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From the Chief Editor,

International Journal of Curriculum and Instructional Studies (IJOCIS) proudly presents
the first issue of this year. The June 2026 issue includes diverse articles in terms of their
research problems, methodologies, and conceptual focuses. The articles focus on
teachers " instructional planning, perceptions of curriculum, teaching in different school
settings, textbooks, curriculum implementation, curriculum transformation, 21%* century
skills in curriculum, needs assessment, curriculum awareness, and comparative
analyses of curriculum in different countries.

Conventional research articles usually establish the bulk of the articles published in our
journal but we also welcome SLR articles that analyze research studies through a
relevant theoretical framework and an established SLR methodology to contribute to our
critical and meta-level understanding of the knowledge claims in a specific research
context. Theoretical/conceptual articles that have the potential for offering new
concepts, theoretical arguments, and models are also welcomed.

Our Editorial Team now consists of nine editors. Assoc. Prof. Sibel Akin Sabuncu has
recently joined the team. She has also been one of the international editors of Teachers
College Record, and her experience will be valuable to the editorial work of [JOCIS. In
addition, new members have also joined the language and production editor teams: Asst.
Prof. Duygu ileritiirk and Ahmet Girgin as English language editor, and Abdiilkadir Palanci,
Hatice Hanim Erol and Muhammed Faruk Erdogan as production editor. The full list of our
editors can be found in this issue.

As lindicated in presenting the December 2025 issue, we have simplified the submission
process for the authors and shortened the manuscript review and publication process
considerably thanks to standardization of the editorial and peer review processes. It is
our goal that allthe submissions receive a timely and quality assessment. With this, once
again, | invite all researchers in the field of Curriculum and Instruction to submit their
research studies and conceptual discussion articles to JOCIS.

I would like to congratulate all the authors who contributed to this issue, and thank the
reviewers who spent their valuable time to assess and improve submissions, the Editorial
Team for their devoted time and effort to lead the manuscript review processes, and the
language and production team for finalizing the manuscripts for this issue. Together, we
help disseminate new knowledge, develop new perspectives, and equip our readers to
understand and influence the world around them through scientific research. We will
continue to work with researchers and the IJOCIS Team collectively to publish further
high-quality scientific research in the field of Curriculum and Instruction.

With my best regards,

Prof. Dr. Ali YILDIRIM (University of Gothenburg)
Editor in Chief
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Bas Editorden

Uluslararasi Egitim Programlari ve Ogretim Calismalar Dergisi (IJOCIS) 2026'daki ilk
sayisini okurlarina sunmanin gururunu yasamaktadir. Haziran sayisi, arastirma
problemleri, ydntemleri ve kavramsal odaklari acisindan ¢esitli makaleler icermektedir.
Makaleler; 68retmenlerin 6gretim planlamasi, egitim programlarn algilar, farkli okul
ortamlarinda 6gretim, ders kitaplari, egitim programlarinin farkindaligi, dontstimu ve
uygulanmasi, egitim programlarinda 21. ylzyil becerileri, ihtiyac analizi ve farkl
Ulkelerdeki egitim programlarinin karsilastirmali analizine odaklanmaktadir.

Geleneksel arastirma makaleleri dergimizde yayimlanan makalelerin ¢ogunlugunu
olusturmaktadir. Bununla birlikte, gecerli bir kuramsal yapi ve alanyazinda kabul edilen
bir analiz ydntemi cergevesinde yapilan sistematik arastirma analizi galismalarina da
dergimizde yer vermekteyiz. Boylece temel arastirmalar ve sistematik analizler yoluyla
alandaki bilgi birikiminin  farkli  dizeylerde okuyucularimizla bulusmasini
hedeflemekteyiz. Dergi sayfamizda da belirtildigi gibi yeni kavramlar, kuramsal
tartismalar ve modeller orata koyan kuramsal/kavramsal makaleler de dergimizde yer
almaktadir.

Editor ekibimiz su anda dokuz editérden olusmaktadir. TED Universitesi "'nden Doc. Dr.
Sibel Akin Sabuncu yakin zamanda ekibe katilmistir. Kendisi ayni zamanda Teachers
College Record dergisinin uluslararasi editértdir ve bu deneyimi ile 1JOCIS'e 6nemli
katkilarda bulunacaktir. Ayrica Asst. Prof. Duygu lleritiirk ve Ahmet Girgin dil editori ve
Abdulkadir Palanci, Hatice Hanim Erol ve Muhammed Faruk Erdogan dizgi editorl olarak
Dergi ekibine katilmistir. Editdrlerimizin tam listesi bu sayida yer almaktadir.

Aralik 2025 sayisini sunarken belirttigim gibi, makale ylkleme strecini basitlestirdik ve
basvurularin incelenmesi ve hakem degerlendirme sireclerini 6nemli 6lglide kisalttik.
Amacimiz, tim basvurularin zamaninda ve nitelikli bir bicimde degerlendirilmesidir. Bu
kapsamda Egitim Programlari ve Ogretim alanindaki tim arastirmacilari, makalelerini
IJOCIS'e gobndermeye davet ediyorum.

Bu sayiya katkida bulunan tim yazarlar tebrik ediyor; makaleleri degerlendirmek icin
degerli zamanlarini ayiran hakemlerimize, makale degerlendirme ve niteligi guvence
altina alma siirecinde 6nemli zaman ve caba harcayan Editér Ekibine, Dil ve Uretim
Editorlerine bir kez daha tesekklr etmek istiyorum. Amacimiz hep birlikte, bilimsel
bilginin paylasilmasina, yeni bakis acilari gelistirilmesine ve okuyucularimizin bilimsel
arastirmalar yoluyla alandaki konulart daha iyi anlamalarina ve uygulamaya
aktarmalarina katkida bulunmaktir. Bu surec¢ gelecek sayilarimizda da artan nitelikle
devam edecektir.

Saygilarimla,

Prof. Dr. Ali YILDIRIM (Géteborg Universitesi)
Bas Editor
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Instructional planning is a central but theoretically dispersed domain
of teacher education research. This systematic review synthesizes
empirical evidence on instructional planning published between 2005
and 2025, examining the field through the dual lens of teacher
cognition and curriculum deliberation. Guided by the PRISMA 2020
statement and a theory-driven design, the review addresses three
research questions concerning theoretical traditions, methodological
approaches, and knowledge claims characterizing the field. 43
empirical studies were identified across five electronic databases
following a staged screening process applied to 987 initially retrieved
records. Each included study was coded against the seven constructs
of the Teacher Thinking—Instructional Planning (TTIP) Framework. The
findings point to three key patterns. First, the field is organized around
a strong but relatively narrow cognition-and-decision core, with
instructional decision-making (67.4%) and pedagogical reasoning
(58.1%) dominating empirical attention. Second, motivational and
deliberative dimensions receive limited attention, with motivational
orientations (23.3%) and teacher beliefs as a primary focus (4.7%)
appearing in relatively few studies. Third, the literature is largely
descriptive, with 74.5% of studies producing descriptive or explanatory
claims and fewer offering developmental or evaluative evidence. The
evidence reviewed here positions instructional planning as a
cognitively demanding, deliberative, and contextually shaped
professional practice. It cannot be reduced to procedural skill. The TTIP
Framework is proposed as an integrated conceptual platform for
building more cumulative and explanatory research.

To cite this article: Tokgdz, O (2026). Teachers' instructional planning as a cognitive and
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Introduction

Instructional planning is widely regarded as one of the most central professional activities
in teaching. The decisions teachers make about what to teach, how to organize content, and
how to respond to students extend beyond technical considerations; they involve complex
forms of professional reasoning shaped by knowledge, beliefs, contextual conditions, and
interpretations of curriculum expectations (Clark & Peterson, 1986; Shulman, 1987).

Over time, the literature on instructional planning has developed along several
interconnected theoretical lines. One strand has focused on teacher cognition, examining how
teachers’ knowledge, beliefs, and thinking inform planning practices (Borg, 2003). Another has
emphasized pedagogical reasoning and teacher knowledge, particularly the role of
pedagogical content knowledge in shaping instructional design (Shulman, 1986, 1987). A third
line of work, grounded in curriculum deliberation, conceptualizes planning as a process of
practical reasoning through which teachers interpret and actively rework curriculum rather than
simply implement it (Ben-Peretz, 1990; Schwab, 1969). More recent research has also
foregrounded teacher agency and sense-making, highlighting how motivational orientations
and contextual conditions shape both the process and quality of planning (Priestley et al.,
2015).

Empirical research on instructional planning has expanded considerably over the past two
decades. Studies have examined how teachers plan across different contexts, how preservice
teachers develop planning competence, and how planning relates to professional beliefs,
motivational orientations, and self-efficacy (Karlstrom & Hamza, 2021; Kohler et al., 2008;
Sahin-Taskin, 2017). In parallel, a growing body of work has examined how contextual factors,
such as curriculum policies, institutional expectations, and subject-specific pedagogical
demands, shape teachers’ planning practices and agency (Bieda et al., 2020; Yildirnm, 2003).
Despite this expansion, however, the field continues to exhibit both conceptual and
methodological fragmentation.

Three gaps remain in the instructional planning literature. First, the cognitive and
deliberative processes involved in instructional planning are rarely examined together. Studies
often focus on single constructs, such as decision-making, beliefs, or agency, which leaves the
relational structure of planning insufficiently explained. As a result, existing research shows how
individual dimensions operate but offers limited insight into their interaction within the broader
planning process. Second, although curriculum deliberation has long emphasized teachers’
practical reasoning with curriculum materials (Schwab, 1969; Walker, 1971), this dimension
remains less visible in empirical research. Constructs such as sense-making, platform
orientations, curriculum potential, and teacher agency are rarely examined as primary analytical
focuses. Third, motivational orientations and teacher agency remain less developed in empirical
research, particularly in centralized curriculum contexts such as Turkey (Yildirim, 2003), where
structural conditions may restrict agentive planning even among professionally competent
teachers.

Overall, these gaps point to a broader limitation. Despite substantial empirical growth, the
literature still lacks an integrated account of instructional planning as a form of professional
practice that is both cognitive and deliberative. Such an account is needed to explain how
teachers think and decide, as well as how contextual and motivational conditions shape
planning.
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The present study addresses this gap through a PRISMA-based systematic review of
empirical research published between 2005 and 2025. This period was chosen because it brings
together three influential lines of scholarship: Borg's (2003) teacher cognition synthesis,
Remillard’s (2005) curriculum enactment review, and Priestley et al.’s (2015) ecological agency
framework. The review synthesizes 43 empirical studies through the dual lens of teacher
cognition and curriculum deliberation, organized by the seven-construct Teacher Thinking—
Instructional Planning (TTIP) Framework: mental processes in teaching, instructional decision-
making, pedagogical reasoning, teacher beliefs, motivational orientations, teacher agency, and
sense-making. The review is guided by the following research questions:

RQ1: What theoretical perspectives underpin empirical research on instructional
planning?

RQ2: What methodological approaches characterize empirical research on instructional
planning?

RQ3: What knowledge claims does the empirical research reveal about teachers’
cognitive and deliberative processes in instructional planning?

This study makes three interrelated contributions. First, it offers a theoretically integrated
account of instructional planning by synthesizing teacher cognition and curriculum
deliberation traditions within the TTIP Framework, moving beyond single-construct
approaches. Second, it provides a theory-driven systematic mapping showing not only what
has been studied but how constructs have been distributed and combined across the field.
Third, it identifies important gaps in the literature, particularly the limited attention given to
motivational orientations and teacher beliefs. These gaps point to a research agenda that
examines instructional planning as a professional practice shaped by teachers’ cognition,
curriculum interpretation, motivation, and working conditions.

Theoretical Framework

Instructional planning does not take place in a cognitive vacuum. The decisions teachers
make before entering the classroom are shaped by professional knowledge, interpretive
frameworks, and normative commitments about how curriculum should be enacted.
Understanding instructional planning therefore requires a framework that accounts for both
the internal cognitive work teachers perform and the deliberative processes through which
they interpret and engage with the curriculum. The present review draws on two
complementary traditions: teacher cognition (Borg, 2003) and curriculum deliberation (Ben-
Peretz, 1990; Remillard, 2005; Schwab, 1969; Walker, 1971).

The teacher cognition framework rests on the proposition that teaching is fundamentally a
cognitive activity. Borg (2003) defines teacher cognition as the underlying cognitive dimension
of teaching; what teachers know, believe, and think. This definition highlights that knowledge,
beliefs, and thought operate as an interdependent system mediating between curriculum
intention and classroom enactment. Within this framework, instructional planning occupies a
key position. It is the point at which professional cognition becomes most visible, before it is
shaped by the interactive demands of live instruction (Clark & Peterson, 1986; McCutcheon,
1980). Expert planners tend to organize their thinking hierarchically around learning goals and
are better able to anticipate student errors than novice planners. This difference reflects deeper
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knowledge and belief structures that teacher education needs to address (Borko & Livingston,
1989; Westerman, 1991).

Within the teacher cognition tradition, teacher beliefs play a central role in shaping the
planning process (Fives & Buehl, 2012; Pajares, 1992). They influence how curriculum materials
are interpreted, so that the same textbook chapter can lead to different instructional
approaches depending on teachers’ professional commitments. They also guide decisions
toward approaches that are familiar or supported by prior experience. This helps explain why
teacher education that attends only to procedural skills is likely to have limited impact if
underlying belief systems remain unchanged (Pajares, 1992).

The curriculum deliberation tradition offers a complementary perspective by foregrounding
the practical reasoning through which teachers navigate the relationship between curriculum
prescription and classroom action. Schwab (1969) argued that curriculum questions are
inherently practical and cannot be resolved through theory alone; they require deliberation,
where alternatives are weighed and context-specific judgments are made. Walker (1971)
described this process through three elements: a platform (values and assumptions), a
deliberation phase (examining alternatives), and a design phase (producing decisions).
Instructional planning can be understood as the teacher’s enactment of all three: beliefs shape
what is considered, deliberation shapes how options are evaluated, and the lesson plan
represents the final design.

Ben-Peretz (1990) extended this framework by introducing the concept of curriculum
potential, which refers to the range of possibilities for action that a curriculum document
affords to a professionally engaged teacher, thereby positioning the teacher not as a
curriculum deliverer but as a curriculum author.Remillard (2005) further developed this analysis
by identifying empirically observable modes of teacher—curriculum engagement, including
following and adapting, drawing on and connecting, interpreting and constructing, and
creating and building. These modes make visible how teachers’ professional knowledge,
beliefs, and institutional contexts shape their work with curriculum materials. Priestley et al.
(2015) later reconceptualized teacher agency as an ecological achievement, emerging through
the interaction of professional dispositions with structural, cultural, and material conditions. In
centralized curriculum systems such as Turkey, this perspective helps explain why compliance-
oriented planning can persist even among teachers with well-developed professional
knowledge (Yildinm, 2003).

Although these traditions offer complementary insights into instructional planning, they
have largely developed separately. Curriculum deliberation emphasizes practical reasoning,
teacher interpretation, and curriculum authorship, while teacher cognition focuses on the
internal processes through which teachers think, decide, and plan. Together, they have
broadened understandings of instructional planning, but less is known about how these
dimensions interact in practice.

Neither tradition, on its own, fully explains instructional planning as a professional practice.
The teacher cognition tradition offers strong accounts of how teachers use knowledge, beliefs,
and decision-making in planning, but gives less attention to the conditions that shape how
these processes are used in practice. The curriculum deliberation tradition, by contrast,
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emphasizes practical reasoning, curriculum authorship, and teacher—curriculum relations, but
says less about the cognitive processes involved in deliberation. For this reason, existing
frameworks remain limited in different ways. For example, Konig et al.'s (2021) CODE-PLAN
model provides a detailed account of planning cognition, while motivational and agentive
dimensions remain comparatively underdeveloped. Remillard’s (2005) curriculum enactment
typologies capture contextual variation but offer limited insight into the internal structure of
planning. These limitations show that instructional planning cannot be fully understood
through cognition or deliberation alone.

To address these limitations, this study proposes the Teachers' Instructional Planning as a
Cognitive and Deliberative Practice (TTIP) Framework. The framework views instructional
planning as a professional practice shaped by the interaction of cognitive, motivational,
deliberative, and agentive dimensions. By drawing on teacher cognition and curriculum
deliberation traditions, it offers a structure for examining planning beyond cognitive processes
or contextual deliberation alone. Table 1 presents the seven constructs included in the
framework.

Table 1

Seven Constructs of the TTIP Framework at the Intersection of Teacher Cognition and Curriculum
Deliberation

Construct Teacher cognition perspective Curriculum deliberation perspective

Practical reasoning about possible
instructional actions (Schwab, 1969)

Mental processes  Planning as cognitive rehearsal and
anticipation (Clark & Peterson, 1986;

Yinger, 1980)

Instructional
decision-making

Pedagogical
reasoning

Teacher beliefs
Motivational
orientations

Teacher agency

Sense-making

Judgments shaped by knowledge and
experience (Shavelson & Stern, 1981)

Transforming subject knowledge into
teachable forms (Shulman, 1986, 1987)

Filters shaping planning and
instructional thinking (Pajares, 1992)

Self-efficacy influencing effort and
persistence (Bandura, 1997)
Autonomy in instructional decision-
making (Borg, 2006)

Interpreting curriculum through
professional knowledge (Grossman,
1990)

Context-sensitive choices among
alternative interpretations (Walker,
1971)

Justifying instructional choices for
specific learners and contexts

Underlying assumptions about
curriculum purpose and use

Commitment to planning as
meaningful professional work
Active role in shaping and adapting
curriculum (Priestley et al., 2015)

Translating curriculum into context-
specific practice (Remillard, 2005)

The TTIP Framework conceptualizes instructional planning as an interconnected process
rather than a set of separate constructs. Teachers’ mental processes are closely linked to their
beliefs, which shape how they anticipate, prioritize, and translate curriculum possibilities into
instructional action. Similarly, instructional decision-making is influenced by motivational
orientations. Teachers with stronger planning self-efficacy are more likely to evaluate
alternatives deliberately, while lower confidence may lead to more routine or compliance-
based planning (Bandura, 1997; Tschannen-Moran & Woolfolk Hoy, 2001).
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Pedagogical reasoning is also shaped by sense-making. How teachers interpret curriculum
materials affects which instructional choices they see as possible and professionally
appropriate (Ben-Peretz, 1990; Remillard, 2005). These processes unfold within curriculum
systems, accountability pressures, and institutional cultures that may support or limit teacher
agency (Priestley et al., 2015).

From this perspective, the construct distribution reported in the findings shows more than
differences in research attention. It also shows which aspects of instructional planning have
been easier to study and which remain less examined. The framework therefore presents
instructional planning as a professional practice shaped by cognition, deliberation, motivation,
and agency.

Method

This study used a PRISMA-informed systematic literature review design (Page et al.,, 2021).
The review was guided by the TTIP Framework, which informed the inclusion criteria, data
extraction categories, and analytical structure. This allowed the literature to be mapped within
a clear conceptual frame. The analysis was based mainly on thematic synthesis (Thomas &
Harden, 2008), with support from narrative synthesis (Popay et al., 2006).

Search Strategy

A systematic search was conducted across five databases: Web of Science, Scopus, ERIC,
Google Scholar, and DergiPark. Web of Science and Scopus served as the primary sources due
to their rigorous indexing. ERIC was included as a field-specific education database. Google
Scholar was used cautiously as a supplementary source to identify additional studies. DergiPark
was included to ensure the representation of Turkish-language research within the scope of
the review.

Search strings were constructed using Boolean operators across three conceptual clusters:
(1) planning constructs (instructional planning, lesson planning), (2) cognitive constructs
(teacher cognition, teacher thinking, curriculum deliberation), and (3) curriculum-related
constructs (curriculum enactment, curriculum implementation, teacher agency). The search
strategy was intentionally focused on studies that address planning through cognitive and
deliberative dimensions, in line with the theory-driven design. The overall structure of the
database selection and search scope is summarized in Table 2.

Table 2

Search Strategy and Conceptual Scope

Component Description

Planning terms "instructional planning", "lesson planning"

Cognition terms "teacher cognition", "teacher thinking", "pedagogical reasoning"
Deliberation terms "curriculum deliberation", "sense-making"

Curriculum terms "curriculum enactment", "implementation", "teacher agency"
Databases Web of Science, Scopus, ERIC, Google Scholar, DergiPark

Time frame 2005-2025

Language English and Turkish

Note. Search strings were adapted to database-specific syntax requirements. DergiPark strings were reformed in
Turkish, the language of that database's indexing system.
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Citation tracking was conducted using key works informing the theoretical framework,
including Borg (2003, 2006), Schwab (1969), Walker (1971), Ben-Peretz (1990), and Remillard
(2005). Empirical studies identified as relevant during initial screening were also followed up.
The reference lists of all included studies were then reviewed to identify additional empirical
work not retrieved through database searching.

Inclusion and Exclusion Criteria

Eligibility criteria were defined a priori (Dixon-Woods et al., 2006). The review included
studies published between 2005 and 2025. The starting point of 2005 was chosen because this
period brought together three influential lines of scholarship on instructional planning. Borg's
(2003) work on teacher cognition highlighted teachers’ knowledge, beliefs, and thinking as
central to the relationship between curriculum intentions and classroom practice. Remillard’s
(2005) work on curriculum enactment shifted attention from curriculum delivery to teachers’
interpretive engagement with curriculum materials. Priestley et al.'s (2015) ecological agency
framework further helped explain how structural conditions shape what teachers can deliberate
about and enact in practice.

These traditions provided the conceptual basis for the TTIP Framework, particularly its focus
on teacher cognition, curriculum deliberation, and ecological agency. The 2025 endpoint was
selected to capture the current state of empirical research in this area. Studies were included if
they focused primarily on instructional or lesson planning, addressed at least one TTIP
construct, used an empirical design, involved preservice or in-service teachers, were published
between 2005 and 2025, and were written in English or Turkish. Studies were excluded if they
were purely theoretical or review-based, did not involve teacher participants, treated planning
solely as a product (e.g., lesson plan scores), or were not peer-reviewed. Theses, dissertations,
unpublished manuscripts, and other non-peer-reviewed sources were also excluded. The full
inclusion and exclusion criteria are summarized in Table 3.

Table 3

Inclusion and Exclusion Criteria

Criterion Inclusion Exclusion
Focus Instructional/lesson planning as the Planning as peripheral or treated only
primary focus, addressing at least one as a product (e.g., scores)
TTIP construct
Participants Preservice teachers, in-service teachers, Non-teacher participants
teacher educators
Study type Empirical studies (qualitative, quantitative, Theoretical papers, reviews, meta-
mixed methods) analyses, opinion pieces; editorials
Publication Peer-reviewed journal articles, empirical Conference abstracts; theses or
type book chapters dissertations; unpublished
manuscripts
Language English, Turkish Other languages
Time frame 2005-2025 Pre-2005 studies
Scope Teacher-level planning processes Policy/administrative planning only
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Screening and Selection

The screening process involved three stages:(1) duplicate removal, (2) title and abstract
screening, and (3) full-text assessment. To ensure rigor, two verification steps were applied:
first, all excluded records were rechecked and then a 20% subsample was re-evaluated after a
two-week interval.

Initially, the search retrieved 987 records (952 database, 35 citation tracking). Following
removal of 602 duplicates, 385 records were screened at the title and abstract stage; 300 were
excluded on eligibility grounds. Of 85 full-text records assessed, 42 were excluded. The final
synthesis comprised 43 empirical studies. The complete selection procedure is reported in the

PRISMA 2020 flow diagram (Figure 1) and summarized in Section 4.

Figure 1

The PRISMA 2020 Flow Diagram Illustrating Record Screening and Selection

Identification of studies via databases and registers

Identification of studies via other methods

Records identified ‘ —
c from*: Records removed before Rfaco.rds |dent.|f|ed from:
2 Databases (n = 952) screening: Citation traclflng (n = 35)
é WoS=30; Duplicate records removed Hand-sear;hmg of
s Scopus=60; —] (n =602 reference lists
3 ERIC=30; Records marked as ineligible
- GScholar=817; by automation tools (n = 0)
DergiPark=15 Records removed for other
¢ reasons (n = 0)
Records screened — | Records excluded
(n = 385)
(n = 385) v
R t
l Reports sought nzi)or >
for retrieval (n = retrieved
2 || Reports sought for  |—» | Reports not retrieved (n = 0) 300) (n = 300)
S retrieval (n = 0) l
(]
3
. Reports excluded:
y Reports excluded: Reports PIaF;min a
Planning as product only (n assessed for q tg | _
Reports assessed = 20) cliaibilit product only (n =
for eligibility Theoretical / conce = ey 20)
- ptual (n = (n = 85) .
(n = 85) "1 15 Theoretical /
¢ Outside time range 2005- ?z?ceptual (n=
2025 (n =7
( ) Outside time
= Studies included in range 2005-2025
3 review (n=7)
2| n=89 .
£ Reports of included -

*Consider, if feasible to do so, reporting the number of records identified from each database or register searched
(rather than the total number across all databases/registers).
**|f automation tools were used, indicate how many records were excluded by a human and how many were

excluded by automation tools. Source: Page MJ, et al. BMJ 2021;372:n71. doi: 10.1136/bmj.n71.
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Data Extraction and Construct Coding

Data were extracted using a structured coding framework aligned with three analytical
dimensions: theoretical orientation, methodological design, and knowledge claims. The coding
structure is summarized in Table 4.

Table 4

Data Extraction Coding Form

Dimension Variable Categories / coding instructions

Bibliographic Author(s), year, title, Standard APA fields; country = data collection site
Journal, country

Context Participant type, sample Preservice / in-service / both; n; primary / secondary /
size, education level, subject HE; maths / language / science / general; centralized /
area, curriculum system decentralized

Methodological Research design, data Quantitative / qualitative / mixed / experimental;

(RQ2) source(s), analytical questionnaire / lesson plan / interview / observation /
procedure, validated think-aloud; instrument name if applicable
instrument

Theoretical Dominant theoretical Teacher cognition / curriculum deliberation / both /

(RQT) framework, secondary related / no framework; constructs coded from the
framework, key constructs seven-construct framework
addressed

TTIP constructs  Seven constructs Multi-select: [1] Mental processes [2] Instructional

decision-making [3] Pedagogical reasoning [4]
Teacher beliefs [5] Motivational orientations [6]
Teacher agency [7] Sense-making. Code as Primary
(P) or Secondary (S) for each construct addressed

Knowledge Claim type, principal D = Descriptive / E = Explanatory / DV =
claims (RQ3) finding, implication for Developmental / EV = Evaluative; principal finding: 1-
teacher education 2 sentence summary in coder's own words;
implication: brief note if stated by authors
Quality Seven criteria (Table 6), Met (M) / Partially met (P) / Not met (N) per criterion;
appraisal overall flag Overall: HIGH (6-7 met) / MEDIUM (4-5) / LOW (<3)

In line with the theory-driven approach, each study was also coded across the seven TTIP
constructs: mental processes, instructional decision-making, pedagogical reasoning, teacher
beliefs, motivational orientations, teacher agency, and sense-making. Each construct was
coded as primary (P), secondary (S), or absent (-). A construct was considered primary when it
was an explicit focus of the study, and secondary when it appeared in a supporting or
contextual role. Data extraction and coding were conducted by the author using a standardized
coding form. Because this was a theory-driven review, coding involved applying predefined
constructs to diverse empirical studies through interpretive judgment. The main aim was
therefore to ensure interpretive consistency, that is, the coherent application of construct
definitions across the full sample, rather than to maximize inter-rater agreement (Dixon-Woods
et al., 2006; Thomas & Harden, 2008). This approach is consistent with qualitative synthesis
traditions, where rigor depends on transparency and reflexive consistency as well as procedural
clarity.
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To strengthen consistency, a two-stage audit was conducted. First, all excluded records were
rechecked against the inclusion criteria. Second, a randomly selected 15% subsample (n = 7)
was re-coded after a two-week interval without consulting the original coding decisions.
Differences between the two rounds were used to identify possible shifts in construct
application rather than treated simply as errors. These differences were documented through
analytic memos and checked against the construct definitions presented in Section 2. The
implications and limitations of single-researcher coding are discussed in the Limitations
section. The finalized coding sheet formed the basis for the quantitative descriptive analysis
reported in the Results section.

Quality Appraisal

All included studies were appraised using a seven-criterion framework adapted from the
MMAT (Hong et al,, 2018) and CASP checklists, with an additional criterion assessing relevance
to the TTIP Framework (Table 5). Each criterion was rated as met, partially met, or not met.

Table 5
Quality Appraisal Criteria

Quality criterion Assessment question

Clarity of research aim Is the study's aim or research question clearly stated?
Appropriateness of Does the research design align with the study aims?
design

Sampling transparency Are participant selection and sample characteristics clearly described?
Data collection Are data collection methods and procedures clearly reported?

Analytical transparency ~ Are analysis procedures clearly described?

Validity / credibility Are measures taken to ensure reliability (quantitative) or credibility
(qualitative)?

Framework relevance Do the findings address at least one TTIP construct in instructional
planning?

Forty-two studies (97.7%) met six or more criteria and were classified as high quality, while
one study (Hall & Smith, 2006) was rated as medium. Study-level appraisal results are
presented in Table 7. Sensitivity analysis indicated that excluding the medium-rated study did
not materially affect the analytical themes.

The high concentration of studies in the high-quality category requires some caution. This
pattern may be partly explained by the eligibility criteria used in the review. Only peer-reviewed
empirical studies with clear aims, explicit designs, and relevance to at least one TTIP construct
were included. Studies that did not meet these criteria were excluded during screening, so a
basic level of methodological quality had already been ensured before appraisal.

The appraisal framework may also have contributed to this pattern. The seven-criterion
framework, adapted from MMAT and CASP and supplemented with TTIP-specific relevance
indicators, was applied to a literature base that had already passed strict inclusion criteria.
Broad criteria and partial-credit scoring may have created a ceiling effect, making it difficult to
distinguish among stronger studies. Future theory-driven reviews may need more detailed
criteria that assess not only methodological quality, but also the fit between empirical
indicators and theoretical constructs. Excluding the single medium-quality study (Hall & Smith,
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2006) did not change the thematic findings, suggesting that the overall interpretation
remained stable.

Data Synthesis

Thematic synthesis proceeded in three stages: (a) line-by-line coding of principal findings
using the TTIP Framework as an analytical scaffold; (b) construction of descriptive themes
through grouping related codes across studies; and (c) development of analytical themes
generating interpretive insights into the relational structure of instructional planning as a
cognitive and deliberative practice.

In addition, quantitative descriptive mapping was conducted to summarize the distribution
of studies by publication period, country, research design, participant type, and construct
coverage. Given the heterogeneity of the included studies, no meta-analysis was undertaken
(Arksey & O'Malley, 2005). The review is reported in accordance with the PRISMA 2020 checklist
(Page et al., 2021).

Results
The results below are organized first through a descriptive review of the studies including
their methodological and geographical profile. Then the theoretical (RQ1) and methodological
(RQ2) aspects of the studies are presented. Finally, the knowledge claims emerging from the
studies (RQ3) are presented in line with the seven constructs of the TTIP Framework.

Descriptive Overview of the Studies

The search yielded 987 records. After removing 602 duplicates, 385 unique records were
screened at the title and abstract stage. Of the 85 full-text articles assessed against the
eligibility criteria, 42 were excluded, resulting in a final set of 43 empirical studies. One study -
Yildinm (2003) - predates the 2005-2025 boundary by two years. It was retained as a
foundational empirical study of instructional planning in a centralized Turkish curriculum
context and is treated as a comparative anchor for the Turkish studies rather than as part of
the main sample. The study selection process follows the PRISMA 2020 framework and is
summarized in Figure 1.

The descriptive profile of the 43 included studies reveals several clear patterns. The
distribution of studies over time shows a clear increase: five studies were published before
2010, four between 2010 and 2014, nine between 2015 and 2019, and twenty-five after 2020
(58.1%). This trend suggests that instructional planning has become an increasingly prominent
area for examining professional cognition, particularly in contexts shaped by policy change and
pedagogical complexity. The studies span North America (n = 11), Turkey (n = 8), Germany (n
= 7), Asia-Pacific contexts (n = 9), and other European and African/MENA settings. Participant
groups are evenly distributed between preservice (n = 19, 44.2%) and in-service teachers (n =
19, 44.2%), with five studies (11.6%) including both. Qualitative designs predominate (n = 26,
60.5%), followed by mixed-methods (n = 11, 25.6%) and quantitative designs (n = 6, 14.0%). In
terms of theoretical orientation, 27 studies (62.8%) draw on teacher cognition traditions, while
13 (30.2%) are grounded in curriculum deliberation. Quality appraisal indicates consistently
high standards: 42 studies (97.7%) were rated HIGH; detailed results are presented in Table 7.
A full overview is provided in Table 6.
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Table 6
Summary of Studies Included in the Review (N = 43)

Author(s) (Year) Country Part. n Design W C1 cC2 C3 ¢4 C5 C6 «cC7 Cl
Backfisch et al. (2020) Germany IS 83 Qt TC -- P P -- P -- -- E
Beckmann & Ehmke (2023)  Germany PS 89 Mx TC P P S -- -- -- -- D
Bieda et al. (2020) USA IS 176 Mx CcD -- P e P E
Cevikbas et al. (2024) Germany Both Mixed Mx TC P P P -- -- -- -- D
Cherbow & McNeill (2022)  USA IS 1(case) Ql CD -- S - - - P P D
Contreras et al. (2020) Chile Both 40 Ql TC P P -- S - -- - E
Dasas (2021) Philippines IS 8 Ql CD -- -- - - - P P D
Goh & Fang (2023) Singapore IS 12 Ql CcD -- - P - - S P D
Hall & Smith (2006) USA Both Mixed Ql TC P P S S -- - -- D
Hatch & Clark (2021) USA IS 6 Ql TC P P P S e — D
John (2006) UK PS 12 Ql TC P P S S - - S E
Kang (2017) USA PS 17 Ql TC -- P S S - - DV
Karlstrom & Hamza (2021)  Sweden PS 24 Ql TC P -- P -- -- -- S E
Kohler et al. (2008) USA PS 6 Mx TC -- P S -- S -- -- DV
Koénig et al. (2020) Germany PS 312 Qt TC P P P - - - -- E
Kénig et al. (2021) Germany PS 191 Mx TC P P P -- -- -- -- DV
Konig et al. (2024) Germany IS 1,474 Qt TC -- P S -- S -- -- E
Krepf & Konig (2023) Germany PS 30 Ql TC P P S -- -- - - E
Li & Zou (2017) China IS 6 Ql TC P -- P S e — E
Lim et al. (2018) S. Korea PS 97 Qt TC -- P P - - - -- D
Lui & Bonner (2016) USA Both 116 Mx TC -- S P P -- -- -- E
Molina (2019) USA PS 3 Ql CcD -- -- - S S P P D
Morady Moghaddam & Iran IS 18 Ql R -- S - - - s P E
Parsaiyan (2025)
Nagamine (2025) Japan PS 22 Ql R -- -- - - S P -- DV
Penuel et al. (2009) USA IS 126 Mx TC -- S P -- S -- -- EV
Poulton (2020) Australia IS 10 Ql CD -- -- -- -- -- P S E
Sawyer et al. (2020) USA PS 89 Ql TC -- P S S - - P D
Severance et al. (2016) USA IS 23 Ql CcD - S -- - - P P D
Ulusoy & incikabi (2022) Turkey PS 30 Mx CD -- S -- -- -- S P D
Valdez et al. (2024) Philippines IS 15 Ql CcD -- - - S - P S D
Voogt et al. (2011) Netherlands  |S 31 Mx CcD -- - S S - P P DV
Wallace & Priestley (2017) UK/ IS 6 Ql CcD -- - - - - P P D
Scotland
Xu & Wilkins (2025) China IS 12 Ql TC P -- P - - - S DV
Aguas (2020) Philippines IS 9 Ql Ccb -- - - - - S P D
Bouguerba (2025) Morocco IS 10 Ql R - S - - - S P D
Gegici (2023) Turkey PS 25 Ql TC -- P S -- -- -- -- EV
Gllten (2013) Turkey PS 38 Ql TC S -- - S P - - D
Kablan (2012) Turkey PS 62 Qt TC -- P P - - o - EV
Karabay (2013) Turkey PS 20 Mx TC -- P P - - S -- EV
Koni & Krull (2018) Estonia Both 217 Qt TC P P -- S -- -- -- E
Sahin-Taskin (2017) Turkey PS 47 Ql TC s - - P P - - D
Yildinnm (2003) Turkey IS 20 Ql CD -- S -- S -- P P E
Aydin-Ceran & Ergiil(2022)  Turkey PS 28 Mx TC -- P P - S - - EV

Note. Part. = Participant type (PS = Preservice; IS = In-service; Both). Design = Ql (Qualitative); Qt (Quantitative); Mx (Mixed methods). FW =
Dominant framework: TC (Teacher Cognition);, CD (Curriculum Deliberation); R (Related). C1-C7 = TTIP construct coding: P = Primary; S =
Secondary; — = Absent. Cl. = Claim type: D = Descriptive; E = Explanatory; DV = Developmental; EV = Evaluative.
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Table 7
Quality Appraisal of Primary Studies (N = 43)

Author(s) (Year) QAT QA2 QA3 QA4 QA5 QA6 QA7 Score Flag
Backfisch et al. (2020) M M M M M P M 6.5 HIGH
Beckmann & Ehmke (2023) M M M M P M M 6.5 HIGH
Bieda et al. (2020) M M M M M P M 6.5 HIGH
Cevikbas et al. (2024) M M P M M P M 6.0 HIGH
Cherbow & McNeill (2022) M M P M M M M 6.5 HIGH
Contreras et al. (2020) M M M M M M M 7.0 HIGH
Dasas (2021) M M P M M M M 6.5 HIGH
Goh & Fang (2023) M M M M M M M 7.0 HIGH
Hall & Smith (2006) P M P P P M M 5.0 MEDIUM
Hatch & Clark (2021) M M M M M M M 7.0 HIGH
John (2006) M M M M M M M 7.0 HIGH
Kang (2017) M M M M M M M 7.0 HIGH
Karlstrom & Hamza (2021) M M M M M M M 7.0 HIGH
Kohler et al. (2008) M M M M M M M 7.0 HIGH
Konig et al. (2020) M M M M M M M 7.0 HIGH
K&nig et al. (2021) M M M M M M M 7.0 HIGH
Konig et al. (2024) M M M M M M M 7.0 HIGH
Krepf & Koénig (2023) M M M M M M M 7.0 HIGH
Li & Zou (2017) M M M M M M M 7.0 HIGH
Lim et al. (2018) M M M M M P M 6.5 HIGH
Lui & Bonner (2016) M M M M M M M 7.0 HIGH
Molina (2019) M M P M M M M 6.5 HIGH
Morady Moghaddam & Parsaiyan (2025) M M M M M M M 7.0 HIGH
Nagamine (2025) M M M M M M M 7.0 HIGH
Penuel et al. (2009) M M M M M M M 7.0 HIGH
Poulton (2020) M M M M M M M 7.0 HIGH
Sawyer et al. (2020) M M M M M M M 7.0 HIGH
Severance et al. (2016) M M M M M M M 7.0 HIGH
Ulusoy & incikabi (2022) M M M M M M M 7.0 HIGH
Valdez et al. (2024) M M M M M M M 7.0 HIGH
Voogt et al. (2011) M M M M M M M 7.0 HIGH
Wallace & Priestley (2017) M M M M M M M 7.0 HIGH
Xu & Wilkins (2025) M M M M M M M 7.0 HIGH
Aguas (2020) M M M M M M M 7.0 HIGH
Bouguerba (2025) M M P M M P M 6.0 HIGH
Gecici (2023) M M M M P P M 6.0 HIGH
Gulten (2013) M M P M M P M 6.0 HIGH
Kablan (2012) M M M M M M M 7.0 HIGH
Karabay (2013) M M M M M M M 7.0 HIGH
Koni & Krull (2018) M M M M M M M 7.0 HIGH
Sahin-Taskin (2017) M M M M P P M 6.0 HIGH
Yildinm (2003) M M M M M M M 7.0 HIGH
Aydin-Ceran & Ergul (2022) M M M M M M M 7.0 HIGH

Note. QAT = Clarity of research aim; QA2 = Appropriateness of design; QA3 = Transparency of sampling; QA4 = Data
collection reporting; QA5 = Analytical transparency; QA6 = Validity/credibility;, QA7 = Relevance to the TTIP
Framework. M = Met (1.0 pt); P = Partially met (0.5 pt); N = Not met (0 pt). Score = sum of criteria (max = 7.0). Flag:
HIGH = 6.0; MEDIUM 4.0-5.5; LOW < 3.5.
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The review reveals several general categorical and quantitative trends in the literature.
Instructional decision-making (67.4%) and pedagogical reasoning (58.1%) are the most
frequently addressed constructs, indicating a strong concentration on cognitive and decision-
related dimensions of planning. In contrast, motivational orientations (23.3%) and teacher
beliefs (4.7% as a primary focus) are addressed less frequently, with agency and sense-making
also appearing in a more limited number of studies. In terms of knowledge claims, most studies
produce descriptive or explanatory findings (74.5%), while developmental (14.0%) and
evaluative (11.6%) approaches are less common.

Theoretical and Conceptual Perspectives Guiding Research on Instructional Planning
(RQ1)

The first research question focuses on the theoretical traditions underpinning empirical
research on instructional planning. A clear pattern emerges in the uneven distribution of
constructs. Instructional decision-making is the most prominent construct (primary: 21,
secondary: 8; 67.4% total), followed by pedagogical reasoning (primary: 16, secondary: 9; 58.1%
total). These two constructs define the cognition-and-decision core: a model of planning
centered on professional choices about content sequencing, strategy selection, and lesson
organization, converging across national contexts and methodological traditions on the view
that planning is primarily a process of structured professional choice-making requiring
substantive pedagogical knowledge (Contreras et al., 2020; Konig et al., 2021; Krepf & Konig,
2023).

Sense-making was a primary focus in 14 studies and a secondary focus in 5 studies,
accounting for 44.2% of the sample. This suggests increasing attention to how teachers
interpret and work with curriculum materials (Cherbow & McNeill, 2022; Goh & Fang, 2023).
Teacher agency was a primary focus in 11 studies and a secondary focus in 6 studies,
representing 39.5% of the sample. These studies mainly focused on curriculum reform (Bieda
et al., 2020; Wallace & Priestley, 2017; Yildinm, 2003), collaborative design (Severance et al.,
2016; Voogt et al., 2011), and EFL contexts (Morady Moghaddam & Parsaiyan, 2025; Valdez et
al., 2024). Teacher beliefs appeared as a primary focus in only two studies, despite the strong
theoretical emphasis on beliefs in teacher cognition research (Borg, 2003; Pajares, 1992).
Motivational orientations were also rarely central. Only three studies treated motivation as a
primary focus and seven as a secondary focus, while 33 studies did not address it.

Taken together, these patterns indicate that empirical research on instructional planning is
organized around a relatively strong cognition-and-decision core, while constructs associated
with beliefs, motivation, agency, and sense-making are addressed less consistently. Table 8
summarizes the distribution of primary, secondary, and absent construct coverage across the
included studies.

Table 8

Seven-Construct Coverage Across Included Studies (N = 43)

Construct P S - Addressed (P+5)
C2 Instructional decision-making 21 8 14 29 (67.4%)
C3 Pedagogical reasoning 16 9 18 25 (58.1%)
C7 Sense-making 14 5 24 19 (44.2%)
C1 Mental processes 13 2 28 15 (34.9%)
C6 Teacher agency 11 6 26 17 (39.5%)
C4 Teacher beliefs 2 13 28 15 (34.9%)
C5 Motivational orientations 3 7 33 10 (23.3%)
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Methodological Orientations in Studying Instructional Planning (RQ2)

The second research question concerned the methodological character of the empirical
research. Qualitative designs predominate (60.5%), most commonly case study, interpretive
phenomenological analysis, and thematic analysis, drawing on interviews, lesson-plan
documents, reflective journals, and think-aloud protocols. These were particularly concentrated
in research on curriculum deliberation, collaborative planning, teacher agency in reform
contexts, and planning development during practicum. Mixed-methods designs (25.6%)
generally combined lesson-plan document analysis with interview or survey data. Quantitative
designs were the least common (14.0%), concentrated in the German research program on
lesson-planning competence (Beckmann & Ehmke, 2023; Konig et al, 2020, 2021; Krepf &
K6nig, 2023) and in Turkish teacher education research (Kablan, 2012).

The most common data sources were written lesson plans (approximately 60% of studies),
semi-structured interviews (approximately 55%), and classroom observations (approximately
35%). Think-aloud protocols and stimulated recall were used in a small but theoretically
important subset of studies (Contreras et al.,, 2020; Kablan, 2012; Krepf & Konig, 2023; Li & Zou,
2017). These approaches provide more direct access to real-time cognitive activity compared
to the insights derived from lesson plans and retrospective interviews.

A clear link also emerges between methodological approach and theoretical tradition.
Structured instruments are more common in studies grounded in teacher cognition, whereas
interpretive methods are more often used in curriculum deliberation research. This pattern
reflects differing ontological orientations, which makes cumulative synthesis across traditions
more difficult. Most studies are cross-sectional, with relatively few adopting longitudinal
designs.

In terms of claim type, 41.9% of studies produce descriptive claims, 32.6% explanatory,
14.0% developmental, and 11.6% evaluative. The predominance of descriptive and explanatory
studies (74.5% combined) suggests that the field is better equipped to characterize and
correlate instructional planning practices than to explain how they develop or how they might
be improved.

A clear imbalance emerges across constructs, as also shown in Table 8. Decision-making
and pedagogical reasoning are both empirically well established, yet they are primarily
examined through descriptive accounts. In contrast, motivational orientations, sense-making,
and teacher agency remain underrepresented, with relatively few studies of any type
addressing these areas. This pattern reveals two related gaps. The more established constructs
are often studied through limited designs, whereas areas requiring developmental and
evaluative evidence remain less examined.

Knowledge Claims Emerging from Instructional Planning Research (RQ3)

Knowledge claims in the reviewed studies can be organized into four thematic areas,
identified through the lenses of teacher cognition and curriculum deliberation.

Planning as Cognitively Demanding Professional Judgment

The most robust finding across the studies is that instructional planning is a cognitively
demanding form of professional judgment rather than a routine task. This becomes particularly
clear in work such as Konig et al.'s (2021) CODE-PLAN model, which shows that planning
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involves connecting curriculum goals to instructional activities, sequencing content, and
adapting instruction to learner differences. These processes can be examined systematically
through structured plan analysis.

Other studies point to the conditions that shape this cognitive work. Backfisch et al. (2020)
show that both professional knowledge and motivational orientations play an important role
in determining lesson plan quality, while Krepf and Kénig (2023) highlight that structuring
decisions follow a sequential pattern and depend closely on teachers’ knowledge.

Qualitative research adds further insight into how this process unfolds in practice. Expert
teachers tend to build richer mental representations than novices, develop more elaborate
decision pathways, and anticipate a wider range of learner responses (Contreras et al., 2020; Li
& Zou, 2017). A similar pattern appears in studies on pre-service teachers, which show that
learning to plan is not simply about applying templates, but about developing the ability to
reason pedagogically (Kang, 2017; Karlstrom & Hamza, 2021; Kohler et al., 2008).

Planning as Deliberative and Interpretive Encounter with Curriculum

A second major finding is that instructional planning cannot be fully understood through
cognition and decision-making alone. The studies instead point to planning as an interpretive
and deliberative process, where teachers actively engage with, negotiate, and transform
curriculum rather than simply implement it.

This becomes visible in several empirical contexts. Cherbow and McNeill (2022), for example,
document how a teacher designs lessons to support student-driven discussion through
sustained interpretive engagement with curriculum materials. Similarly, Goh and Fang (2023)
show that lesson study creates space for deliberation within planning, allowing teachers to
examine curriculum possibilities together and develop richer instructional designs. In contrast,
Bieda et al. (2020) demonstrate that more prescriptive curriculum policies tend to narrow this
space, leading to more compliance-oriented planning practices.

Across these studies, sense-making connects teachers’ cognitive work with their deliberative
engagement with curriculum. Teachers who interpret curriculum materials more flexibly tend
to recognize more instructional possibilities and produce more responsive plans (Ben-Peretz,
1990; Remillard, 2005).

The Turkish sub-sample provides a particularly useful lens in this regard. It shows how
planning practices change when deliberative and agentive dimensions are structurally
constrained, while also suggesting that these capacities can be reactivated through targeted
pedagogical interventions (Kablan, 2012; Karabay, 2013).

Agency in Planning as Contextually Enabled and Constrained

A third major finding is that planning agency is not a fixed trait of individual teachers. Rather,
it is shaped by context and emerges from the interaction between teachers and their working
conditions, in line with Priestley et al.'s (2015) ecological perspective. This pattern becomes
clear across different settings. Severance et al. (2016) show that collaborative curriculum co-
design can significantly strengthen planning agency. Similarly, Voogt et al. (2011) find that
collaborative design within professional learning communities leads to forms of planning that
individual teachers are unlikely to achieve on their own. Even in decentralized systems with
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greater autonomy, curriculum reforms produce uneven outcomes depending on teachers’
professional histories and institutional contexts (Wallace & Priestley, 2017).

In more centralized systems, these constraints are more apparent. Yildirrm (2003) shows that
teachers’ planning is strongly influenced by mandated formats, while later studies suggest that
similar compliance-oriented patterns may persist in pre-service education (Gulten, 2013; Sahin-
Taskin, 2017). These findings suggest that improving planning practices depends on
strengthening teachers’ capacities as well as addressing the institutional conditions that shape
planning agency.

Structural Gaps and Underrepresented Constructs

The analysis of construct coverage highlights several important blind spots in the literature.
Motivational orientations (23.3%) and teacher beliefs as a primary focus (4.7%) remain the least
developed areas. As a result, the field can explain what teachers decide and how they reason
during planning, but it offers more limited insight into why teachers engage in planning or
under which conditions high-quality deliberation is sustained.

Another important gap concerns research design. Longitudinal and intervention-based
studies remain relatively rare, pointing to a key direction for future research.

Summary of Results

This review shows that instructional planning research is strongly centered on cognitive and
decision-making processes, with instructional decision making and pedagogical reasoning
forming the core of the field. At the same time, motivational orientations, teacher beliefs, and,
to some extent, agency and sense-making remain less visible. The literature is also largely
descriptive, with fewer studies addressing how planning develops or how it can be improved.
Taken together, these patterns suggest that the field offers a solid understanding of how
teachers plan, but a more limited account of why planning takes the forms it does and under
which conditions it can be strengthened.

Discussion

This study reviewed 43 research studies to produce an evidence-based map of the
instructional planning literature organized by the seven constructs of the TTIP Framework. This
section interprets the results elaborating three interlocking arguments: a theoretical argument
about what the TTIP Framework contributes to the conceptualization of planning; a
comparative argument about what the Turkish sub-studies reveals as theoretically generative
evidence; and a methodological argument about the systematic limitations constraining the
field's cumulative explanatory capacity.

TTIP Framework as an Integrative Theoretical Contribution

The TTIP Framework’'s main theoretical contribution is to show that the instructional
planning literature is partly coherent but still unevenly developed. Much research has examined
planning as a cognitively demanding professional practice shaped by teachers’ judgment
across contexts and methods. Yet this apparent coherence also reveals a clear imbalance in the
field.
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Instructional decision-making and pedagogical reasoning continue to dominate empirical
attention, reflecting the enduring influence of foundational work by Shavelson and Stern (1981)
and Shulman (1986). Yet other dimensions of planning remain far less visible. Motivational
orientations are addressed in only a limited number of studies, and teacher beliefs are rarely
treated as a central focus. This distribution suggests that research has explained how teachers
make planning decisions more clearly than why these decisions take particular forms. Teacher
agency and sense-making occupy a middle ground: both are often recognized in theory, yet
their empirical examination remains uneven.

This asymmetry reflects a broader divide between the two traditions that structure this
review. The teacher cognition tradition has contributed substantially to understanding
decision-making and pedagogical reasoning in instructional planning. However, concepts
linked to curriculum deliberation, including platform orientations (Walker, 1971), professional
investment (Ben-Peretz, 1990), and deliberative agency, have received less empirical attention.
As a result, the field has become better at examining the cognitive work of planning than at
explaining the motivational and deliberative conditions that support high-quality planning.
This imbalance may also reflect how instructional planning has typically been studied.
Instructional decision-making and pedagogical reasoning are easier to examine with
established methodological tools. Lesson plans can be scored, sequencing decisions can be
coded, and planning quality can be assessed through existing frameworks. These constructs
are important, but this focus can privilege visible planning performance over the motivational
and deliberative conditions that make planning professionally meaningful.

Motivational orientations and teacher beliefs are less visible. They concern what teachers
value, how they interpret curriculum purposes, and how confident they feel when using
professional judgment. These dimensions are difficult to capture through lesson-plan analysis
or interviews alone. Their limited presence in the literature may therefore stem from the
methodological difficulty of studying implicit dimensions of teachers’ planning, not from a lack
of theoretical importance.

The TTIP Framework does not replace the cognition-and-decision core of instructional
planning research. Instead, it places this core within a wider structure that also includes
motivational, deliberative, and agentive dimensions. This distinguishes the framework from
models such as Konig et al.’s (2021) CODE-PLAN, which provides a detailed account of planning
cognition, while giving comparatively limited attention to the motivational and agentive
aspects of planning. TTIP also complements curriculum enactment research, where teachers’
interpretive and deliberative work is strongly emphasized, whereas the internal cognitive
structure of planning remains comparatively under-specified.

Sense-making plays an important bridging role within the framework. Existing research has
often treated sense-making as a mediating process between curriculum materials and
instruction (Ben-Peretz, 1990; Remillard, 2005). In the TTIP Framework, it connects the cognitive
and deliberative dimensions of planning. It involves cognitive work because teachers draw on
professional knowledge to interpret curriculum materials. It is also deliberative because
teachers judge what those materials mean for particular learners and contexts. Sense-making
appears in 44.2% of the studies and is conceptualized differently across the two traditions. This
makes it useful for connecting lines of evidence that have often remained separate. Recent
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studies (Cherbow & McNeill, 2022; Goh & Fang, 2023) provide a basis for developing this role
further.

TTIP Framework as a Research Design Tool

The TTIP Framework can also be used as a research design tool for studying instructional
planning across cognitive, motivational, deliberative, and agentive dimensions. The framework
encourages integrated designs that examine the interaction between teachers’ internal
planning processes and the contextual conditions that shape planning. In this way, cognition
and agency can be studied within the same analytical frame. In practical terms, this means
combining data sources that capture teachers’ reasoning, beliefs, motivational orientations,
and decision-making with data sources that illuminate the curricular, institutional, and policy
conditions shaping deliberative possibilities.

For example, planning interviews, think-aloud protocols, stimulated recall, and reflective
accounts can provide access to teachers’ pedagogical reasoning, beliefs, and motivational
orientations. These sources may be combined with curriculum documents, lesson plans,
institutional observations, or policy artifacts to examine how planning is enabled or constrained
by broader structural conditions. The framework also supports construct coverage analysis,
allowing researchers to examine not only how instructional decisions are made but also how
agency, sense-making, and motivational conditions shape those decisions. In this sense, the
TTIP Framework offers not only a conceptual vocabulary for interpreting instructional planning
but also a design-oriented structure for studying planning as a simultaneously cognitive,
deliberative, and ecological practice.

Turkish Literature as Theoretical Evidence

The Turkish sub-sample (n = 8) plays a role in this review that goes beyond a national case.
It offers theoretically generative evidence and can be read as a natural experiment for the TTIP
Framework. By showing what planning looks like when motivational and deliberative
dimensions are constrained, these studies suggest that compliance-oriented planning is not
simply a matter of individual teacher capacity. Rather, it emerges as a predictable outcome of
the conditions under which teachers work. This interpretation aligns with earlier findings. The
compliance orientation observed in pre-service contexts (Gilten, 2013; Sahin-Taskin, 2017) and
the bureaucratic framing of planning in in-service settings (Yildirm, 2003) align with Priestley
et al.'s (2015) ecological view of agency and with Remillard’s (2005) account of contextually
shaped curriculum use.

However, the Turkish evidence also calls for a more differentiated interpretation of how
compliance-oriented planning is produced. One explanation is structural: in centralized
curriculum systems, institutional expectations and accountability pressures may narrow the
space for discretionary planning and encourage alignment with prescribed curricular
expectations (Priestley et al., 2015; Yildinm, 2003). Another explanation is developmental: when
teacher education programs emphasize curriculum delivery and procedural implementation,
teachers may have fewer opportunities to develop the pedagogical content knowledge and
interpretive capacities linked to curriculum authorship (Ben-Peretz, 1990; Remillard, 2005).
Compliance-oriented planning may therefore reflect both limited opportunities for

19



International Journal of Curriculum and Instructional Studies, 76(1), 2026, 1-31 Tokg6z

autonomous action and unequal access to the professional resources needed for deliberative
planning.

At the same time, the intervention studies point to a more dynamic picture. Karabay (2013)
shows that a critical reading—writing program can improve both planning quality and
professional beliefs. Kablan (2012) finds that cognitive learning style is linked to planning
quality, while Aydin-Ceran and Ergil (2022) document improvements following structured
reflective practice. These findings suggest that the constructs least visible in the Turkish studies
are not absent, but contextually constrained. They also indicate that targeted forms of teacher
education can reopen space for deliberation, even under restrictive conditions. In this sense,
the Turkish case illustrates both the limiting effects of centralized systems and the potential for
change, offering support for the ecological assumptions of the TTIP Framework.

The Turkish evidence also suggests a need to examine planning de-professionalization in
centralized curriculum contexts more carefully. Compliance-oriented planning may indicate a
narrowing of the professional space in which teachers act as curriculum authors, not simply
limited autonomy (Ben-Peretz, 1990; Remillard, 2005). When planning is organized around
mandated formats, prescribed sequences, and institutional documentation, teachers’ role may
shift from interpreting curriculum to demonstrating procedural alignment with external
expectations. Teacher agency does not disappear, but becomes shaped by socio-political and
institutional conditions that determine whether curriculum authorship can be meaningfully
enacted (Priestley et al., 2015; Yildirnm, 2003). The Turkish evidence therefore points beyond
individual or programmatic limitations to the structural conditions that enable or constrain
professional planning.

Methodological Limitations: Beyond Descriptive and Single-Construct Approaches

The reviewed literature is largely qualitative, cross-sectional, and descriptive. This limits what
studies can explain about how instructional planning develops over time or changes under
different conditions. A first limitation concerns the data sources commonly used. Planning
processes are often inferred from lesson plans and retrospective interviews rather than
examined as they occur. Think-aloud studies offer a more direct way to access teachers’
cognitive processes during planning (Contreras et al., 2020; Krepf & Konig, 2023; Li & Zou,
2017). Future research could extend this approach to examine how teachers think, decide, and
revise their plans in real time.

Second, the limited use of longitudinal and developmental designs restricts understanding
of how planning cognition and deliberative capacity evolve across career stages or respond to
institutional reform. Only 14.0% of the studies produced developmental claims and 11.6%
produced evaluative claims. This means that the literature is stronger in describing planning
than in explaining how it develops or how deliberative planning can be supported.
Developmental and evaluative evidence (DV + EV: n = 11, 25.6% combined) is especially
important for teacher education and policy, yet remains limited in the current literature.

Third, methodological approaches are closely aligned with theoretical traditions. Qualitative
methods are more common in curriculum deliberation research, while structured instruments
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are more common in teacher cognition research. As a result, the two traditions have produced
parallel bodies of evidence that are difficult to integrate. This does not mean that the field
needs one dominant method; both approaches are necessary. What is needed are designs that
deliberately bring these traditions together, such as ecological case analysis combined with
systematic construct coding, or structured competence assessment combined with interpretive
analysis of curriculum sense-making. Such designs would provide the kind of integrative
evidence that the TTIP Framework aims to support and that the field still needs.

Conclusions and Implications

This review began from a simple observation: despite its size and vitality, the instructional
planning literature remains theoretically dispersed and methodologically inconsistent in ways
that limit its capacity to generate cumulative, integrative knowledge about one of teaching's
most fundamental professional activities. By synthesizing 43 empirical studies through the dual
lens of teacher cognition and curriculum deliberation, the review has produced an evidence-
based map that makes three structural features visible for the first time.

Three key patterns stand out across the field. The first is a strong cognition-and-decision
core. Over the past two decades, research has established instructional planning as a
cognitively demanding professional practice, documented meaningful differences between
novice and expert teachers, and developed validated assessment tools. The TTIP Framework
builds on this work by situating it within a broader perspective instead of replacing it.

The second concerns the relative absence of motivational and deliberative dimensions.
Motivational orientations (23.3%) and teacher beliefs as a primary focus (4.7%) remain limited
in the literature, with teacher agency and sense-making also less frequently addressed. Yet
these constructs are central to understanding the deliberative quality of planning, and their
limited presence creates an imbalance in how the field conceptualizes professional practice.

The third relates to the types of knowledge the field produces. Most studies (74.5%) offer
descriptive or explanatory accounts, while fewer examine how planning develops (14.0%) or
how it can be improved (11.6%). Addressing this imbalance represents an important
methodological direction for future research.

This review suggests that instructional planning should not be understood only as a
technical skill or as a competence to be measured. Over the past two decades, studies have
clarified many of the decisions teachers make during planning. What remains less clear is why
particular forms of planning become possible, meaningful, and defensible within specific
curricular, motivational, and institutional conditions. By bringing cognitive, motivational,
deliberative, and agentive dimensions together, the TTIP Framework offers a way to examine
these questions more systematically. It positions planning as a form of professional judgment
and curriculum authorship, while also attending to how teachers’ agency is shaped by the
settings in which they work.

Implications

The findings have implications for teacher education, instructional practice, and curriculum
systems. They suggest that improving instructional planning depends not only on
strengthening teachers’ capacities, but also on improving the pedagogical and structural
conditions that shape planning.
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Implications for Teacher Education Curriculum and Program Design

Teacher education that focuses only on procedural and cognitive aspects of planning
remains incomplete. It prepares teachers for decision-making but leaves deliberative,
motivational, and agentive dimensions underdeveloped. The findings point to the need for
more integrative planning curricula. Such programs should create opportunities for preservice
teachers to exercise agency, reflect on their planning beliefs, and engage with planning as
meaningful professional work. Evidence also supports belief-focused and differentiated
approaches (Kablan, 2012; Karabay, 2013).

Implications for the Pedagogy of Planning Instruction

Research consistently shows that expert teachers approach planning differently from
novices. They build richer mental representations and interpret curriculum more flexibly
(Contreras et al.,, 2020; Li & Zou, 2017). This suggests that planning education should move
beyond template-based tasks. Three strategies stand out: think-aloud modeling by
experienced teachers, collaborative planning (e.g., lesson study or co-design), and structured
practice cycles that gradually develop pedagogical reasoning (Goh & Fang, 2023; Kang, 2017;
Voogt et al., 2011). The CODE-PLAN model (Konig et al., 2021) can also be used formatively to
support key planning operations.

Implications for Systemic Conditions and Centralized Curriculum Contexts

Compliance-oriented planning in centralized systems reflects structural conditions rather
than individual limitations. If planning agency is shaped by context, improving practice requires
attention to those conditions. Planning frameworks should clarify what needs to be addressed
while leaving space for teachers to decide how content is taught and adapted. Evidence from
the Turkish context suggests that deliberative capacity can develop under constrained
conditions when systemic design and professional development are addressed together.

Limitations

Four limitations should be noted. First, screening and coding were conducted by a single
researcher. Although structured coding and reflexive audit procedures were used to strengthen
interpretive consistency, the absence of an independent second coder limits the replicability of
TTIP construct assignment. This limitation is common in theory-driven qualitative synthesis
(Dixon-Woods et al., 2006) and was addressed through explicit construct definitions, audit
documentation, and re-coding procedures. Future studies using the framework could include
independent verification for a subset of studies. Second, the review included only English and
Turkish publications, which may have excluded relevant studies in other languages. Third, the
high-quality appraisal ratings largely reflect the eligibility criteria used in this review and should
not be read as representing the field as a whole. Finally, the TTIP Framework is proposed as a
theoretical synthesis. Its relational propositions need further testing in primary studies
designed to examine interactions between constructs.
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TURKCE GENIS OZET

Bilissel ve Muhakemeye Dayali Bir Etkinlik Olarak Ogretmenlerin
Ogretim Planlamasi: 2005-2025 Yillar1 Arasinda Yayinlanan
Arastirmalarin Sistematik Analizi

Giris

Ogretimin planlanmasi, 6gretmenlik mesleginin en temel faaliyetlerinden biri olmasina
ragmen, alanyazin kuramsal acidan parcal bir gérinim sergilemektedir. Mevcut arastirmalar,
planlamay! buyuk olcide ogretmenlerin bilissel surecleri ve karar verme mekanizmalarn
uzerinden ele almakta; ancak bu surecin muhakemeye dayali, motivasyonel ve baglamsal
boyutlarini battincdl bir cercevede agiklamakta sinirli kalmaktadir. Ayrica alandaki arastirmaya
dayal bilgi Gretimi planlama sureclerinin nasil gelistigini, hangi kosullarda gugclendigini ve
ogretmen egitimi yoluyla nasil desteklenebilecegini inceleyen boylamsal, midahale temelli ve
degerlendirici calismalardan cok betimleyici ve kesitsel calismalar daha siklikla gézlenmektedir.
. Bu durum, 6gretim planlamasina iliskin arastirmaya dayali bilgi Gretiminin eksik kalmasina ve
alanin birikimli ve aciklayici bir kuramsal yapi gelistirmesinin dnliinde 6nemli bir engel
olusturmasina neden olmaktadir.

Ogretim planlamasini anlamaya yonelik kuramsal yaklasimlar tarihsel olarak iki temel
yonelim etrafinda gelismistir. Ogretmen bilisi gelenegi, dgretmenlerin bilgi, inanc ve disiince
sistemlerinin program algisi ile sinif i¢i uygulama arasinda araci bir rol oynadigini ileri
sirmektedir (Borg, 2003). Buna karsilik programi yorumlayici ve muhakemeye dayali bir bakis
acistyla ele alan yaklagim, 6gretmenlerin programla iliskisini edilgen bir stire¢ olarak degil, aktif
bir anlam kurma, yorumlama ve pedagojik karar Uretme uygulamasi olarak
konumlandirmaktadir (Ben-Peretz, 1990; Remillard, 2005; Schwab, 1969; Walker, 1971). Bu iki
yaklagim 6gretim planlamasinin farkl boyutlarini agiklamakta dnemli katkilar sunmakla birlikte,
alanyazinda ¢ogunlukla birbirinden kopuk bicimde ele alinmis ve farkli yontemsel gelenekler
icinde gelismistir.

Bu calisma, s6z konusu kuramsal temel ihtiyacina 6gretmen bilisi ile programi yorumlayici
ve muhakemeye dayali bicimde ele alan yaklasimlar biitiinlestiren ‘Ogretmen Diisiincesi—
Ogretim Planlamasi Cercevesi’ (ODOP) énerisiyle katkida bulunmayi amaclamaktadir. ODOP
Cergevesi, 6gretim planlamasini cok boyutlu ve iliskisel bir mesleki uygulama olarak ele almakta
ve Zihinsel sirecler, 6gretimsel karar verme, pedagojik akil ydritme, 6gretmen inanclari,
motivasyonel yonelimler, 6gretmen etkenligi (teacher agency) ve anlam kurma olmak Uzere
yedi temel yapi Uzerinden analiz etmektedir. Bu cerceve, s6z konusu yapilarin yalnizca ayri
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bilesenler degil, birbirleriyle etkilesim icinde isleyen bir bitlinin parcalar oldugunu ve bu
yapilarin goreceli agirhginin baglamsal kosullara bagli olarak degistigini ileri sirmektedir.

Bu dogrultuda calisma, 2005-2025 yillar arasinda yayimlanan arastirmalari PRISMA 2020
standartlarina dayali sistematik degerlendirme yaklasimiyla incelemektedir. Calismanin temel
amaci, 6gretim planlamasinin bilissel ve muhakemeye dayali boyutlarini butinlesik bir
cercevede ele alarak alanin yapisal 6zelliklerini ortaya koymak ve birikimli bilgi tretimini
sinirlayan bosluklari belirlemektir. Bu ama¢ dogrultusunda calisma Ug¢ arastirma sorusuna
odaklanmaktadir: (i) Arastirmalarda agirlikli olarak yer alan kuramsal gelenekler nelerdir? (ii)
Arastirmalarda ne tur yontemsel yaklasimlar yer almaktadir? (iii) Arastirmalar 6gretim
planlamasina iliskin ne tur sonuglar ortaya koymaktadir?

Yontem

Bu calismada sistematik alanyazin taramasi Web of Science, Scopus, ERIC, Google Scholar
ve DergiPark veritabanlarinda gerceklestirilmistir. Tarama slreci 6gretimsel planlama,
ogretmen bilisi ve programla yorumlayici/muhakemeye dayali iliski boyutlarini temsil eden (g
kavramsal kime temelinde, Boole islecleri kullanilarak olusturulan arama ifadeleriyle
ylritilmus; tarama ingilizce ve Tirkce yayinlarla sinirlandirilmistir. Toplam 987 kayit taranmis,
asamali eleme sireci sonucunda analiz kapsamina 43 arastirma dahil edilmistir. Her ¢alisma,
ODOP Cercevesi'nin yedi yapisi acisindan birincil (P), ikincil (S) ya da yok (-) seklinde
kodlanmistir. Veri analizi tematik yaklasimla gerceklestirilmis, calismalarin yontemsel niteligi ise
MMAT ve CASP 6lcutlerinden uyarlanan bir degerlendirme cergevesi kullanilarak incelenmistir.

Bulgular

Bulgular ¢ arastirma sorusu ¢ercevesinde sunulmustur. Kuramsal profil agisindan en dikkat
cekici bulgu, yapi kapsamindaki belirgin asimetridir. Ogretimsel karar verme (%67,4) ve
pedagojik akil yuritme (%58,1) alanyazinda baskin konumdadir. Bu durum, 6gretmen bilisi
geleneginin planlamayi yapilandiriimis bir mesleki karar verme sireci olarak ele alan tarihsel
agirhgini yansitmaktadir.

Buna Kkarsilik motivasyonel yoénelimler calismalarin yalnizca %23,3'Gnde ele alinmis,
dgretmen inanclari ise birincil odak olarak yalnizca %4,7 oraninda incelenmistir. Ogretmen
etkenligi ve anlam kurma daha orta diizeyde temsil edilmekle birlikte, kuramsal cerceve olarak
kullanimlari sinirh kalmaktadir. Bu bulgu, alanyazinda biligsel karar alma cekirdegi ile
motivasyonel ve muhakemeye dayali boyutlar arasinda yapisal bir dengesizlige isaret
etmektedir.

Yontemsel agidan nitel calismalar (%60,5) baskin olup, bunu karma yontem (%25,6) ve nicel
calismalar (%14,0) izlemektedir. Arastirma sonuglan blylk olclide betimleyici ve aciklayici
niteliktedir (%74,5). Buna karsilik gelisimsel (%14,0) ve degerlendirici (%11,6) ¢alismalarin sinirli
olmasi, alanin midahale ve donlsiim sireclerini agiklama kapasitesini kisitlamaktadir.

Tematik analiz sonucunda Ug¢ temel bulgu ortaya ¢ikmistir:

1. Ogretim planlamasi 6gretmenin bilgi, deneyim ve pedagojik muhakemesini birlikte
kullanmasini gerektiren mesleki bir karar verme sirecidir.
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2. Planlama 6gretmenin programla yorumlayici ve muhakemeye dayali bir iliski kurdugu bir
surectir

3. Ogretmenin anlama stirecindeki diisiinsel etkinligi, bireysel bir dzellikten ziyade baglamsal
kosullar icinde sekillenen bir kapasitedir.

Tartisma

ODOP Cercevesi'nin temel kuramsal katkisi, 6gretim planlamasi alanyazininin kuramsal
agidan tutarli ancak alanda 6nemli olan diger kuramlar agisindan eksik oldugunu ortaya
koymasidir. Bu calismada uretilen kavramsal cerceve (ODOP), planlamanin bilissel boyutlarini
dislamadan, bunlari motivasyonel, muhakemeye dayali ve baglamsal boyutlarla iliskisel bir
batin icinde yeniden konumlandirmaktadir.

Anlam kurma yapisi, bilissel ve muhakemeye dayali gelenekler arasinda kopra kuran temel
yapi olarak 6ne ¢ikmaktadir. Bu yapi, 6gretmenlerin yalnizca neyi planladiklarini degil, programi
nasil yorumladiklarini ve baglamsal olarak nasil yeniden anlamlandirdiklarini agiklamada
merkezi bir rol oynamaktadir.

Turkiye baglaminda yurutulen calismalarin olusturdugu alt kime (n = 8), bu kuramsal
cercevenin agiklayiciigini test eden 6nemli bir karsilastirmali veri seti sunmaktadir. Merkezi
egitim programi sistemlerinde gozlenen uyum odakli planlama egilimleri, bireysel 6gretmen
kapasitesinden ziyade etkenlik ve motivasyonu sinirlayan yapisal kosullarin bir sonucu olarak
ortaya ¢ikmaktadir. Bununla birlikte, miidahale ¢alismalarinin bulgulari bu egilimlerin egitsel
olarak donusturilebilir oldugunu gostermektedir.

Sonug ve Oneriler

Bu sistematik analiz, 6gretim planlamasi alaninin yapisal 6zelliklerini ortaya koymaktadir.
Alan guglu bir bilissel karar verme cekirdegine sahip olmakla birlikte, motivasyonel ve
muhakemeye dayali boyutlar acisindan 6nemli bosluklar icermektedir. Ayrica alanyazinin
betimleyici agirhkli yapisi, gelecekteki arastirmalar icin gelisimsel ve mudahale temelli
calismalarin 6ncelikli olmasi gerektigini gostermektedir.

Ogretmen egitimi acisindan, planlama égretiminin yalnizca bilissel ve prosediirel boyutlara
odaklanmasi yeterli degildir. Bunun yerine, 6gretmen adaylarinin inanclarini sorgulayan,
motivasyonlarini gelistiren ve muhakemeye dayali planlama siireglerine aktif katilimini
destekleyen butuncil yaklasimlara ihtiyac vardir.

Merkezi programa dayali sistemlerde gozlenen uyum odakl planlama egilimi, bireysel
yetersizlikten ¢ok yonetisim yapilarinin bir sonucudur. Bu nedenle politika diizeyinde yapilacak
dizenlemelerin, 6gretmenlere gercek anlamda muhakeme ve yorumlama alani taniyacak
sekilde tasarlanmasi gerekmektedir. ODOP Cercevesi, 6gretim planlamasini cok boyutlu ve
iliskisel bir uygulama olarak inceleyen yeni arastirmalar i¢in kavramsal bir temel sunmaktadir.
Ancak sentez asamasinda gelistirilen kuramsal bir model olmasi nedeniyle, yapilar arasindaki
iliskilerin gelecekte yapilacak yeni arastirmalarla sinanmasi onerilebilir.
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Introduction

Undergraduate professional education is now expected to do more than organise
disciplinary knowledge. It also has to define the forms of judgement, responsibility, and
professional identity that graduates are expected to develop. This issue is especially important
in child development, a multidisciplinary field concerned with biological, cognitive, emotional,
and social dimensions of development and with professional work involving children and
families in diverse, and sometimes vulnerable, contexts. Because professional competence in
this field bears directly on children’s and families’ well-being, undergraduate preparation
depends on a coherent curricular foundation that makes its assumptions about professional
knowledge, pedagogy, and accountability sufficiently visible to guide institutional design.

In the Turkish higher education system, National Core Curricula (Ulusal Cekirdek Egitim
Programlari, UCEP) function as nationally authorised reference frameworks issued under the
authority of the Council of Higher Education (CoHE), defining minimum expectations while
leaving room for institutional adaptation (CoHE, 2016, 2025). For child development education,
two texts are particularly important for understanding the recent revision of the national core
curriculum framework: The Child Development National Core Curriculum (CUCEP; CoHE, 2016)
and the Child Development Undergraduate Core Curriculum (CGL-UCEP; CoHE, 2025). As the
two most recent nationally authorised core curriculum frameworks in the field, these
documents make it possible to trace how professional competence has been redefined across
successive national curriculum texts. CUCEP (2016) represents the earlier nationally recognised
framework, whereas CGL-UCEP (2025) functions as the current national reference point to
which undergraduate child development curricula are expected to align. Their comparison is
therefore significant because it captures a transition in the officially stated framework for
undergraduate child development education in Turkiye.

CUCEP (CoHE, 2016) explicitly presents itself not as a fully elaborated curriculum in the
conventional sense, but as a national framework that departments were expected to use when
structuring their own undergraduate curricula. It organises child development education
around four main components: the aims and national competencies of undergraduate child
development education, core concepts and approaches, the child development professional
process, and applications with related skills. The document situates curriculum development
within an approach organised around learning outcomes, competencies, and process-based
principles, and expects departments to balance compulsory and elective coursework broadly
within the 70-75% and 25-30% ranges, respectively (CoHE, 2016). In this way, it establishes a
nationally standardised point of departure for curriculum design while leaving the more
detailed elaboration of pedagogical and evaluative arrangements to institutional curricula.

CGL-UCEP (CoHE, 2025), by contrast, articulates an updated national framework for
undergraduate child development education and establishes the current point of reference for
institutions by requiring curricula to be structured in line with it. While it retains the language
of minimum standards and standardisation, it presents a more visibly integrated design
through a four-layer structure that brings together core skills, innovative teaching methods
and environments, learning-domain weightings, and environment and instructor
competencies. The document further fixes the curriculum balance at 70% compulsory and 30%
elective, and more explicitly identifies problem-based learning (PBL), performance-based
formative assessment, digital and self-directed resources, and baseline infrastructural and
instructional requirements as part of the framework itself (CoHE, 2025). These features make
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the relationship among professional competence, pedagogical guidance, and enabling
conditions more visible within a single national framework.

For this reason, the two documents provide a useful basis for a policy-text comparison that
goes beyond administrative curriculum design. From this perspective, the study approaches
them as texts that define what counts as legitimate professional knowledge, foreground
particular pedagogical priorities, and project intended graduate identities. The comparison
therefore concerns differences in content and structure as well as how competence is textually
organised, justified, and authorised across two nationally sanctioned frameworks. The study is
informed by Bernstein’s (2000) concept of recontextualisation and Ball's (1994) policy-as-text
perspective, which are discussed below in relation to the analysis.

Internationally, higher education policy has increasingly moved towards competency-based
and learner-centred curricular models (OECD, 2018; Schleicher, 2018). Research on curriculum-
policy change further shows that such changes are mediated by institutional conditions,
professional identity, and the interpretation of policy texts in practice (Li et al., 2011; Valdés
Sanchez & Gutiérrez-Esteban, 2023). For curriculum policy research, this makes comparative
reading of official curriculum texts especially valuable when the aim is to examine how
knowledge, pedagogy, and accountability are framed before questions of enactment are
addressed.

Despite these wider shifts, the recent revision of the national core curriculum framework for
undergraduate child development education in Turkiye remains only partially examined at the
level of the core curriculum texts. Existing national studies have tended to focus primarily on
course credits, structural standardisation, or implementation challenges (Demir & llgaz, 2024;
Kurkgl, 2021). Less attention has been given to whether the recent revision reflects substantive
change, clearer organisation of existing expectations, a shift in level of abstraction, or selective
reconfiguration in the way competence is stated. The gap is important because these two
nationally authorised core curriculum frameworks mark successive policy moments in which
professional competence in undergraduate child development education has been defined,
organised, and made more or less visible. Although competency-based core curriculum models
have been examined in other professional fields such as medical education (Budakoglu et al.,
2014), comparable theory-informed analyses of child development core curricula as policy texts
remain limited.

The present study therefore compares CUCEP (CoHE, 2016) and CGL-UCEP (CoHE, 2025) as
policy texts, with particular attention to their organising assumptions, professional identity
model, and arrangement of competency expectations. Viewed through these theoretical
lenses, the analysis examines how professional knowledge is recontextualised, how pedagogic
and evaluative expectations are signalled and structured, and how responsibility for
implementation and enabling conditions is positioned across system and institution.
Methodologically, the study combines comparative document analysis with reflexive thematic
analysis to organise and interpret evidence from the two authorised core curriculum
documents.

To keep the comparison clear, the study uses three terms in a specific sense. Organising
assumptions refer to the educational rationale, structural logic, and pedagogical assumptions
made visible in each text. Professional identity model refers to the formal graduate profile,
dispositions, and forms of judgement that the curriculum seeks to promote. Competency
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structure refers to how professional expectations are arranged in the document, including
whether they appear as distributed task statements or as more integrated profiles.

The central research question is: How do CUCEP (2016) and CGL-UCEP (2025) articulate
continuity, rearticulation, increased explicitness, and selective reconfiguration in the organising
assumptions, professional identity model, and competency structure of undergraduate child
development education? This overarching question is addressed through five related sub-
questions:

1. How do the two curricula frame their structural design and organisational logics, and what
rationales are made explicit or implicit?

2. How is the professional identity model, including the intended graduate profile, constructed
in each text, and how is competence articulated across the two frameworks?

3. How is curricular content organised through learning domains, sequencing, and disciplinary
foundations, and how do these organisational choices affect the classification and visibility
of legitimate knowledge?

4. What teaching strategies and assessment approaches are specified or signalled in the texts,
and how are pedagogic and evaluative expectations framed across the two documents?

5. What implementation conditions and institutional responsibilities are articulated in the
texts, and how do these expectations distribute responsibility across system and institution?

The study makes three contributions. First, it approaches child development core curricula
as policy texts that organise professional knowledge and project intended graduate identities.
Second, it offers a theory-informed comparison that treats transformation as a differentiated
pattern rather than a simple break between the two texts. In doing so, it shows how continuity,
rearticulation, increased explicitness, and selective reconfiguration shape the way competence,
pedagogy, and institutional responsibility are stated across the 2016 and 2025 national core
curricula for child development in Tirkiye. Third, it clarifies the interpretive scope of document-
based analysis by distinguishing intended policy-text orientation from enacted practice.

Theoretical Framework: Recontextualisation and Policy-as-Text

The comparison draws on Bernstein’s (2000) concept of recontextualisation and Ball's (1994)
policy-as-text perspective. This theoretical pairing is appropriate because CUCEP (2016) and
CGL-UCEP (2025) are official curriculum texts, not simply lists of courses or competencies. They
organise professional knowledge, make particular expectations more visible, and frame how
undergraduate child development education is understood at the national level. Bernstein’s
concept of recontextualisation draws attention to how knowledge is selected, relocated, and
organised for educational purposes. A curriculum text does not transmit disciplinary
knowledge in a neutral form. It selects what counts as relevant knowledge, places that
knowledge within a pedagogical structure, and makes it teachable, assessable, and
institutionally recognisable. In this study, recontextualisation is read mainly through
classification and framing. Classification refers to how professional knowledge areas are
separated, grouped, or integrated in the curriculum text. Framing refers to how strongly the
text specifies pedagogical expectations, assessment approaches, learning environments, and
implementation responsibilities. This distinction is important for the present comparison
because some differences between the 2016 and 2025 documents concern the organisation
and visibility of existing expectations, while others suggest a more selective restructuring of
how competence, pedagogy, assessment, and institutional conditions are connected.
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Ball's (1994) policy-as-text perspective further clarifies the limits of the analysis. Policy texts
set priorities, define responsibilities, and create expectations, but they do not determine
practice in a linear or uniform way. Their meanings are interpreted by institutions and actors,
and questions of enactment require a different kind of empirical evidence. In this sense, Ball's
perspective also helps the analysis treat the two curriculum documents as texts whose
meanings are open to institutional interpretation rather than as direct descriptions of practice.
For this reason, statements in CGL-UCEP (2025) about problem-based learning, performance-
based formative assessment, digital resources, instructor competencies, or learning
environments are read in this study as intended policy orientations. They are not treated as
evidence that these expectations have been implemented in the same way across universities.

Together, Bernstein (2000) and Ball (1994) provide the conceptual basis for comparing
continuity and transformation across the two documents. Bernstein directs attention to the
organisation of professional knowledge, the naming of learning domains, and the framing of
pedagogical and evaluative expectations. Ball keeps the analysis focused on policy-text
meaning, institutional interpretation, and the positioning of implementation responsibility,
without treating the texts as proof of implementation. In this study, these concepts guided the
reading of the documents without functioning as a fixed coding scheme. They help distinguish
continuity, textual rearticulation, increased explicitness, and selective reconfiguration, while the
themes themselves were developed through repeated reading and comparison of the two
curriculum documents.

Method

Design and Analytic Approach

The study was designed as a qualitative and interpretive comparative document analysis of
two nationally authorised child development core curricula. The purpose was to examine these
documents as policy texts rather than only as lists of courses or competencies. Comparative
document analysis made it possible to match sections with similar roles in the two documents
and to trace continuity, difference, and rearticulation in structure, emphasis, and organising
rationale over time (Cleland et al., 2023). Reflexive thematic analysis was used to interpret
patterned meanings within this focused document set (Braun & Clarke, 2022). Used together,
these approaches supported an examination of how professional competence, pedagogy, and
institutional responsibility were articulated within and across the two curriculum texts.

This combination fits the study because the analysis needed to consider both the formal
provisions of the documents and the way they present intended graduate identity and
professional competence. In this study, “qualitative” refers to the analysis of meaning within
official curriculum texts, while “interpretive” indicates that policy meaning was developed
through sustained engagement with the documents rather than treated as self-evident.

Analytic Boundaries

As explained in the theoretical framework, Bernstein (2000) and Ball (1994) informed the
reading of the documents without being used as a fixed codebook. The analysis therefore
remained focused on what the two documents state, emphasise, and make visible, without
making claims about how the curricula are enacted in practice.
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Analytic Scope and Comparison Rules

The five sub-questions were used to structure the comparison and were grouped into three
broader lines of inquiry during coding. The first line of inquiry examined how the curricula
classified disciplinary foundations, learning domains, sequencing, and rationales for inclusion.
The second examined how the texts described teaching approaches, expected learning tasks,
assessment orientations, tools, and evaluation criteria. The third examined how the documents
assigned responsibility for implementation, including references to institutional roles,
infrastructure, instructor capability, governance expectations, and quality assurance. Following
Ball's (1994) policy-as-text perspective, prescriptive statements were treated as intended
framings rather than as evidence of enacted pedagogical effects.

Because the 2016 and 2025 documents do not share the same structure, comparable
sections were matched by the role they played in each document, not only by their headings.
For example, the 2016 document presents teaching methods and assessment approaches
under separate list-based headings, whereas the 2025 document incorporates these elements
within an integrated framework of innovative teaching components. These sections were
therefore compared because both shaped how the curriculum described teaching and
assessment expectations. Where no comparable communicative function could be established,
functional equivalence was not claimed. Such elements were treated as non-equivalent textual
features and were not used as direct evidence of change. Similarly, task-level statements in the
2016 document were not treated as direct equivalents of domain-level formulations in the 2025
document unless a shared educational function could be established.

The analysis also distinguished four types of comparative relationship. Continuity referred
to expectations present in both texts. Textual rearticulation referred to similar expectations
expressed at a different level of abstraction or through a different mode of presentation.
Increased explicitness referred to expectations that became more visible or more systematically
positioned in the 2025 text. Selective reconfiguration referred to cases where the 2025 text
relocated an expectation within a new relational structure, for example by formally linking
graduate competence to specified pedagogical orientations, assessment approaches, or
institutional conditions that were not equivalently embedded in the 2016 framework.

The comparison also accounted for differences in the nature of the two documents. CUCEP
(CoHE, 2016) explicitly defines itself as a national framework rather than a fully elaborated
curriculum and notes that detailed explanations of teaching and assessment methods were not
considered necessary. Accordingly, differences in pedagogical and evaluative specification
were treated as meaningful for understanding policy-text construction, but not automatically
as evidence of substantive curricular transformation. In this study, abductive analysis meant
moving between the theoretical lens and the documentary evidence rather than applying a
fixed theory-driven codebook. Bernstein's (2000) and Ball's (1994) concepts functioned as
sensitising concepts that directed attention to classification, framing, policy orientation, and
institutional responsibility. Within this broad conceptual frame, codes and themes were
developed through repeated reading of the documents, with attention to their wording,
emphases, and implied meanings.

Data Sources and Context

The study examined two official policy documents that constitute successive nationally
authorised core curriculum frameworks for undergraduate child development education in
Tarkiye: (1) CUCEP (CoHE, 2016), the Child Development National Core Curriculum, and (2)
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CGL-UCEP (CoHE, 2025), the Child Development Undergraduate Core Curriculum. Both
documents were retrieved from publicly accessible online sources issued under the authority
of CoHE. They were selected because they are the only nationally authorised and standardised
frameworks defining curricular structure, intended learning expectations, and professional
orientations in child development during their respective periods. University-level curriculum
handbooks were not included because they reflect institutional adaptations of the national
framework rather than national policy frameworks themselves. The analysis focused on these
two CoHE-issued documents to examine how continuity, rearticulation, increased explicitness,
and selective reconfiguration appear in the curricular logic and intended professional identity
of the 2016 and 2025 texts. All direct quotations from the Turkish curriculum documents were
translated into English by the author and checked against the original wording during analysis
to preserve conceptual accuracy.

Both texts were produced through CoHE-coordinated processes that positioned core
curricula within broader higher education policy priorities. The analysis therefore did not
assume a simple opposition between standardisation and flexibility. Instead, each document
was treated as a policy text that could simultaneously claim standardisation while articulating
competence, pedagogy, evaluation, and institutional responsibility in different degrees of
explicitness.

Data Analysis

Reflexive thematic analysis followed Braun and Clarke's (2022) approach. Coding stayed
close to the wording, structure, and comparative features of the documents. The analysis was
conducted manually because close, repeated reading of two related but differently structured
policy texts was central to tracing conceptual and terminological differences, including
differences in level of abstraction and mode of presentation. The analysis moved through six
steps. First, each document was read repeatedly. Meaning units were then coded, related codes
were grouped into preliminary patterns, and these patterns were checked against the full
document set. The final themes were refined through this comparison before the analytic
account of similarities and differences was written.

The findings are organised into five themes linked to the study’s sub-questions, but these
themes were not used as pre-set categories. They were refined through repeated comparison
of coded extracts across the two documents. The study’s sub-questions and the concepts
drawn from Bernstein (2000) and Ball (1994) helped set limits for interpretation, while semantic
coding and constant comparison shaped the final thematic structure. For example, the 2025
requirement for "PBL classrooms” was first coded semantically as an infrastructure requirement
for PBL. Read through Ball's (1994) policy-as-text perspective, it was then interpreted as a
policy-text articulation of enabling institutional conditions rather than as evidence of
institutional enactment. This reading led to its inclusion in the theme on implementation
conditions and institutional requirements. Table 1 illustrates how selected textual extracts were
linked to theory-informed themes.
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Table 1

Example of Coding and Theme Development

Document Extract (Original Text Interpretive Category

Initial Code Final Theme

translated to English) (Theory-Informed)
2016: "Determines the Z::jnueai
observation technique(s) and Task-specific Task-specific articulation .
. . . . . e competencies and
appropriate observation practice skill of professional capability .
form(s)." professional
' profile
2025: "
025 ' Use§ technolqu Theme 2-
effectively in professional work Integrated Integrated textual
; . . ) . Graduate
and acts in accordance with ethical and articulation of .

. . . competencies and
contemporary requirements, digital professional rofessional
ethical principles, and quality accountability  accountability profile
management processes.” P

. Th :
2025: "Problem-based learning eme 5 .
Infrastructure Implementation

classrooms (at least two), group
study halls, free internet
connection environments...”

rerequisites Articulation of enabling conditions and
brereq institutional conditions

for PBL institutional
requirements

Trustworthiness and Rigour

Credibility, dependability, and confirmability were supported through several qualitative
research procedures. Because the analysis was conducted by a single researcher within a
reflexive thematic analysis framework, inter-coder reliability statistics were not used. Credibility
was supported through systematic cross-document comparison and repeated checking of
interpretive claims against the documentary evidence.

Structured peer debriefing and a detailed audit trail were used to support the
trustworthiness of the analysis. Peer debriefing consisted of three formal consultation sessions
with an academic colleague whose expertise includes curriculum studies. Consistent with
reflexive thematic analysis (Braun & Clarke, 2022), the colleague did not independently double-
code the documents for statistical agreement. Instead, the colleague reviewed selected coded
extracts from both curriculum documents, the coding rationale, and the preliminary thematic
map, and then discussed possible over-readings or unsupported interpretations with the
researcher.

These discussions helped identify places where the 2025 curriculum could have been over-
read as evidence of pedagogical improvement rather than interpreted as a policy text
articulating preferred orientations. In response, the researcher refined coding boundaries and
thematic definitions to preserve a clear distinction between policy-level framing and enacted
pedagogical impact. A detailed audit trail was maintained throughout the study. Analytic
memos documented coding decisions, interpretive shifts, theme refinement, and the rationale
for aligning functionally equivalent sections across the two documents. This documentation
made it possible to trace how early coding decisions were revised, merged, or redefined over
the course of the analysis.
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Reflexivity was also maintained throughout the analytic process. The researcher was not
involved in the development or implementation of either curriculum document. Nonetheless,
disciplinary expertise may have shaped analytic sensitivity and thematic emphasis. This
possibility was addressed through ongoing memo-writing, repeated returns to the
documentary evidence, and continued attention to the distinction between articulated policy
framing and enacted pedagogical impact.

Ethical Considerations

This study analysed publicly available official curriculum documents and did not involve
human participants, personal data, or interventions. Ethics committee approval was therefore
not required. All materials were analysed in accordance with academic integrity principles, and
all sources are cited following APA 7.

Findings

The findings compare CUCEP (CoHE, 2016) and CGL-UCEP (CoHE, 2025) across five themes
developed through reflexive thematic analysis. Through these themes, the comparison follows
five main aspects of the two curriculum texts: purpose, competence architecture, content
organisation, teaching and assessment expectations, and the conditions associated with
implementation. The analysis is confined to what is made visible within the curriculum texts
themselves. Accordingly, the findings are presented as patterns in policy-text construction
rather than as evidence of enacted practice or pedagogical impact across institutions. The four
comparative terms defined in the Method section are used consistently in the findings:
continuity, textual rearticulation, increased explicitness, and selective reconfiguration.

Theme 1: Structural Design and Organisational Logics

The first theme concerns the way each curriculum text legitimises its revision rationale and
organising logic by specifying what the national baseline is expected to accomplish and how
the curriculum is structurally oriented to that purpose. Both texts foreground a minimum-
standards and standardisation rationale, but they articulate the function of this baseline in
different ways. CUCEP (CoHE, 2016) frames the core curriculum primarily as a national reference
for comparability, setting out minimum qualification expectations and providing a shared point
of alignment for institutional curricula. This structural logic is explicitly evidenced in the text,
which defines its purpose as “establishing the main elements and principles (minimum
standards) of the Child Development undergraduate education program on a national scale”
(CoHE, 2016, p. 6). Furthermore, the 2016 document frames its curriculum rationale through
educational outcomes, competencies, and process-based approaches, stating that “educational
outcomes, competencies, and process-based approaches have been adopted” (CoHE, 2016, p. 6).

CGL-UCEP (CoHE, 2025) retains the same baseline rationale while expressing curriculum
purpose through more explicit competence-oriented language. It foregrounds the
characteristics expected of the 21st-century child development professional and incorporates
learning, literacy, and life and career skills into its core structure (CoHE, 2025, pp. 4, 10). In
doing so, the document signals a more explicit articulation of the organising rationale by
linking this competence-oriented framing to problem-solving process-based approaches. As
stated in the text, “During the creation of CGL-UCEP, the characteristics expected of a child
development professional in the 21st century, competencies, and approaches based on the
problem-solving process were adopted” (CoHE, 2025, p. 4). It also makes curriculum design
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considerations more explicit by specifying the teaching approach, assessment orientation,
disciplinary pattern, learning environments, and instructor competencies expected to support
curriculum implementation. The difference is primarily one of discursive framing. The 2025
document legitimises its structural design through a more explicit competence- and problem-
solving-oriented logic, without implying pedagogical superiority or enacted institutional
change. Table 2 summarises the comparative patterns in structural design and organisational
logics between the two documents.

Table 2

Comparative Patterns in Structural Design and Organisational Logics Between CUCEP 2016 and CGL-

UCEP 2025

Comparative Focus

CUCEP 2016

CGL-UCEP 2025

Main Objective

Educational Orientation

Core Objectives and
Design Logic

Frames the core curriculum
around minimum qualification
expectations and national
consistency.

Organises the curriculum through
learning outcomes and national
competencies, positioning the
core text primarily as a national
reference framework.

Identifies graduate competencies,
reflects key professional
situations in education, revises
topics and competencies in
response to developments in the
field, and guides institutional
curricula in line with the national

Retains the minimum-standards and
standardisation rationale while making
current professional expectations and
competence orientation more explicit
within the curriculum purpose.

Carries forward the outcomes and
competencies rationale while adding
more visible 21st-century professional
characteristics and problem-solving
process emphases.

Rearticulates these objectives through
a more integrated framework that
connects the graduate profile,
competence emphasis, core skills,
learning-domain structure, and
design-relevant components specified
elsewhere in the text.

framework.

Overall, the two texts show continuity in their minimum-standards and standardisation
rationale, alongside greater explicitness in how this rationale is connected to competence
orientation and curriculum design. The 2016 curriculum establishes a concise national baseline,
whereas the 2025 curriculum makes the competence rationale, 21st-century professional
expectations, and organising assumptions more visible within the structure of the text. The
result is greater textual integration and visibility at the level of structural design, while the
minimum-standards logic remains continuous across the two documents.

Theme 2: Graduate Competencies and Professional Profile

The second theme focuses on the intended graduate profile and on how each text defines
the scope, level of detail, and normative expectations of competence statements. CUCEP
(CoHE, 2016, pp. 17-18) specifies 18 national competencies, while related practice-based skills
appear elsewhere in the document as more function- and task-oriented statements. This
pattern is visible, for example, in statements such as “Determines the observation technique(s)
and appropriate observation form(s)” (CoHE, 2016, p. 28), and in requirements that graduates
make the necessary referrals to relevant specialist physicians in cases where a child has no
existing medical diagnosis but the developmental condition may require medical diagnosis
(CoHE, 2016, pp. 17-18). This matters for the comparison because it positions referral within
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the graduate’s role while reserving medical diagnosis for specialist physicians. Read in this way,
the 2016 text already signals a distinction between developmental screening and diagnostic
determination, although it does so through dispersed task statements rather than an
integrated competency frame.

CGL-UCEP (CoHE, 2025, p. 7) sets out eight nationally stated graduate competencies that
present competence at a broader curriculum level, bringing into view expectations such as
evidence-informed judgement, transdisciplinary working, communication, social responsibility,
and digital and ethical accountability. Accountability-oriented expectations are stated explicitly
within the graduate competency framework. For instance, the document notes that graduates
should “use technology effectively in professional work and act in accordance with contemporary
requirements, ethical principles, and quality management processes” (CoHE, 2025, p. 7). The
reduction in the number of competency statements is therefore best understood as a change
in level of abstraction and textual integration. The 2025 text gathers comparable expectations
into a more compact graduate profile and brings ethical and digital accountability more clearly
into the competency framework. Table 3 outlines these differences in competency articulation
and graduate profile.

Table 3
Competency Articulation and Graduate Profile in CUCEP 2016 and CGL-UCEP 2025

Comparative

Focus

CUCEP 2016

CGL-UCEP 2025

Structure and
Scope

Core
Competency
Focus

Level of
Articulation

Competency
Framing

Presents 18 national competencies, with
related practice expectations distributed
across more detailed process and skill
statements.

Combines developmental assessment,
planning, implementation, reporting,
communication, ethics, quality processes,
and interdisciplinary cooperation across
multiple statements.

Expresses competence through a more
distributed combination of curriculum-level
competencies and task-oriented practice
statements.

Makes several professional responsibility
expectations visible, but across a more
dispersed textual structure.

Defines eight national graduate
competencies at a broader
curriculum level.

Brings evidence-informed practice,
assessment and decision-making,
intervention and support,
counselling, transdisciplinary
working, communication, social
responsibility, and technology-
ethics-quality alignment into a more
compact graduate profile.

Expresses competence through
broader and more integrated
curriculum-level formulations.

Makes professional responsibility,
digital accountability, and quality-
related expectations more visible
within a consolidated competency
framework.

Overall, the main difference between the two documents lies in level of abstraction and
textual integration. Responsibility-oriented expectations are already visible in CUCEP (CoHE,
2016), including references to legislation, human rights, scientific and cultural values,
professional ethics, and quality management processes, as well as in more detailed process
and skill statements (CoHE, 2016, pp. 17-18). CGL-UCEP (CoHE, 2025) gathers comparable
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expectations into a smaller set of broader graduate competencies and presents them through
a more unified professional profile. This pattern reflects textual rearticulation and increased
explicitness in how competence is organised within the curriculum text. It also positions
alignment among content organisation, practice-based components, pedagogical
expectations, and institutional conditions as a more visible textual expectation within the 2025
framework.

Theme 3: Learning Domains and Content Organisation

Theme 3 examines how each curriculum text organises and legitimises curriculum content
by making disciplinary foundations and professional learning structures more or less explicit.
GUCEP (CoHE, 2016) presents professional content through a catalogue-style, list-based
structure without explicit thematic or domain-level grouping, leaving the organising logic
primarily topic-driven. For instance, the 2016 document sequentially lists markedly different
conceptual areas such as Moral Development, Family, and Brain Development as separate,
unclustered subject headings (CoHE, 2016, pp. 24-26).

CGL-UCEP (CoHE, 2025), by contrast, introduces six explicitly defined Professional Learning
Domains, including Children at Risk and Children in Healthcare Settings, which foreground
distinct practice contexts and professional focus areas across child development. The text
formalises these boundaries by stating that “Professional learning domains have been addressed
and explained under the headings of Child Development areas and periods, children with special
needs, children at risk, children in healthcare institutions, parenting and family, and supporting
development” (CoHE, 2025, p. 20). This domain-based organisation makes the curriculum
content more readily interpretable by grouping it under named professional domains. In
policy-text terms, the 2025 document classifies service contexts and professional focus areas
more explicitly within its account of professional preparation.

Viewed through Bernstein’s (2000) concept of recontextualisation, this pattern is best read
cautiously as a clearer classification and naming of professional knowledge areas, rather than
as evidence that the underlying knowledge base was fundamentally replaced. The 2025 text
gives areas such as Parenting and Family and Children at Risk a more prominent status by
positioning them as standalone domains within the core structure of professional preparation.
In addition, by naming natural sciences alongside behavioural sciences and health-related
foundations, the 2025 text makes the stated interdisciplinary pattern and scientific literacy
expectations more explicit within the framework (CoHE, 2025, p. 26). Table 4 compares the
curriculum structure and learning domains across the 2016 and 2025 texts.
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Table 4

Comparative Patterns in Curriculum Content and Learning Domains in CUCEP 2016 and CGL-UCEP 2025

Comparative

EP 201 L-UCEP 202
Focus CUCEP 2016 CGL-UCEP 2025
Curriculum Alphabetically listed content ~ Course content grouped under six clearly defined
Structure headings, without thematic Professional Learning Domains.
categorisation.
Core Key areas such as family- Six structured domains: Developmental Areas and
Professional focused work, special needs,  Periods, Children with Special Needs, Children at
Domains and risk-related practice Risk, Children in Healthcare Settings, Parenting
appear within the broader list and Family, and Supporting Development.
but are not presented as
distinct, conceptually
clustered domains.
Course Flexible ratio: 70-75% Fixed ratio: 70% compulsory, 30% elective (CoHE,
Weighting compulsory, 25-30% elective 2025, p. 26).
(CoHE, 2016, p. 7).
Disciplinary Empbhasises basic and Names natural sciences alongside behavioural

behavioural sciences
alongside professional
content.

Foundations

sciences and health-related foundations, making
the stated interdisciplinary pattern more explicit
(CoHE, 2025, p. 26).

Kart

Two key points warrant consideration here. First, the definition of Professional Learning
Domains gives the 2025 curriculum a more explicit content architecture in relation to major
service contexts in the field. This is best understood as increased textual organisation and
visibility, not as evidence that the field's underlying knowledge base was replaced. Second, the
shift from a flexible to a fixed compulsory-elective ratio signals tighter national specification of
curriculum structure while retaining a defined elective space at 30%, which preserves a formal
area for institutional discretion.

Theme 4: Teaching Strategies and Assessment Approaches

Theme 4 examines how each curriculum text regulates pedagogical communication by
specifying what counts as legitimate teaching and assessment practice and by making
evaluative expectations more or less explicit. The two curricula differ most clearly in how they
construct teaching and assessment. CUCEP (CoHE, 2016) provides extensive lists of
instructional methods and evaluation tools, presenting them largely as a repertoire of
approaches that can be combined. The document recommends using complementary methods
and techniques together so that they support one another, instead of relying on a single
method (CoHE, 2016, p. 68). Its repertoire includes case discussion, project-based learning,
clinical practice, and simulation (CoHE, 2016, pp. 65-67). In assessment, CUCEP (CoHE, 2016)
likewise lists a wide range of options, including written and oral examinations, portfolio-based
assessment, peer assessment, and individual or group evaluations embedded in problem-
based and project-based interactive activities. These are presented as available assessment
tools rather than as a single overarching assessment orientation for the curriculum (CoHE, 2016,
pp. 68-69).

CGL-UCEP (CoHE, 2025) gives these pedagogical and evaluative expectations a more explicit
programmatic status. The document states that “the basic teaching method for the Child
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Development area innovative core education program is PBL” (CoHE, 2025, p. 17). Similarly, the
evaluation approach is framed as “a performance-based formative approach” (CoHE, 2025, p.
19), supported by tools such as rubrics, checklists, peer assessment, and self-assessment. In
addition, the 2025 text specifies digital, accessible, and self-directed learning resources, linking
the intended learning process to autonomy, reflection, and inquiry (CoHE, 2025, pp. 17, 19).

From a policy-as-text perspective, this increased specificity is best read as a stronger textual
specification of preferred pedagogical and evaluative orientations within the national
framework. This interpretation remains limited to policy-text specification and does not make
claims about pedagogical improvement or classroom impact. It also suggests that the 2025
text narrows some local interpretive latitude by tying teaching and assessment more closely to
a defined policy orientation. Table 5 contrasts the intended teaching and assessment
orientations articulated in the two curricula.

Table 5
Teaching and Assessment Orientations in CUCEP 2016 and CGL-UCEP 2025

Comparative

Focus CUCEP 2016 CGL-UCEP 2025
Teaching Presents an eclectic repertoire of methods and Identifies PBL as the basic
Approach techniques and recommends combining teaching method within the
complementary approaches, including case innovative core curriculum (CoHE,
discussion, project-based learning, clinical 2025, p. 17).
practice, and simulation (CoHE, 2016, pp. 65-68).
Assessment  Lists multiple assessment methods, including Specifies performance-based
Approach written and oral examinations, portfolio-based formative assessment as the
assessment, peer assessment, and individual or stated evaluation approach (CoHE,
group evaluations embedded in problem-based 2025, p. 19).
and project-based interactive learning activities
(CoHE, 2016, pp. 68-69).
Learning Offers limited explicit guidance regarding the Specifies digital, accessible, and
Resources nature and selection of learning materials. self-directed learning resources to

support autonomy, reflection, and
independent inquiry (CoHE, 2025,
p. 19).

At the level of the policy text, the 2025 framework makes the relationship between
pedagogical expectations and the organisation and evaluation of learning more explicit. The
key difference lies in status and specification: approaches such as project-based or problem-
based interactive learning appear in the 2016 curriculum as part of a broader repertoire, while
the 2025 text assigns PBL a more central and programmatic role by identifying it as the basic
teaching method. The stronger emphasis on learner-centred resources positions students as
active participants expected to engage in inquiry, reflection, and collaborative problem work,
while linking competence to more explicit pedagogical and assessment expectations.

Theme 5: Implementation Conditions and Institutional Requirements

The fifth theme concerns how each curriculum text allocates responsibility and specifies the
conditions presented as enabling implementation, particularly through references to learning
environments and instructional capacity. CUCEP (CoHE, 2016) links implementation largely to
the qualifications of those responsible for practice-based supervision, whereas CGL-UCEP
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(CoHE, 2025) incorporates learning environments and instructor competencies directly into the
core structure of the framework. In CUCEP (CoHE, 2016), implementation expectations are
positioned primarily around practice-based supervision, with emphasis on formal preparation,
professional experience, and interpersonal communication. This is evident in the requirement
that the instructor should “have at least a bachelor’s degree in the relevant field, have been
working in one of the application areas for at least two years, possess good interpersonal
communication skills, and have the skills to transfer professional knowledge to students in the
most effective way” (CoHE, 2016, pp. 30-31). In the same document, a detailed explanation of
teaching and assessment methods is treated as unnecessary because CUCEP 2016 is framed as
a national framework rather than a fully elaborated curriculum (CoHE, 2016, p. 7).

CGL-UCEP (CoHE, 2025) specifies a set of enabling conditions aligned with its pedagogical
and evaluative orientation. At the level of stated purpose, the document presents methods,
materials, assessment approaches, disciplinary pattern, and basic environment and instructor
requirements as part of a holistic national framework (CoHE, 2025, p. 4). This orientation is then
formalised in the four-layer design of CGL-UCEP-2025, whose fourth layer comprises
environment and instructor competencies (CoHE, 2025, p. 8). More concretely, the document
identifies infrastructure requirements such as “PBL classrooms (at least two), group study halls,
[and] free internet connection environments” and a teaching management system that supports
interaction among students, instructors, and materials (CoHE, 2025, p. 27). Instructor
expectations are likewise framed in terms of demonstrable pedagogical capability. The
document specifies competencies including “the ability to provide student-centred learning,
provide PBL, conduct performance-based evaluation, provide online learning/distance education,
and develop interactive multimedia content” (CoHE, 2025, p. 27). Table 6 summarises the
institutional requirements and implementation conditions set out in the two core curricula.

Table 6
Institutional Requirements in CUCEP 2016 and CGL-UCEP 2025

Comparative
UCEP 2016 GL-UCEP 2025
Focus cue ¢ ¢
Infrastructure and  No formal infrastructure requirements Specifies minimum standards for PBL
Environment are specified. The focus is placed on classrooms, group study spaces, internet
mentor or supervisor qualifications. access environments, and a teaching

management system that supports
interaction and self-directed learning.

Instructional and ~ Emphasises supervisor qualifications Specifies instructional competencies

Supervisory such as field experience, including learner-centred teaching, PBL

Competencies communication skills, and the ability to  facilitation, performance-based
transfer professional knowledge assessment, and online or blended
effectively. teaching capabilities.

Implementation Implementation readiness is linked Implementation readiness is articulated

Logic primarily to the qualifications of through environmental and instructor
individual field guides and supervision ~ competencies aligned with the
arrangements. curriculum’s pedagogical orientation.

This theme provides the clearest basis for interpreting the 2025 framework as a selective
reconfiguration of implementation conditions within the curriculum text. In contrast to themes
where many differences concern abstraction level, consolidation, or increased explicitness, the
2025 curriculum incorporates environment and instructor competencies into the core
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framework in a way that is not equivalently articulated in the 2016 document. The analysis
shows that institutional conditions are made more explicit within the national framework,
without implying that institutions have uniformly developed the capacity to meet them. This
pattern suggests that learning environments, instructional infrastructure, and instructor
competencies are made more visible as conditions for organising pedagogy and assessment.

Discussion

The comparison suggests that change between the two core curriculum texts is not uniform.
For this reason, not every observed difference between CUCEP (CoHE, 2016) and CGL-UCEP
(CoHE, 2025) is treated as evidence of substantive curricular change. Several expectations
visible in CGL-UCEP were already present in CUCEP, although they were distributed across task-
specific, process-oriented, or list-based formulations. The clearest change in the 2025
curriculum concerns the level of abstraction and textual integration through which these
expectations are organised. Selective reconfiguration is most defensible where the 2025 text
links pedagogical orientation, assessment approach, and environment and instructor
competencies within the national framework in a way not equivalently articulated in the 2016
document.

Read through Bernstein's (2000) concept of recontextualisation, this pattern points to
changes in the classification, visibility, and integration of professional knowledge. The later
curriculum articulates its structural rationale through more explicitly competence-oriented
language, consolidates graduate expectations into a smaller set of nationally framed
competencies, and reinforces this organisation through named Professional Learning Domains
that make service contexts and disciplinary relationships more visible within the curriculum
structure. These shifts establish a clearer textual relationship among graduate expectations,
pedagogical orientation, and the conditions under which learning is intended to take place.

From Ball's (1994) policy-as-text perspective, the stronger framing in the 2025 curriculum is
best understood as a textual construction of preferred orientations rather than as evidence of
enacted institutional change. The explicit designation of problem-based learning (PBL) and
performance-based formative assessment makes pedagogical expectations more legible
within the national framework. This increased specificity may be read as greater internal
coherence, but it may also signal stronger central guidance, more visible accountability
expectations, and reduced local interpretive latitude.

This relationship becomes clearer when pedagogical orientation is considered alongside the
environments, instructor capabilities, and technological conditions specified in the 2025
curriculum text. In the later text, competence is framed in relation to graduate attributes as well
as learning environments, instructional capability, and access conditions. The comparison
therefore suggests that the 2025 revision links content, pedagogy, and institutional conditions
more closely within the policy text. This is consistent with research showing that inquiry-
oriented and formative approaches depend on facilitation quality, institutional support,
systemic alignment, and adequate assessment and infrastructure conditions (Awang et al.,
2025; Egitim Reformu Girisimi [ERG], 2015; Heystek et al., 2025; Hmelo-Silver, 2004; Kusumatuty
et al., 2018; McLure & Aldridge, 2023; Milner & Scholkmann, 2023; Savery, 2006). Within the
limits of the document analysis, the study shows that the 2025 text incorporates these
conditions more visibly into the curriculum framework.
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A similar pattern appears in how accountability is stated. In the 2025 curriculum, ethical,
digital, and quality-related expectations are brought into a more consolidated competency
structure. Responsibility-oriented expectations were also present in the 2016 curriculum, but
they were more dispersed across function- and process-oriented formulations. One concrete
example of this earlier, more dispersed accountability logic is the distinction between referral
and medical diagnostic authority in the 2016 text. Here, the graduate role is framed as
identifying developmental concerns and directing children to relevant specialist physicians
rather than making diagnostic determinations. In the 2025 curriculum, accountability-oriented
expectations are gathered into a more unified competency structure and linked more visibly
to assessment, communication, and professional judgement. Read through Bernstein’s (2000)
perspective, the key change lies in the clearer articulation and visibility of evaluative
expectations within the intended graduate profile.

Overall, the findings offer a cautious and differentiated account of curriculum
transformation within Tirkiye's national child development core curriculum architecture.
Compared with CUCEP (CoHE, 2016), CGL-UCEP (CoHE, 2025) connects competence,
pedagogy, assessment, and implementation conditions more explicitly within the curriculum
text. This comparison helps distinguish continuity, rearticulation, increased explicitness, and
selective reconfiguration in how professional competence, pedagogical guidance, and
institutional responsibility are codified at the level of the policy text.

Conclusion and Implications

The comparison of CUCEP (CoHE, 2016) and CGL-UCEP (CoHE, 2025) shows both continuity
and policy-text transformation in the articulation of professional competence. Transformation
appears mainly through rearticulation, increased explicitness, and selective reconfiguration
within the curriculum texts. More specifically, the comparison points to a rearticulation of
organising assumptions, a more integrated textual articulation of the intended graduate
profile, and a more explicit competency architecture in the 2025 curriculum text. The later
curriculum keeps the national minimum-standards rationale in place while making the
relationship among graduate competencies, learning domains, pedagogical orientation,
assessment expectations, and implementation conditions more explicit. It consolidates and re-
expresses several expectations that were more dispersed in the earlier text, while selectively
specifying institutional and pedagogical conditions that were not equivalently articulated in
2016.

For curriculum policy analysis, the study shows that national core curricula in child
development organise professional knowledge, state pedagogical and assessment
orientations, and define institutional responsibilities with varying degrees of explicitness. Its
contribution is to clarify how curriculum-policy change can reshape the way professional
competence is made visible and connected to pedagogy, assessment, and institutional
responsibility, without assuming uniform institutional enactment. The findings therefore
concern policy framing rather than institutional enactment. They show how the texts structure
expectations, while questions of how those expectations are realised in practice across
institutions remain beyond the scope of the study. The comparison also points to several
implications. At the level of the documentary evidence, the 2025 curriculum makes more
explicit the conditions under which graduate preparation, pedagogical design, and
implementation are expected to align within the national framework. The recommendations
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that follow distinguish between immediate text-based implications and wider context-sensitive
possibilities for institutional adaptation.

Recommendations

Several implications can be drawn directly from the document analysis. As the 2025
curriculum text makes pedagogical, evaluative, infrastructural, and instructional conditions
more explicit, institutions seeking alignment may need to consider these dimensions more
systematically in curriculum revision and implementation. At the level of policy-text
interpretation, this points in particular to faculty capacity for problem-based learning (PBL)
facilitation, formative and performance-based assessment design, and the use of digital and
self-directed learning resources. It also points to the learning environments and digital
infrastructure named within the curriculum text itself, including collaborative workspaces and
systems that support interaction, access, and continuity of learning.

Other possibilities for institutional adaptation require closer attention to local context. For
example, the Professional Learning Domains could be used as an organising structure for
mapping competencies, learning opportunities, and assessment tasks more coherently across
the curriculum. Similarly, curriculum teams might consider developing shared case materials
linked to major practice contexts where such an approach is feasible and educationally
appropriate. In curricula where practice-based settings are central, structured feedback
processes with relevant service contexts may support closer alignment between curricular
expectations and professional demands. These suggestions are drawn from the document
analysis. Their relevance is therefore likely to depend on institutional conditions, available
resources, and local curriculum development processes. Read in this way, they indicate possible
directions for alignment and adaptation without assuming uniform readiness or uniform
enactment across institutions.
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TURKCE GENIiS OZET

Tirkiye'deki Lisans Diizeyi Cocuk Gelisimi Cekirdek Programlarinda
Siireklilik ve Doniisiim: Bir Politika Metni Analizi (2016-2025)

Giris

GUnumuzde yuksekdgretim, bilgi aktarimina dayali geleneksel islevinin Otesine gecerek,
ogrencilerin mesleki kimlik gelistirmelerini, etik duyarllik kazanmalarini ve bittincul yeterlikler
edinmelerini destekleyen ¢ok yonliu bir egitim alani olarak yeniden tanimlanmaktadir. Bu
yonelim, OECD'nin (2018) ve Schleicherin (2018) yuksekoégretim politikalarina iligkin
degerlendirmelerinde de vurgulanmaktadir. S6z konusu donlsiim, dogumdan yetiskinlige
uzanan c¢ok boyutlu gelisim sireglerini inceleyen ¢ocuk gelisimi alanini dogrudan
etkilemektedir. Cocuk gelisimi uzmanlarinin yeterlikleri, cocuklarin ve ailelerin iyi olusu kadar
egitim kurumlarinin isleyisi ve toplumsal refah acisindan da belirleyici gorildiginden, lisans
egitiminin tutarli bir kuramsal yonelim ve pedagojik anlayisla yapilandirlmasi kritik dnem
tasimaktadir. Alanyazindaki calismalar da program degisikliklerinin  kurumsal dizeyde
sahiplenildiginde ve surdurilebilir bicimde desteklendiginde daha anlamli sonuglar
uretebildigini gostermektedir (Honkimaki vd., 2024; Laivuori vd., 2026).

Turkiye'de Ulusal Cekirdek Egitim Programlari (UCEP), cocuk gelisimi dahil bircok lisans
alaninda mesleki roller, 6grenme ¢iktilari ve temel yeterlikler icin ulusal bir referans cercevesi
sunan politika metinleri olarak islev gérmektedir. Buna karsin ¢cocuk gelisimi lisans egitimindeki
degisimlere yon veren yapisal, kavramsal ve pedagojik egilimler alanyazinda ¢ogu zaman
sistematik bicimde incelenmemektedir. Kiirk¢t (2021) program tartismalarinda bu yénelimlerin
siklikla uygulama sorunlarinin gélgesinde kaldigini vurgulamaktadir. Demir ve llgaz (2024) ise
program yapilarini ele almakla birlikte, cekirdek programdaki degisim ve yeniden dizenlenme
strecini analitik duizeyde ayrintilandirmamaktadir.

Bu calisma, Yiksekdgretim Kurulu tarafindan yayimlanan 2016 tarihli Cocuk Gelisimi Ulusal
Cekirdek Egitim Programi'ni (CUCEP; YOK, 2016) ve 2025 tarihli Cocuk Gelisimi Lisans Ulusal
Cekirdek Egitim Programi'ni (CGL-UCEP; YOK, 2025) karsilastirarak siireklilik ve dénisiimiin
metin dizeyinde nasil ifade edildigini ve dizenlendigini incelemektedir. Bu dogrultuda séz
konusu belgeler, ders listelerinin 6tesinde mesleki bilginin nasil mesrulastinldigini, pedagojik
ve degerlendirmeye iliskin hangi onceliklerin gérinir kilindigini ve mezun kimliginin nasil
tasarlandigini ortaya koyan politika metinleri olarak degerlendirilmistir.

Yontem

Aragtirmada nitel ve yorumlayici bir anlayis benimsenmistir. iki ulusal cekirdek program
arasindaki sureklilik ve donlisimi incelemek amaciyla temel strateji olarak karsilastirmali
dokiman analizi kullaniimistir. Bu yaklasim, politika metinlerinde zaman icinde ortaya ¢ikan
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yapisal dizenlemeleri, kavramsal Oncelikleri ve oOrgutleyici mantiklar sistematik bicimde
incelemeye elveriglidir (Cleland vd., 2023). Arastirmanin veri setini, Yiksekogretim Kurulunun
kamuya acik resmi internet portalinda yer alan CUCEP (YOK, 2016) ve CGL-UCEP (YOK, 2025)
belgeleri olusturmaktadir.

Veriler, Braun ve Clarke'in (2022) refleksif tematik analiz yaklasimi dogrultusunda
¢ozimlenmistir. Bu calismada refleksif tematik analiz, sinirli ve odakh bir belge kiimesindeki
aclk ve ortuk politika anlamlarini kuramsal cerceveyle iliskili bicimde yorumlamak amaciyla
kullaniimistir. Karsilastirmali dokiiman analizi, iki metin arasinda islevsel olarak karsilastirilabilir
bolimlerin hizalanmasini saglamistir. Refleksif tematik analiz ise metin igi 6rlintilerin yakin,
yinelemeli ve yorumlayici bigimde ¢6ziimlenmesine imkan vermistir. Kodlama ve yorumlama
strecinde Bernstein'in (2000) yeniden baglamsallastirma kavrami ile Ball'in (1994) politika
metni yaklasimindan yararlaniimisti.  Bu kuramsal cerceve, mesleki bilginin nasil
siniflandirildigini, pedagojik ve degerlendirmeye iliskin beklentilerin nasil gortindr kilindigini ve
uygulama sorumlulugunun nasil konumlandirildigini yorumlamak icin kullaniimistir.

Analizler yapisal tasarim ve organizasyon mantigi, mezun yeterlikleri ve mesleki profil,
ogrenme alanlan ve icerik dizeni, 6gretim stratejileri ve degerlendirme yaklagimlar ile
uygulama kosullan ve kurumsal gereksinimler olmak Uzere bes tema ortaya c¢ikarmistir.
Arastirmanin inandiricih@ini artirmak amaciyla akran degerlendirmesi, denetim izi ve bulgularin
metinsel kanitlarla gerekgelendirilmesi stratejileri kullanilmistir. Calisma, kamuya agik resmi
dokimanlarin analizine dayandigi icin insan katilimci ya da kisisel veri icermemektedir.

Bulgular

Bulgular, CUCEP (YOK, 2016) ile CGL-UCEP (YOK, 2025) arasindaki iligkinin siireklilik ve metin
dizeyinde donusim orintisuyle agiklanabilecegini gdstermektedir. Bu donisum dzellikle
yeniden ifade, artan agiklik ve segici yeniden yapilandirma yoluyla goriinir hale gelmektedir.
Her iki belge de ulusal diizeyde asgari beklentiler olusturma ve standartlastirma amacina
hizmet eden ortak bir cerceve sunmaktadir. Bununla birlikte CGL-UCEP (YOK, 2025), yeterlik
mantigini pedagojik yonelim, degerlendirme beklentileri, 6grenme kaynaklar ve uygulama
kosullaryla daha buatincul bicimde iliskilendirmektedir.

Mezun profili agisindan 2025 metninde gorev ve teknik beceri vurgusunun yani sira yansitici
disiinme, etik sorumluluk, iletisim, dijital sorumluluk ve farkli hizmet baglamlarina uyum gibi
boyutlarin daha belirgin hale geldigi gorilmektedir. Bu degisim, yeterlik sdyleminin soyutlama,
bitiinlesme ve baglamsallasma dizeyinde farkhlastigini disindirmektedir. icerik
orgutlenmesinde parcali ve liste temelli sunumun yerini, mesleki 6grenme alanlar altinda
kurulan daha dizenli bir yapi almaktadir. Bu yonelim program metninde hizmet baglamlarinin
ve mesleki odak alanlarinin daha goriindr ve sistematik hale gelmesini saglamaktadir.

Ogretim ve degerlendirme yaklasimi bakimindan CUCEP (YOK, 2016), 6grencinin aktif
katilimini destekleyen yontem ve araclar genis bir repertuvar olarak sunmaktadir. Belge
tamamlayici yaklasimlarin birlikte kullanilmasini  6neren esnek bir 6gretim anlayisina
dayanmaktadir. Buna karsilik CGL-UCEP (YOK, 2025), probleme dayal 6grenmeyi (PDO) temel
ogretim yonelimi olarak daha acgik bicimde konumlandirmaktadir. Ayrica degerlendirmeyi
performansa dayali ve bicimlendirici bir anlayisla yapilandirmakta ve olcutlerin siire¢ boyunca
gorunur olmasini dne ¢ikarmaktadir.
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Son olarak, CGL-UCEP program revizyonunu fiziksel ve dijital altyapi, 6gretim elemani
yeterlikleri, 6gretim yonetim sistemi ve kalite glivencesi gibi kosullarla daha agik bigcimde
iliskilendirmektedir. Bu durum, uygulama sorumlulugunun ders yurGtltclst dizeyini asarak
kurumsal kapasite, 6grenme ortamlari ve kalite surecleriyle birlikte tanimlandigini
gostermektedir. Dolayisiyla 2025 metni, program doénisimini daha genis bir kurumsal
sorumluluk cercevesi icinde konumlandirmaktadir.

Tartisma

Bulgular iki belge arasindaki doniisimiin icerik diizeyini asarak yapisal yonelim, pedagojik
cerceve ve sorumluluk dagihmi bakimindan ¢ok katmanli bir metinsel goérinim kazandigini
gostermektedir. Bernstein'in (2000) yeniden baglamsallastirma kavrami, program degisikliginin
mesleki bilgiyi ve yeterligi hangi 6lcitlerle mesrulastirdigini ve hangi pedagojik beklentileri
belirginlestirdigini aciklamada islevsel bir cerceve sunmaktadir. Ball'in (1994) politika metni
yaklasimi ise program degisikliginin metinde nasil ifade edildigi ile uygulamada nasil karsilik
bulacagi arasindaki ayrimi hatirlatarak yorumlarin kapsamini 6l¢ilu tutmayi saglamaktadir. Bu
nedenle bu ¢alisma, bulgulari uygulamaya iliskin kesin sonuclar diizeyinde ele almamaktadir.
Bulgular niyet edilen program degisikliginin metin dizeyinde nasil ifade edildigi ve
dizenlendigi baglaminda tartisiimaktadir.

Onceki belgede daha daginik bicimde gériilen beklentilerin 2025 metninde daha sistematik
bir standartlar butinine baglanmasi, program tutarlihgini artirma potansiyeli tasimaktadir.
Ancak bu yonelim, artan merkezilesme ve azalan kurumsal esneklik riskini de beraberinde
getirmektedir. Bu agidan bulgular, yeterlik temelli yiksekdgretim program degisikliklerinin
icerik guncellemesinin 6tesinde pedagojik yaklasim, degerlendirme kiltiri ve kurumsal
kapasiteyle birlikte ele alinmasi gerektigini savunan tartismalarla iliskilendirilebilir (Laivuori vd.,
2026).

Bununla birlikte PDO gibi yaklasimlarin islevsel bicimde uygulanabilmesi; degerlendirme
kaltard, dijital altyapr ve 6gretim elemani kapasitesi gibi kosullara baghdir (Awang vd., 2025;
Egitim Reformu Girisimi [ERG], 2015; Kusumatuty vd., 2018). Bu nedenle metinde tanimlanan
tasarim beklentilerinin kurumsal diizeyde karsilik bulabilmesi, esgidim ve strdirulebilir destek
mekanizmalariyla yakindan iliskilidir. Baska bir deyisle program metninde gorinir hale gelen
pedagojik niyetin uygulamada karsilik bulabilmesi, belge diizeyindeki diizenlemelerle birlikte
bu diizenlemeleri tasiyacak kurumsal yapilara, kaynaklara ve mesleki kapasiteye baglidir.

Sonuc ve Oneriler

Karsilastirmali analiz, cocuk gelisimi lisans egitiminde mesleki yeterligin 2025 metninde
streklilik ve metin dlizeyinde donisim iliskisi icinde daha butlnlesik, goriinir ve sistematik
bicimde ifade edildigini gostermektedir. Bu bulgu, 2016 metnindeki beklentilerin timuyle
ortadan kalktigi ya da butindyle yeni bir mesleki model kuruldugu anlamina gelmemektedir.
Bulgular, 2025 metninde pedagojik yonelimin ve politika diizeyindeki rehberligin daha acik,
diizenli ve kurumsal kosullarla iliskili bicimde yeniden ifade edildigini ortaya koymaktadir.

Calisma, 2025 metninin ¢ocuk gelisimi lisans egitiminde mesleki yeterligi, mezunlarin
edinmesi gereken bilgi ve beceriler, 6grenme ortamlarinin niteligi, 6gretim sireclerinin yapisi
ve degerlendirme uygulamalarinin dizenlenisi olmak Uzere doért temel o6lglut Uzerinden
tanimladigini géstermektedir. Bu ydntyle 2025 metni, yeterlik séylemini yalnizca bireysel bilgi
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ve becerilerle sinirlamamakta, kurumsal sorumluluk, kalite giivencesi ve hesap verebilirlik
boyutlarini da iceren daha genis bir politika ¢ercevesi icinde ele almaktadir.

Kurumsal uygulamalarin 2025 metniyle uyumunun saglanmasi bakimindan, politika
metninde acik bigcimde tanimlanan fiziksel ve egitsel kosullarin dikkate alinmasi onemli
gorinmektedir. CGL-UCEP (YOK, 2025), PDO ve performansa dayali bicimlendirici
degerlendirme gibi ilkeleri merkeze alirken uygulama sorumlulugunu yalnizca ders
yurGttclstne birakmamakta, bu sorumlulugu 6grenme ortamlar, dijital altyapi ve 6gretim
elemani kapasitesi gibi kurumsal kosullarla iliskilendirmektedir. Bu dogrultuda dokiiman temelli
bulgular, 6gretim elemanlarinin 6grenmeyi kolaylastirma, 6érnek olay tasarimi, geri bildirim
verme ve performansa dayali degerlendirme alanlarindaki kapasitelerinin glgclendirilmesi
gerektigine isaret etmektedir. Ayrica grup calismasina uygun fiziksel ve dijital 6grenme
ortamlarinin olusturulmasi, uyum sirecinde dikkat edilmesi gereken baslica alanlardan biri
olarak 6ne ¢cikmaktadir.

Bu cercevede, baglama duyarli bazi uyarlama secenekleri de tartismaya acilabilir. Program
dizeyinde yeterlik alanlariyla uyumlu 6rnek olay ve gorev havuzlarinin gelistirilmesi, uygun
kurumsal kosullar saglandiginda uygulamali 6grenme firsatlarinin daha dengeli dagitiimasina
katki sunabilir. Benzer bicimde 6grenme ydnetim sistemlerinin cekirdek derslerde daha tutarli
kullanilmasi, degerlendirme &l¢utlerinin gértunir kilinmasi ve erisilebilir §grenme kaynaklarinin
yapilandiniimasi yararli olabilir. Bu 6neriler, dokiiman ¢ézimlemesinden turetilen ¢ikarimlara
dayandigi icin uygulama kanitlariyla ayrica sinanmalidir. Bu nedenle &nerilerin gecerligi
kurumsal kapasiteye, yerel dnceliklere ve uygulama kosullarina bagh olarak degisebilir.

Genel olarak bu calisma, cocuk gelisimi lisans egitimine iliskin ¢ekirdek programlarda
streklilik ve donusim iliskisini mesleki bilginin, pedagojik yonelimin ve kurumsal sorumlulugun
yeniden dizenlenmesi baglaminda degerlendirmektedir. Bu cergevede 2025 metni, ¢ocuk
gelisimi lisans egitiminde yeterlik temelli yaklasimin daha acik, butincil ve uygulama
kosullariyla iliskili bicimde ifade edildigi bir politika metni olarak 6ne ¢gikmaktadir.
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Introduction

The quality of education is directly related to the quality, content, and applicability of the
curriculum -the cornerstone of the educational process. The aim of this study is to examine
how the learning outcomes in the NCT align with international digital competency and Al
literacy frameworks. The study does not evaluate the NCT as a whole; it focuses exclusively on
the learning-outcome dimension. Curricula provide a systematic structure designed to equip
students with the necessary knowledge and skills while allowing the determination and
monitoring of educational goals. Ulker and Kocakiilah (2023), in their analysis of the curriculum
implemented in Science and Art Centres (BILSEMs) for gifted students in Tlrkiye, emphasize
that these programs aim to foster individual talents in accordance with the revised Bloom’s
Taxonomy. In this context, curricula not only serve as a means of knowledge transmission but
also promote learner-centred instruction. For a curriculum to be effective, planning, content
development, implementation, and evaluation processes must be carefully considered. Bas and
Ercan (2023), through their descriptive analysis of the curricula used in Turkish Village Institutes,
demonstrate how objectives, scope, and assessment practices were structured within
instructional activities. Clearly defining objectives and scope in education enhances the
effectiveness of curricula and determines the overall quality of the educational process.
Similarly, Yigit and Parlar (2025) emphasize that the decisions taken during the 20th National
Education Council necessitate continuous reform and updating to improve the quality of
education.

Digital competencies and curriculum development constitute a reciprocal process: while
emerging digital technologies and generative Al require curricula to be redesigned, curriculum
frameworks also shape how these technologies are pedagogically adopted; accordingly,
international policy documents emphasize managing risks such as data privacy, reliability, and
ethical use through regulatory safeguards, governance mechanisms, and human-centred
design principles (Miao & Holmes, 2023; OECD, 2023a). UNESCO's Guidance for Generative Al
in Education and Research recommends that countries design short-term actions and long-
term policy frameworks simultaneously, grounded in a human-centred and ethically guided
approach (Miao & Holmes, 2023). This guide draws attention to “guardrails” related to risk
areas such as data privacy and reliability and provides a holistic framework extending to
instructional design and assessment practices (Miao & Holmes, 2023). In this study, digital
competence is not treated as a separate analytical theme; rather, it is conceptualized as an
operational dimension of digital competencies, reflecting how competencies are manifested at
the level of learning outcomes.

The OECD Digital Education Outlook 2023 differentiates between “digital transition” (the
mere widespread use of digital tools) and “digital competencies” (the redesign of instructional
design, assessment, and governance), underscoring the importance of systemic-level
governance and data infrastructure for an effective ecosystem (OECD, 2023b). On the labour
market side, the World Economic Forum'’s Future of Jobs Report 2023 highlights the growing
importance of artificial intelligence, data literacy, and analytical thinking, demonstrating the
need for education to strengthen basic, advanced, and domain-specific digital competencies
(World Economic Forum, 2023).

Twenty-first-century skills, digital competencies, and Education 4.0 frame the core analytical
perspective of this study. Twenty-first-century competencies such as digital literacy,
information literacy, collaboration, communication, critical thinking, and creativity are
positioned within both national and international frameworks, such as the 2023 Education
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Vision of the Ministry of National Education (MoNE), NCT and international frameworks such
as OECD, UNESCO, European Union. The analytical framework of this study is designed to
interpret curriculum learning outcomes through three dimensions: digital competencies, Al
literacy, and instructional technologies. The skills dimension of this study includes digital and
information literacy, collaboration and communication, critical thinking and problem-solving,
and creativity and production. The European Commission’s DigComp 2.2 framework defines
these domains across five areas-information and data literacy, communication and
collaboration, digital content creation, safety, and problem-solving-illustrated through more
than 250 examples of knowledge, skills, and attitudes (Vuorikari, Kluzer, & Punie, 2022). These
competencies are reflected in curriculum outcomes through indicators such as data-driven
reasoning, safe and ethical use of technology, collaboration, and multimodal content creation.

Digital competencies in education are conceptualized within the Education 4.0 framework.
This approach envisions a learning paradigm in which digitalization and automation reshape
both educational content and learning experiences. The World Economic Forum'’s Schools of
the Future report identifies eight critical shifts in educational content and experience (World
Economic Forum, 2020). Similarly, the OECD (2023b) regards data governance, interoperability,
and trust as key enablers of an effective digital education ecosystem. UNESCO'’s 2023 guide
presents policy and practical principles for the human-centred, ethical, and inclusive use of
generative Al in education (Miao & Holmes, 2023).

The 2023 Education Vision (MoNE, 2018) projected a phased implementation plan focusing
on digital competencies through reforms in assessment, teacher professional development,
and the strengthening of school ecosystems. The NCT, published in 2024, presents a holistic
model grounded in a framework of competencies and values, aligning program learning
outcomes with this structure (MoNE, 2024).

The international context of the study is informed by OECD, UNESCO, and the European
Union frameworks. The OECD (2023) emphasizes alignment between governance, data, and
infrastructure components within digital education ecosystems. UNESCO’s Al Competency
Framework for Students (2024a) defines 12 competencies across four dimensions: human-
centred perspective, Al ethics, Al techniques and applications, and Al system design while the
Al Competency Framework for Teachers (2024b) describes 15 competencies across five
dimensions: human-centred perspective, Al ethics, Al foundations and applications, Al
pedagogy, and Al for professional learning. The two recommendations published in the Official
Journal of the European Union in 2024 call for the development of digital skills at all levels of
education and emphasize strengthening enablers of successful digital education, such as
infrastructure, connectivity, and institutional capacity (Council of the European Union, 2024a,
2024b).

Global policy frameworks position the integration of digital and Al competencies into
curricula from early education as a strategic priority. The first council recommendation (2024a)
advocates for a comprehensive and progressive national approach to improving the provision
of digital skills in education and training. The second recommendation (2024b) complements
this by focusing on key enablers-governance, teacher education, data, and monitoring- for
successful digital competencies. This policy—practice bridge is equally critical for the
implementation of NCT, making it essential to examine the alignment between NCT learning
outcomes and global frameworks such as DigComp 2.2 and UNESCO Al Competency
Frameworks in relation to 21st-century competencies like critical thinking, problem-solving,
data literacy, and digital citizenship (OECD, 2023b; Miao & Cukurova, 2024; Miao, Shiohira, &
Lao, 2024; Vuorikari et al., 2022).
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The analytical framework of the study is structured around three main themes: (1) Digital
Competencies, (2) Artificial Intelligence (Al) Literacy, and (3) Instructional Technologies. In this
study, digital competencies are treated as a broader contextual concept, while digital
competencies constitute the first analytical theme and are examined directly at the level of
curriculum learning outcomes. These three analytical dimensions are not explicitly stated as
formal themes in the NCT. Rather, they were inductively derived through a systematic review
of all curriculum texts published by MoNE in 2024. Across multiple subjects, recurring patterns
related to digital learning, technology integration, Al-related concepts, data use, and digital
content development were identified. These recurring elements formed the conceptual basis
for defining the analytical dimensions used in this study. Although NCT does not label these
areas as named themes, the curriculum consistently incorporates learning outcomes that align
with digital competencies, Al literacy, and instructional technologies; therefore, these
dimensions represent analytically constructed categories that synthesize the digital elements
embedded across the NCT. The Common Text of NCT, which forms the conceptual foundation
for curriculum design, assessment, and learning environments, centres on the profile of a
“competent and virtuous individual” (MoNE, 2024).

The study systematically maps where, how, and to what extent digital competencies are
positioned within NCT, evaluating them in relation to the EU’'s DigComp 2.2 (5 areas / 21
competencies) and UNESCO's Al Competency Frameworks for students (12 competencies / 4
dimensions) and teachers (15 competencies / 5 dimensions) (Miao & Cukurova, 2024; Miao,
Shiohira, & Lao, 2024; Vuorikari et al., 2022).

The study is guided by the following main research question:

How are learning outcomes related to 21st-century skills structured across the NCT in terms
of digital competencies, Artificial Intelligence (Al) literacy, and instructional technologies?

To elaborate on this main question, the following sub-questions are addressed:

1. Which learning outcomes in the NCT emphasize digital competencies, Artificial
Intelligence (Al) literacy, and instructional technologies?

2. How are these learning outcomes aligned with 21st-century skills and international
frameworks such as DigComp 2.2 and the UNESCO Al Competency Frameworks?

3. How do learning outcomes related to digital competencies, Al literacy, and
instructional technologies vary across subject-area curricula (science, social sciences,
language, and arts)?

4. To what extent are digital competencies explicitly addressed across the NCT, and
how do they vary by subject area and educational level?

Digital competencies are therefore examined within the scope of digital competencies and
are not formulated as a separate research dimension.

Method

Research Design

This study was conducted using the document analysis. Document analysis is a research
method that generates answers to research questions through the systematic examination of
written materials (Bowen, 2009). In this study, content analysis was specifically employed to
descriptively classify the learning outcomes related to digital competencies, artificial
intelligence, and instructional technologies in the NCT.
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Data Sources

The data for this study were obtained through a systematic review of national curriculum
documents published by the Ministry of National Education in 2024. The analysis focused
exclusively on the student learning outcomes articulated in these curricula. All documents were
accessed via the Ministry's official digital education portal. The dataset comprised 33 subject-
area curricula spanning preschool, primary, lower secondary, and upper secondary education.
These curricula represented a wide range of disciplines, including science, mathematics, social
sciences, languages, arts, philosophy, and physical education. The breadth of subject areas
enabled a comprehensive examination of how digital competencies, Al literacy, and
instructional technologies are embedded across different curricular contexts.

Data Collection

A structured data collection form was used to systematically document learning outcomes
related to digital competencies, Artificial Intelligence (Al) literacy, and instructional
technologies across the analysed curriculum documents. The form was designed to capture
both the content of learning outcomes and their contextual information, including subject area,
educational level, and page references. The data collection process was guided by predefined
analytical categories derived from international digital competency frameworks, specifically
DigComp 2.2 and the UNESCO Al Competency Frameworks. These categories ensured a
systematic and consistent identification and recording of relevant learning outcomes across all
curriculum documents. Table 1 presents the complete list of analytical categories and
subcategories used in the qualitative content analysis. All learning outcomes were recorded
and subsequently coded according to this framework.

Table 1
Analytical Categories Used in the Content Analysis

Main Theme Category Subcategory

Data access
Digital Competencies Information and Data Literacy Data evaluation
Data management
Online interaction
Collaborative practices
Content production
Content editing
Privacy
Safety Security
Responsible use
Technical troubleshooting
Adaptive use of digital tools
Basic concepts of Al
Understanding Al systems
Use of Al-based tools
Practical applications

Communication and Collaboration

Digital Content Creation

Problem Solving

Al Literacy
Al Foundations

Al Applications

Al Ethics Fairness
Bias
Accountability
Computational Thinking Algorithmic reasoning

Logical structuring
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Table 1 (Continued)

Main Theme Category Subcategory

Digital platforms
Learning management
Instructional design
Technology integration
Digital assessment methods
Analytics-based feedback
Infrastructure
Technology-supported

EdTech Tools

Instructional Teaching Strategies

Technologies

Assessment

Learning Environment

Table 1 illustrates the hierarchical structure of the analytical framework used in this study.
The categories and subcategories provided the basis for organising the collected data and
enabled a systematic comparison of learning outcomes across subject areas and educational
levels.

Data Analysis

The data analysis was conducted using a theory-driven content analysis approach grounded
in international digital education frameworks, specifically DigComp 2.2 and the UNESCO Al
Competency Frameworks. The analysis followed a hierarchical structure consisting of themes,
categories, and codes. A three-stage coding procedure was employed. In the first stage,
curriculum learning outcomes were screened using predefined digital-technology-related
keywords (e.g., digital, technology, artificial intelligence, data, online, ethics, safety) to identify
content relevant to the three analytical themes: digital competencies, Al literacy, and
instructional technologies. In the second stage, identified learning outcomes were assigned to
one of these themes. In the final stage, learning outcomes were coded at the category level
based on conceptual indicators derived from the referenced frameworks. To ensure analytical
consistency and transparency, the coding framework employed in this study is presented in
Table 2. This framework includes the main themes, categories, subcategories, operational
descriptions, and representative indicators used in the analysis.

Table 2

Analytical Categories and Coding Framework

Example Indicator

Main Theme Categor Subcategor Operational Description .
gory gory P P (from curricula)
i . Data access, Ability to access, Use of datasets,
Digital Information and ) . .
. . evaluation, evaluate, and manage data interpretation
Competencies Data Literacy L
storage data in digital contexts tasks
- o Online . N .
Digital Communication . . Effective communication Online
. . Interaction, R . . .
Competencies and Collaboration sharing in digital environments collaboration tools
Digital Digital Content Production, Creating and editing Multimedia
Competencies Creation modification digital content production tasks
Digital . . Safe and responsible Cyber safety,

J . Safety Privacy, security P . y Y
Competencies technology use privacy awareness
Digital . Technical Using digital tools to Algorithmic

al Problem Solving cal. 'ng cig! gomtml
Competencies problem-solving solve problems problem solving
. . . Understanding how Al Al concepts in
Al Literacy Al Foundations Basic concepts g p
works math/science
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Table 2 (Continued)

Bayra

Example Indicator

Main Th Cat Subcat Operational Descripti .
ain Theme ategory ubcategory perational Description (from curricula)
. N . Use of Al-supported Al-assisted
Al Literacy Al Applications Practical use PP .
tools learning
. . . . Ethical in Al Ethical di i
Al Literacy Al Ethics Fairness, bias cal awareness in Ical discussions
use on Al
. Computational . . . . .
Al Literacy . Algorithms Logical structuring Coding, algorithms
Thinking
: - . Learnin
Instructional Use of digital tools in 9
. EdTech Tools Platforms . . management
Technologies instruction
systems
Instructional . . Ped ical . . . Digital |
nsructiona Teaching Strategies edagogica Instructional integration 'gia’ fesson
Technologies design design
Instructional Digital Online tests,
ruction Assessment 'gite Tech-based assessment ne te
Technologies evaluation portfolios
Instructional Learnin Technology-supported .
ruct! ming Infrastructure gy-suppor Digital classrooms

Technologies Environment

settings

Table 2 presents the full coding framework used in the analysis. All learning outcomes were
coded according to these themes and their corresponding categories and subcategories,
ensuring analytical consistency and transparency. All coding procedures were carried out
manually using structured coding sheets. The analysis was conducted by a single researcher
and involved iterative coding cycles to enhance internal consistency. Coding decisions were
continuously checked against the definitions provided in the codebook and the referenced
international frameworks. Although inter-rater reliability was not established, this limitation is
acknowledged in the Discussion section. To support comparative analysis, category-level
frequency distributions were calculated across subject areas and educational levels. The
analysis focused exclusively on student learning outcomes and did not include other curriculum
components such as implementation processes, instructional materials, assessment practices,
or teacher competencies.

Findings

The findings are presented in accordance with the hierarchical analytical structure of the
study. Each learning outcome was assigned to one of the three themes (Digital Competencies,
Al Literacy, and Instructional Technologies) and subsequently coded within the relevant
analytical categories. The tables in this section report results at the category level and should
not be interpreted as theme-level or code-level distributions. Detailed definitions of all themes,
categories, and codes are provided in Supplementary Material (Codebook S1). To enhance
clarity, the analytical categories associated with each theme are summarised in Table 3 prior to
the presentation of the detailed findings.
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Table 3
Analytical Categories Used Under Each Theme

Theme Analytical Categories

« Digital Literacy

« Data Literacy

» Digital Communication

- Digital Safety and Ethics

« Digital Content Creation

« Digital Collaboration

« Simulation and Modelling

+ Al Concepts and Foundations

« Al Applications in Learning

» Algorithmic Thinking

« Al Ethics and Responsible Use

+ Automation and Robotics

« Educational Technology Tools

« Digital Assessment and Feedback

« Learning Management and Digital Platforms
 Multimedia and Content Design

« Augmented and Virtual Reality

» Technology-Enhanced Learning Environments

Theme 1: Digital Competencies

Theme 2: Al Literacy

Theme 3: Instructional Technologies

The categorization presented above constitutes the analytical framework used to interpret
the NCT learning outcomes. In the following sections, the distribution of these categories across
grade levels and subject areas is reported. The results should therefore be read with the
understanding that each finding reflects category-level interpretations situated within the
broader thematic structure described in Table 3.

This section presents the findings derived from the analysis of student learning outcomes
in the national curricula published by the MoNE in 2024, focusing on three analytical
dimensions: digital competencies, Artificial Intelligence (Al) literacy, and instructional
technologies. The findings are reported at the category level and reflect how learning
outcomes across subject areas align with international digital competency frameworks.

To support comparative interpretation, Table 4 summarises the distribution of the three
analytical dimensions across curricula and their correspondence with established international
reference frameworks, including DigComp 2.2 and the UNESCO Al Competency Frameworks.

Table 4
Compatrison of Study Dimensions with International Frameworks
. . DigComp 2.2 UNESCO Al .
D P E
tmenston Framework (Student/Teacher) olicy / Ecosystem

Digital/Data Literacy

Collaboration and
Communication

Security and Ethics

Creativity/Production

Information and
data literacy;
Problem solving
Communication
and collaboration

Safety

Digital content
creation

Al techniques and
applications; Fundamentals
of Al
Human-centred perspective
(subject and ethics)

Al ethics; human rights and
responsibility

Al system design; Al
pedagogy

OECD data governance; EU
recommendation on digital
skills
OECD interoperability; EU
ecosystem enablers
UNESCO GenAl guidance;
EU safe and inclusive
digital education
WEF Education 4.0
content/experience shifts
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Based on the data presented in Table 4, the distribution of digital competencies, Al literacy,
and instructional technology dimensions was examined in relation to major international
reference frameworks, including DigComp 2.2, the UNESCO Al Competency Frameworks, OECD
policy reports, EU recommendations, and the World Economic Forum'’s Education 4.0
framework. At the category level, strong alignment is observed in areas related to digital and
data literacy, particularly in learning outcomes emphasising data collection, analysis, and
verification. These findings correspond closely with the OECD’s focus on data governance and
the EU’s emphasis on foundational digital skills. Competencies related to communication and
collaboration in digital environments are also evident across curricula, reflecting UNESCO's
human-centred perspective on digital transformation and the OECD's emphasis on
interoperability within digital education ecosystems. Learning outcomes addressing digital
safety and ethical use demonstrate a high degree of correspondence with international
principles on safe, inclusive, and responsible digital education, as articulated by UNESCO and
the European Union. In contrast, dimensions related to creativity, Al-supported production,
and Al pedagogy appear less consistently represented. When evaluated against UNESCO's
emphasis on Al pedagogy and system design and the World Economic Forum'’s focus on
learning experience transformation, these areas indicate potential for further development.

Overall, the findings suggest that curriculum learning outcomes show strong alignment with
international standards in digital safety, ethics, and data literacy, while Al pedagogy and
advanced Al-supported learning practices remain areas for continued enhancement.

The first set of findings addresses Theme 1: Digital Competencies, which encompasses
learning outcomes related to digital and data literacy, communication and collaboration, digital
safety and ethics, and digital content creation. The following tables present the category-level
distribution of these learning outcomes across subject areas and educational levels, illustrating
how digital competencies are embedded within curriculum learning outcomes.

Table 5 presents the distribution of learning outcomes related to digital competencies at
the primary education level.
Table 5

Category-Level Distribution of Digital Competencies, Al Literacy, and Instructional Technologies Across
Preschool and Grades 1-4 Curricula

Number of
Course Title Level Learning Categories
Outcomes
Preschool Preschool 6 Digital Competence, Instructional Technology
Life Studies Grades 1-3 8 Digital Competence, Digital Citizenship
Turkish Grades 1-4 9 Digital ;ompetence, Digital Literacy,
Instructional Technology
Mathematics Grades 1-4 10 Digital Competence, Data Literacy, Simulation
Music Grades 1-4 4 Digital Competence, Digital Content
. Preparatory- - .
Visual Arts Grade 4 5 Digital Competence, Instructional Technology
Physical Education Grades 1-4 12 Digital Competence, Instructional Technology
and Play
Preschool - .
reschoo Preschool 6 Digital Competence, Instructional Technology
(Repetition)
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Based on the data presented in Table 5, learning outcomes related to digital competencies
are observed across all courses, although their emphasis varies by subject area. Physical
Education and Play includes the highest number of relevant learning outcomes, highlighting
the integration of digital tools into movement-, play-, and interaction-based learning
processes. Mathematics learning outcomes emphasise data literacy and simulation, reflecting
the analytical dimension of digital competencies, while Turkish and Life Studies focus on digital
literacy, citizenship, and ethical use, supporting safe and responsible engagement in digital
environments.

At the category level, digital competencies function as a common axis across courses,
indicating their broad integration within curriculum learning outcomes. Instructional
technologies are particularly prominent in preschool, physical education, arts, and language-
related courses, suggesting a focus on technology-enhanced learning environments. In
contrast, categories such as digital citizenship and data literacy appear in a more limited
number of subject areas, indicating that these dimensions are not yet uniformly embedded
across disciplines. Table 5 presents the category-level distribution of learning outcomes related
to digital competencies, Al literacy, and instructional technologies across preschool and Grades
1-4 curricula. To illustrate how these categories are reflected in curriculum documents,
representative learning outcomes are provided below.

Example 1 — Preschool Curriculum
"Resimli 6yki kitaby, dijital araclar, afts, brostir gibi gorsel materyalleri secebilme.”

(Author’s translation: “Being able to select visual materials such as picture storybooks, digital
tools, posters, and brochures.”)

Example 2 — Preschool Curriculum
“Teknolojik araclar: yetiskin rehberliginde, amactna uygun ve gtivenli bicimde kullanur.”

(Author's translation: “Uses technological tools in a purposeful and safe manner under adult
guidance.”)

Example 3 — Grades 1-4 (Life Studies Curriculum)
“Teknolojik araglart giivenli ve amacwna uygun kullanur.”
(Author’s translation: "Uses technological tools safely and appropriately.”)

The second set of findings addresses Theme 2: Al Literacy, which encompasses learning
outcomes related to foundational Al concepts, algorithmic thinking, automation, robotics, and
ethical considerations. The following tables present the category-level distribution of Al
literacy-related learning outcomes across subject areas and grade levels, with selected
examples presented in Table 6.
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Table 6

Category-Level Distribution of Digital Competencies, Al Literacy, and Instructional Technologies Across
Grades 2-8 Curricula

Number of
Course Title Level Learning Categories
Outcomes
Traffic Safety Grade 4 7 Digital ;ompetence, Artificial Intelligence,
Instructional Technology
Turkish Grades 5-8 12 Digital ;ompetence, Digital Literacy,
Instructional Technology
Mathematics Grades 5-8 15 D|g|t§I Compet.en.ce, Artificial Intelligence,
Algorithmic Thinking
Science Grades 5-8 12 Digital Competence, Data Literacy, Simulation
Social Studies Grades 4-7 12 Digital Competence, Digital Citizenship, Digital
Research
English Grades 2-8 14 Digital Compejcence, Artificial Intelligence,
Blended Learning
German Grades 5-8 9 Digital Competence, Digital Research, Ethics

Based on the data presented in Table 6, learning outcomes related to digital competencies
at the lower secondary education level demonstrate a more systematic and interdisciplinary
integration compared to earlier stages. Advanced digital concepts, including Artificial
Intelligence (Al), algorithmic thinking, data literacy, and blended learning, are more frequently
represented across subject areas.

At the category level, mathematics exhibits the highest concentration of learning outcomes
related to digital competencies, particularly in relation to Al, algorithmic thinking, and
problem-solving. Language curricula, including English and German, illustrate technology
integration through Al-supported learning, blended learning practices, and digital
communication, highlighting the role of digital competencies in language education. Science,
Social Studies, and Turkish curricula address both cognitive and value-oriented dimensions
through categories such as data literacy, digital research, and ethical technology use.

Digital competencies function as a central category across all courses, while Al-related
categories are more explicitly represented in mathematics, science, and foreign language
curricula. Categories associated with algorithmic thinking and data literacy are particularly
prominent in mathematics and science, supporting the development of computational
thinking. In addition, categories such as digital research, ethics, and blended learning
contribute to students’ awareness of responsible and reflective engagement with digital
technologies.

The table reports findings at the category level. To illustrate how these categories are
reflected in the NCT, the following learning outcomes are provided as representative examples
from Grades 2-8:

Example 1 — Grades 2—4 (Life Studies Curriculum)

“Teknolojik araglart glivenli ve amacwna uygun kullanur.”

(Author's translation: “Uses technological tools safely and appropriately.”)
Example 2 — Grades 5-8 (Information Technologies and Software Curriculum)

"Dijital ortamlardan elde edilen bilgilerin dogrulugunu ve giivenilirligini degerlendirir.”
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(Author's translation: “Evaluates the accuracy and reliability of information obtained from
digital environments.")

Example 3 — Grades 5-8 (Science Curriculum)
"Deney ve gbzlemlerden elde edilen verileri dijital araclarla kaydeder."

(Author's translation: “"Records data obtained from experiments and observations using digital
tools.")

The third set of findings addresses Theme 3: Instructional Technologies, which includes
categories related to technology-enhanced learning environments, digital assessment, digital
platforms, multimedia design, and VR/AR-supported learning. The following tables present the
category-level distribution of instructional technology-related learning outcomes across
subject areas.

Table 7 summarises the distribution of these categories at the lower and upper secondary
education levels. Based on the data presented in Table 7, learning outcomes related to
instructional technologies at the upper secondary education level reflect an increasingly
interdisciplinary and practice-oriented integration. Advanced concepts such as Artificial
Intelligence (Al), programming, digital culture, ethics, and technology-enhanced learning
environments are more consistently represented across subject areas.

At the category level, information technologies and mathematics curricula demonstrate a
strong emphasis on computational thinking, data analysis, modelling, and simulation,
highlighting the productive and analytical dimensions of instructional technologies. Other
subject areas, including religious culture, physical education, music, history, and language and
literature, incorporate instructional technologies through categories such as digital ethics,
digital content creation, digital research, and technology-supported performance and
observation.

Table 7

Category-Level Distribution of Digital Competency, Al Literacy, and Instructional Technology Indicators
Across Grades 1-12 Courses

Number of
Course Title Level Learning Categories
Outcomes
Religious Culture Digital Competence, Instructional
and Moral Grades 4-8 8 Te?:hnolo P '
Knowledge %
Music (TEGM) Grades 1-8 8 Digital Competence, Digital Culture, Sound
Technology
Information - e .
Technologies and Grades 5-6 10 E;gt:r(;cr)nTnpetence, Artificial Intelligence,
Software 9 9
Physical Education Grades 5-8 8 Digi'FaI Compe'Fence, Artificial Intelligence,
and Sports Motion Analysis
Revolution History - -
. Digital C t , Digital Content,
(History of the Grade 8 6 D:g;t:I Rz:;grecsnce 'gitatL-onten
Turkish Republic) 9
Turkish Language Digital Competence, Digital Literacy,
and Literature Grades 9-12 8 Digital Ethics
Mathematics Grades 9-12 10 Digital Competence, Instructional
Technology
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Overall, the findings indicate that instructional technologies at the upper secondary level
are embedded not only as technical tools but also as pedagogical resources supporting
analytical, cultural, and ethical dimensions of learning.

The table reports findings at the category level. To illustrate how these indicators are
reflected across different grade levels and subject areas, the following learning outcomes from
the NCT are provided as representative examples.

Example 1 — Grades 1-4 (Life Studies Curriculum)

“Teknolojik araglart giivenli ve amacwina uygun kullanur.”

(Author's translation: “Uses technological tools safely and appropriately.”)
Example 2 — Grades 5-8 (Information Technologies and Software Curriculum)
"Bir problemin ¢6ztimii icin algoritma olusturur.”

(Author's translation: “Creates an algorithm to solve a problem.”)

Example 3 — Grades 9-12 (Information Technologies and Software Curriculum)
"Yapay zekd kavramint ve temel calisma mantigint agiklar.”

(Author's translation: "Explains the concept of artificial intelligence and its basic working
principles.”)

At the category level, digital competencies emerge as a common component across all
courses, while Al-related categories are primarily reflected in information technology and
physical education through technology-supported practices. Categories such as digital culture,
ethics, and research are associated with higher-order thinking and value-oriented learning,
whereas instructional technologies appear across diverse disciplines, indicating the widespread
use of digital tools to support learning environments.

Table 8 presents the distribution of learning outcomes across courses at the upper
secondary education level.

Table 8

Category-Level Distribution of Digital Competencies, Al Literacy, and Instructional Technologies Across
Grades 9-12 Curricula

Number of
Course Title Level Learning Categories
Outcomes
Physics Grades 9-12 8 D|g|t§I Competence, Simulation, Artificial
Intelligence
Chemistry Grades 9-12 8 ng|tal ;ompetence, Artificial Intelligence,
Simulation
Biology Grades 9-12 9 Digital Competence, Artificial Intelligence,
Instructional Technology
Digital I ional
Geography Grades 9-12 5 igital Competence, Instructiona
Technology
. Digital N ional
Philosophy Grades 9-12 6 igital Competence, Instructiona
Technology
. Digital , Artificial Intelli :
History Grades 9-12 9 !g!ta Competence, Artificial Intelligence
Digital Content
Rev.olutlon Grade 12 6 Digital Competence, Digital Ethics, Digital
History Content
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Based on the data presented in Table 8, learning outcomes related to digital competencies
at the upper secondary education level show increased depth across both cognitive and
practical dimensions. In science-related curricula, categories associated with artificial
intelligence and simulation are more prominently represented, whereas social science curricula
emphasise digital ethics and digital content creation.

At the category level, biology and history curricula demonstrate a relatively high
concentration of digital learning outcomes, reflecting the integration of instructional
technologies into experimental learning and digital content production. Physics and chemistry
curricula highlight simulation and Al-supported modelling, indicating the use of technology to
support the understanding of abstract concepts. In geography and philosophy, digital
competencies are reflected through categories related to digital mapping, information
visualisation, and digital reasoning. Overall, these findings suggest that digital competencies
and instructional technologies at the upper secondary level are embedded across disciplines
in diverse pedagogical forms.

The table reports findings at the category level. To illustrate how these categories are
reflected in upper secondary education curricula, the following learning outcomes from the
NCT are provided as representative examples.

Example 1 — Grades 9-12 (Information Technologies and Software Curriculum)
"Yapay zekd kavramint ve temel calisma mantigint agiklar.”

(Author's translation: “Explains the concept of artificial intelligence and its basic working
principles.”)

Example 2 — Grades 9-12 (Physics Curriculum)

“Fiziksel olaylar: dijital simiilasyonlarla modeller.”

(Author’s translation: “Models physical phenomena using digital simulations.”)
Example 3 — Grades 9-12 (Philosophy Curriculum)

“Dijital teknolojilerin etik sonuglarint tartisur.”

(Author’'s translation: "Discusses the ethical implications of digital technologies.”)

At the category level, digital competencies emerge as a common axis across courses at the
upper secondary education level, reflecting their interdisciplinary integration. Al-related
categories are most prominently represented in science subjects, where Al supports data
analysis, modelling, and simulation-based learning. In social science subjects, categories
related to digital content and digital ethics are more visible, highlighting responsible and
accurate engagement in digital content creation. Instructional technologies are integrated
across disciplines in varied ways, indicating increasingly interactive and technology-enhanced
learning environments.

Table 9 presents the distribution of learning outcomes across courses at the upper
secondary education level.
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Table 9

Category-Level Distribution of Digital Competencies, Al Literacy, and Instructional Technologies Across
Upper Secondary Education Curricula

Number of
Course Title Level Learning Categories
Outcomes
. Digital Competence, Artificial
English Grades 9-12 8 Intelligence, Content Creation
Visual Arts Grades 9-12 8 D|g|t§I Competence, Art|f|C|aI.
Intelligence, Augmented Reality
Music Grades 9-12 8 D|g|t§I Compejce.nce, Artificial
Intelligence, Digital Culture
Religious Culture and Grades 9-12 6 Dlg.ltal Competence, Digital Content,
Moral Knowledge Ethics
Physical Education and Grades 9-12 8 D|g|t§I Competence, Artificial .
Sports Intelligence, Sports Technologies

Based on the data presented in Table 9, learning outcomes related to digital competencies
and Al literacy at the upper secondary level extend beyond science and informatics to include
arts, culture, ethics, and sports. In language and arts curricula, digital competencies and Al-
related categories are integrated with creative production and cultural expression, reflecting
the use of digital tools to support content creation and creative practices.

Categories associated with digital ethics and digital content are particularly visible in social
and values-oriented subjects, highlighting responsible and value-based engagement in digital
environments. In physical education, Al-supported measurement, performance analysis, and
the use of digital data illustrate the application of instructional technologies to technology-
enhanced physical learning. Overall, these findings indicate that digital competencies and
instructional technologies at the upper secondary level are embedded across diverse
disciplines in pedagogically varied forms.

The table reports findings at the category level. To illustrate how these categories are
reflected in upper secondary education curricula, the following learning outcomes from the
NCT are provided as representative examples.

Example 1 — Upper Secondary (Information Technologies and Software Curriculum)
"Dijital grenme ortamlarint ve platformlart kullanarak égrenme stirecini yonetir.”

(Author's translation: "Manages the learning process by using digital learning environments
and platforms.”)

Example 2 — Upper Secondary (Physics Curriculum)

"Fiziksel olaylart dijital simiilasyonlarla modeller.”

(Author’s translation: “Models physical phenomena using digital simulations.”)
Example 3 — Upper Secondary (Philosophy Curriculum)

"Yapay zeka ve dijital teknolojilerin insan ve toplum (zerindeki etik etkilerini tartisir.”

(Author's translation: "Discusses the ethical impacts of artificial intelligence and digital
technologies on individuals and society.”)

From a thematic perspective, Digital Competencies emerge as a core analytical theme
represented across all courses, demonstrating that NCT sustains an interdisciplinary approach
to digital learning. The Artificial Intelligence theme is strongly represented in traditionally non-
technical fields such as art, music, and physical education, indicating that Al is assuming new
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pedagogical roles in creative and embodied learning processes. Innovative domains such as
Augmented Reality (AR) and sports technologies provide evidence that the curriculum
integrates digital competencies with experiential and practice-based learning. The categories
of Digital Ethics and Digital Culture further reinforce the model’s aim to cultivate students as
responsible and reflective digital citizens in both productive and consumptive digital contexts.

Discussion

Before discussing the implications of the findings, it is important to clarify the scope of this
study. The analysis does not evaluate the NCT as a whole; rather, it focuses exclusively on the
alignment of the learning objectives with international framework dimensions such as
DigComp 2.2 and the UNESCO Al Competency Frameworks. Therefore, the findings and
interpretations presented here should be understood as referring specifically to the learning-
outcome dimension of the NCT. It is essential to clarify that this study analysed only the learning
outcomes of the NCT, not teacher education curricula. Therefore, teacher competencies are
discussed solely in the context of how they may influence the implementation of digitally
oriented learning outcomes, not as an examined data source.

The findings of this study indicate that learning outcomes in the national curricula published
in 2024 reflect a structured emphasis on digital competencies, Artificial Intelligence (Al) literacy,
and instructional technologies. Across educational levels, these learning outcomes
demonstrate a developmental pattern in which digital competencies progress from basic
awareness in early education to more application- and production-oriented forms in upper
secondary education. This pattern corresponds with international principles of inclusive, ethical,
and productive digital competencies articulated by UNESCO (2023) and OECD (2023).

The distribution of digital competency-related learning outcomes across subject areas
shows strong correspondence with the European Union’s DigComp 2.2 Framework (Vuorikari,
Kluzer, & Punie, 2022), particularly in terms of data literacy, digital safety, and ethical use.
Importantly, these competencies are reflected in learning outcomes not only through the use
of digital tools but also through expectations related to learning design, problem-solving, and
responsible digital engagement. This distinction supports the OECD’s (2023) conceptual
differentiation between digital transition (tool adoption) and digital competence (the
transformation of learning and assessment processes).

In science and mathematics curricula, learning outcomes related to data literacy, algorithmic
thinking, and simulation align with computational thinking processes identified in the
international literature as core components of Al-supported learning (Holmes et al., 2022;
Luckin et al., 2023). However, the analysis of learning outcomes suggests that Al literacy is not
yet organised through a clearly articulated pedagogical progression across grade levels, which
contrasts with UNESCO’s (2024a, 2024b) emphasis on the gradual development of Al
competencies.

Learning outcomes in social sciences, philosophy, and religious education frequently
emphasise digital ethics, digital citizenship, and digital research. This pattern indicates that
digital competencies are framed not solely as technical skills but also as value-oriented learning
outcomes, consistent with UNESCO'’s human-centred approach to Al and digital education
(Miao & Holmes, 2023). Nevertheless, as these themes are often embedded implicitly within
learning outcomes, their systematic assessment may present challenges.

In arts, music, and physical education curricula, learning outcomes associated with
augmented reality, sound technologies, and sports technologies illustrate the extension of
digital competencies into creative, cultural, and embodied learning contexts. These findings
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resonate with the Education 4.0 perspective proposed by the World Economic Forum (2020),
which highlights creativity, experiential learning, and immersive digital environments. As this
study is limited to analysing learning outcomes, further research is needed to examine how
such practices are implemented in instructional contexts.

Overall, the findings suggest that the learning outcomes articulated in the national curricula
demonstrate a structured integration of digital competencies alongside cognitive, ethical, and
cultural dimensions. At the same time, the analysis of learning outcomes highlights several
areas where further development may be required.

First, the distribution of Al-related learning outcomes indicates the need for a more clearly
articulated pedagogical progression in Al literacy, moving from foundational awareness toward
application- and production-oriented competencies. Second, while this study does not
examine teacher education or instructional implementation, the alignment of curriculum
learning outcomes with international frameworks implies that professional development in Al-
supported pedagogy and ethical awareness may be an important area for future research.
Finally, as the present analysis is limited to learning outcomes, further studies could explore
how digital competencies are reflected in assessment practices and whether emerging digital
or Al-supported assessment approaches align with the intended curriculum outcomes.

In conclusion, the analysis of curriculum learning outcomes indicates substantial alignment
with international digital competency and Al literacy frameworks, particularly in categories
related to digital ethics, safety, accessibility, responsible digital citizenship, and foundational Al
understanding. These patterns suggest that human-centred and inclusive digital learning
principles are reflected at the level of intended learning outcomes.

At the same time, as this study is limited to the analysis of learning outcomes, further
research is needed to examine how these competencies are enacted through pedagogy,
teacher professional development, and assessment practices across grade levels. Accordingly,
the conclusions presented here should be interpreted as pertaining solely to the learning-
outcome dimension and not as an evaluation of the curriculum framework as a whole.

Conclusion and Implications

This study examined curriculum learning outcomes in relation to digital competencies,
artificial intelligence (Al) literacy, and instructional technologies, with a focus on their
correspondence to key dimensions of 21st-century skills. The findings indicate that learning
outcomes reflect a developmental pattern from early childhood to upper secondary education,
emphasising digital citizenship, data literacy, ethical awareness, and the use of instructional
technologies across subject areas. As the analysis is limited to learning outcomes, the
conclusions should be interpreted within this scope and should not be regarded as an
evaluation of the curriculum framework as a whole.

The analysis indicates substantial alignment between curriculum learning outcomes and the
EU DigComp 2.2 Framework (Vuorikari, Kluzer, & Punie, 2022) as well as UNESCO's Al
Competency Frameworks (Miao, Shiohira, & Lao, 2024; Miao & Cukurova, 2024), particularly in
categories related to digital safety, ethical technology use, and data literacy. In line with the
OECD Digital Education Outlook 2023's distinction between digital transition and digital
competencies (OECD, 2023), these findings suggest an emphasis on competency-oriented
learning outcomes rather than tool-focused adaptation. However, as the analysis is limited to
learning outcomes, further research is needed to examine how Al pedagogy, teacher
competencies, and assessment practices are articulated and implemented beyond the intended
curriculum.
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International literature highlights that the development of digital competencies in education
extends beyond the mere adoption of technological tools to include learning culture,
pedagogical design, and ethical considerations (Holmes et al., 2022; Luckin et al., 2023). In this
context, the analysis of curriculum learning outcomes indicates alignment with UNESCO's
(2023) principles of human-centred, ethical, and inclusive digital transformation, particularly
through outcomes related to digital ethics, safety, responsible digital citizenship, and
accessibility. However, as these findings are limited to the learning-outcome dimension, further
research is required to examine how such principles are sustained and operationalised across
pedagogical and implementation practices.

In summary, the analysis of curriculum learning outcomes indicates substantial alignment
with international trends in digital competencies and Al literacy. At the same time, as this study
is limited to the learning-outcome dimension, further research is needed to examine how these
competencies are coherently supported through pedagogy, teacher development, and
assessment practices. Accordingly, the conclusions should be interpreted as pertaining solely
to intended learning outcomes and not as an evaluation of the curriculum framework as a
whole.

Recommendations

Based on the analysis of learning outcomes, three recommendations are proposed:

e Gradual integration of Al literacy. Al-related learning outcomes should be structured
progressively across levels of awareness, application, and production, with clear
distinctions across educational stages to support developmental continuity.

e Support for teacher competencies. Although teacher education was beyond the scope of
this study, alignment with UNESCO’s Al Competency Framework for Teachers (Miao &
Cukurova, 2024) suggests the need for professional-development initiatives focusing on
Al pedagogy, digital assessment, and ethical awareness.

e Alignment of assessment practices with digital competencies. To ensure coherence
between intended learning outcomes and evaluation, assessment approaches should
increasingly reflect digital competencies, including data use, creativity, and ethical
reasoning, through performance-oriented and technology-supported methods.
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TURKCE GENIiS OZET

Tiirkiye Ulusal Ogretim Programlarinda 21. Yiizyil Becerileri: Dijital
Yeterlik, Yapay Zeka ve Ogretim Teknolojileri

Giris

Egitim sistemleri, yirmi birinci yGzyilin dijital ekosistemi icinde yeniden yapilandiriimaktadir.
Dijital yeterliklerin, yapay zeka (YZ) okuryazarliginin ve teknoloji destekli 6grenme siireclerinin
ogretim programlarina bittincil bicimde entegre edilmesi giderek daha kritik hale gelmistir.
UNESCO (2023) ve OECD (2023), dijital donusimin insan merkezli, etik ve kapsayici bir
cercevede ele alinmasi gerektigini vurgulamaktadir. Turkiye Cumhuriyeti Milli Egitim Bakanligi
tarafindan 2024 yilinda yayimlanan 6gretim programlari, beceri ve deger temelli bir yaklasimla
yeniden duzenlenmekte; 6grenme ciktilan dijital yeterliklere, veri okuryazarligina, etik
farkindaliga ve YZ okuryazarligina yer vermektedir. Bu yonelim, Avrupa Birligi'nin DigComp 2.2
Dijital Yeterlik Cercevesi (Vuorikari, Kluzer & Punie, 2022) ve UNESCO'nun YZ Yeterlik
Cerceveleri (Miao, Shiohira & Lao, 2024; Miao & Cukurova, 2024) ile 6nemli olclide
ortismektedir.

Bu ¢alismanin amaci, 6gretim programlarinda yer alan 6grenme ciktilarinin dijital yeterlikler,
yapay zeka (YZ) okuryazarligi ve 6gretim teknolojileri boyutlarinda nasil yapilandirildigini ortaya
koymaktir. Turkiye baglaminda, 6gretim programlarindaki 6grenme ciktilarinin uluslararasi
dijital yeterlik cerceveleriyle (DigComp 2.2 ve UNESCO Al Frameworks) hizalanma duzeyi heniz
sistematik olarak incelenmemistir. Bu nedenle, bu arastirma su sorulara yanit aramaktadir:

1. Turkiye ulusal 6gretim programlarinda dijital yeterlikler, YZ okuryazarligi ve 6gretim
teknolojileriyle iliskili hangi 6grenme ciktilari 6ne ¢ikmaktadir?

2. Bu ogrenme c¢iktilan uluslararasi dijital yeterlik ve YZ c¢ergeveleriyle nasil
hizalanmaktadir?

3. Dijital yeterliklerin dagihmi farkh disiplinlerde nasil cesitlenmektedir?

4. Dijital yeterlikler 6gretim programlarinda ne élctide agik bicimde yer almakta ve dersler
ile egitim kademelerine gore nasil farklilasmaktadir?

Bu ¢alisma, Turkiye ulusal 6gretim programlarinin 6grenme ¢iktilari boyutunu temel alarak,
Turkiye'nin egitimde dijital dontsim yonelimine iliskin karsilastirmali ve analitik bir bakis
sunmaktadir.
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Yontem

Bu arastirmanin veri toplama ve inceleme surecinde dokiiman analizi teknigi kullanilmistir.
Dokliman analizi, yazili materyallerin sistematik olarak incelenmesi yoluyla arastirma sorularinin
yanitlanmasini amaclayan bir tekniktir (Bowen, 2009). Calismanin amaci, Turkiye ulusal 6gretim
programlarinda yer alan 6grenme ¢iktilarinin dijital yeterlikler, yapay zeka (YZ) okuryazarhigi ve
ogretim teknolojileri baglaminda nasil yapilandirildigini incelemektir.

Arastirmanin veri kaynagi, Milli Egitim Bakanhgi tarafindan 2024 yilinda yayimlanan ulusal
ogretim programlaridir. Bu dogrultuda, okul dncesi, ilkokul, ortaokul ve lise diizeylerinde yer
alan 33 6gretim programi incelenmistir. Programlar; fen bilimleri, matematik, sosyal bilimler, dil
ve edebiyat, sanat, beden egitimi, din kdiltliri ve felsefe gibi farkli disiplinleri kapsamaktadir.
Tam dokimanlar, Bakanhgin resmi dijital portalinda yayimlanan PDF formatindaki metinlerden
elde edilmistir.

Veri toplama surecinde, 6gretim programlarindaki 6grenme ciktilari anahtar kelime temelli

"nou /AT n o /]

tarama yoluyla belirlenmistir. Tarama strecinde “dijital”, “teknoloji”, "yapay zeka”, "veri”, "bilgi
okuryazarhgi”, “cevrim ici”, “dijital vatandashk”, “etik” ve “gtivenlik” gibi kavramlar kullaniimistir.
Belirlenen 6grenme ciktilar, baglamlari dikkate alinarak dijital yeterlikler, YZ okuryazarligi ve
ogretim teknolojileri olmak tzere Gi¢ ana tema altinda kodlanmistir. Kodlama sireci Gi¢ asamada

gerceklestirilmistir:
(i) dijital teknolojiyle iliskili 6grenme ciktilarinin belirlenmesi,
(i) bu ¢iktilarinin ilgili temalar altinda siniflandiriimasi,
(iii) kodlanan verilerin ders ve egitim kademelerine gore tablolastirilmasi.

Elde edilen bulgular, Avrupa Birligi'nin DigComp 2.2 Dijital Yeterlik Cercevesi (Vuorikari,
Kluzer & Punie, 2022) ve UNESCO Yapay Zeka Yeterlik Cergeveleri (Miao, Shiohira & Lao, 2024;
Miao & Cukurova, 2024) temel alinarak karsilastirmali bicimde yorumlanmistir. Calismanin
glvenirligi, kodlama sirecinin yinelemeli bicimde yuritilmesi ve kodlarin uluslararasi
cercevelerle strekli karsilastiriimasi yoluyla desteklenmistir. Kavramsal gecerlik, kullanilan tema
ve kategorilerin DigComp 2.2 ve UNESCO YZ cercevelerine dayandiriimasiyla saglanmistir.
Arastirmada yalnizca kamuya acik ve serbest erisimli dokiimanlar kullanildidi icin etik kurul izni
gerekmemektedir. Arastirma surecinde bilimsel dirustlik ve atif etigi ilkelerine uyulmustur.

Bu calisma, yalnizca Turkiye ulusal 6gretim programlarinda yer alan 6grenme ciktilari ile
sinirhidir. Ogretmen uygulamalari, ders materyalleri ve 6lcme-degerlendirme siirecleri kapsam
disindadir. Dolayisiyla bulgular, 6gretim programlarinin uygulamaya donuk etkilerine degil,
ongorilen 6grenme ciktilarinin yapisal 6zelliklerine iligkindir.

Bulgular

Arastirma bulgulari, Turkiye ulusal 6gretim programlarinda yer alan 6grenme ciktilarini
iceren dijital yeterlikler, yapay zeka (YZ) okuryazarligi ve 6gretim teknolojileriyle iligkili
unsurlarin  tim egitim kademelerinde bulundugunu gostermektedir. Bulgular, dijital
yeterliklerle iligkili 6grenme c¢iktilarinin okul 6ncesinden lise seviyesine dogru kademeli bir
gelisim gosterdigini; bu surecte dijital farkindalik, veri okuryazarlidi, etik davranis ve 6gretim
teknolojilerinin kullanimina yapilan vurgunun giderek arttigini ortaya koymaktadir.

Ilkokul dizeyinde, dijital yeterliklerle iliskili 6grenme ciktilarinin temel farkindalik ve giivenli
kullanim odakh yapilandigi goérilmektedir. Ozellikle Tiirkce, Hayat bilgisi ve matematik
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derslerinde dijital vatandaslik, dijital okuryazarlik ve etik kullanim temalarinin 6ne ciktigi
belirlenmistir. Beden egitimi ve oyun derslerinde ise dijital araglarin etkilesim, oyun ve hareket
temelli 6grenme streclerini destekleyici bicimde kullanildigina iliskin 6grenme ¢iktilarina yer
verilmistir.

Ortaokul diizeyinde, dijital yeterlik bilesenlerinin daha sistematik ve disiplinlerarasi bir yapiya
kavustugu gérilmektedir. Matematik, Fen Bilimleri ve Iingilizce derslerinde yapay zeka (YZ),
algoritmik dusiinme, veri analizi ve karma 6grenme uygulamalarina yénelik 6grenme ciktilari
dikkat cekmektedir. Sosyal bilgiler ve Turkge derslerinde ise dijital arastirma, medya
okuryazarhgi ve etik davranis temalarinin one ¢iktigi belirlenmistir. Bu bulgular, ortaokul
diizeyinde o6grencilerin dijital tretim ve problem ¢b6zme sureclerine daha etkin bigimde
katilmalarini hedefleyen 6grenme ciktilarinin arttigini géstermektedir.

Ortadgretim duzeyinde, dijital yeterliklerle iligkili 6grenme ciktilarinin biligsel ve uygulamali
boyutlarinin derinlestigi gortilmektedir. Bilisim Teknolojileri ve Yazilim, Matematik, Fen Bilimleri
(Fizik, Kimya, Biyoloji) ve Tarih derslerinde YZ, programlama, modelleme ve similasyon
temalarinin daha belirgin bicimde yer aldig tespit edilmistir. Cografya ve felsefe derslerinde
dijital haritalama, veri gorsellestirme ve dijital disinme becerilerine yonelik 6grenme ¢iktilari
éne cikarken, T.C. inkilap Tarihi ve Atatirkcilik dersinde dijital icerik Gretimi ve dijital etik
temalari dikkat cekmektedir.

Sanat, dil, din ve spor derslerinde ise dijital yeterliliklerle iliskili 6grenme ¢iktilarin yaratici
tretim ve kiltirel ifade boyutlariyla iliskilendirildigi gérilmektedir. ingilizce, mizik ve gérsel
sanatlar derslerinde yapay zeka destekli 6grenme, artirilmis gerceklik (AR) uygulamalari ve ses
teknolojileri gibi 6gretim yaklasimlarina isaret eden 6grenme ciktilarina yer verilmektedir.
Beden egitimi ve spor dersinde dijital performans analizi ve spor teknolojilerinin kullanimina
iliskin ¢iktilarin 6n plana ciktigr goralurken, Din kiltird ve ahlak bilgisi dersinde dijital etik ve
dijital vatandaslik temalari vurgulanmaktadir.

Genel olarak bulgular, dijital yeterliklerle iliskili 6grenme ¢iktilarinin tim kademelerde yatay
bir eksen olusturdugunu; YZ okuryazarhgi ve 6gretim teknolojileriyle iliskili 6grenme ciktilarinin
ise dzellikle ortaokul ve lise diizeylerinde daha belirgin héle geldigini géstermektedir. Ogrenme
cikti duizeyinde yapilan karsilastirmalar, 6gretim programlarinin UNESCO Yapay Zeka Yeterlik
Cercevesi ve Avrupa Birligi DigComp 2.2 Cergevesi ile 6zellikle veri okuryazarhg, dijital gtivenlik
ve etik farkindalik boyutlarinda anlaml diizeyde ortlsttgind ortaya koymaktadir.

Bu bulgular, Turkiye ulusal 6gretim programlarindaki 6grenme ¢iktilarinin, dijital becerileri
yalnizca teknolojik ara¢ kullanimiyla sinirli gérmeyen, bilissel ve deger temelli 6grenme
stregleriyle iliskilendiren bir yaklasima isaret ettigini gostermektedir.

Tartisma

Bu tartisma bolumd, Turkiye ulusal 6gretim programlarinda yer alan 6grenme ciktilarina
dayanmaktadir; 6gretmen egitimi, materyaller ve uygulama surecleri bu calismanin kapsami
disindadir. Bulgular, 6gretim programlarinda dijital yeterlikler, yapay zeka (YZ) okuryazarligi ve
ogretim teknolojileriyle iliskili 6grenme c¢iktilarints okul 6ncesinden lise dlizeyine dogru
kademeli bir gelisim 6riintlist sergiledigini gostermektedir. Bu durum, UNESCO (2023) ve
OECD (2023) tarafindan vurgulanan insan merkezli, etik ve kapsayici dijital donlsim ilkeleriyle
égrenme ciktilari diizeyinde anlamli bir drtismeye isaret etmektedir.

Dijital yeterliklerle iliskili 6grenme ciktilarinin farkli disiplinlere yatay bicimde dagildig
bulgusu, Avrupa Birligi'nin DigComp 2.2 Dijital Yeterlik Cercevesi (Vuorikari, Kluzer ve Punie,
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2022) ile uyumludur. Bu uyum, OECD'nin (2023) dijital gecis ile dijital yeterlikler arasinda yaptigi
kavramsal ayrim cercevesinde degerlendirildiginde, ulusal 6gretim programlarinin 6grenme
ciktilarina yonelik yetkinlik temelli bir yaklasim sergiledigini gdstermektedir.

Fen ve matematik derslerinde one cikan veri okuryazarligi, algoritmik disinme ve
similasyon temalar, YZ destekli 6grenmenin temel bilesenleri olarak tanimlanan bilisimsel
distinme sirecleriyle (Holmes ve ark., 2022) 6rtismektedir. Sosyal bilimler ve deder egitimi
derslerinde dijital etik, dijital vatandashk ve dijital arastirma temalarinin 6ne ¢ikmasi ise dijital
yeterliklerin yalnizca teknik becerilerle sinirli gorilmedigini, deger temelli bir 6grenme
yaklagimiyla iliskilendirildigini gostermektedir. Bu bulgu, UNESCO’'nun insan merkezli YZ
yaklasimiyla (Miao ve Holmes, 2023) tutarlidir.

Bununla birlikte, YZ okuryazarhgina iliskin 6grenme ciktilarinin pedagojik agidan acik ve
asamali bir yapi sunmadigi gortlmektedir. Bu durum, UNESCO'nun (2024a, 2024b) YZ
yeterliklerinin asamali gelisimine iliskin Onerileriyle karsilastirildiginda, 6grenme ciktilari
diizeyinde daha belirgin bir yapilandirma ihtiyacina isaret etmektedir. Ogretmen yeterlikleri ve
olcme-degerlendirme surecleri bu calismanin kapsami disinda olmakla birlikte, bu alanlarin
ogrenme ciktilariyla nasil iliskilendirildiginin  gelecekteki c¢alismalarla ele alinmasi
gerekmektedir.

Genel olarak bulgular, Turkiye ulusal 6gretim programlarinda yer alan 6grenme ciktilarinin
uluslararasi dijital egitim cerceveleriyle onemli Ol¢liide Ortlstiginl; ancak bu uyumun
uygulama ve degerlendirme boyutlarinda nasil karsiik buldugunun ayri arastirmalarla
incelenmesi gerektigini gostermektedir.

Sonug ve Oneriler

Bu arastirma, Turkiye ulusal 6gretim programlarinda yer alan 6grenme ciktilarinin dijital
yeterlikler, yapay zeka (YZ) okuryazarligi ve o6gretim teknolojileriyle nasil yapilandirildigini
ortaya koymustur. Bulgular, dijital yeterliklerle iliskili 6grenme ciktilarinin okul dncesinden lise
diizeyine dogru kademeli bir gelisim orlntist sergiledigini; erken yaslarda farkindalik
diizeyinde baslayan dijital becerilerin Ust kademelerde uygulama ve Uretim boyutlarina
yoneldigini gostermektedir. Bu bulgular, UNESCO (2023) ve OECD (2023) tarafindan
vurgulanan etik, kapsayici ve Uretken dijital dontstim ilkeleriyle 6grenme ciktilari diizeyinde
tutarlilik gostermektedir.

Dijital yeterliklerin farkli disiplinlere yatay bicimde dagildigina iliskin bulgular, Avrupa
Birligi'nin DigComp 2.2 Dijital Yeterlik Cercevesi (Vuorikari, Kluzer ve Punie, 2022) ile uyumlu
bir yapi sergilemektedir. Ogrenme ciktilari incelendiginde, dijital gtivenlik, veri okuryazarhigi ve
etik teknoloji kullanimina ydnelik vurgularin 6ne c¢iktigi gorulmektedir. Bununla birlikte,
UNESCO'nun Yapay Zeka Yeterlik Cercevesi (Miao ve Cukurova, 2024) perspektifinden
degerlendirildiginde, Yapay Zeka okuryazarligina iliskin 6grenme ciktilarinin acik bicimde
asamal bir pedagojik yapi sunmadigi anlasilmaktadir.

Arastirmanin genel sonuglar, Turkiye ulusal 6gretim programlarinda yer alan 6grenme
ciktilaninin dijital becerileri yalnizca teknolojik arag kullanimiyla sinirli gérmeyen, pedagojik, etik
ve kilturel boyutlarla iliskilendiren bir yaklasima isaret ettigini gostermektedir. Bu durum, dijital
yeterliklerin bilissel, duyussal ve deger temelli 6grenme alanlariyla baglantili bigimde ele
alindigini ortaya koymaktadir.

Bu dogrultuda, calismanin 6grenme ciktilarindan elde edilen bulgulara dayal olarak (g
temel 6neri sunulmaktadir:
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(i) YZ okuryazarh@inin asamal yapilandiriimasi: YZ ile iliskili 6grenme ciktilarinin farkindalik,
uygulama ve Uretim dizeylerini agik bigimde ayirt edecek sekilde diizenlenmesi;

(ii) Ogretmen yeterlikleriyle iliskilendirme: Ogretmen egitimi bu calismanin kapsami disinda
olmakla birlikte, UNESCO’nun Ogretmenler icin YZ Yeterlik Cercevesi (Miao ve Cukurova, 2024)
dogrultusunda, 6grenme ciktilarinin 6gretmen yeterlikleriyle nasil iliskilendirilebileceginin
gelecekteki arastirmalarla ele alinmasi;

(iii) Degerlendirme suregleriyle uyum: Ogrenme ciktilarinda éngérilen dijital yeterliklerin
olcme ve degerlendirme sirecleriyle nasil iliskilendirildiginin incelenmesi.

Sonug olarak, bu calisma Turkiye ulusal 6gretim programlarinin 6grenme ¢iktilan diizeyinde
uluslararasi dijital yeterlik ve YZ okuryazarligi cerceveleriyle dnemli 6lglide oOrtlstiguini
gostermektedir. Bununla birlikte, ulasilan sonuglar yalnizca 6gretim programlarinda yer alan
6grenme ciktilarina iliskin verilere dayanmaktadir ve 6gretim programlarinin 6gretmen egitimi,
uygulama sirecleri veya degerlendirme sistemleri dahil olmak Uzere butinsel bir
degerlendirmesi olarak yorumlanmamalidir.
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Appendix

This codebook supports the qualitative analysis of learning outcomes in the 2024 national
curricula published by the Ministry of National Education. The analysis focuses exclusively on
the learning outcomes dimension and examines their alignment with international digital
competency and Al literacy frameworks.

Analytical Framework:

The analysis follows a hierarchical structure of themes, categories, and codes. Themes and
categories were defined deductively based on DigComp 2.2 and the UNESCO Al Competency
Frameworks, while codes were refined inductively through iterative examination of curriculum
learning outcomes.

Themes and Categories:
Theme 1: Digital Competencies

Students’ ability to access, evaluate, create, and communicate information using digital
technologies in a safe and ethical manner.

Categories: Information and data literacy; communication and collaboration; digital safety
and ethics; digital content creation.

Theme 2: Al Literacy

Understanding core Al concepts, applications, limitations, and ethical implications.
Categories: Al concepts and foundations; Al applications; Al ethics and social impact.
Theme 3: Instructional Technologies

Pedagogical use of digital tools to support teaching, learning, and assessment processes.

Categories: Technology-enhanced learning; blended and digital learning environments;
assessment and feedback technologies.

Coding Procedure and Scope:

Learning outcomes were identified using technology-related keywords, grouped into one
theme, and coded at both the category and code levels. Coding decisions were verified through
alignment with DigComp 2.2 and UNESCO frameworks. The codebook specifically applies to
student learning outcomes; teacher competencies were not analyzed.
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Introduction

Comparative educational studies enable individuals to develop a critical perspective on their
own national systems (Alexander, 2001) while examining and drawing meaningful conclusions
from practices implemented in different social contexts (Phillips & Schweisfurth, 2014). In this
respect, a comparative perspective plays an indispensable role in understanding individual—-
society relations, deepening conceptual thinking skills, and interpreting differences (Arnove et
al., 2012). Throughout the history of education, many thinkers have examined the educational
systems of other countries to shape reform efforts within their own contexts (Mallinson, 1981)
and have developed new models inspired by these systems (Erglin, 1985).

The critical perspective provided by comparative education offers significant benefits for
both teachers and students (Marshall, 2019). Comparing different educational systems enables
future teachers to develop conceptual richness, while supporting students in gaining
awareness of their own societies as well as diverse cultural and pedagogical contexts (Crossley,
1999). This process contributes to more informed, coherent, and holistic decision-making
across various domains, including educational planning, teaching methods, assessment
approaches, and curriculum design (Kubow & Fossum, 2007). It further promotes cross-cultural
pedagogical interaction by facilitating the transfer of educational practices beyond national
boundaries. Through comparative education, individuals are able to recognize the limitations
of their own systems more clearly and to examine alternative solutions developed in response
to similar challenges (Halls, 1990; Kandel, 1933; Tretheway, 1976).

However, comparative educational research encompasses a wide range of possibilities,
while at the same time presenting significant challenges. Among these, uncertainties related
to the methodological framework stand out as a major concern. When the data obtained are
decontextualized or incomplete, they may lead to inaccurate generalizations, thereby
weakening the scientific credibility of the research (Noah, 1984). In addition, an ethnocentric
perspective may lead researchers to interpret data through their own cultural frameworks,
which can undermine the objectivity and validity of comparative analyses. In this context, the
rapid and multidimensional nature of globalization produces a dynamic environment in which
variables such as cultural conflicts, social ruptures, and economic fluctuations are continuously
reproduced, making it necessary to approach comparative studies through a multi-focused
perspective (Crossley, 1999).

The main objective of the present study is to analyze the primary social studies curricula in
Turkiye and Spain from a comparative perspective, as countries located at opposite ends of
southern Europe. Although these countries have been shaped by similar historical experiences,
multicultural structures, and processes of democratization, they differ significantly in terms of
their socio-cultural configurations, political systems, and pedagogical priorities. In this context,
the central research problem focuses on examining how these two countries approach the
formation of effective and responsible citizens through primary-level social studies education,
while also exploring the structural, cultural, and ideological dynamics underlying these
approaches.

A review of the existing literature indicates that comparative studies on social studies
curricula have been conducted using examples from various countries (Altay, 2021; Ascl, 1999;
Durna, 2007; Osmanoglu, 2012; Oztiirk & Oztiirk, 2015; Pamuk, 2021; Tas, 2019; Tatan, 2021,
Yasar, 2007; Ylceer, 2011; Zabun, 2018). However, no study has been identified that directly
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compares the social studies curricula of Tirkiye and Spain while comprehensively addressing
their pedagogical, cultural, and ideological foundations. In this respect, considering the
historical trajectories, educational traditions, and social structures of both countries, such a
comparison is expected to contribute to the literature by addressing a significant gap.

To this end, starting from the objectives, contents, learning and teaching situations and
assessment processes of the social studies curricula were analyzed in detail, and a systematic
and comparative structure was constructed based on Bereday's analytical method (Bereday,
1964). The analysis process in question aimed to reveal the similarities and differences between
the two countries, and to conceptualize the historical and social contexts from which these
differences derive.

The study is based on Turkiye's 2018 social studies curriculum (MEB, 2018) and Spain's 2022
social sciences curriculum (BOE, 2022). However, to ensure terminological integrity, the term
"social studies” is used for curricula throughout the study. The study focused on the question:

"What are the similarities and differences between the primary social studies curricula in
Turkiye and Spain in terms of objectives, content, learning and teaching situations, and
assessment processes?”.

The specific research questions:

e 1: What similar and different aspects have shaped the objectives of the social studies
curricula in primary schools in Turkiye and Spain?

e 2: What is the profile of the content structures and learning areas of social studies
curricula in Turkiye and Spain?

e 3: How are learning-teaching situations in social studies curricula in Turkiye and Spain
organized in line with pedagogical principles?

e 4:What are the fundamental characteristics of the assessment processes in social studies
curricula in Turkiye and Spain?

Background
Overview of the Turkish Education System

Turkiye's education system is organized into formal and non-formal education on
constitutional foundations. Formal education extends from preschool to higher education,
whereas non-formal education addresses learning needs outside the formal structure. Primary
education is compulsory for eight years, secondary education includes general and vocational
pathways, and higher education is coordinated by the Higher Education Board (MEB, 2024).
The system aims to raise individuals committed to Atatirk’s principles within a secular and
democratic framework, with an emphasis on equal opportunity (MEB, 2024). Despite ongoing
reforms, regional disparities, migration, and infrastructural limitations continue to pose
challenges for equitable implementation.

A Brief History of Teaching of Social Studies for Primary Schools in Tiirkiye

Social studies in Tirkiye developed in line with broader educational policies. Courses such
as history and geography, which were integrated during the late Ottoman and early Republican
periods, were restructured within a secular and national framework under the name “Civic
Knowledge” (Akylz, 2014) and formally defined as social studies in 1968 (Giinden, 1995).
Although fragmentation in the 1980s weakened disciplinary unity, the 1997 reform brought
the course back into an integrated structure (Sézer, 1998). Curriculum revisions in 2005 and
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2017 adopted a constructivist and student-centered approach aligned with contemporary life
(Baysal, 2005; Sonmez, 2005), thereby reinforcing its role in academic learning and value
transmission.

General Overview of the Spanish Educational System

Spain’s education system is constitutionally grounded in democratic and participatory
principles. The 1978 Constitution (BOE, 1978) defines education as a fundamental right,
guaranteeing equality and freedom of education. Subsequent reforms—LOE (BOE, 2006),
LOMCE (BOE, 2013), and LOMLOE (BOE, 2020)—have reshaped the system in response to social
transformation. Shared governance between the central state and 17 autonomous regions
creates a balance between national standards and regional diversity (BOE, 1978). The system
includes preschool, basic education, compulsory secondary education, post-secondary
pathways, and higher education, along with specialized programs. Although it is grounded in
inclusion and social justice, frequent legal reforms and regional disparities occasionally lead to
variations in educational quality (BOE, 2020).

A Brief History of Teaching of Social Studies for Primary School in Spain

Social studies in Spain originated with the Moyano Law of 1857 (BOE, 1857), which
introduced geography and history into the curriculum through predominantly theoretical
instruction. In subsequent years, the Institucion Libre de Ensefianza promoted experiential and
child-centered methods (Dominguez Garrido, 2013). The General Education Law of 1970 (BOE,
1970) integrated history, geography, and civic education (Lagares & Mufoz, 2018), while
LOGSE (BOE, 1990) further expanded interdisciplinarity. Later reforms—LOE (BOE, 2006) and
LOMCE (BOE, 2013)—reasserted social studies as a core subject (Ortiz, 1997). Today, shaped
by democratization and European integration, the field emphasizes ethical values,
environmental awareness, democratic citizenship, and cultural inclusion (BOE, 2022).

Bereday Model

Bereday's (1964) analytical model provides a structured four-stage framework for
conducting comparative studies, consisting of description, interpretation, juxtaposition, and
comparison. In this study, these stages guided the curriculum-level analysis of the primary
social studies programs in Tlrkiye and Spain (see Figure 1).

Figure 1

Adaptation of Bereday’s (1964) Model for Curriculum-Level Analysis.

«Examination of official primary-level social studies curriculum documents
pescription] *Description of curriculum components

eInterpretation of each curriculum within its own internal structure
nepretaion] * Contextual clarification limited to background information

- Alignment of equivalent curriculum components
luapositon] © Side-by-side structuring of curriculum components

«|dentification of similarities and differences
comparison] ®*Comparative conclusions based on curriculum components
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Figure 1 illustrates how Bereday's four-stage analytical structure—description,
interpretation, juxtaposition, and comparison—was implemented in this study at the level of
curriculum analysis. Each stage was applied specifically to the examination of primary-level
social studies curricula in Tlrkiye and Spain, focusing on objectives, content, teaching—learning
situations, and assessment processes rather than broader educational system structure.

Method

Research Design

The study was conducted using a qualitative document analysis method. Document analysis
is defined as a method that enables the systematic examination of existing written materials,
the classification of data under conceptual categories, and the interpretation of these data in
a meaningful manner (Bowen, 2009).

Data Collection

The data were obtained from official sources. In the case of Tirkiye, the Basic National
Education Law No. 1739 (MEB, 2024), the Regulations of Primary Education Institutions (MEB,
2014), the current weekly course schedule (MEB, 2023), and the social studies curriculum dated
2023 (MEB, 2018) were taken as the basis. For Spain, Royal Decree 157/2022 (BOE, 2022) and
the Primary Education Regulation based on the LOMLOE (BOE, 2020) were considered as the
main documents.

Data Analysis

The data were analyzed through a content analysis approach and organized within a
thematic structure. The analytical process was guided by Bereday's comparative method
(Bereday, 1964) and implemented exclusively at the curriculum level. Accordingly, the
comparison focused solely on the primary-level social studies curricula of Turkiye and Spain.
Official curriculum documents were collected and described in the first stage. Although brief
contextual information was provided for clarity, no systematic comparison was conducted at
the level of educational systems or historical structures, as this fell outside the scope of the
study.

In the subsequent stages, the curricula were interpreted within their own structural
frameworks and organized according to equivalent variables—objectives, content, teaching—
learning situations, and assessment processes—before being systematically juxtaposed.
Similarities and differences were then identified through direct curriculum-based comparison.
Throughout the analysis, attention was given to the internal coherence of curriculum
components, and official legislation and program texts were examined directly without the use
of a formal review form. The comparison was structured in a way that preserved thematic
integrity and minimized subjective bias.

Validity and Reliability

The study ensured validity by relying exclusively on official legislation texts, curricula, and
regulatory documents published by the competent authorities of Turkiye and Spain, thereby
grounding the analysis in primary sources without sampling and strengthening the
representativeness of the comparison. Reliability was maintained through a systematic,
consistent, and transparent analytical process, in which documents from both countries were
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examined according to equivalent criteria, themes were preserved in their contextual integrity,
and data were interpreted within the same comparative framework. Using official sources,
analytical continuity, and transparent procedures, the findings were established as scientifically
coherent and internally consistent.

Results

In line with the first two stages of Bereday's (1964) analytical model—description and
interpretation—the primary-level social studies curricula of Tirkiye and Spain were examined,
focusing on the core curriculum components, namely objectives, content, teaching—learning
situations, and assessment processes.

Description and Interpretation of the Core Curriculum Components in Tiirkiye
Objectives of the Social Studies Curriculum

The main objective of the Turkish social studies curriculum is to support the development
of individuals within the framework of both national and universal values and to train
individuals endowed with multifaceted competencies such as democratic citizenship, historical
awareness, cultural awareness, and environmental sensitivity. In this regard, the curriculum
focuses on the internalization of Atatlrk's principles and reforms, understanding of
constitutional values, the rule of law, and respect for human rights. At the same time,
individuals are expected to actively participate in social life, approach problems in a critical and
solution-oriented manner, and use communication technologies in a conscientious manner
(MEB, 2018).

Students' ability to analyze historical events in multiple ways, acquire geographic literacy
skills, and develop awareness of natural resource protection are also among the program's top
priorities (MEB, 2018).

Contents of the Social Studies Curriculum

The Turkish social studies curriculum presents the knowledge, skills, and values that enable
individuals to participate effectively and responsibly in social life through a multidisciplinary
approach. The program is structured around seven basic learning areas: "Individual and Society;
Culture and Heritage; People, Places and Environments; Science, Technology and Society;
Production, Distribution and Consumption; Active Citizenship and Global Connections.” These
learning areas aim to elevate the individual in relation to his or her community and in
connection with global developments (MEB, 2018).

The content is shaped by multidimensional topics such as the Kemalist system of thought,
democratic values, legal awareness, cultural diversity, and environmental sustainability, and is
prepared within an interdisciplinary context. It aims for students to acquire competencies such
as critical thinking, problem solving, decision making, communication, and collaborative work
(MEB, 2018).

Teaching-Learning Situations in the Social Studies Curriculum

Teaching-learning situations in the social studies curriculum aim to create an integrated
learning environment based on interdisciplinary knowledge transfer, critical thinking, and social
context. In this process, students' multidimensional thinking skills are developed through
content informed by social studies disciplines such as history, geography, economics, law,
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sociology, and political science. Teaching practices are shaped by principles such as reflective
inquiry, topicality, collaboration, and contextual learning, with learner-centered pedagogical
methods taking precedence (MEB, 2018).

The integration of out-of-school learning environments (museums, historical sites, public
institutions, etc.) into the course content helps to concretize students' learning and enhances
their historical-spatial awareness. In addition, the use of literary works and audiovisual
materials contributes to the development of different perspectives (MEB, 2018).

Assessment Processes in the Social Studies Curriculum

Assessment in the social studies curriculum is designed to observe academic performance,
value orientations, social sensitivities, and competencies of students in a holistic manner.
Students' awareness of rights and freedoms, environmental responsibilities, cultural awareness,
and levels of democratic participation are among the key indicators considered in the
assessment processes (MEB, 2018).

Assessment tools include diversified techniques such as project work, performance tasks,
observation forms, student product sheets, and self-assessment forms; these tools guide
teachers and enable students to monitor their own learning processes. However, differences in
teachers' assessment skills may hinder the consistent application of these tools in practice
(MEB, 2018).

Description and Interpretation of the Core Curriculum Components in Spain
Objectives of the Social Studies Curriculum

The social studies curriculum in Spain is structured so that students understand society and
the world in which they live through a holistic, critical, and value-based approach. The main
objective of the program is to ensure that individuals grow as active and responsible citizens
who are sensitive to human rights, constitutional values, principles of sustainable development,
and cultural diversity. Accordingly, students are expected to evaluate historical events in a
chronological context, analyze geographical spaces, and develop critical thinking skills in
response to social phenomena (BOE, 2022).

The program emphasizes objectives such as developing sensitivity to contemporary world
problems, prioritizing social equality, and fostering democratic participation; it aims for
students to become individuals who are respectful of cultural heritage, environmentally
conscious, and committed to ethical values. At the same time, social skills such as peaceful
communication, social integration, and entrepreneurship are included among the teaching
objectives; it is intended to equip the individual with knowledge as well as values and attitudes
(BOE, 2022).

Contents of the Social Studies Curriculum

The Spanish social studies curriculum has an interdisciplinary content structure that aims to
provide a multidimensional understanding of the relationship of the individual with social life
from historical, geographical, cultural, and political perspectives. The curriculum is structured
under the heading of "Knowledge of the Natural, Social and Cultural Environment" and aims
to help students develop a deep understanding of geographical awareness, historical
continuity, and cultural heritage, particularly through the learning area "Societies and
Territories." This content structure is presented with a design that prioritizes the transfer of
academic knowledge together with value-oriented education (BOE-A-2022-3296).
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The main content blocks of the program include "Challenges of Today's World, Societies in
Time, Civic Literacy and Ecosocial Awareness"; under these headings, topics such as
multiperspective analysis of historical events, the functioning of democratic institutions, social
equality, environmental issues, and cultural pluralism are addressed. Students are encouraged
to develop national and global awareness through topics such as map reading, climate change,
gender roles, economic justice, migration, and digital citizenship. This content is presented with
interdisciplinary integrity and is intended to support the internalization of basic social studies
concepts at an early age (BOE, 2022).

Teaching-Learning Situations in the Spanish Social Studies Curriculum

The teaching-learning situations in the social studies curriculum in Spain are structured with
student-centered, inquiry-based, and participatory pedagogical approaches. In this process,
the basic principle is to ensure interdisciplinary integrity and to introduce students to social
studies research methods. While students acquire skills such as historical thinking,
geographical analysis, social analysis, and critical evaluation, contemporary competencies such
as social responsibility, cooperation, and digital awareness are also developed. Learning
activities extend beyond classroom instruction, and extracurricular learning environments such
as trips to museums, visits to historical sites, and interaction with local government units are
integrated into the program (BOE-A-2022-3296).

Students are encouraged to develop different perspectives through methods such as literary
works, documentaries, analysis based on historical documents, and digital storytelling; in this
way, they are expected to acquire the ability to evaluate historical events at the level of
knowledge as well as within an emotional and ethical context. In addition, bringing current
issues such as the climate crisis, gender equality, immigration, and human rights into the
classroom through pedagogical scenarios increases students' sensitivity to contemporary
social issues (BOE, 2022).

Assessment Processes in the Social Studies Curriculum

In the social studies curriculum, assessment processes aim to evaluate students' academic
knowledge levels together with their ethical orientations, social sensitivity, and critical thinking
skills in a holistic manner. In this context, the assessment processes focus on students' ability
to analyze historical events, develop awareness of environmental and cultural issues, conduct
human rights-based inquiries, and propose solutions to social problems. The program
positions assessment as a tool focused on learning outcomes, while also treating it as an
integral part of the learning process (BOE, 2022).

Assessment tools include individual and group projects, performance tasks, thematic
portfolios, self-assessment forms, and rubrics based on teacher observations, allowing the
monitoring of students' multidimensional development and supporting pedagogical guidance.
In the third learning cycle, more structured assessment tools are introduced; in this phase,
indicators such as students' civic literacy, ethical decision-making skills, and level of alignment
with democratic values are included in the assessment (BOE-A-2022-3296).

Juxtaposition and Comparison of Curriculum

The "juxtaposition” and "comparison" stages of Bereday's (1964) analytical approach
constitute a systematic evaluation framework that increases the conceptual depth of
comparative educational research. In this context, the cases of Tirkiye and Spain were
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structured in three-column tables according to the identified thematic axes; the first column of
these tables lists the factors that form the basis of the comparison, and the following two

columns express the projections of these factors in both countries.

Table 1

Comparison of the Objectives of the Social Studies Curriculum of Tiirkiye and Spain

Factors

Tiirkiye

Spain

Basic Education
Objective

Citizenship
Awareness

Historical
Awareness

Cultural
Awareness

Environment and
Sustainability

Critical Thinking
and Participation

To educate people endowed with
democratic, secular, and historical
values.

To educate citizens who are loyal to
Atatlrk's principles and reforms and
who know their rights and
responsibilities.

Target individuals who approach

historical events based on evidence
and develop historical awareness.

People who recognize Turkish culture
and develop a sense of national
identity are at the forefront.

Aim to educate people who are
protective of natural resources and
environmentally conscious.

Individuals who develop critical
thinking, communication, and
cooperation skills are envisioned.

To form active and ethical citizens,
committed to democratic values.

To develop an understanding of
citizenship based on human rights,
constitutional principles, and European
citizenship.

Acquire versatile thinking skills by

understanding historical events in
context.

People who recognize different
cultures and respect multiculturalism
and cultural heritage are envisioned.

To develop people who are
environmentally conscious and
sensitive to the goals of sustainable
development.

Foster critical citizenship, peaceful
conflict resolution, and social
responsibility.

Although the objectives set in the social studies curriculum of Turkiye and Spain are shaped

by the historical background, political structure, and social priorities of both countries, they
also incorporate common universal values in line with contemporary educational approaches.
Turkiye's social studies curriculum is based on an understanding of citizenship grounded in
Atatlrk's principles and reforms and aims to help individuals develop a sense of historical
awareness, national belonging, and democratic responsibility. Spain, on the other hand, aims
to educate active and ethically responsible individuals based on human rights, constitutional
principles, and European citizenship. This difference reflects the ideological and cultural
foundations of how both countries conceptualize civic education.

In terms of historical awareness, both countries aim to connect students to the past. In
Turkiye, national identity and historical continuity are prioritized, together with an evidence-
based approach to historical events, whereas in Spain, multifaceted thinking about historical
events in context, the development of historical empathy, and the consideration of different
narratives are encouraged. In this sense, while Tirkiye maintains the theme of unity and
integrity in the narrative of history, Spain prioritizes the convergence of different historical
identities and cultures within a common narrative. Although both approaches follow different
pedagogical paths in building historical awareness, they share overlapping goals in terms of
critical historical literacy.
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In terms of environmental awareness and sustainability, both countries have integrated
contemporary global issues into their teaching objectives to raise students' awareness in line
with the goals of natural resource conservation, environmental sensitivity, and sustainable
development. In Tirkiye, these objectives are mainly configured around environmental
awareness, whereas in Spain, sustainability is addressed alongside social justice and economic
awareness and is positioned at the center of social studies education.

As for cultural awareness, Tirkiye adopts an approach based on the recognition of national
culture and the construction of national identity, while Spain aims to enable students to
understand and empathize with differences through the principles of cultural diversity,
multiculturalism, and respect for heritage. This clearly demonstrates the importance Tirkiye
attaches to cultural integrity and Spain to cultural plurality. However, both countries share a
common orientation in recognizing cultural awareness as an integral component of building
democratic citizenship.

Finally, critical thinking, communication, and social participation skills are among the main
objectives of social studies education in both Tirkiye and Spain, aiming to train students as
knowledgeable individuals who develop solutions, express their ideas, and demonstrate
sensitivity to social problems. Turkiye promotes cooperation and active learning, while Spain
emphasizes peaceful conflict resolution, social responsibility, and ethical awareness. In this
context, the social studies curricula of both countries, although shaped by different historical
and political contexts, share a common vision of forming individuals who contribute to the
development of democratic societies.

Table 2

Comparison of the Contents of the Social Studies Curriculum of Tiirkiye and Spain

Factors Tiirkiye Spain

Seven learning areas: Individual and
Society; Culture and Heritage; People,
Areas of Places and Environments; Science,
Learning Technology and Society; Production,
Distribution and Consumption; Active
Citizenship and Global Connections.

Four learning areas: Challenges of
Today's World, Societies in Time, Civic
Literacy, and Ecosocial Awareness.

It has a structure that integrates

Interdisciplinary knowledge of history, geography,

Geography, history, economics, and

Structure . . . sociology are integrated.
economics, and citizenship. 9y 9
Concepts and Topics such as democracy, human rights, Topics such as climate change,
Themez production, consumption, environment, equality, historical analysis, or
and technology are covered. democratic structure come to the fore.
. . . European values, cultural diversity,
National and Values such as Kemalism, national culture, P y

tolerance, and human rights take

Universal Values and secularism take center stage.
center stage.

Local and Global National identity and global awareness Local community structures and global
Dimension are balanced. issues are addressed together.

The contents of the social studies curriculum in Turkiye and Spain differ according to the
historical and cultural context of both countries; however, they also include common values
and areas of competence in line with contemporary educational approaches. Tirkiye has
adopted a multifaceted content model by structuring its curriculum around seven main
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learning areas: individual-society relationship, historical continuity, geographical awareness,
and democratic values. Spain, on the other hand, has organized its content under four main
headings, incorporating themes such as contemporary issues, civic literacy, historical analysis,
and environmental awareness within an interdisciplinary and holistic approach. This difference
indicates that Turkiye prefers a more modular and structured content design, whereas Spain
develops a more condensed content framework along the axis of thematic integrity and
connection to everyday life.

Both programs have a structure that integrates social studies fields such as history,
geography, economics, and citizenship. However, in Tirkiye, the content of these areas is
reinforced with elements such as national history, national culture, and Kemalism, whereas in
Spain, the content is integrated with universal themes such as European values, cultural
diversity, and human rights. This situation reflects that, in Tirkiye, the contents are configured
in line with the objective of national identity and social unity, while in Spain, they are shaped
through an inclusive and critical perspective compatible with a multicultural structure. In this
sense, both countries position the didactics of social studies as a process of identity
construction, taking into account the dynamics of their own societies.

In terms of concepts and themes, Tirkiye addresses content such as production,
environment, technology, and human rights within the framework of democratic citizenship
and historical awareness. In contrast, Spain emphasizes contemporary issues such as the
climate crisis, equality, digital citizenship, and social justice, and develops students' critical
thinking skills around these topics. While historical continuity and cultural belonging
predominate in the Turkish content, current social issues and active participation are
emphasized in the Spanish content. However, both programs reflect a common orientation in
establishing connections between the local and global levels and in fostering individuals who
act responsibly toward society and the wider world. In conclusion, although the Turkish and
Spanish social studies programs are structured with different reference points, they share the
common objective of equipping students with comprehensive, critical, and responsible
citizenship competencies.

Table 3

Compatrison of Teaching-Learning Situations in the Social Studies Curriculum of Ttirkiye and Spain

Factors Tiirkiye Spain
. . Active learning, based on research and
Learning A constructivist, learner-centered, and . g .. .
. . . social responsibility, occupies a
Approach holistic learning approach is adopted.

Interdisciplinary

Interdisciplinary links such as history,
geography, law, and economics are

prominent place.

Fields such as history, geography,
sociology, or political science are dealt

Practice . L .
established. with interactively.
Methods and Methods such as problem solving, Project-based learning, discussion,
. debate, theater, brainstorming, or digital applications, and group work
Techniques

Out-of-School

role-playing are used.

Learning is encouraged in outdoor
spaces such as museums, monuments,

come to the fore.

Learning is supported by institutions
such as community centers, natural

Learnin e L . o

9 public institutions, and historical sites.  spaces, or local authorities.
Creativity and Learning is supported through literary ~ Creative expression and cultural context
Expressi())/n genres and the establishment of are reinforced through art, media, and

cultural links through artistic activities.

digital tools.
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The teaching-learning situations adopted by Tirkiye and Spain in the didactics of social
studies are configured for pedagogical reasons and in line with social objectives, and they
present a dynamic structure that places the learner at the center in accordance with
contemporary educational approaches. In Tirkiye, a model based on the constructivist
approach and encouraging students' active participation in knowledge stands out, whereas in
Spain, an active learning approach based on inquiry and closely connected with social
responsibility and democratic values has prevailed. This situation indicates that both countries
conceive the teaching of social studies as a process that reinforces the social participation of
the individual rather than a mere transmission of knowledge.

In terms of interdisciplinary structures, Turkiye seeks to establish integrative transitions
rather than artificial boundaries between history, geography, economics, and citizenship,
whereas Spain offers a broader integrated structure that allows greater interaction between
these disciplines and includes fields such as sociology and political science in the learning
process. In terms of methods and techniques, Tlrkiye employs tools that emphasize student
interaction, such as role-playing, drama, debate, and problem solving, whereas Spain focuses
on developing students' capacity for individual and collaborative learning through project-
based learning, digital tools, and group work.

Out-of-school learning environments play an important role in social studies education in
both countries. While Turkiye aims to make learning tangible through museums, public
institutions, and historical sites, Spain brings learning into real-life contexts through
collaborations with community centers, natural environments, and local governments. Both
approaches are based on the idea that knowledge must be constructed in the classroom and
in relation to the broader social context.

In terms of supporting creativity and diversifying forms of expression, Turkiye prioritizes
establishing cultural connections through literary genres and supporting the individual's
emotional development through arts and activities, whereas Spain enriches this process
through media, art, and digital tools, aiming to develop students' individual and social
awareness. Turkiye's effort to synthesize traditional content with modern pedagogical
techniques and Spain's innovative approach to addressing contemporary social issues at the
pedagogical level demonstrate the different yet complementary orientations of the two
countries. In this context, the pedagogical approaches adopted in the social studies curricula
of both countries provide a solid framework for the development of contemporary citizenship
competencies; however, there is a need to develop supportive policies to ensure the consistent
and inclusive implementation of these objectives in practice.

Table 4
Comparison of Assessment Processes in the Social Studies Curriculum of Tiirkiye and Spain
Factors Tiirkiye Spain
A multidimensional assessment A competency-based, holistic, and
Assessment . . .
based on cognitive, affective, and process-oriented assessment approach
Approach . L . .
skill-based criteria is carried out. is adopted.

Indicators such as value orientations, . . L .
Historical thinking, environmental

Scope and social participation, and . . .
. . . awareness, ethical attitudes, and social
Dimensions environmental awareness are .
. skills are evaluated.
considered.
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Table 4 (Continued)

Tools and Projects, performance tasks, exams, Project work, observation, individual

observation, and activity assessment  assessment, and group analysis are
Methods

tools are used. used.
Individual Individualized applications are Flexibility is provided by taking into

. implemented for students with account multilingualism and different

Differences . . .

special needs. learning profiles.

The teacher takes on the task of The teacher analyses the student's
Teacher Role monitoring and guiding the student's development process and provides

development. feedback on the teaching process.

o Transparency is ensured through e- Monitoring is carried out through

Monitoring and o . .

School, and qualitative feedback is level-based reporting, and regular
Feedback . . o .

provided. information is provided to parents.

The assessment processes adopted in the Turkish and Spanish social studies curricula go
beyond traditional performance-based approaches and offer a contemporary framework for
monitoring and supporting students' multifaceted development. In Turkiye, the assessment
process is constructed through a multidimensional approach encompassing cognitive,
affective, and psychomotor dimensions, whereas Spain aims to analyze students' knowledge,
skills, and attitudes as a whole through a competency-based, holistic, and process-oriented
assessment model. These differences in approach are shaped by the pedagogical priorities of
both countries; however, both systems converge in evaluating students' development through
academic achievement, together with social and ethical responsibilities.

In terms of scope, Turkiye includes students' social sensitivity, environmental responsibility,
and value orientations in the assessment process; similarly, Spain incorporates historical
thinking, environmental awareness, democratic attitudes, and social skills as measurable
indicators. In this sense, both countries establish a direct relationship between educational
objectives and outcomes by integrating the active citizen profile pursued in social studies
education into the assessment process.

In terms of the tools and methods used, Turkiye adopts multifaceted assessment techniques
such as projects, performance tasks, written tests, observation forms, and activity evaluations,
whereas Spain seeks to assess students' individual and social development through individual
and group project work, observation, and process evaluation forms. Spain’s emphasis on
process orientation and group interaction in its assessment tools encourages learning to take
place within a collective and social context.

Consideration of individual differences is regarded as a fundamental component of inclusive
education in both systems. Turkiye supports individualized assessment practices for individuals
with special needs, whereas Spain develops flexible arrangements based on multilingualism
and diverse learning profiles. These differences in approach serve as important indicators of
how the two countries conceptualize student diversity and equal opportunities in education.

The position of teachers in the evaluation process is also defined through a guiding and
directive role in both countries. While teachers in Turkiye observe students' progress and adjust
their teaching processes accordingly, in Spain they are positioned as actors who measure,
monitor, analyze, and redesign teaching practices. In terms of monitoring and feedback
mechanisms, Tilrkiye offers transparency and traceability through the e-School system,
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whereas Spain provides detailed information to both parents and students regarding the
development process through level-based reports.

In this context, both Tirkiye and Spain redefine assessment processes in social studies
education in a way that extends beyond academic performance and encompasses the social,
environmental, and ethical responsibilities of the individual. Both systems aim to enhance the
quality of students' learning processes through assessment models that support contemporary
citizenship competencies and prioritize process and individual development; in this respect,
they contribute to the transformation of social studies education.

Discussion

This comparative study, which focuses on the social studies curricula at the primary
education level in Turkiye and Spain, was conducted in accordance with Bereday's (1964) stages
of description—interpretation—juxtaposition—comparison. The findings obtained within this
framework show that the ideal of raising “active and responsible citizens” is at the core of social
studies curricula in both countries and that this ideal offers a common orientation (MEB, 2018;
BOE, 2022). However, it was understood that this ideal is reflected differently in terms of
objectives, content design, learning-teaching situations, and assessment processes. Indeed,
comparative education studies have confirmed the necessity of evaluating curricula within their
own structural logic and contextual framework (Phillips & Schweisfurth, 2014).

The first fundamental issue revealed by the study concerns the way citizenship goals are
operationalized within curriculum components. In Tirkiye, the social studies curriculum
emphasizes national identity, constitutional values, and Ataturk's principles and reforms (MEB,
2018; Turkmenoglu, 2007). In Spain, the curriculum establishes a broader normative field that
includes human rights, sustainable development goals, and democratic participation within its
constitutional framework (BOE, 2022; Soler Gracia, 1994). However, research shows that
structural barriers exist in both countries to the equal reflection of these goals in the field;
teacher competencies, resource inequalities, and issues of continuity in implementation create
gaps between goals and implementation (Karagozoglu, 2025; Sicilia & Simancas, 2018).
Therefore, instead of a reductive reading that concludes that “one country is successful, the
other is deficient,” a more balanced approach should be adopted, recognizing that both
countries have strong normative goals but face different types of implementation risks.

The second issue revealed by the study is the distinction between “modular structure” and
“thematic concentration” that emerges in the content design. In Turkiye, it was found that the
content structure based on seven learning areas highlights interdisciplinary transitions; themes
of historical continuity, cultural heritage, and geographical literacy are addressed within a
systematic hierarchy (MEB, 2018). In Spain, on the other hand, the content structure is designed
around an axis that focuses on the problems facing the contemporary world, structures civic
awareness based on a literacy-based understanding. It highlights eco-social sensitivity,
establishing a direct and holistic relationship with current issues such as the climate crisis,
equality, migration, digital citizenship, and social justice (BOE, 2022). However, studies also
show that autonomous adaptations in Spain provide diversity in content but can sometimes
weaken standardization (Fraga-Varela et al., 2024), and in Turkiye, despite a strong modular
design, they can make it difficult to experience the content with equal depth (Metin Goksu &
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Tasytirek, 2023). This situation confirms the warnings in the comparative education literature
about the risk of “context-disconnected generalization” (Noah, 1984).

The third issue is shaped by divergent patterns of application alongside common principles
in learning-teaching processes. In Turkiye, the curriculum explicitly defines a constructivist,
student-centered, interdisciplinary, and out-of-school learning-based approach; museums,
historical sites, public institutions, literary genres, and audiovisual resources are recommended
as part of the teaching process (MEB, 2018). In Spain, a pedagogical design grounded in the
social context stands out, utilizing tools such as research-based active learning, project-based
work, digital applications, collaborations with local government and community centers, and
documentary and digital storytelling (BOE, 2022). However, it is observed that in Tirkiye, out-
of-school learning proposals can sometimes remain symbolic and activity-based, depending
on the opportunities available (Cepni & Aydin, 2015), while in Spain, the lack of digital
equipment, class size, and differences in teachers' level of adaptation to new approaches can
limit the diversity of applications (Cabrera et al., 2021; Serrano et al., 2025). In this context, it is
understood that both countries aim for contemporary citizenship competencies at the
pedagogical intent level, but methodological diversity cannot be produced equitably without
strengthening teacher training and resources.

The fourth issue concerns how the balance between multidimensionality and process-
orientation is established in assessment processes. In Turkiye, assessment and evaluation
provide a framework covering cognitive, affective, and skill dimensions through projects,
performance tasks, observation forms, product portfolios, and self-assessment tools;
traceability and transparency are aimed for through systems such as e-School (MEB, 2018). In
Spain, a competency-based, process-oriented, and feedback-centered approach aims to
monitor the holistic development of students through rubrics, portfolios, and level-based
reporting (BOE, 2022) However, findings indicate that the effectiveness of alternative
assessment tools in Tirkiye may be limited by teacher competence and field conditions
(Celikkaya et al., 2010), and in Spain, differences in teacher practices and the use of digital tools
can weaken standardization and, especially in disadvantaged areas, undermine the principle of
equality (Garcia-Sampedro et al., 2024; Cotec, 2024; Fundacion Alternativas, 2024). Therefore,
in the field of assessment, instead of reductionist comparisons, it should be stated that a
contemporary measurement framework has been established in both countries; however,
process-orientation and feedback need to be made sustainable through institutional capacity
as a common requirement.

In terms of relating to the literature, the findings of this study suggest that Turkiye's
emphasis on content centered on national identity and value transfer is consistent with
previous comparisons (Ascl, 1999; Durna, 2007; Pamuk, 2021) and that the need for
pedagogical diversification is once again apparent through the examples of Denmark and the
United Kingdom (Tas, 2007; Ylceer, 2011). On the other hand, Spain's goals centered on
pluralism, eco-social sensitivity, and democratic participation appear to be in line with the
universal values reported in the Estonian and South Korean examples (Altay, 2021; Tatan, 2021)
and the multiculturalism dimension emphasized in comparisons with Canada (Oztiirk & Oztiirk,
2015). However, regional inequalities and issues of reform continuity reveal that the Spanish
example should not be read as a flawless model; in Turkiye, the decisive factor is capacity
building for the equitable implementation of a strong program design in the field. In the
context of international comparison of social studies, Zhao et al. (2007) note that while social
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studies programs in the US, China, and South Korea share similar citizenship goals, there are
gaps in implementation due to exam pressure and teaching practices. Within this framework,
the study presents a comparison that evaluates each country within its own structural logic and
highlights areas for mutual learning, rather than positioning the two countries in a hierarchical
opposition.

Ultimately, the study shows that social studies programs at the primary education level in
Turkiye and Spain offer a strong normative framework around contemporary citizenship goals;
however, this framework can produce different contextual ambiguities in practice. These
ambiguities are associated with implementation conditions, teacher capacity, and resource
distribution rather than with the formal design of the curricula themselves.

Conclusions and Implications

This comparative study has revealed that the social studies curricula at the primary
education level in Turkiye and Spain offer a common normative framework centered on the
goal of fostering "active and responsible citizens.” However, it has been understood that this
goal is realized through program architectures that vary in both countries according to
different governance structures, historical backgrounds, and institutional arrangements. The
findings show that in Tirkiye, a centralized and strong program integrity provides
standardization and coordination; however, it can produce limitations in terms of sensitivity to
local contexts. In Spain, it has been determined that autonomous adaptations allow for
pedagogical diversity, but this flexibility also carries the risk of interregional inequality.

The study also revealed that both countries have adopted a contemporary and competency-
based approach in terms of the objectives, content, learning-teaching processes, and
assessment-evaluation dimensions of social studies education; however, structural factors such
as teacher competencies, resource distribution, and continuity of implementation are decisive
in ensuring that this approach is reflected equally in the field. In this context, the findings show
that institutional capacity enabling program implementation is as decisive as the quality of
program design. Therefore, rather than evaluating the two countries in terms of a hierarchical
superiority relationship, the study draws attention to areas where the balance between central
standardization and local flexibility has become fragile in both contexts.

Based on the findings of this study, the following recommendations can be developed:

e For the highly centralized program structure in Tirkiye to be implemented more
functionally in local contexts, it is recommended that structural mechanisms supporting
pedagogical adaptations at the school and regional levels be strengthened.

e In Spain, in order to balance autonomous program implementation with common
quality assurance, it is recommended that monitoring and evaluation frameworks be
developed to increase interregional coordination.

e In both countries, in order to reflect the contemporary learning-teaching and
assessment-evaluation approaches envisaged in social studies curricula, it is
recommended that teacher professional development processes be more directly linked
to program objectives.

e In program evaluation studies, it is considered necessary to adopt holistic approaches
that address not only content and objective analyses, but also implementation
conditions, resource ecology, and teacher competencies.
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TURKGE GENIS OZET

ilkégretim Sosyal Bilgiler Ogretim Programlarina Karsilastirmal Bir
Baks: Tiirkiye ve ispanya

Karsilastirmali egitim, farkli tlkelerin egitim sistemlerini anlamak, benzerlik ve farkhliklarini
ortaya koymak ve elde edilen bulgulardan hareketle etkili politika Onerileri gelistirme
noktasinda 6nemli bir arastirma alanidir (Altbach, 1991; Bray, 2003). Bu anlamda karsilastirmali
yaklagimlar, egitim sistemlerinin yapisal analizine farkli bakis acilarn gelistirmenin Gtesinde;
ogretmenlere, 6grencilere ve politika yapicilara farkli egitim kdlturlerini tanima, degerlendirme
ve kendi sistemleriyle iliskilendirme imkani saglamaktadir (Kubow & Fossum, 2007). Ancak bu
alanda yurutilen arastirmalar, yontemsel guclikler, etnosentrik bakis agilari ve kiiresellesmenin
yarattigr hizli degisimlerin etkisiyle cesitli sinirliliklar da barindirmaktadir (Crossley, 1999; Noah,
1984).

Bu dogrultuda mevcut calisma, Gliney Avrupa'nin iki farkh kiltirel ve tarihsel ekseninde
konumlanan Tirkiye ile ispanya'nin ilkdgretim diizeyindeki sosyal bilgiler 6gretim
programlarini Bereday (1968) modeli ile karsilastirmayi amaclamaktadir. Nitekim her iki tGlke de
demokratik vatandashk, kulturel cesitlilik ve toplumsal katiim degerlerine belirli seviyelerde
vurgu yapmakla birlikte, tarihsel deneyimleri ve pedagojik gelenekleri bakimindan
farklilasmaktadir. Bu yonuyle calismanin amaci, karsilastirmali egitim literatiriinde Turkiye—
ispanya eksenindeki literatiir boslugunu doldurmaktir.

Yontem

Arastirma, nitel arastirma yontemlerinden dokiiman analizi yontemi ile yiritilmustdr. Diger
yandan karsilastirmali egitim baglaminda ise Bereday'in (1968) analitik modeli galismaya
uyarlanmistir. Bu model, betimleme, yorumlama, yan yana koyma ve karsilastirma olmak tzere
doért asamadan olugsmaktadir. Calismada éncelikle Turkiye ve ispanya’nin sosyal bilgiler 6gretim
programlarina iliskin resmi dokimanlar elde edilmistir. Tirkiye icin Milli Egitim Bakanliginin
2018 tarihli sosyal bilgiler deri 6gretim programi ile Temel Egitim Kanunu, ispanya icin ise
LOMLOE yasasi gercevesinde yayimlanan 2022 tarihli “Real Decreto 157/2022" esas alinmistir.
Veriler igerik analiz yontemiyle ¢ozimlenmistir. Analiz siirecinde programlarin hedef, icerik,
ogretim-6grenme durumlari ve 6lgme-degerlendirme boyutlari tematik olarak yapilandiriimis;
benzer ve farkli yonler karsilastiriimistir. Verilerin dogrudan resmi kaynaklardan elde edilmesi,
calismanin gegerlik ve guvenirligini artiran nemli bir unsur olmustur.

Bulgular

Karsilastirmali analizler, ilk olarak Turkiye'de sosyal bilgiler 6gretim programinin, Atatuirk
ilkeleri ve milli degerler cercevesinde sekiler, demokratik ve ulusal kimlik insasina
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odaklandigini; ispanya'da ise demokratik katihm, kiltirel cogulculuk, insan haklarn ve
surdurdlebilirlik ilkeleri ekseninde evrensel yurttashk bilincinin gelistiriimesini hedefledigini
ortaya koymaktadir.

"o

icerik baglaminda Tiirkiye programi “Birey ve Toplum”, “Kiltiir ve Miras”, insanlar, Yerler ve
Cevreler”, “Bilim, Teknoloji ve Toplum”, “Uretim, Dagitim ve Tiketim”, “Etkin Vatandaslik”,
“Kuresel Baglantilar” bagliklari ile dne ¢ikan yedi 6grenme alani tizerine kuruludur. Buna karsilik
ispanya programi, “Toplumlar ve Bélgeler”, “Giiniimiiz Diinyasinin Sorunlari”, “Vatandashk
Okuryazarligi” ve “Eko-sosyal Farkindalik” temalari etrafinda disiplinler arasi bir yaklasimla
karsimiza c¢ikmaktadir. Bu baglamda Tuirkiye'de tarihsel sureklilik ve ulusal kimlik 6n plana
cikarken, ispanya'da toplumsal esitlik, cevre bilinci ve dijital vatandaslik temalari éne

¢tkmaktadir.

Ogrenme-6gretme durumlari baglaminda Tirkiye, yapilandirmaci ve égrenci merkezli bir
anlayisi benimsemekte, okul disi 6grenme ortamlarini (mize, tarihi mekan, kamu kurumlari)
dgretim sirecine dahil etmeye calisilmaktadir. ispanya’da ise arastirma-sorgulamaya dayal,
dijital araclarla desteklenen, toplumsal sorumluluk temelli etkinlikler dikkat ¢cekmektedir. Her
iki Ulke de dgrencilerin elestirel distinme, iletisim, is birligi ve demokratik katihm becerilerini
gelistirmeyi hedeflemektedir.

Olcme-degerlendirme siirecleri baglaminda Tirkiye, bilissel, duyussal ve psikomotor
becerileri kapsayan ¢ok boyutlu bir yaklasim benimsemekte; performans 6devleri, projeler ve
6z degerlendirme formlar kullanmaktadir. ispanya ise stirec odakli, yetkinlik temelli ve bittincl
bir degerlendirme modeli uygulamakta; 6grencilerin etik tutumlarini, cevresel duyarliliklarini ve
demokratik davranislarini izlemektedir. Her iki Glke de degerlendirmeyi yalnizca basar 6l¢ima
degil, 6grenme surecinin yonlendirici bir parcasi olarak ele almaktadir.

Tartisma

Calisma, Turkiye ve ispanya’nin ilkdgretim diizeyindeki sosyal bilgiler programini Bereday'in
(1964) betimleme, yorumlama, yan yana getirme ve karsilastirma asamalarina bagh kalarak
incelemis; her iki tGlkede de sosyal bilgiler 6gretiminin temelinde “etkin ve sorumlu yurttas”
yetistirme idealinin yer aldigini ortaya koymustur (BOE, 2022; MEB, 2018). Bununla birlikte s6z
konusu idealin, kurumsal yapilanma, icerik kurgusu, 6grenme-6gretme durumlari ve 6lgme-
degerlendirme sureclerinde farkli tarihsel ve siyasal referanslar Uzerinden bicimlendigi
anlasiimistir. Nitekim egitim sistemlerinin yalnizca yapisal 6zellikleriyle degil, onlan Ureten
toplumsal baglamla birlikte ele alinmasi geregi (Phillips & Schweisfurth, 2014), bu calisma
kapsaminda da dogrulanmistir.

Turkiye'de sosyal bilgiler programinin, Cumhuriyet'in ulus-insa streciyle baglantili bicimde
deger aktarimi ve yurttaslik egitimi islevi Ustlendigi; 2005 sonrasi reformlarla yapilandirmaci ve
égrenci merkezli bir ¢izgiye yoneldigi gérilmektedir (Akylz, 2014; Baysal, 2005). ispanya’da ise
demokratiklesme streci ve Avrupa Birligi yonelimiyle birlikte insan haklari, katihm, kiltdrel
cogulluk ve ekososyal duyarllk vurgularinin guglendigi anlasiimistir (BOE, 2022). Bununla
birlikte her iki Ulkede de 6gretmen yeterlikleri ve kaynak esitsizliklerinin, hedeflerin sahaya esit
bicimde yansimasini zorlastirdigi bulgulanmistir (Karagézoglu, 2025; Sicilia & Simancas, 2018).
Diger yandan Turkiye'de moduler ve 6grenme alanlarina dayal yapi, disiplinler arasi gegisleri
sistematik bicimde kurarken (MEB, 2018); ispanya'da iceriklerin giincel toplumsal sorunlar,
ekososyal duyarlilik ve dijital yurttaslik ekseninde yapilandinldigi gortlmdstir (BOE, 2022).
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Ancak ézerk uyarlamalarin ispanya’da standartlasmayi, Tiirkiye'de ise iceriklerin esit derinlikte
deneyimlenmesini zorlastirabildigi saptanmistir (Fraga-Varela et al., 2024; Metin Goksu &
Tagytrek, 2023).

Ogrenme-6gretme durumlari ve 6l¢cme-degerlendirme siireclerinde her iki llkede de
yapilandirmaci, stre¢ odakl ve yeterlik temelli anlayis benimsenmis olsa da uygulamada
ogretmen egitimi, dijital altyapi ve saha kosullarina bagh sinirliliklar dikkat cekmistir (Celikkaya
et al,, 2010; Garcia-Sampedro et al.,, 2024). Bu durum, genel anlamda ¢agdas bir ¢ercevenin
kuruldugunu, ancak suirdurilebilirligin kurumsal kapasiteyle dogrudan iliskili oldugunu
gOstermektedir.

Netice itibariyla calisma, Tirkiye ve ispanya'da sosyal bilgiler programlarinin giclii bir
normatif cerceve sundugunu, ancak bu gercevenin uygulamada farkli baglamsal agikliklar
Uretebildigini ortaya koymustur. Tlrkiye'de merkezi ve tutarli program yapisi yerel baglamla
yeterince derinlesemediginde esit deneyimlenme sorunu belirginlesirken, ispanya’'da 6zerklige
dayali esnek yapi esgidiim mekanizmalariyla dengelenmediginde bdlgesel farkliliklarr gérantr
kilmaktadir. Bu baglamda sosyal bilgiler 6gretiminde belirleyici olanin, programin iceriginden
ziyade, programin isledigi yonetisim ve uygulama kosullar oldugu anlasiimistir.

Sonug ve Oneriler

Arastirma sonucunda Tirkiye ve ispanya’nin ilkégretim diizeyindeki sosyal bilgiler 6gretim
programlarinin “etkin ve sorumlu vatandas” yetistirme hedefi etrafinda benzer bir yaklasim
benimsedigi anlasilmistir. Ancak bu ortak hedefin, farkli yonetisim yapilari ve kurumsal
dizenlemeler dogrultusunda farkli program yapilari UGzerinden uygulamaya yansidigi
gorulmustir. Turkiye'de merkezi program yapisinin standartlagsma ve esgiidim sagladigi, buna
karsilik yerel baglamlara uyarlama konusunda sinirliliklar olusturabildigi; ispanya’da ise dzerk
uygulamalarin pedagojik cesitlenmeye imkan tanirken boélgeler arasi farklilik riskini artirabildigi
belirlenmistir.

Calisma ayrica her iki Ulkede sosyal bilgiler 6gretiminin yetkinlik temelli bir yaklagima
dayandigini, ancak bu yaklasimin uygulamaya yansitilmasinda 6gretmen yeterlikleri, kaynak
dagilimi ve kurumsal kapasitenin belirleyici oldugunu gdstermistir. Bu dogrultuda Turkiye'de
yerel pedagojik uyarlamalarin desteklenmesi, ispanya'da ise &zerk uygulamalarin kalite
glvencesi ve izleme mekanizmalariyla dengelenmesi 6nerilmistir. Ayrica her iki Ulkede
dgretmenlerin mesleki gelisim sireclerinin program hedefleriyle daha guclu iliskilendirilmesi
gerektigi sonucuna ulasiimistir.
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The purpose of this study is to evaluate the data processing learning
domain in middle school mathematics textbooks from a mathematics
literacy perspective. Within the scope of the research, a total of four
mathematics textbooks for four different middle school grade levels
approved by the Council of Education in the 2022-2023 academic year
were examined. Quantitative document analysis method, was
employed, and questi ons in the data processing learning domain were
evaluated according to the Mathematical Literacy Analysis Framework
developed by Gatabi, Stacey and Gooya and revised for this study.
According to this framework, the questions were analyzed according
to the components of context, mathematical problem solving,
formulation, interpretation or verification. In addition, the levels of
mathematical competency that should be included in the questions
were examined using the “Mathematical Competency Level
Classification” created by Turner, Blum and Niss. The findings showed
that the data processing learning domain was mostly addressed in
non-mathematical contexts in the textbooks examined, but that the
mathematical problem-solving and formulation components were
present at a low level. It was also found that the mathematical
competency levels in the questions were mostly concentrated at Level
0 and Level 1, rarely represented at higher levels. As a result of the
analyses, it was determined that the eighth-grade textbook was more
effective in supporting mathematical literacy and addressed higher
levels of competency compared to other grades in terms of the criteria
mentioned in the findings section (non-mathematical context ratio,
problem-solving strategies, mathematical competency levels, etc.).
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Introduction

Mathematics has been a fundamental discipline throughout history, providing solutions to
societal problems. Its close connection to real life underscores that the primary aim of
mathematics education is to enable students to apply mathematical knowledge (Kabael, 2021)
and to structure instruction in ways that encourage them to formulate their own solutions and
justify their ideas (Altun & Bozkurt, 2017; Organisation for Economic Co-operation and
Development [OECD], 2013). However, the fact that most pure mathematicians ignore that
important mathematical concepts emerged in the process of solving societal problems
(Marciniak, 2015) has led to mathematics education in schools being structured in a way that
is contrary to its nature. For many years, knowing mathematics in schools was thought to mean
memorizing certain rules and giving the single correct answer to questions, and this
understanding led to a disconnect between school mathematics and real life (Altun, 2006,
2020).

This situation has led to the adoption of a test-focused teaching approach in mathematics
education that emphasizes specific rules. Additionally, issues have arisen, such as teachers
lacking sufficient knowledge about the dynamics of mathematics teaching and mathematics
being perceived solely as a toolbox (Burkhardt, 2008; OECD, 2018). The failure to sufficiently
establish the connection between mathematics and real life has hindered students'
development of mathematical skills and led them to perceive mathematics as a difficult and
abstract subject (Lim, 1999; Ucar et al.,, 2010). This disconnect has adversely affected students'
attitudes toward mathematics, reduced their interest outside of class, and caused them to view
mathematics as simply a necessary subject within the school context (Akdemir, 2006). The most
concrete reflection of this is seen in the question students often ask: "Why should | solve this
problem? How will this be useful to me?” Such questioning highlights the inadequacy of
textbook tasks and classroom activities in fostering meaningful connections with real-life
situations.

In response to these concerns, mathematical literacy has been positioned as a central
objective of contemporary mathematics education. Mathematical literacy is commonly defined
as individuals’ capacity to formulate, employ, and interpret mathematics in a variety of real-
world contexts (Ministry of National Education [MoNE], 2005; OECD, 2013 Steen et al., 2007).
Within international large-scale assessments such as the Programme for International Student
Assessment (PISA), mathematical literacy is conceptualized through both process dimensions
and content domains, namely quantity, change and relationships, space and shape, and
uncertainty and data (OECD, 2018). Among these domains, uncertainty and data-
corresponding to the data processing learning area in both the 2018 Mathematics Curriculum,
which was in effect during the period of this study, and the examined textbooks-play a
particularly critical role, as they are directly associated with interpreting information, analyzing
data, making predictions, and supporting informed decision-making in real life.

Turkiye's consistently low performance in PISA mathematics literacy assessments provides
a concrete indicator that mathematics education has not yet been structured in a manner
consistent with these aims. Ranking 33rd among 41 OECD countries in 2003 and 50th among
72 OECD countries in 2015 (Kabael, 2021) and continuing to perform below the OECD average
by ranking 31st out of 36 OECD countries in 2018 and 32nd out of 37 OECD countries in 2022
(MoNE, 2019, 2024) underscores the persistent need to adopt a literacy-based approach to
mathematics education. This situation is particularly critical given that data-related
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competencies require students to interpret information, reason under uncertainty, and make
evidence-based judgments-skills that lie at the core of mathematical literacy and everyday
decision-making. Accordingly, this underperformance highlights the need to examine how
mathematical literacy, especially data-related competencies, is conceptualized and
operationalized in school mathematics, particularly through textbook questions that shape
classroom practice.

One of the significant reforms aimed at addressing this issue was the revision of the
mathematics curriculum in 2018. This change aimed to enable students to apply the
mathematical knowledge acquired at school in real-life contexts, apply problem-solving
processes, and develop their mathematical literacy skills (MoNE, 2018). However, research
shows that these revisions have not fully achieved the expected impact. Merely designating
mathematical literacy as an objective in the curriculum is not sufficient; it must also be reflected
in textbooks and classroom practices (Efriani et al., 2019). Textbooks, which are considered a
critical element in achieving curriculum objectives (Guzel, 2017), are regarded as a central
resource in mathematics education (Frejd, 2014). Therefore, the extent to which the questions
in textbooks support mathematical literacy and whether the changes in the 2018 curriculum
are sufficiently reflected in these materials have become important research topics. In addition,
whether the content of textbooks is effective in Tirkiye's low performance in PISA is also an
issue that needs to be evaluated.

A review of the literature reveals that various studies have been conducted on mathematical
literacy, but textbooks have not been sufficiently examined in the context of mathematical
literacy. The studies conducted generally examine the mathematical literacy levels of students
and teacher candidates (Altun et al., 2018; Duran, 2016; Sonmez, 2024), teachers' perceptions
of self-efficacy (Dincer et al., 2016; Ozgen et al., 2019; Wardat & Alali, 2024), or the evaluation
of teaching programs from a mathematical literacy perspective (Glzel, 2017; Konukoglu et al.,
2019; Sumliyah et al., 2025). The suitability of textbooks within the PISA framework has been
studied relatively less, and existing research generally focuses on analyzing questions in
textbooks according to PISA competency levels (Sahin & Aksu, 2023; Sirin & Yildiz, 2020; Tarim
& Koksal, 2024; Tarim & Tarku, 2022). The limited number of studies examining the suitability
of questions in textbooks for mathematical literacy (Bayraktar, 2019; Gatabi et al., 2012)
indicates that more research is needed in this area. Bayraktar (2019) conducted a PISA 2012
based analysis of a Grade 9 mathematics textbook in Tirkiye and found that most questions
focused on application and formulation at lower competency levels and were largely non-
contextualized. Similarly, Gatabi et al. (2012) developed an analytical framework through a
comparative analysis of Iranian and Australian grade nine textbooks, showing that Australian
textbooks offered a greater number and diversity of contextualized tasks, providing more
opportunities for mathematical modelling.

This study aims to evaluate the extent to which mathematics textbooks in Tirkiye align with
the principles of mathematical literacy. Given Tirkiye's poor mathematics literacy scores in PISA
assessments, it is important to examine the impact of textbook content on these results.
Considering the central role of data literacy in both real-life and international large-scale
assessments, the data processing learning domain was identified as a particularly appropriate
context for examining mathematical literacy in textbooks. One of the original contributions of
this study is that it is the first time in the national literature that the framework developed by
Gatabi et al. (2012), which compares the textbooks of two countries, has been applied to the
domain of data processing learning. Following the data collection process of the study,
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Turkiye's mathematics teaching program was comprehensively restructured in 2024, and this
change aimed to place competencies critical for mathematical literacy in a more prominent
and central position. Therefore, the findings of this study are considered valuable in providing
guidance for researchers who wish to examine the implications of the new curriculum. In this
regard, the main objective of the study is to examine the suitability of questions in the data
processing learning domain in fith, sixth, seventh, and eighth grade middle school mathematics
textbooks to mathematical literacy criteria and to assess the status of mathematical literacy in
these textbooks. The following research questions were determined in line with this objective:

1. To what extent do questions in middle school mathematics textbooks in the data
processing learning domain align with mathematical literacy criteria? How does this alignment
vary across grade levels?

2. What are the expected levels of mathematical competency necessary to solve questions
in the data processing learning domain? How do these competency levels vary across grade
levels?

Method

Research Design

In this study, a quantitative document analysis approach was employed to systematically
examine the extent to which middle school mathematics textbooks support mathematical
literacy in the data processing learning domain. Quantitative document analysis is utilized to
conduct an objective, systematic, and numerical examination of printed or digital materials to
quantify specific manifest phenomena (Neuendorf, 2017).

The main objective of the research was to determine the suitability of textbook questions
for mathematical literacy and to reveal the underlying mathematical competency levels. To
ensure a systematic investigation, this objective was operationalized through a quantitative
content analysis approach conducted in three sequential stages (Krippendorff, 2018;
Neuendorf, 2017; Sallan Gul & Kahya Nizam, 2021). First, the selected textbooks and the
targeted learning domain were explicitly defined. Second, a standardized coding scheme was
developed by operationalizing the categories within the Mathematical Literacy Framework to
align with the specific requirements of the study. Finally, all question content within the
learning domain was subjected to a rigorous deductive categorization process to identify the
cognitive demands and reasoning processes involved.

In this context, mathematics textbooks were treated as official curriculum documents that
reflect how learning objectives are operationalized in instructional materials, and the analysis
was focused on quantifying how questions support distinct components of mathematical
literacy. Consequently, the coded data were analyzed using descriptive statistics, specifically
frequencies and percentages. Through this quantification, the structural distribution of
mathematical literacy components across grade levels and textbook sections was explicitly
delineated. The systematic transformation of textual observations into a statistical summary
facilitated a rigorous evaluation of the results, ultimately providing a data-driven overview of
the extent to which textbook questions align with mathematical literacy components.

Mathematics Textbooks Reviewed

The study reviewed four mathematics textbooks approved by the MoNE's Council of
Education for the 2022-2023 academic year and used within the framework of the 2018
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Mathematics Curriculum. To delimit the scope of the study and ensure a manageable analysis
process, only one textbook was selected from each grade level. The selection of textbooks was
based on the fundamental criterion that they reflect the national curriculum in Tirkiye and
serve as the most widely used resources; therefore, MoNE publications were selected. Detailed
information about the four selected textbooks and the codes assigned to facilitate the analysis
process are shown in Table 1.

Table 1
Textbooks Reviewed

Grade level Publisher house Code
Fifth grade MoNE M-5
Sixth grade MoNE M-6
Seventh grade MoNE M-7
Eighth grade MoNE M-8

In evaluating textbooks in terms of mathematical literacy, the learning domain of data
processing was identified as a suitable focus of study. The rationale for this choice can be
outlined as follows:

e With increasing amounts of data, students' abilities to analyze and interpret data and make
informed decisions have gained prominence.

e Data processing is becoming increasingly important in daily life and in various professional
fields.

e It fosters students’ development of evidence-based thinking habits in their decision-making
processes.

In line with these criteria, data processing was selected as the learning domain to be
analyzed in this study This topic has been regarded as a significant area of investigation
because it allows for various real-life applications that include students' own experiences.

Data Analysis

Data obtained from the mathematics textbooks were analyzed through quantitative content
analysis. In accordance with the quantitative paradigm, this process aimed to transform textual
content into standardized numerical data through a systematic coding procedure. Unlike
qualitative interpretive methods, the analysis was performed within a standardized coding
scheme developed to ensure objectivity and reproducibility (Neuendorf, 2017). The
Mathematical Literacy Framework and the Mathematical Competency Level Classification
Framework served as the primary analytical frameworks in the categorization process.

The analysis evaluated the extent to which textbooks support mathematical literacy through
the learning domain of data processing, analyzing not only problems but all content
(introduction, let's do it together, your turn, activities, and unit assessment). Evaluating
textbooks as if they were test books consisting only of problems would be misleading. This
comprehensive approach is based on the premise thatwhen elements such as content,
questions, examples, activities, and introductory questions are prepared as a whole, they
contribute to students' mathematical literacy. Therefore, in this study, the term “"question” is
used to refer not only to problems but also to all of the above content.
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To ensure comparability across grade levels, instructional segments with similar pedagogical
functions were grouped and assigned to standardized categories reflecting their purpose. In
this process, common headings for the sections were determined by utilizing the explanations
in the introductory part of the textbooks (Table 2).

Table 2
Common Section Headings in Textbooks

Preparator End-of-unit
P Y Activities Worked examples Problems f
work assessment
. Are we ready? . . . . Now it's your End-of-unit
Fifth grade . Let's try this Let's do it together
Introduction turn assessment
Now it's your
. . y End-of-unit
Sixth grade Are we ready? - Learning together turn
. . assessment
Topic review
Seventh Introduction o Your turn to End-of-unit
) Activity Let's solve together
grade Inquiry solve assessment
. . - End-of-unit
Eighth grade  Introduction Activity Example Problem
assessment

The sections, which differ by grade level, are classified under five main categories:
preparatory work, activities, worked examples, problems, and end-of-unit assessment
questions. However, since the sixth-grade textbook does not include an activity or a
comparable section in the data processing learning domain, the activity section for the sixth-
grade textbook has been left empty in Table 2.

Data Analysis Framework
Characteristics of Mathematical Literacy Questions

The “Mathematics Literacy Framework” developed by Gatabi et al. (2012) to assess the
mathematics literacy status of textbooks was used for this study, revised based on expert
opinions and relevant literature (Figure 1). This framework consists of fundamental
components such as questions that provide context, the correct use of mathematical
expressions, the selection and application of appropriate problem-solving strategies, and the
interpretation of results.
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Figure 1
Mathematical Literacy Framework
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Source: Adapted from Gatabi et al. (2012, p. 409)

* New components added to the framework

Two important additions were made to the framework within the scope of this study. First,
the "Problem Context” component was expanded by incorporating the four context types
defined in the PISA mathematical literacy framework (personal, societal, occupational, and
scientific) (OECD, 2013). This enabled an examination of the contextual diversity of the
questions. Second, the “Strategy Generation” subcomponent was incorporated into the
“Mathematical Problem Solving” component. This addition was supported by the emphasis on
problem-solving strategies in the MoNE (2018) curriculum and by research showing the
contribution of these strategies to success (e.g., Gok & Silay, 2008; Yazgan & Bintas, 2005).
Thus, the analysis examined how questions in the data processing learning domain encourage
problem-solving strategies. Table 3 presents the components of the mathematical literacy
framework and provides examples of the analysis of textbook questions according to this
framework.
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Table 3
Framework Components and Question Analysis Examples

Analysis component Analysis process Example of analysis

The extent to which the questions were purely . .
mathematical or connected to real-life contexts || Let's Solve Together

was examined. 8,9, 10, 11, 12, 13, 14, 15 let's find the peak value of the data set.
Problem context

Since the question is purely mathematical in nature and does not involve a non-mathematical
context, it was coded as “no” for the “non-mathematical context” component.

Mathematlcal problem  In analyzing que.stlo'ns according to the the 2) The heights of two plants, one planted in March at 10y Lble: Plant beizhts by month
solving (MPS) strategy generation in MPS subcomponent, cm and the other at 20 cm, are given in the table -- -

they are analyzed based on whether solving according to the months.

; : : 10 20
. ~ a) Which type of graph is more appropriate to show the
the PrObIem requires .the use Pf a prOblem change in the heights of the two plants over time? 14 22
solving strategy and, if so, which type of Explain, 18 24
e b) Draw the appropriate graph.
strategy Is involved. ¢) If these two plants continue to grow at the same rate, in 22 26
which month will their heights become equal? 26 28

Since the student was expected to use the connection-seeking strategy to solve the question,
“yes” was coded under the “generating MPS strategies” category.

In analyzing questions according to the looking 5. The graph below shows the sales of five types of fruit totalling  Graph: Weekly fruit sales distribution

for connections Subcomponent in the M PS, it 72 kg at a greengrocer's. Which of the following fruit type and
. . sales quantity pairings is incorrect?

was examined whether mathematical concepts

from multiple domains were necessary to solve )27 kg apples B) 20 kg strawberry

the problem. C) 12 kg bananas D) 6 kg kiwi

To solve the problem, students must apply concepts such as percentages, circles, ratios, and
learned outside the data processing learning domain. Therefore, since this problem making
connections to other mathematical topics, this component was coded as "yes” for this question.
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Table 3 (Continued)

Mathematical problem
solving (MPS)

In analyzing questions according to the multi-
step MPS subcomponent, the analysis focuses
on whether the result of a process performed
on the way to solving the problem is used in
another process performed to solve the
problem.

In analyzing questions according to the new
MPS subcomponent, the status of different
types of mathematical problem solving
encountered by students in their textbooks was
examined.

Example 6

A pie chart showing a person's monthly Graph: Monthly Expenditures by Expense Type
expenses is provided on the right. Given that

other expenses amount to 780 TL:

a) Let us determine each of the person's / \ Food
expenses. li' 144" \ Bills
b) Let us display the values we have found | Il Cleaning
using a bar chart. [ Other

c) Let us explain whether this data is suitable
for display using a line chart.

.

To determine the monthly expenses in the question, students must use the center angle
representing the other expenses. Since the center angle of the other expenses is applied to
calculate food, bills, and cleaning expenses, this question was coded as “yes” for the multi-step
MPS subcomponent.

Asli scored 75 and 90 in the first two exams of her
mathematics course. What mark must she achieve in
the third exam for her average to be 85?

A) 90 B) 85 C) 80 D} 75

The question is repetitive in mathematical problem solving because it shares at least the same
mathematical solution process as the previous question. Students had also been asked to
calculate the arithmetic mean in the previous questions. Therefore, this component was coded as

“no” for this question.
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Table 3 (Continued)

Formulation

In analyzing questions according to the new
context subcomponent, it was examined
whether the context was the same as or
different from that of previous questions.

In analyzing questions according to the
complexity of formulation subcomponent, the
presence of unnecessary or missing information
for the solution, the need for multiple
formulations, and the difficulty of converting
the context into a mathematical situation were
taken into account.

In analyzing questions according to the to the
subcomponent of student formulation, it was
analyzed whether students solved the problem
using predefined formulas or by developing
their own formulations.

The table below shows the water volumes for two dams.
Table: Water volumes by month (million m?)

p—1 Ay March April May June July
A Dam 42 54 52 48 43
B Dam 46 50 50 48 41

Let us display these data with an appropriate graph.

The new subcategory for the question was coded as "no” as at least one question in the section
addresses environmental science.

It was determined that none of the questions in the data processing learning domain of the
examined textbooks fell under the formulation complexity subcomponent.

H Let's Solve Together >

Graph: Number of tourists in the group

The percentages of tourists in a tourist group are given in the
pie chart on the right. Given that there are 40 French tourists in
the group,

a) Find the total number of tourists.
b) Find the central angle of the pie slice representing British
tourists in this pie chart.

The question was coded as a student-formulated problem. In the question, the student was
expected to solve the problem by forming the equation 20.a = 100x40.
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Table 3 (Continued)

Formulation The study analyzed the questions according to
the new formulation subcomponent to assess
the range of formulas students are expected to Hydroelectric power stations convert the energy of water
use. collected through channels or pipes into electrical energy
using turbines, enabling energy production without causing
environmental pollution.
In a hydroelectric power plant, 300 tonnes, 180 tonnes, 240
tonnes, 120 tonnes and 360 tonnes of water arrive at the
sources per minute. When the water arriving at the sources is
distributed equally among 5 turbines, let us find out how
many tonnes of water will arrive at 1 turbine per minute.
The analysis indicated that the question requires students to discover the formula for arithmetic
mean for the first time. Therefore, as students are expected to derive the formula based on the
question, this question was coded as “yes” for this category.
Interpretation or It has been examined whether the results “ LetsSolveTogether 5 >
verification obtained from the solutions to the questions ) Graphs ELIPS Company's income and expenditure situation
. The graph on the right shows ELIPS Company's
based on this Component need to be income and expenditure between 2013 and 2016.
interpreted and verified according to the According to this graph:
context of the question. a) Find the year in which the company's income

was highest.
b) Determine the year in which the company's 160 000
expenditure was lowest. 4
¢) Determine the year in which this company's 120 000
profit was highest. 1

In determining the profit and loss for 2013 in the question, students calculate 140,000 — 160,000
= -20,000. Students are expected to interpret the negative result as a loss in a real-life context.
Therefore, as this question requires interpretation or verification, this category was coded as
"yes"” for this question.

Note: In the formulation component, only questions containing non-mathematical contexts were considered. Questions lacking such contexts were not evaluated in this or
subsequent components.
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Mathematical Competency Levels

The questions in middle school mathematics textbooks were analyzed according to the
mathematical competency level classification developed by Turner et al. (2015) based on PISA.
Competencies other than "using mathematical tools” (generating problem-solving strategies,
mathematizing, reasoning and argumentation, representation, communication, and using
symbolic language) were graded from Level O to Level 3 (Figure 2).

Figure 2
Mathematical Competency Levels

Problem-solving strategy generation

Mathematising

Level 0

Reasoning and argumentation

Level 1
Level 2

. Level 3
Representation

Using symbolic language

Communication

Source: Turner et al. (2015)

Table 4 presents how the questions found in textbooks were analyzed according to
mathematical competency levels.
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Table 4
Mathematical Competency Level Analysis

Analysis component Analysis process Example of analysis

Problem-solving Level 0: The solution path is straightforward, and the result can be In a family consisting of a mother, father and three

strategy generation obtained directly. children, the combined weight of the mother and father

. . . Lo is 140 kilograms, and the average weight of the children
Level 1: The information necessary for the solution is selected, and a is 40 kilograms. What is the average weight of this

simple, single-step strategy is usually determined. family?

Level 2: The solution process is multi-stage and requires the repetition

of a specific strategy. Since the solution requires linking the information provided in the
Level 3: Complex solution processes involving the comparison or question and applying a simple, single-step strategy, it is classified as
combination of different strategies are applied. Level 1.
Mathematizing Level O: The problem is entirely mathematical, with no direct Graphs Students' favourite futs
connection between real-life situations and the mathematical model. The graph on the graph paper
provided shows the answers Number of Students
Level 1: Students identify the given assumptions, relationships, and given by Grade 5 students at a

school to the question ‘What is
your favourite fruit?” Given
that the difference between the

Level 2: Students develop a model that defines the problem, adapt an number of most and least
frequent answers is 36, how

existing model to changing conditions, or interpret the problem many pupils were asked this
situation. question?

constraints and create a model that incorporates them or draw
conclusions directly from an existing model.

Level 3: Students validate, evaluate, compare, or integrate different
models.

Fruits

Strawberry|
Banana
iwi
Cheny
Apple

Since the solution was obtained by directly interpreting the column graph
provided in the question, the student’s mathematical competency was
classified as Level 1.
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Table 4 (Continued)

Reasoning and
argumentation

Representation

Level 0: Questions require simple inferences based on directly
provided information.

Level 1: Questions require linking multiple pieces of information to
arrive at a solution.

Level 2: Questions require analyzing the available data to establish
connections between different variables.

Level 3: Questions require synthesizing and evaluating information to
establish new relationships

Level O: Involves no representations or requires only basic skills in
using simple representations (e.g., reading or plotting values).

Level 1: Involves the use of simple and standard representations (e.g.,
extracting data from a table or interpreting changes in a graph).

Level 2: Requires working with complex representations and
converting between different simple representations of mathematical
situations.

Level 3: Requires understanding, using, connecting, and converting
multiple complex representations. Designing or comparing
representations of complex mathematical entities also falls under this
level.

8. The line graph on the right shows the
population of districts A and B between
2016 and 2019. According to the graph,
which of the following statements is correct?

‘Graph: Population of Disiricts A and B between 2016 and 2019

Population (Thousand)
[ pistrict A

A) In 2017, the populations of the two 34
districts were the same.

B) Between 2016 and 2019, the population
increase was greatest in district B. : : :
C) The year with the greatest population : ' H

difference between the two districts was H r H H » Year
2018. . S R
D) Between 2016 and 2019, the population

in both districts increased continuously.

I District B

The question requires reading a graph, but since the conclusion can be
directly inferred from the provided information, it was coded as Level 0
for reasoning and argumentation.

The table below shows the number of times a basketball team travelled by bus, plane and
train over the years. Create a frequency table based on the data in the graph.

Graph: Number of trips taken by year

Number of Trips Bus
ast B Aircraft
B Train
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-
|
\
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\
\
\
\
\

Year

20m 2012 2013 2014

Since the question involves reading data presented in a bar chart and
converting it into a frequency table, the representation level for this
question was coded as Level 2.
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Table 4 (Continued)

Using symbolic
language

Communication

Level 0: Questions can be solved using basic mathematical knowledge
and simple calculations.

Level 1: Questions require simple relationships with variables or
repetitive calculations.

Level 2: Questions require multiple components and variables,
manipulation of formulas, or combining multiple rules.

Level 3: Questions require complex mathematical operations, flexible
use of variables, and selection of the appropriate algebraic form.

Level O: All information provided in the question is directly necessary
for the solution and is presented in short, clear sentences.

Level 1: The problem may contain unnecessary information and
requires communication competency, including identifying and
relating information.

Level 2: Requires relating multiple mathematical tasks, with short
explanations or calculations.

Level 3: Involves complex conditional statements, nested contexts, or
multiple components.

5. The graph below shows the sales of five types of fruit totalling ~ Graph: Weekly fruit sales distribution
72 kg at a greengrocer's. Which of the following fruit type and
sales quantity pairings is incorrect?

A) 27 kg apples B) 20 kg strawberry
C) 12 kg bananas D) 6 kg kiwi

The solution requires knowledge of the exact angle in degrees.
Furthermore, since the solution involves repeated arithmetic operations
to determine the weight of each fruit in kilograms, the question was
coded as Level 1 for requiring competency in symbolic language
operations.

Let's Do It Together 2

A restaurant owner has indicated the number ~ Table: Number of portions of
of portions of each type of food sold in the ~ f00d sold in the restaurant

restaurant during the day, as shown in the  (“Twesorfoss |Numberof porions
table. Soup 50
Using the frequency table, let's draw a bar Pilaf 20
chart. Desert 40

\_ Main course 60 /

Since the question contains short, clear sentences and all the provided
information is necessary for the solution, it was coded as Level O for
communication competency.
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Validity and Reliability of the Study

The validity and reliability of this study were established based on the quantitative research
standards proposed for systematic content analysis (Neuendorf, 2017). Within the quantitative
paradigm, validity refers to the extent to which the coding scheme accurately represents the
intended constructs, while reliability focuses on inter-coder agreement and procedural
reproducibility. Table 5 summarizes the specific measures taken to ensure the rigorous
standards of this quantitative analysis.

In this study, inter-coder reliability was assessed using percent agreement, resulting in an
agreement rate of 86.00%. While chance-corrected coefficients are often preferred in simpler
coding tasks, percent agreement was deemed appropriate here due to the complex and multi-
layered nature of the coding units within the Mathematical Literacy Framework. According to
Neuendorf (2017), a percent agreement of 80.00% or greater is considered acceptable for most
research contexts, especially when dealing with nuanced categorical data. To further enhance
reliability, coding discrepancies were resolved through a final consensus-building stage,
ensuring 100.00% agreement before the descriptive statistical analysis.

Table 5
Measures to Ensure Validity and Reliability

Validity and reliability Measures taken

Content validity e The suitability of the coding scheme was evaluated by two
independent subject matter experts specialized in mathematics
education.

e Categories were refined based on expert feedback to ensure
theoretical alignment with the framework.

Objectivity e The research design and coding procedures were described with
high transparency to ensure reproducibility.
e All analysis stages followed a standardized protocol (Neuendorf,
2017).

Inter-coder reliability

Analyses were independently conducted by two researchers.

e Percent agreement was calculated as 86.00%. Given the complexity
of the coding units, this rate exceeds the acceptable threshold for
exploratory research (Neuendorf, 2017).

e Discrepancies were resolved through consensus to reach 100.00%

final agreement.

Findings

This section presents the findings derived from the analysis for each research question.
Changes in Data Processing Questions by Mathematical Literacy and Class Levels

Table 6 shows the number of questions examined in the study.
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Table 6
Number of Questions Examined in the Study

Fifth grade Sixth grade Seveth grade Eighth grade
f % f % f % f %
Questions 26 100.00 65 100.00 58 100.00 24 100.00

According to Table 6, 26 questions were examined in grade five, 65 in grade six, 58 in grade
seven, and 24 in grade eight.

Table 7 presents the overall findings regarding the presence of context in the questions
examined in the textbooks.

Table 7
Findings Related to the Context Category

Fifth grade Sixth grade Seveth grade  Eighth grade

f % f % f % f %
Questions examined 26 100.00 65 100.00 58 100.00 24 100.00
Non-mathematical context 18  69.23 45  69.23 48 82.76 24 100.00

According to Table 7, the percentage of questions in the data processing learning domain
that include a non-mathematical context is 69.23% in grades five and six, 82.76% in grade
seven, and 100.00% in grade eight. While all questions in the grade eight textbook include
non-mathematical contexts, this percentage exceeds 69.23% in all years. No consistent increase
or decrease has been observed across grade levels.

The contextual types of the non-mathematical questions were examined, and the findings
are presented in Table 8.

Table 8
Findings Regarding Context Types
Fifth grade Sixth grade Seveth grade Eighth grade
f % f % f % f %
Personal 13 72.22 28 62.22 31 64.58 10  41.67
Occupational 2 11.11 10 22.22 5 10.42 2 8.33
Societal 1 5.56 5 11.11 6 12.50 5 20.83
Scientific 2 11.11 2 444 6 12.50 7 29.17
Total 18 100.00 45 100.00 48 100.00 24 100.00

According to Table 8, the types of context (personal, occupational, societal, scientific) in
questions related to data processing learning are not evenly distributed, with personal context
being predominant in all grades. Personal context is highest in grade five (72.22%),
occupational context in grade six (22.22%), and scientific context in grade eight (29.17%). As
grade level increases, personal context decreases while societal context increases. Additionally,
Table 8 is presented visually in Figure 3 for greater clarity.
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Figure 3
Data on Context Types
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Table 9 presents mathematical problem-solving situations that illustrate students’
mathematical literacy.

Table 9
Findings Related to the Mathematical Problem-Solving Category

Fifth grade Sixth grade Seveth grade  Eighth grade

f % f % f % f %
Questions examined 26 100.00 65 10000 58 10000 24 100.00
Strategy generation in MPS 2 7.69 15 23.08 19 3276 14 60.87
Multi-step MPS - - - - 1 1.72 1 4.35
Making connections in MPS 1 3.85 - - 16 27.59 8 3478
New MPS 7 2692 16 24.62 9 1552 12 5217

Note: *MPS: Mathematical problem solving

According to Table 9, the grade eight textbook has the highest percentage (60.87%) in the
subcategory of strategy generation in mathematical problem solving, and the percentage of
questions in this category increases as the grade level increases. In the multi-step problem-
solving category, questions were only found in grade seven (1.72%) and eight (4.35%). In the
making connections category, there were no questions in the sixth grade, while the highest
rate (34.78%) was observed in the eighth-grade. In the new problem-solving category, the
eighth-grade textbook (52.17%) stood out.

Table 10 presents findings on the mathematical problem-solving strategies used.
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Table10
Findings Regarding the Type of Strategy Generation in Mathematical Problem Solving

Fifth grade Sixth grade Seveth grade  Eighth grade  Total

f % f % f % f % f
Making a systematic list - - 1 154 - - 1 47 2
Guess and check 2 7.69 8 1231 6 10.34 - - 16
Looking for connections - - - - 3 517 - - 3
Working backwards - - 6 923 6 10.34 - - 12
Drawing diagram - - - - 9 1552 14 58.33 23
Problem simplification - - 1 154 - - - - 1
Total 2 769 16 24.62 24 41.37 16 62.50 50

According to Table 10, questions in the data processing learning domain most frequently
require the drawing strategy (f : 23), with this ratio being 58.33% in grade eight. As the grade
level increases, the proportion of questions requiring problem-solving strategies increases
(with grade eight having the highest at 62.50%), while grade five has the lowest proportion
(7.69%). While more varied strategies are used in grades six and seven, some questions require
multiple strategies.

Table 11 presents findings regarding the extent to which questions are connected to
different mathematical topics.

Table 11
Findings Regarding Related Mathematical Problem Solving

f % f % f % f %

Questions examined 26 100.00 65 100.00 58 100.00 24 100.00
Percentage - - - - 10 17.24 7 29.17
Ratio-proportion - - - - 11 18.97 8 33.33
Number pattern - - - - 1 1.72 - -
Circle - - - - 11 18.97 7 29.17
Decimal notation 1 3.85 - - 1 1.72 - -
Equations - - - - 11 18.97 8 33.33
Right angle - - - - 1 1.72 - -

According to Table 11, no other mathematical topics are used in solving data processing
questions in grade six, while in grade five, only one question relates to decimal notation. In
grade seven, percentages (17.24%), ratios and proportions (18.97%), circles (18.97%) and
equations (18.97%) were prominent; in grade eight, ratios and proportions (33.33%), equations
(33.33%), percentages (29.17%) and circles (29.17%) were the most frequently used topics.

Table 12 presents the findings obtained by examining the questions under the formulation
category.
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Table 12
Findings Related to the Formulation Category

Fifth grade Sixth grade Seveth grade Eighth grade

f % f % f % f %
Questions examined 18 69.23 45  68.75 48 8276 24 100.00
New context* 10 55.56 13 28.89 19 3958 15 62.50
Complexity of formulation* - - - - - - - -
Formulated by students* - - 13 28.89 12 25.00 7 29.17
New formulation* - - 3 6.67 1 2.08 2 8.33

Note: * This was applied only to questions containing a non-mathematical context.

According to Table 12, none of the questions fall under the subcategory of formulation
complexity, and simple formulas have been used in all classes. In the new context category, the
eighth-grade textbook (62.50%) stands out, while in the formulation by students category,
grade eight has the highest proportion (29.17%). In the new formulation category, the eighth-
grade (8.33%) showed superiority over other grades.

In the final stage of the process of evaluating questions related to the data processing
learning domain in middle school mathematics textbooks in terms of mathematical literacy, it
was analyzed whether the questions required interpretation or verification, and these findings
are presented in Table 13.

Table 13
Findings Related to the Interpretation or Verification Requirement Category
f % f % f % f %
Questions examined 18 69.23 45 68.75 48 82.76 24 100.00
Requirement for interpretation or control* - - - - 1 208 - -

Note: * This was applied only to questions containing a non-mathematical context.

According to Table 13, there are almost no questions in the data processing learning domain
aimed at the interpretation or control category, while only 2.08% of questions were identified
in the grade seven textbook.

Changes in Mathematical Competency Levels and Class Levels in Questions in the Data
Processing Domain

Table 14 presents findings regarding the mathematical competency levels required to solve
the questions in the data processing learning domain of the fifth grade textbook.
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Table 14

Findings on the Mathematical Competency Levels of Questions in the Data Processing Domain for Fifth
Grade

Level 0 Level 1 Level 2 Level 3 Total
Mathematical competency

f % f % f % % f %
Problem-solving strategy generation 24 9231 1 3.85 - - - - 25 96.15
Mathematizing 10 3846 7 2692 - - - - 17 65.38
Reasoning and argumentation 18 69.23 2 769 - - - - 20 76.92
Representation 14 5385 4 1538 - - - - 18 69.23
Using symbolic language 16 61.54 1 3.85 - - - - 17 65.38
Communication 26 10000 - - - - - - 26 100.00

According to Table 14, communication competency (100.00%) and generating problem-
solving strategies competency (96.15%) were most frequently observed in solving data
processing questions in the fifth-grade textbook, with competency levels generally
concentrated in the Level 0 and Level 1 range; there were no questions belonging to Level 2
and Level 3.

Table 15 presents findings regarding the levels of mathematical competencies used in
solving questions at the sixth-grade level.
Table 15

Findings on the Mathematical Competency Levels of Questions in the Data Processing Domain for Sixth
Grade

Level O Level 1 Level 2 Level 3 Total
Mathematical competency

f % f % f % f % f %
Problem-solving strategy generation 44 6769 15 2308 2 308 - - 61 93.85
Mathematizing 10 1538 48 7385 - - - - 58 89.23
Reasoning and argumentation 44 6769 8 1231 2 308 - - 54 83.08
Representation 46 7077 2 3.08 1 154 - - 49 75.38
Using symbolic language 27 4154 28 4308 - - - - 55 84.62
Communication 65 10000 - - - - - - 65 100.00

According to Table 15, communication competency appeared in all questions (100.00%) in
the solutions to data processing questions in the sixth-grade textbook, while the other most
frequently observed competencies were generating problem-solving strategies (93.85%) and
mathematization (89.23%). Competency levels were mainly concentrated at Level 0 and Level
1, with very few questions included at Level 2 and none at Level 3. The competency of using
symbolic language and operations showed a balanced distribution between Level 0 (41.54%)
and Level 1 (43.08%).
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Table 16 presents the levels of mathematical competencies required to solve questions in
the data processing learning area in the seventh-grade textbook.

Table 16

Findings on the Mathematical Competency Levels of Questions in the Data Processing Domain for
Seventh Grade

Level O Level 1 Level 2 Level 3  Total
Mathematical competency

f % f % f % f % f %
Problem-solving strategy generation 36 62.07 17 2931 4 6.90 - - 57 9828
Mathematizing 8 1379 34 5862 - - - - 42 7241
Reasoning and argumentation 14 2414 19 3276 7 1207 - - 40 6897
Representation 16 2759 11 1897 10 1724 - - 37 63.79
Using symbolic language 33 5690 17 2931 - - - - 50 86.21
Communication 58 100.00 - - - - - - 58 100.00

According to Table 16, communication competency appears in all questions (100.00%) in
the seventh-grade data processing learning domain, while the other most frequently observed
competencies are generating problem-solving strategies (98.28%) and using symbolic
language and operations (86.21%). Competency levels were mainly concentrated at Level 0 and
Level 1, with no questions included at Level 3. The competencies of reasoning, argumentation
and representation showed a balanced distribution between Levels 1 and 2.

Table 17 presents the levels of mathematical competencies required to solve questions in
the eighth-grade data processing learning domain.
Table 17

Findings on the Mathematical Competency Levels of Questions in the Data Processing Domain for Eighth
Grade

Level 0 Level 1 Level 2 Level 3 Total
Mathematical competency

f % f % f % f % f %
Problem-solving strategy generation 10 4167 8 3333 6 2500 - - 24 100.00
Mathematizing - - 24 10000 - - - - 24 100.00
Reasoning and argumentation 9 3750 11 4583 - - - - 20 83.33
Representation 2 833 10 4167 5 2083 - - 17 70.83
Using symbolic language 15 6250 8 3333 - - - - 23 95.83
Communication 24 10000 - - - - - - 24 100.00

According to Table 17, generating problem-solving strategies, mathematizing and
communication competencies appear in all questions (100.00%) in the eighth-grade data
processing learning domain, while the use of symbolic language and operations (95.83%),
reasoning and argumentation (83.33%), and representation (70.83%) are also required at high
rates. Competency levels are mainly distributed across Levels 0, 1, and 2, with no questions
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included at Level 3. Mathematizing competency is entirely concentrated at Level 1 (100.00%),
while communication competency is entirely concentrated at Level 0 (100.00%).

Discussion

This study aimed to examine the state of mathematical literacy in middle school
mathematics textbooks, specifically in the domain of data processing learning. The findings
obtained were discussed in detail in light of the literature and are presented in this section.

Evaluation of Questions in the Data Processing Learning Domain in Terms of
Mathematical Literacy

It has been determined that the vast majority of questions in middle school textbooks in the
field of data processing learning domain contain non-mathematical contexts, with all questions
in Grade eight exhibiting this characteristic. This situation can be regarded as an expected and
positive outcome, given that the data processing domain is related to real-life data (MoNE,
2018; OECD, 2013). Furthermore, when the questions were examined according to the context
types specified within the PISA mathematical literacy framework (personal, occupational,
societal, and scientific), it was found that the personal context was more prevalent than the
others. This prevalence of personal context may be attributed to the intention of relating
questions more directly to students’ immediate experiences, making problems more accessible
and easier to understand. However, supporting a balanced exposure to all context types
remains important, as studies such as Tarim and Kdksal's (2024) analysis of the Grade eight LGS
workbook highlight an uneven distribution, with societal context questions being particularly
limited. In Ozdiner's (2021) study examining the mathematical relevance of activities in
textbooks, it was stated that the eighth-grade textbook had the least context. This difference
is thought to stem from Ozdiner examining a different textbook and conducting the
assessment without learning area restrictions. The findings of the study indicate that non-
mathematical contexts used in data processing play an important role in developing students’
mathematical literacy. Studies such as those by Gravemeijer and Doorman (1999) also
emphasize that contextual questions support mathematical reasoning and that the use of
various contexts in mathematics education is important.

When examining the use of problem-solving strategies in questions related to data
processing learning, it was determined that these strategies were used more frequently at the
eighth-grade level but were relatively low at other grade levels. This situation may be attributed
to the fact that students at this grade level are preparing for the High School Entrance
Examination, which places a strong emphasis on problem-solving skills. However, considering
the positive effect of problem-solving strategies on students' mathematical thinking processes
(Altun & Arslan, 2006; Yilmaz & Kdse, 2015), other grade levels should also include a greater
number of questions that support the development of such strategies. Furthermore, Temel
(2021) has demonstrated that problem-solving strategies are an important determinant of
mathematical literacy success.

The high rate of use of problem-solving strategies at the eighth-grade has been linked to
the graph drawing and transformation learning outcomes included in the curriculum (MoNE,
2018) with drawing diagrams identified as the most frequently used strategy, consistent with
Hatay (2020); however, this prominence appears to be curriculum-driven rather than
systematically embedded, and the dominance of a single strategy may limit students’ flexibility
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in adapting strategies across different problem contexts. However, the scarcity of problems

requiring multi-step procedures in textbooks consistent with Butlner's (2019) findings
regarding textbook deficiencies suggests that textbooks primarily address lower-level
cognitive demands focused on procedural execution; given that PISA tasks require multi-step
problem solving and integrated reasoning (Nohara, 2001). This limitation may partially explain
students’ difficulties in international assessments and reveal a structural misalignment between
textbook content and targeted competencies. Recent national reports also indicate that
Turkiye's performance in mathematical literacy remains below the OECD average, particularly
in tasks requiring higher-order reasoning and data interpretation (MoNE, 2019, 2024),
reinforcing the importance of examining textbook content as a potential contributing factor.

When examining the extent to which questions connect to other mathematical topics, it was
determined that such questions only appear at the seventh and eighth-grade levels. However,
their overall proportion is low, suggesting that intra-mathematical connections are not
systematically embedded across grade levels and that mathematical topics may be presented
in a fragmented manner. Gatabi et al. (2012) emphasized that mathematical literacy requires
the ability to make connections between different mathematical topics, while the National
Council of Teachers of Mathematics (NCTM) (2000) stated that this skill should be explicitly
taught to students. In this context, the limited presence of such questions may restrict students’
opportunities to develop integrated mathematical thinking, indicating that textbooks should
be supported with a greater number of questions that contain more intra-mathematical
connections. Similar limitations have also been reported in other learning domains, such as
geometry, where textbook questions tend to remain concentrated at lower PISA proficiency
levels (Sahin & Aksu, 2023).

It was examined whether the questions were repetitive or offered opportunities for solving
new problems, and it was found that questions were generally repetitive at levels other than
Grade 8, suggesting that textbooks tend to prioritize procedural practice over conceptual
understanding and adaptive problem solving, which may be related to the emphasis on exam-
oriented preparation at the Grade 8 level. It is thought that textbooks should contain different
types of questions that develop students’ mathematical thinking skills rather than merely
reinforcing topics (MoNE, 2018), as repetitive question structures may limit students’
opportunities to engage in higher-order reasoning, strategy development, and flexible
thinking.

When examining questions in the data processing learning domain in terms of their
formulation, assessments were made based on contextual diversity, formulation complexity,
students’ ability to formulate (formulated by students' subcomponent), and the use of different
formulations. It was found that contextual questions generally show diverse contexts, which
may contribute to students’ opportunities to engage with mathematics in varied real-life
situations. While the OECD (2013) emphasizes the importance of various context types in
mathematical literacy, Gatabi et al. (2012) state that students’ use of mathematics in different
contexts supports their development in this area. However, previous research (Karakuzu, 2017)
shows that contextual questions are limited in some textbooks, indicating that such diversity is
not a common characteristic across all learning domains. The relatively high contextual
diversity in the data processing learning domain suggests that this field may offer advantages
in supporting mathematical literacy, particularly in terms of interpreting data, making sense of
information, and connecting mathematics to everyday decision-making.
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The study also examined the complexity of the formulation process in solving questions and
found that no situation required complex formulation at any grade level. However, it is
recommended that students be guided towards processes such as eliminating unnecessary
data or selecting appropriate data to develop critical thinking and problem-solving skills. The
absence of such practices suggests that textbooks may be inadequate in preparing students
for problems they will encounter in real life.

Situations where students are required to formulate a formula or equation to solve
questions were also evaluated. While no such questions were found at the fifth-grade level,
questions that allow for this to a limited extent were encountered in the sixth, seventh and
eighth grades. Considering that PISA questions generally require students to create their own
formulas, it is suggested that such questions should be increased in textbooks. However, it was
determined that the questions in textbooks mostly require solutions using the same formulas
or equations, and that questions encouraging the use of different formulas are limited. Cihan
& Akkog (2022) report that a similar situation is observed in the teaching of the concept of
radians, arguing that a uniform presentation may limit conceptual understanding. In this
context, it is concluded that textbooks should be diversified to improve the development of
students' mathematical thinking skills.

When examining whether the solutions to data processing questions in textbooks are
contextualized, the findings indicate that the questions generally contain context but do not
guide students to evaluate their results within a real-life framework. Giin (2021) found that
questions in Grade 8 textbooks do not encourage students to question the alignment of their
solutions with reality. Similarly, Palm (2008) argued that students often struggle to relate
mathematical solutions to everyday life and that this stems from the expectation that school
mathematics should not correspond directly to real life. Therefore, rather than merely
presenting questions with context, it is considered important to include questions that require
examining solutions in a real-life context to develop students' mathematical thinking skills.
Such an approach will both strengthen students' mathematical literacy and contribute to the
development of more positive attitudes towards mathematics (MoNE, 2018).

Evaluation of the Mathematical Competency Levels of Questions in Textbooks in the
Domain of Data Processing

When evaluating the mathematical competency levels of questions in textbooks in the
domain of data processing learning, the study indicates that the questions generally aim to
develop communication and problem-solving strategy generation competency, but other
mathematical competencies are not utilized to the same extent, which may lead to an
unbalanced development of mathematical literacy. Although it was determined that questions
at the eighth-grade level require higher mathematical competency compared to other grade
levels, it was found that the vast majority of these questions are concentrated at Levels 0 and
1, with no questions at Level 3, suggesting that students are provided with limited
opportunities to engage in higher-order competencies such as reasoning, modeling, and
reflection. This concentration at lower competency levels may indicate a focus on procedural
or surface-level skills rather than the development of advanced mathematical thinking.

Ayyildiz and Cansiz Aktas (2022) examined Grade eight textbooks and high-school entrance
exam mathematics questions in terms of representational adequacy and found that data
processing questions were predominantly at Level 1, although some were also at Levels 2 and
3. Similarly, Sirin and Yildiz (2020) reported that questions in the Grade eight mathematics
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textbook were mostly concentrated at Levels 0 and 1, but that questions in the data processing
domain were at higher competency levels compared to other learning domains. These findings
are consistent with those of the present study. Although questions in the field of data
processing tend to be at higher levels of mathematical competency compared to other
domains, it can be concluded that, overall, textbooks still have limited potential to support
mathematical literacy. This conclusion is consistent with findings indicating that middle school
students’ mathematical literacy levels remain at moderate or low levels, particularly in higher
grades (S6nmez, 2024). This situation may reflect a misalignment between the competencies
emphasized in the mathematics curriculum and the extent to which these competencies are
operationalized in textbook questions, suggesting that curricular expectations regarding
higher-level mathematical literacy are not fully translated into instructional materials.

Conclusions and Implications

This study evaluates the extent to which textbooks support mathematical literacy in the
domain of data processing learning. The analyses revealed that, although questions frequently
include non-mathematical contexts, textbooks fall short in supporting skills critical to
mathematical literacy, such as developing problem-solving strategies, solving multi-step
problems, establishing connections between different mathematical topics, and solving
complex problems. This pattern indicates that the presence of context alone is not sufficient to
support mathematical literacy, and that textbook remain limited in fostering higher-level
mathematical competence.

Furthermore, the reviews demonstrate that the level of support for mathematical literacy
was not the same across all grade levels; the Grade eight textbook was found to meet more
criteria and be more advanced in terms of mathematical competency compared to other
grades. This indicates that the Year 8 textbook is more advantageous than other grade levels
in achieving the objectives of the mathematics curriculum. This situation may reflect a
misalignment between curricular expectations and how these expectations are operationalized
in instructional materials. Evidence from comparative curriculum studies indicates that even
when mathematical literacy is emphasized at the curriculum level, this emphasis is not always
consistently reflected in textbooks and classroom materials (Sumliyah et al., 2025).

These conclusions present critical implications for educational practice and policy. The
findings suggest that one reason for Tirkiye's poor performance in international assessments
such as PISA may be the current content and structural limitations of textbooks. To address
this, it is imperative that future textbook designs systematically include more multi-step
problems that develop students' mathematical literacy and questions that enable them to
make intra-mathematical connections. In terms of pedagogical implications, providing
teachers with targeted professional development on how to effectively select, adapt, and use
such higher-order questions is essential for translating textbook potential into actual
mathematical thinking skills in the classroom.

Despite the insights gained, this study has several limitations that should be acknowledged.
First, the analysis was limited to the data processing learning domain in middle school
mathematics textbooks. Second, due to the implementation of the Century of Turkiye
Education Model, the data processing learning domain is not explicitly defined as a separate
domain in the current Grade five and Grade six curricula; therefore, findings related to these
grade levels should be interpreted with caution.
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Moving forward, it is recommended to conduct comparative studies examining the extent
to which new materials developed under the updated curriculum address higher-level
competencies such as strategy generation, reasoning, and mathematical modeling. Future
studies applying this analytical framework to different mathematical learning domains will
allow for a broader evaluation of systemic textbook quality. In addition, re-examining textbook
content in relation to the specific objectives of the mathematics curriculum implemented in
2024 will be valuable for continuously tracing and improving the development of mathematical
literacy in Turkiye.
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alongside their interests and needs, learning styles, ages, and levels of readiness. Furthermore,
teachers select teaching methods and techniques in accordance with the content and
curriculum learning objectives. T3 conveyed this as follows: “I act in accordance with their age,
prior knowledge level, learning styles, and individual needs. | determine different methods
according to the aims and learning objectives of the lesson.” Teachers also regard the physical
conditions of the classroom, the selection of instructional materials, and class size as criteria in
determining teaching methods and techniques. T1 expressed this as follows: “The physical
conditions of the classroom and students’ accessibility are very important. | take this into
account, to be honest.”

Instructional Materials Determination Processes of ITS teachers

The analyses conducted under the theme of ‘instructional materials determination
processes’ examined the criteria on which teachers base their selection of instructional
materials, as well as the materials they employ during the implementation of the ITS course
curriculum. The hierarchical code-subcode model identified through these analyses is
presented in Figure 3.

Figure 3

Hierarchical Code-Subcode Model of Teachers’ Instructional Materials Determination Processes

ITS teachers most frequently use computers as instructional materials in their lessons. They
also employ visuals, videos and animations, software programs (Python, Scratch, etc.), web
pages, digital tools, the Educational Informatics Network, Office applications, posters,
interactive whiteboards, robots, simulations, and teacher guidebooks as instructional materials
in ITS course. T11 conveyed this as follows: “In ITS course, | generally use digital tools,
presentations, videos and animations, homework and project templates, and software
program. In addition, | help students grasp the subject matter more effectively through
interactive applications and simulations.”

It was determined that ITS teachers primarily take student characteristics into account when
selecting the instructional materials they use in their lessons, paying particular attention to
whether the selected materials are appropriate to students’ levels. Teachers also consider
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students’ interests, needs, and age characteristics when selecting instructional materials. They
employ materials that are aligned with the content and learning objectives, as well as clear and
comprehensible. T10 indicated this as follows: "I determine the materials according to their
suitability for the learning objectives and student characteristics. | actually select materials that
will capture students’ interest and are visually rich.” Teachers further indicated that the physical
resources of the school and class size are important considerations in the use of instructional
materials. T2 conveyed this as follows: "I pay attention to ensuring that the materials are
appropriate to the learning objective, student level, and classroom environment.” In addition,
it was concluded that teachers prefer instructional materials that are compatible with current
technology, applicable in real life, readily accessible to students, reliable, and supportive of an
interactive learning environment. T11 emphasised this as follows: "When selecting materials, |
pay attention to ensuring that they meet the requirements of the subject matter, are
appropriate to students’ age and knowledge levels, reflect current technology, offer
opportunities for interactive and hands-on learning, and are resources that students can easily
access and use.”

Measurement Tools Identification Processes of ITS teachers

The analyses conducted under the theme of 'measurement tools identification processes’
examined the criteria on which teachers base their selection of assessment tools, as well as the
tools they employ during the implementation of the ITS course curriculum. The hierarchical
code-subcode model identified through these analyses is presented in Figure 4.

Figure 4

Hierarchical Code-Subcode Model of Teachers’ Measurement Tools Identification Processes

= &)
Web 2.0 tools (5) Measurement Tools Identification Processes (47)
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= & ©)
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Measurement tools used (26) measurement tools (21)
a ~
] »
P oral exams (1) @ physical facilities of school (1)
@ ITS curriculum outcomes (7) [ 4
open-ended questions (3)
¥ - ) g N
¥ @ student characteristics (5) @
@) 1 @)
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v projects (2)

ready-made scenarios
recommended by MoNE (3)

ITS teachers most frequently prefer Web 2.0 tools and written examinations as assessment
tools in the assessment and evaluation process. Alongside these tools, they also employ open-
ended questions, observation, multiple-choice tests, ready-made scenarios recommended by
the MoNE, projects, progress reports, and oral examinations in the course assessment and
evaluation process. T9 expressed this as follows: “In recent times, the MoNE has introduced an
innovation. There must now be topic-based learning objective scenarios. They are paying
considerably more attention to the matter of assessment. In our course there are ready-made
scenarios - | take those and make minor adjustments to suit my own context.” T11, on the other
hand, conveyed this as follows: “| employ the assessment tools | have planned in lessons by
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determining students’ levels of knowledge and comprehension through written examinations,
testing their practical skills through applied assessments, ensuring in-depth learning through
projects and assignments, evaluating their ability to understand and articulate the subject
matter through oral examinations and presentations, and monitoring their participation and
performance during lessons through observation and performance assessments.”

ITS teachers indicate that they primarily take the curriculum learning objectives and content
into account when selecting assessment tools in the assessment and evaluation process. They
also identify student characteristics as a determining factor in this selection. Teachers further
emphasise that the selected assessment tool should enable objective assessment and
evaluation while maintaining fairness and equality amongst students. T11 conveyed this as
follows: “When determining assessment tools, | pay attention to their alignment with the
learning objectives prescribed by the MoNE. | select tools that encompass students’ varying
levels of knowledge and skill. In order to conduct a fair and objective evaluation, | take care to
ensure that the assessment tools offer equal conditions for all students.” Some teachers noted
that the physical resources of the school are also taken into account in the selection of
assessment tools. T10 expressed this as follows: “I determine the assessment tools according
to the characteristics of the learning objective and the physical environment, such as the
computer laboratory at the school.”

Factors Affecting the ITS Curriculum Implementation Process According to ITS teachers

Finally, the study examined ITS teachers’ experiences regarding the factors that influence
the implementation process of the ITS course curriculum. The analyses conducted under the
theme of ‘factors affecting the ITS curriculum implementation process’ focused on identifying
the factors that shape teachers’ implementation of the ITS course curriculum. The hierarchical
code-subcode model identified through these analyses is presented in Figure 5.

Figure 5

Hierarchical Code-Subcode Model of Factors Affecting the ITS Curriculum Implementation Process
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ITS teachers emphasised the physical conditions of the school as one of the factors affecting
the implementation process of the ITS course curriculum. They stated that the absence of a
computer laboratory, interactive whiteboards, or basic coding tools adversely affects students’
learning and that, particularly when practical application is not possible in this course, students’
attention wanders and they quickly become disengaged. T4 highlighted this as follows:
“Unfortunately, most schools do not have computer laboratories. In our course, the child needs
to sit down and apply what they have learnt on the computer. The most important factor is the
child’s inability to engage in practical application.”

ITS teachers indicate that student characteristics also influence the curriculum
implementation process. They emphasise students’ interest in the course and their learning
levels as particularly important, while also noting that students’ levels of readiness and attitudes
towards technology may affect curriculum implementation. T5 expressed this as follows:
“Students’ levels of readiness, the prior knowledge they bring with them from primary school,
and students’ attitudes towards the use of technology all influence the implementation
process.”

ITS teachers indicate that access to instructional materials for both students and teachers
influences curriculum implementation. T1 conveyed this as follows: “...the absence of materials
has an impact. For instance, there are not enough computers in the computer laboratory. You
deliver the lesson, but naturally the child wants to put it into practice.”

ITS teachers indicate that teacher competencies influence the curriculum implementation
process, particularly teachers’ ability to use IT instructional materials and their command of the
subject matter. T3 expressed this as follows: “Teacher competencies are also considerably
influential. | have seen IT classrooms falling into disrepair and classrooms with robotics
materials that have never been used. The teacher is one of the most important factors in this
regard.”

In addition to these factors, teachers indicate that class size, current technological
developments, school management, content presentation, parents’ attitudes towards
technology, and society's attitude towards the course may also influence the implementation
of the ITS course curriculum. T2 conveyed this as follows: “Society’s attitude towards the course
is also important. The perception of an ITS course that features questions in the high school
entrance examination will of course improve, and | believe this will contribute to the
development of our country’s young people as generations who produce in the field of IT from
primary and secondary school onwards.”

Discussion

The findings of this study demonstrate that ITS teachers exhibit a consistent pattern in
implementing the ITS course curriculum: they take the curriculum learning objectives as their
primary reference point when determining content, teaching methods and techniques,
materials, and assessment tools, whilst flexibly adjusting the means through which these
objectives are pursued in accordance with student characteristics and the school context. What
is notable about this pattern is that the learning objectives simultaneously function as the
common determinant of both curriculum fidelity and curriculum adaptation. Teachers’
maintenance of fidelity to the learning objectives, whilst flexibly adjusting the means to the
context, may therefore be regarded as a concrete example of the fidelity-adaptation debate
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frequently addressed in the curriculum implementation literature. If the mutual adaptation
process defined by Snyder et al. (1992) is understood as an interaction in which the central
design of the curriculum and classroom reality mutually shape one another, the behaviour of
the teachers in this study may be interpreted not as passive implementation of the curriculum,
but as continuous interaction with it. According to Bimen and Yazicilar (2020) and Dane and
Schneider (1998), the effectiveness of a curriculum is achieved neither through rigid adherence
to it nor through its complete and unrestricted modification, but through a balance established
between these two extremes. The findings of this study demonstrate that teachers achieve
precisely this balance by holding the learning objectives constant whilst varying the means
through which they are pursued - content, methods, materials, and assessment tools - thereby
concretising this theoretical proposition at the classroom level. Furthermore, Gouédard et al.
(2020) argue that rigid adherence to centralised curricula constrains teacher autonomy and
disregards contextual factors; the fact that teachers in this study create space at the level of
content and method whilst maintaining fidelity to the learning objectives demonstrates that
they mitigate precisely this risk by creating a limited yet functional space for adaptation. When
viewed in light of the concept of fidelity as defined by Pence et al. (2008) and Gurbiz (2021),
these teachers may be said to concretise the official curriculum within the framework envisaged
by its stakeholders, not through mechanical implementation, but through learning objective-
centred strategic selectivity.

The absence of a textbook for the ITS course may be regarded as a factor that makes more
visible the ground on which this balance is established. Teachers' selection from amongst a
variety of digital and print materials as content sources positions them, as Priestley et al. (2015)
emphasise, not merely as implementers of the curriculum, but as agents who reconstruct it by
investing it with their own meanings. This is consistent with Clandinin and Connelly’s (1992)
conceptualisation of the ‘curriculum designer’. In this sense, the absence of a textbook
necessarily transforms teachers into agents who make selections and thereby exercise
professional autonomy. As Ball and Cohen (1996) note, teachers respond to a range of factors
when making such selections, including their own pedagogical understanding, their students’
perceived competencies, and time and material constraints; Cardak’s (2023) emphasis on the
necessity of designing the teaching and learning process in accordance with student
characteristics similarly supports the theoretical grounding of this selective behaviour. From
this perspective, the absence of materials and a textbook may be read not merely as a
limitation, but also as a mechanism that triggers teacher autonomy.

To explain why the fidelity-adaptation balance becomes necessary in certain areas, the
macro, micro, and individual level distinction proposed by Domitrovich et al. (2008) offers an
explanatory framework. At the macro level, the development of curricula by a central authority
in Turkiye creates fidelity pressure on teachers; this pressure is further reflected in teachers’
tendency to evaluate society’s and parents’ attitudes towards the course predominantly
through the lens of the high school entrance examination. When the findings of Dogus and
Tabak (2024a) - demonstrating that ITS learning objectives align with 21st-century skills,
particularly digital literacy - are taken into account, the fact that the course’s absence from the
examination system diminishes its societal value concretises the pressure exerted by the
macro-level examination-centred structure on the perceived importance of the course.

At the micro level, the barrier most frequently emphasised by teachers is the absence of
computer laboratories and technological infrastructure. The findings of Ozdemir and Basaran
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(2021) and Stime and Aslan (2022) confirm that this infrastructural problem constitutes a
structural limitation specific to the ITS course and leads to inequality between schools; the
reduction of application-based learning objectives to theoretical instruction in schools without
laboratories is a clear example of how physical resource deficiencies at the micro level can
constrain fidelity. At the same level, the support of school management is also a determining
factor: Garvin's (2007) finding that supportive leadership enhances teacher autonomy, when
read alongside teachers’ emphasis in this study on the lack of management support, clarifies
the influence of institutional leadership on material provision and motivation. Limited lesson
time and the elective status of the course in Years 7 and 8 may also be evaluated at this level;
the findings of Yesiltepe and Erdogan (2013) regarding staffing norm problems demonstrate
that this structural vulnerability may have consequences extending to teachers’ employment
security.

At the individual level, teacher competencies and perceptions of the curriculum become
determining factors. The emphases on professional development by Colak (2016) and MoNE
(2017) support the view that teachers with higher curriculum literacy are able to act more
independently during the implementation process. Conversely, teachers’ perceptions that the
curriculum lags behind current technologies or is disjointed suggest that individual-level
beliefs can undermine fidelity, and that teachers with less confidence in the curriculum may be
more inclined towards ‘necessary adaptation’. Evaluating these three levels together reveals
that the success of the curriculum depends not solely on its design as set out on paper, but
also on the harmonious functioning of factors at the macro, micro, and individual levels.

The findings of this study largely converge with previous research on the ITS course, whilst
also extending it at certain points. The studies of Ozdemir and Basaran (2021) and Siime and
Aslan (2022) demonstrated that the absence of a textbook and infrastructural deficiencies
constitute the primary areas of difficulty in ITS course implementation; this study further shows
that these same deficiencies transform teachers from passive implementers into autonomous
agents who make selective decisions, thereby reframing this limitation simultaneously as a
source of autonomy. Caka's (2022) recommendation that permanent solutions need to be
developed for infrastructural problems, and Tarim and Senemoglu’s (2020) finding that
alternative activities are employed in the absence of technology, are also consistent with the
findings of this study. The contribution of this study to the literature lies in explaining these
fidelity and adaptation behaviours not as separate processes, but through an integrated
structure in which the learning objectives simultaneously function as the determinant of both.

Conclusions and Implications

This study offers a holistic understanding of how ITS teachers implement the 2018 ITS course
curriculum within the complex dynamics of state secondary schools. The overarching
conclusion emerging from the study is that curriculum implementation is not a linear act of
rigid adherence to the official curriculum, but rather a dynamic and multilayered process of
negotiation between macro-level administrative expectations and micro-level classroom
realities. While ITS teachers structurally align their instructional objectives, methods, and
assessment designs with the official learning objectives in order to remain within the ‘systemic
safe zone' dictated by centralised examinations such as the high school entrance examination,
the absence of a standard textbook and infrastructural deficiencies compel them to act as
active curriculum adapters. Ultimately, the effectiveness of the ITS course curriculum depends
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not solely on the technical quality of the design as set out on paper, but also on teachers’
pedagogical flexibility as they continuously balance curriculum fidelity with contextual
adaptation in order to bridge the gap between abstract algorithmic requirements and students’
developmental readiness.

Future research is recommended to employ mixed-methods designs that incorporate both
qualitative and quantitative approaches and draw on broader samples. Conducting classroom
observations alongside teacher perspectives and examining student-related documents would
be beneficial for interpreting curriculum fidelity and curriculum adaptation processes in a more
holistic manner. Furthermore, examining the effects of variables such as infrastructural
resources, equality of opportunity in education, and teacher and curriculum autonomy on
curriculum implementation through advanced quantitative analyses may yield meaningful
findings for stakeholders responsible for curriculum development. In addition, comparative
studies examining the currently implemented 2018 curriculum alongside the 2025 TCEM
curriculum for the ITS course are considered important for evaluating the sustainable impact
of the curriculum.

Beyond the recommendations offered for future research, further recommendations may
be advanced at the macro, micro, and individual levels to contribute to educational policy
specifically in relation to the ITS course, in light of the research findings. Rather than curricula
characterised by teachers as overloaded and disjointed, a more flexible structure grounded in
current and concrete learning objectives appropriate to students’ developmental levels should
be adopted specifically for the ITS course. To challenge the perception held by society and
parents that the ITS course is ‘negligible’, its learning objectives should be represented in
centralised examinations, such as the High School Entrance Examination, in relation to digital
literacy and problem-solving skills, and skill-oriented assessments should be designed
accordingly. Given that delivery of the ITS course within the limited allocation of only two hours
per week constrains the depth of implementation, lesson hours should be increased,
particularly at year group levels in which units with a stronger applied focus are taught;
furthermore, the ITS course should be added as a compulsory subject at year group levels
where it is not currently offered. The provision of at least one computer laboratory in every
school should be made compulsory, and existing laboratories should be freed from internet
filter restrictions and supported with modern hardware, including robotics kits and 3D printers.
To prevent content inconsistency arising from the absence of a textbook, textbooks and
enriched teacher guidebooks that support teachers’ autonomy while simultaneously
maintaining standards should be published. Awareness training on the strategic importance of
the ITS course should be provided to school administrators, and teachers’ efforts regarding
material procurement and project-based work should be supported at the managerial level. To
enable teachers to adapt to rapidly evolving technologies, such as artificial intelligence and
cybersecurity, practical training sessions should be organised through the establishment of
‘communities of practice’ or ‘within-department mentoring’ systems. Teachers should be
supported in making constructive adaptations in response to contextual needs while
maintaining fidelity to the curriculum learning objectives.
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TURKCE GENiS OZET

Bilisim Teknolojileri Ogretmenleri Bilisim Teknolojileri ve Yazilim
Dersi Ogretim Programini Nasil Uyguluyorlar?

Giris

Etkili bir egitim ve 6gretim sireci, iyi tasarlanmis verimli 6gretim programlarina baglidir.
Ancak &gretim programinin sinif ortaminda hayata gecirilme bicimi, 6gretmenlerin
yaklasimlarina gore farklilik gostermektedir. Alan yazininda 6gretim programinin uygulama
sureci, genel olarak programa baghlk ve program uyarlama arasindaki dinamik bir etkilesim
olarak ifade edilmektedir. Ogretim programina bagliik, program gelistirme uzmanlari
tarafindan tasarlanan programlarin aslina uygun uygulanma derecesi olarak tanimlanirken;
program uyarlama, &gretmenlerin 6gretim programlarini uygularken programi nasil
sekillendirdiklerini aciklamaktadir. Snyder vd. (1992), programin aslina bagl kalarak
uygulanmasinin yani sira, 6gretmenin sinif i¢ci dinamiklere gore programi sekillendirdigi
karsilikli uyarlama suirecinin dnemine dikkat cekmektedir. Bu baglamda programin uygulanmasi
strecinde programa bagliligi ihlal etmek ya da dikkate almamak yerine, program uyarlama
surecleriyle birlikte tamamlayici bir cercevede distinmek egitim programlarinin etkili bir sekilde
uygulanmasinda 6nemli bir faktor olarak gorilebilir.

Turkiye'de ©gretim  programlari  merkezi otorite tarafindan gelistiriimekte ve
ogretmenlerden gelistirilen 6gretim programlarini uygulamalar beklenmektedir. Ancak
programin uygulayicisi olan 6gretmenler, 6gretim programlarini her zaman oldugu gibi
uygulayamamakta ya da zorunlu uyarlamalar yapmaktadir. Bu durum, 6gretmenlerin 6gretim
programini uygulama slreglerinin derinlemesine incelenmesini gerekli kilmaktadir. Bilisim
teknolojileri ve yazilim dersi, gelisen bilim ve teknoloji temelinde belirli aralklarla
glincellenmesi gereken derslerden biridir. Tirkiye'de 2018 yilinda gtincellenen 5. ve 6. sinif BTY
dersi 6gretim programi, her 6grenciye teknolojiden yararlanma ve bilgi-islemsel distinme
becerisi kazandirmay1 amaglamaktadir. Alan yazini genel olarak degerlendirildiginde, 2018 BTY
dersi 6gretim programina iliskin calismalarin daha cok programin yapisal 6zellikleri ve yontem
temelli uygulamalar U(zerinde yogunlastig;; programin 6grenme-6gretme sureglerindeki
uygulanabilirligini batiincul bicimde ele alan ¢alismalarin ise sinirli oldugu goérilmektedir.

Yontem

Arastirma, nitel arastirma desenlerinden fenomenoloji deseni ile yuritilmuastar.
Arastirmanin katiimcilarini amagli 6rnekleme yontemlerinden olcut 6rnekleme yontemi ile
belirlenen 11 bilisim teknolojileri 6gretmeni olusturmaktadir. Arastirmada veri toplama araci
olarak arastirmacilar tarafindan gelistirilen yari yapilandiriimis goérisme formu kullaniimistir.
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Arastirmanin verileri 2024 Eylil ile Kasim aylari arasinda toplanmis ve gériismeler ortalama 30
dakika strmustar. Arastirmada toplanan veriler icerik analizi ile analiz edilmistir. Arastirmada
hem timdengelimsel hem timevarimsal analiz streci temele alinmistir. Arastirmada 6ncelikle
gorusme verilerinin metne donustirilmis hali MaxQda 24 nitel veri analiz programina
aktarilmistir. Ardindan 6ncelikle arastirma sorular temele alinarak temalar olusturulmustur. Veri
analiz programindaki veriler arastirmacilar tarafindan tek tek okunarak oncelikle kodlar,
sonrasinda kategoriler belirlenmistir. Verilerin kodlanmasi siireci tamamlandiktan sonra, her
kategori altindaki veriler program Uzerinden bastan sona okunarak arastirmacilar tarafindan
atanan kodlar, kategoriler ve temalar yeniden go&zden gecirilmistir. Verilerin bulgular
boliminde gorsellestirilerek sunulmasi adina MaxQda 24 nitel veri analiz programinda
arastirmada elde edilen her tema icin MaxMaps olusturulmus; olusturulan modeller bulgular
boliminde tema-kategoriler ve kodlar halinde ayri ayri sunulmustur.

Tartisma ve Sonug¢

Bu calisma, bilisim teknolojileri dgretmenlerinin 2018 BTY dersi 6gretim programini devlet
ortaokullarinin karmasik dinamikleri icinde nasil uyguladiklarina dair butincul bir anlayis
sunmaktadir. Arastirma bulgulari genel olarak degerlendirildiginde, bilisim teknolojileri
ogretmenleri BTY dersi 6gretim programini uygulama stirecinde 6gretim programinda yer alan
kazanimlari temel almaktadir. Ogretmenlerin kazanimlari temele almasi, sadece programa
profesyonel bir bagllik degdil, ayni zamanda merkezi denetim mekanizmalarinin ve sinav odakli
sistemin (Liseye Gegis Sinavi gibi) yarattigr “glivenli alanda kalma” ihtiyacinin bir yansimasi
olarak okunabilir. Bu durum ayni zamanda 6gretmen 6zerkliginin bir takim sistemsel baskilarla
sinirlandigini da gostermektedir.

BTY ders kitabinin bulunmayisi alanyazinda bir eksiklik olarak gériilse de (6rn. Ozdemir ve
Basaran, 2021), bu ¢alismanin bulgulari durumu “6gretmen failligi” (teacher agency) agisindan
farkli bir boyutla ortaya koymaktadir. Ders kitabi eksikligi 6gretmenleri pasif uygulayici
olmaktan kurtarip aktif birer “program tasarimcisi” (Clandinin ve Connelly, 1992) haline
getirerek Ozerklik kapasitelerini  (Priestley vd. 2015) harekete gecirmektedir. BTY
ogretmenlerinin sergiledigi “pedagojik esneklik” ve 6zgiin 6gretim suregleri bu 6zerkligin bir
gostergesidir. Ogretmenlerin program bitinligini koruyarak égrenci ilgisi ve okulun
teknolojik altyapisina gore yaptiklari esnetmeler, Snyder vd. (1992) tarafindan belirtilen
“karsilikli uyarlama” (mutual adaptation) yaklasiminin dinamik bir sekilde uygulandigini
gOstermektedir.

BTY 6gretmenlerinin resmi bir ders kitabinin yoklugunda dijital kaynaklara yonelerek birer
“program tasarimcisi” roli Ustlenmesi, uluslararasi egitim politikalariyla da yakindan iliskilidir.
Ozellikle UNESCO (2023) ve OECD'nin (2023) dijital cagda 6gretmen yeterliliklerine yénelik
yayinladigi guincel cergeveler, 21. ylzyil 6gretmenini sadece merkezi programin edilgen bir
uygulayicisi olarak degil, dijital icerik Ureten ve pedagojik kararlarinda 6zerk olan lider aktorler
olarak tanimlamaktadir. Arastirmaya katilan 6gretmenlerin, altyapi yetersizliklerine ragmen
kendi inisiyatifleriyle Web 2.0 araclarini siirece dahil etmesi, aslinda kiresel diizeyde talep
edilen “dijital pedagojik yetkinligin“ yerel duzeyde gelistigini gostermektedir.

Ogretmenlerin dgrenme-6gretme siireclerindeki tercihleri de bu karsilikli uyarlama ve
pedagojik esneklik egilimini yansitmaktadir. Ogretmenlerin teorik konularda anlatim,
uygulamali iceriklerde ise gosterip yaptirma yontemini tercih ederken; proje, egitsel oyun ve
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beyin firtinasi gibi 6grenci merkezli tekniklere de yer verdiklerini gostermektedir. Bu yaklasim,
2018 BTY 6gretim programinin yapilandirmaci ve algoritmik diisinmeyi hedefleyen vizyonuyla
uyumludur. Surecte Scratch, Python ve EBA gibi dijital araclarin kullanilmasi zengin 6grenme
yasantilari sunarken; 6l¢me-degerlendirme boyutunda yazili sinavlarin yani sira Kahoot, proje
ve MEB senaryolar gibi alternatif araclara yer verilmesi, programin suire¢ odakli ve bireysel
farkhlhklari gozeten ilkelerini desteklemektedir.

Ancak bu esnek ve yapici uyarlama sireci, okullarin sahip oldugu baglamsal gerceklikler ve
altyapi yetersizlikleri nedeniyle ciddi bir “zorunlu uyarlama” ve dezavantajlilik boyutuna
evrilmektedir. Domitrovich vd. (2008) tarafindan ortaya konan makro, mikro ve bireysel
dizeydeki faktorler modeli cercevesinden bakildiginda, BTY programinin basarisinin sadece
kagit Gzerindeki tasarima (makro dizey) degil, okul ve sinif ortamindaki kurumsal sartlara
(mikro dizey) ne denli bagiml oldugu gorilmektedir. Katihmcilarin en biyik engel olarak
rapor ettigi "bilgisayar laboratuvari eksikligi” ve “"donanim/materyal kisithhgi”, mikro diizeydeki
altyapr yetersizliklerinin program sadakatini nasil baltaladiginin tipik bir gostergesidir.
Laboratuvari veya etkilesimli tahtasi bulunmayan dezavantajli okullarda, normal sartlarda
uygulama odakli olan kodlama ve tasarim kazanimlari zorunlu olarak teorik dizeyde kalmakta,
bu durum da kurumsal faktorlerin 6gretmenlerin programa bagliliklarini sinirlamasina yol
acmaktadir. Bu kisithlik, Buimen vd. (2014) ile Sime ve Aslan'in (2022) vurguladigi, okullarin
fiziksel imkanlarindaki esitsizliklerin 6gretim programinin hayata gecirilmesinde okullar
arasinda ciddi bir firsat esitsizligine ve kazanimlarin farkli sekillerde hayata gecirilmesine yol
actigi fikriyle uyusmaktadir.

Bu arastirmanin ortaya koydugu genel sonug, 6gretim programini uygulama sirecinin, resmi
programa kati bir bagliliktan ibaret dogrusal bir eylem olmadigini; aksine makro dizeydeki
idari beklentiler ile mikro diizeydeki sinif gerceklikleri arasinda dinamik ve ¢ok katmanli bir
uzlasi streci oldugunu gostermektedir. Nihayetinde, Bilisim Teknolojileri ve Yazilim dersi
ogretim programinin etkililigi, sadece kagit Uzerindeki tasarimin teknik kalitesine degil,
programa baglilik ile baglamsal uyarlamalar surekli olarak dengeleyen &gretmenlerin
pedagojik esneklikligine baghdir.
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