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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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