lived and unsustainable. 
4.3.4 Addressing Learner Resistance 
Several participants revealed that learners initially showed resistance that was mainly due to influences from Western media and peer perceptions. A teacher narrated: 
"Some students associate local knowledge with being out of fashion. At first, they are doubtful, but once they realize how it is applicable, they get involved." (Teacher 3) 
The research also presents trustworthy methods that involve comparative pedagogies, project based learning and providing contextualized examples. These methods help in dispelling the doubts and making indigenous knowledge come alive as being current and accessible (Ringstaff, 2023; Letsekha, 2022). Hence, gradual and well supported integration can lead to learner's acceptance and engagement. 
4.4 Synthesis of Findings 
The analysis indicates that the current curriculum significantly depends on European perspectives, which eventually results in identity loss, alienation from culture, and low academic engagement of African learners. Afrocentric content, according to educators and school management staff, not only contributes to learners' cultural pride but also serves as their academic motivation and moral development. However, the problems such as inadequate training, lack of resources, and systemic obstacles hinder the implementation of these initiatives properly. Such barriers can be overcome by measures like full incorporation of indigenous knowledge, usage of local languages, staff training, and learner centred pedagogies that offer suitable contexts for the content. 
This study's results are in line with the literature that was reviewed and which mainly focus on the fact that culturally responsive pedagogy leads to identity affirmation, learner engagement, and academic success (Mabunda & Khoza, 2023; Letsekha, 2022; Ringstaff, 2023). Additionally, they stress that systemic support, policy setting, and continuous teacher development are the main factors for the sustainability of curriculum change (Chilisa & Tsheko, 2021; Mabasa & Dlamini, 2024). 
5 CONCLUSION AND RECOMMENDATIONS 
5.1 Conclusion 
This research confirms that decolonising the curriculum is a complicated, deeply debated, but still necessary, far-reaching project of change that goes way beyond the mere symbolic inclusion of African content or isolated pedagogical adjustments. Findings show that the participants consider decolonisation as primarily an epistemic endeavour that requires uprooting colonial ideas that are deeply ingrained in the mind, questioning whose knowledge is considered valid, and restructuring the curriculum to recognise African identities, worldviews, and knowledges. Apart from that, the participants acknowledged a lot of institutional talk about transformation but also pointed out that there were still many structural contradictions such as dominance of Eurocentric content, staff capacity limitations, deep rooted pedagogical traditions, and institutional cultures that are changing slowly which in combination prevent the implementation to take place at a deeper level. This study confirms that curriculum decolonisation should not be considered as a technical exercise, but as a transformative praxis that involves critical self-reflection, pedagogical reorientation, and continued institutional commitment. 
The use of Decolonial Theory, Critical Pedagogy, and African Indigenous Knowledge Systems helped to uncover how power, knowledge, and identity come together in curriculum areas and, therefore, stressed the importance of epistemic justice not only as a concept but also as a practical necessity. In the end, this research argues that authentic decolonisation can only be achieved when universities address the historical background of knowledge production, foster inclusive and relational pedagogies, and establish enabling environments where different epistemologies can co-exist without one being marginalised. 
5.2 Recommendations 
To facilitate effective curriculum decolonisation, the research proposes a thought out, multi layered, and institutionally coordinated plan that places epistemic justice and sustainable change at its core as the main points. Structured professional development programmes should be the focus of universities whereby academics are provided with critical pedagogical skills, decolonial literacy, and the ability to integrate African Indigenous Knowledge Systems in a genuine not a superficial manner. There is a need for policy overhaul which would involve the movement of institutional policies from being merely symbolic to going deep into embedding transformation imperatives throughout curriculum review cycles, programme accreditation processes, and staff performance frameworks to make it possible accountability and consistency exist. The collaborative curriculum design processes can be broadened to incorporate not only students but also community knowledge holders and disciplinary experts to democratise knowledge production and enhance relevance. 
Besides that, universities should be allowed to invest in research, teaching resources, and partnerships that will foster African scholarship so that academics can tap into a rich, contextually grounded intellectual tradition. To sum it up, the institutional culture that supports decolonisation must be one that is reflective, welcomes diversity, and is willing to deal with the issue of power in an open manner, thus making it possible for the alternative epistemologies not only to be there but also to be seen as central to knowledge formation. The suggestions presented here emphasize the need for a continuous institutional commitment to bring about systemic change rather than fragmented, short-lived interventions. 
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