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ABSTRACT

The aim of this study is to conduct a comparative analysis of preschool education programs in the Turkish
Republic of Northern Cyprus (TRNC), Turkiye, Germany, Finland, Norway, and South Korea. The study
examines the philosophical foundations, pedagogical approaches, structure and organization of learning areas,
developmental domains and learning outcomes, teacher roles, family involvement, use of technology, and
assessment approaches within these programs. The research was designed as a qualitative study employing the
document analysis method. The data sources consist of the most recent official preschool education curricula of
the selected countries, as well as relevant scholarly literature. The data were analyzed using a content analysis
framework developed in accordance with the research questions.

Findings indicate that all examined countries prioritize child-centered approaches, play-based learning, and a
holistic view of child development in their preschool education programs. However, significant differences were
identified in terms of philosophical orientations and structural organization. In Germany, the Froebelian tradition
and social pedagogy are prominent, whereas Finland and Norway emphasize child rights, inclusivity, well-being,
and democratic participation within a welfare-state framework. Norway is further distinguished by its strong
focus on nature-based learning and sustainability. In South Korea, the Nuri Curriculum integrates education and
care within a unified structure. In Tlrkiye and the TRNC, an eclectic, child-centered, and play-based approach is
adopted. Regarding the organization of learning areas, Finland and Norway demonstrate transversal and
integrated structures, while Turkiye and the TRNC adopt more flexible and mixed models. In terms of assessment
practices, all countries favor process-oriented approaches; however, child participation and pedagogical
documentation are more prominent in Finland and Norway.

In conclusion, preschool education programs worldwide are evolving toward a child-centered, play-based, and
holistic developmental paradigm. Nevertheless, each country adapts this paradigm according to its own historical,
cultural, and educational policy contexts. It is suggested that Turkiye and the TRNC, while aligned with
international trends, could further enhance their programs by strengthening child participation, family—school
collaboration, technology integration, nature-based learning, and participatory assessment practices.
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INTRODUCTION

The preschool period is a critical process that encompasses the early years of an individual's life and is
characterized by the fastest development. The experiences acquired during early childhood have a profound
influence on children's subsequent educational trajectories and overall development. Educational environments
that provide rich learning experiences are therefore essential for fostering children's cognitive, language, social-
emotional, motor, and self-care skills. Furthermore, preschool education aims to facilitate children's transition to
primary school by promoting essential social competencies, including turn-taking, sharing, cooperation, and
compliance with social rules (Serdaroglu & Bekir, 2024).
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Early Childhood Education and Care (ECEC) is widely recognized as one of the fundamental components of
education systems worldwide. Research consistently demonstrates that the knowledge, skills, and attitudes
acquired during early childhood exert long-term effects on children's academic achievement, social adjustment,
and lifelong learning outcomes. Accordingly, Vural and Kocabas (2016) emphasize that a substantial proportion
of an individual's educational success is associated with experiences gained between the ages of 0 and 6 years.
Consequently, the quality and effective implementation of preschool education curricula constitute critical
determinants of the overall effectiveness of education systems. Supporting children's cognitive, language, motor,
and social-emotional development through a holistic approach within preschool settings not only contributes to
their multidimensional development but also promotes the acquisition of social competencies and successful
adaptation to society through peer interactions (Akyol, 2017; Karaca, Gundiiz, & Aral, 2011).

The educational philosophies underpinning contemporary early childhood education programsare largely derived
from the theoretical perspectives of influential scholars who have shaped the development of early childhood
pedagogy. The kindergarten approach developed by Friedrich Froebel emphasized children's active participation,
learning through play, and interaction with nature (McNair & Powell, 2020). Similarly, Maria Montessori's
philosophy of independent learning, Jean Piaget's theory of cognitive development, and Lev Vygotsky's
sociocultural theory of learning have become the principal theoretical foundations of many contemporary
preschool education programs. Collectively, these theoretical perspectives have contributed significantly to the
development of child-centered and developmentally appropriate educational practices.

Preschool education programs implemented across different countries reflect societies' conceptions of childhood,
cultural values, educational policies, and pedagogical priorities (Erbay, Toklu, Kuset, & Siddik, 2021). In
particular, the Nordic countries have attracted international attention for their child-centered, context-sensitive,
and holistic pedagogical approaches that effectively promote children's well-being and learning outcomes (Koch
& Jorgensen, 2023).

The philosophical foundations of preschool education in Germany are rooted in the educational principles of
Friedrich Froebel, the founder of the kindergarten movement. Froebel placed play, interaction with nature,
creativity, and the holistic development of the child at the core of early childhood education. Over time,
Germany's preschool education system has evolved from a model primarily focused on childcare into a
comprehensive educational framework that promotes children's cognitive, social, emotional, and physical
development. This transformation has been reinforced through legislative initiatives, including the Early
Childhood Development and Education Act (2008) and the Kindergarten Quality Act (2022). While
contemporary German preschool education continues to embrace Froebel's fundamental principles, it also
incorporates alternative pedagogical approaches such as Montessori, Waldorf, and Reggio Emilia. Furthermore,
play-based learning, nature education, and forest kindergarten practices have become prominent educational
strategies that foster children's holistic development (Sobel, 2023; Ebert, 2015; Honcharuk, 2025; Ozcelik &
Sapsaglam, 2023).

Contemporary preschool education policies in Germany are founded upon the principles of quality, inclusiveness,
accessibility, and the enhancement of teacher qualifications. Educational programs are designed to ensure
equitable participation in the learning process for children from diverse linguistic and cultural backgrounds, as
well as for those with special educational needs. Accordingly, priority is given to strengthening teachers'
professional competencies through continuous professional development, promoting family involvement, and
establishing high-quality learning environments. Recent educational reforms have focused on reducing regional
disparities, ensuring a more equitable distribution of resources, expanding inclusive educational practices, and
integrating digital technologies into educational settings in developmentally appropriate ways. Nevertheless, the
child-centered approach, which emphasizes play-based learning and the holistic development of the child,
continues to serve as the cornerstone of Germany's preschool education system and remains the guiding principle
for future educational practices (Honcharuk, 2024; Irawan, Uchtiana, Anidar, & Iskander, 2025; Martin-Bylund,
2024; Abdurohman, 2025; Jannah Yuliana & Yuniar, 2026).

The Finnish preschool education system is founded on the EduCare model, which integrates education, care, and
upbringing within a holistic framework. This model aims to simultaneously promote children's cognitive, social,
emotional, physical, and creative development (Nakato, Onyeibor, Ekanem, & Info, 2025). In Finland, children
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are regarded not as passive recipients of knowledge but as active participants in the learning process, while play
is recognized as the primary medium for exploration, meaning-making, language development, and social
interaction (Kangas, Sundstedt, Kaihovirta, & Harju-Luukkainen, 2024; Niu et al., 2024). The Finnish National
Core Curriculum for Early Childhood Education and Care is grounded in child-centered and individualized
learning. Through individualized learning plans prepared for every child, educational experiences are tailored to
each child's interests, needs, and developmental level. The curriculum also emphasizes the principles of equity,
inclusion, and children's rights while providing teachers with the flexibility to adapt pedagogical practices to local
contexts and children's individual needs (Melasalmi, Hurme, & Ruokonen, 2022; Ahtiainen, Fonsén, & Kiuru,
2021; Londén, Holm, Mansikka, Saloranta, & Nordstrom, 2025).

Preschool education practices in Finland are characterized by highly qualified teachers, inquiry-based learning,
and play-based pedagogical approaches. Rather than serving as direct transmitters of knowledge, teachers act as
facilitators who support children's exploration and learning processes by encouraging observation,
documentation, project-based activities, outdoor experiences, and meaningful social interactions (Jang, 2025;
Kangas et al., 2024). Consistent with the principles of inclusive education, children from diverse backgrounds
and with varying developmental characteristics are actively supported in participating fully in educational
settings, while individualized assessment processes are conducted collaboratively with families and
multidisciplinary professionals (Dukuzumuremyi, Siklander, Viljamaa, Pihlaja, & Fonsén, 2025; Wang, Lei,
Zhou, & Wei, 2025). Owing to its strong commitment to equity, teacher professionalism, and children's well-
being, the Finnish model is internationally recognized as an exemplary early childhood education system. Its
flexible curriculum structure, substantial public investment, and play-based educational philosophy provide high-
quality learning environments that foster children's holistic development and lifelong learning competencies
(Nakato et al., 2025; Gu, 2023; Fyffe, Sample, Lewis, Rattenborg, & Bundy, 2022).

Preschool education in Norway is shaped by a range of distinctive educational philosophies that reflect the
country's cultural values and educational priorities. One of the most prominent of these is the nature-based and
outdoor learning approach rooted in the Nordic tradition of friluftsliv, which emphasizes outdoor living and close
interaction with nature (Bragdo, Tuszynska, & Zeber-Dzikowska, 2023). This cultural philosophy has profoundly
influenced early childhood education by encouraging children to engage actively with natural environments as
an integral part of their learning experiences. Research indicates that nature-based pedagogies are widely
implemented in Norwegian preschool settings, where children spend a substantial proportion of their time
outdoors. Compared with children attending conventional preschool institutions, those enrolled in nature-based
settings demonstrate higher levels of physical activity, engage in play that is less constrained by gender
stereotypes, and exhibit lower dependence on manufactured materials during play (Nguyen et al., 2024).

Sustainability and environmental education also constitute fundamental components of Norwegian preschool
curricula. Sustainability education is integrated across multiple learning domains, encouraging children to
develop direct and meaningful interactions with the natural environment (Melis, Borg, & Falcicchio, 2025).
Moreover, Norway recognizes universal access to Early Childhood Education and Care (ECEC), available from
infancy, as a fundamental right for all children (Dearing, Zachrisson, Mykletun, & Toppelberg, 2018). Research
has demonstrated that high-quality early childhood education contributes significantly to children's language
development and self-regulation skills (Karlsen et al., 2026). Furthermore, Norwegian preschool education
embraces a social pedagogical approach that promotes democratic participation, active engagement in community
life, and the development of awareness regarding values such as justice and equality (Jang, 2024). Recent
curriculum reforms have also strengthened the principles of cultural diversity and inclusion by incorporating
Indigenous perspectives, particularly those of the Sami people, alongside other diverse cultural viewpoints into
educational practice (Krempig & Enoksen, 2024). Collectively, these characteristics position the Norwegian
preschool education system as a holistic educational model that prioritizes interaction with nature, sustainability,
democratic values, cultural inclusivity, and educational equity.

The philosophy of preschool education in South Korea is largely rooted in Confucian values, emphasizing moral
development, social harmony, respect, and responsibility. At the same time, this traditional philosophical
foundation has increasingly been integrated with contemporary educational perspectives that recognize children
as active and competent learners. Accordingly, South Korean preschool education adopts a holistic
developmental approach that simultaneously supports children's cognitive, social-emotional, physical, and moral
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development. Within this framework, education and care are regarded as inseparable components of early
childhood education, while fostering secure relationships, emotional regulation, and social competence
constitutes a primary objective of the educational process (Kurniawati, Hasibuan, & Ningrum, 2026; Anthony,
2025; Kim & Park, 2025).

The revised Nuri Curriculum, introduced in 2019, marked a significant transformation by strengthening child-
centered and play-based education in South Korea. The curriculum recognizes play as the primary medium
through which children learn and develop, while redefining teachers as facilitators who support learning rather
than as direct transmitters of knowledge. This play-based philosophy has also been extended to areas such as
STEAM education, music education, character education, and multicultural education. Furthermore, innovative
practices, including technology integration, artificial intelligence applications, and inclusive education, have been
incorporated while maintaining a strong emphasis on children's well-being and holistic development. Overall, the
philosophy of preschool education in South Korea seeks to balance traditional cultural values with contemporary
global educational trends by fostering moral development, creativity, play, social responsibility, and inclusivity
(Lee, 2026; Roh & Kim, 2023; Jang, 2025; Seo & Eom, 2025; Lee, Ku, & Ko, 2025; Lee, 2025).

Over the past two decades, the philosophy of preschool education in Tirkiye has undergone a substantial
transformation, shifting from traditional teacher-centered approaches toward child-centered, play-based, and
developmentally appropriate educational models. Curriculum reforms introduced by the Ministry of National
Education in 2002, 2006, 2013, and most recently through the Tirkiye Century Maarif Model Preschool
Education Curriculum (TYMM-OOOP) in 2024 have emphasized active child participation, curriculum
flexibility, values education, and the establishment of high-quality learning environments (Kadan, Aral, & Aysu,
2023; Durmusoglu, 2017; Yavuz, Hiirler, & Tekin, 2025). While the Turkish preschool curriculum continues to
place a strong emphasis on national values, including the principles and reforms of Mustafa Kemal Ataturk, it
has become increasingly aligned with international standards in early childhood education and contemporary
understandings of holistic child development (Ulucan & Yenen, 2021). Within this framework, play-based
learning is regarded as the primary mechanism for promoting children's cognitive, social, emotional, and physical
development, while teachers are positioned as facilitators who guide children's learning processes rather than
merely transmitting knowledge (Giiley & Keskinkili¢, 2024; Bay, 2024).

In addition to the national curriculum, alternative educational approaches such as Montessori, Waldorf, and
Reggio Emilia have gained increasing prominence, particularly in private educational institutions. These
approaches contribute to children's holistic development while simultaneously strengthening family involvement
in the educational process (Tutar & Temel, 2025; Imir & Tugrul, 2023; Ozgen & Atay, 2021). Contemporary
preschool education in Tirkiye has also incorporated innovative educational practices, including STEAM
education, project-based science instruction, nature-based learning, digital literacy, and values education.
Furthermore, considerable emphasis is placed on inclusive practices that facilitate the active participation of
children with diverse educational needs (Giiley & Keskinkilig, 2024; Kavak, 2024; Giiven & Yumugan, 2025).
Nevertheless, the effective implementation of these approaches continues to be hindered by insufficient
resources, inadequate physical infrastructure, limitations in teacher education, and persistent educational
inequalities affecting children living in rural areas, as well as those from disadvantaged or war-affected
backgrounds (Ozsirkinti & Akay, 2024; Bartan & Alisinanoglu, 2024; Yildirim & Kiigiik, 2026; Yildirim &
Gucll, 2025). Therefore, strengthening opportunities for continuous professional development, enhancing family
engagement, improving educational resources, and advancing inclusive education policies are considered
essential prerequisites for improving both the quality of preschool education and equity in educational
opportunities (Yavuz et al., 2025; Ozgen & Atay, 2021).

Preschool education in Northern Cyprus has been shaped by the integration of Mediterranean educational
traditions, contemporary developmental theories, and global perspectives on early childhood education. Within
this context, the dominant educational philosophy has gradually evolved from teacher-centered approaches
toward child-centered, play-based, and constructivist models. These approaches emphasize children's active
participation in the learning process (Gur, 2011; Looti & Abd-alzim, 2025). Furthermore, child-centered and
play-based pedagogies recognize children as active agents in their own learning, while considering their interests,
developmental needs, and lived experiences as the primary determinants of curriculum implementation.
Consistent with this philosophy, assessment practices increasingly prioritize observation- and portfolio-based
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methods over standardized testing (Wang, 2025; Darla, 2020; Byanjweli, Odhiambo, Gakunga, & Kimamo,
2026). In addition, alternative pedagogical approaches such as Montessori and Reggio Emilia have also
influenced preschool education by promoting autonomy, creativity, experiential learning, and authentic
interaction with the environment (Avetisyan & Konjoyan, 2023; Kdchig Lores-Gomez & Usart-Rodriguez,
2025).

Contemporary preschool education philosophies in Northern Cyprus also encompass inclusive education,
STEAM integration, social-emotional learning, sustainability education, family engagement, and culturally
responsive pedagogical approaches. Inclusive education is regarded as a fundamental educational principle that
ensures the equitable and meaningful participation of all children in educational processes regardless of their
abilities or backgrounds (Tsibidaki, Kogiami, Flagkou, Vagianou, & Trecha, 2020; Mérida, Mora, Rocio, &
Castillo, 2025). Research indicates that the successful implementation of these educational philosophies depends
on strengthening teachers' professional development, providing institutional support, and ensuring adequate
educational resources (Cadima et al., 2024; Yang, 2025). However, shortcomings in teacher preparation,
inconsistencies between curriculum and assessment practices, limited resources, and various implementation
challenges continue to hinder the effective realization of these philosophical approaches (Wolde & Ti, 2024;
Ismail et al., 2026; Thapa, 2025). Overall, the literature suggests that the future development of preschool
education in Northern Cyprus should focus on strengthening teacher education, promoting evidence-based and
culturally responsive pedagogical practices, and fostering children's holistic development, critical thinking,
creativity, and meaningful engagement in learning (Razaq, 2025; Singh & Venugopal, 2025).

A review of the literature indicates that comparative studies on preschool education curricula have predominantly
been limited to comparisons involving two or three countries. However, studies that comprehensively compare
the preschool education curricula of Germany, Finland, Norway, South Korea, Tirkiye, and the Turkish Republic
of Northern Cyprus (TRNC) within a single research framework—considering dimensions such as educational
philosophy, objectives, teaching and learning processes, developmental domains, family involvement, and
assessment approaches—remain scarce. This gap underscores the need for comprehensive comparative research
to identify the similarities and differences among these educational systems.

Furthermore, the literature demonstrates that preschool education curricula differ across countries with respect to
their conceptions of childhood, educational philosophies, pedagogical approaches, and assessment systems.
Examining these differences will contribute to a more comprehensive understanding of national priorities and
practices in early childhood education.

The purpose of this study is to conduct a comparative analysis of the preschool education curricula of the Turkish
Republic of Northern Cyprus, Tilrkiye, Germany, Finland, Norway, and South Korea with respect to selected
themes, including educational philosophy, curriculum objectives, teaching and learning processes, developmental
domains, family involvement, and assessment approaches. Accordingly, the study seeks to address the following
research questions:

1. What are the fundamental educational philosophies underpinning the preschool education curricula of the
Turkish Republic of Northern Cyprus, Tiirkiye, Germany, Finland, Norway, and South Korea?

2. What are the similarities and differences among the preschool education curricula of the selected countries
regarding their aims and objectives?

3. How are the teaching and learning processes structured within the preschool education curricula of the
selected countries?

4. What similarities and differences exist among the targeted developmental domains emphasized in the
preschool education curricula of the selected countries?

5. How is family involvement addressed within the preschool education curricula of the selected countries?

6. What assessment approaches and practices are employed within the preschool education curricula of the
selected countries?
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The findings of this study are expected to contribute to identifying the strengths and areas for improvement of
preschool education curricula implemented across different countries, thereby providing valuable insights for
curriculum development initiatives and offering a comparative perspective for policymakers, practitioners, and
researchers. Furthermore, by examining diverse educational traditions and their approaches to early childhood
education within a single comparative framework, this study aims to contribute to the international body of
literature on early childhood education.

METHOD

This study employed document analysis, one of the qualitative research methods. Qualitative research aims to
explore individuals' perceptions, experiences, and social phenomena within their natural settings through data
collection techniques such as observation, interviews, and document analysis, thereby providing a holistic
understanding of the phenomenon under investigation (Yildirim & Simsek, 2018). Document analysis is defined
as a systematic procedure for reviewing and analyzing written materials that contain information relevant to the
research phenomenon (Yidirim & Simsek, 2018). In the present study, preschool education curricula from
different countries were comparatively examined through document analysis.

The study sample consisted of accessible and up-to-date official preschool education curriculum documents.
Within this scope, the preschool education curricula of the Turkish Republic of Northern Cyprus (TRNC),
Tirkiye, Germany, Finland, Norway, and South Korea were analyzed. The curriculum documents were obtained
from the official publications of the respective Ministries of Education and other authorized governmental
institutions. In addition, a comprehensive literature search was conducted using the Google Scholar database to
identify relevant scientific studies, and the information obtained was used to support and contextualize the
curriculum analyses.

A content analysis framework developed by the researcher was employed to analyze the preschool education
curricula included in the study. This framework was constructed based on the primary research questions
established in accordance with the purpose of the study. The curriculum documents of the six countries were
examined using the following research questions:

e How are the philosophical foundations and pedagogical approaches addressed in the preschool education
curricula of the selected countries?

e How are the structure and organization of learning domains designed within the preschool education
curricula?

e How are developmental domains and learning outcomes conceptualized and organized in the preschool
education curricula?

e How are teachers' roles, family involvement, and the use of technology incorporated into the preschool
education curricula?

e How are assessment approaches and evaluation methods addressed within the preschool education
curricula?

These research questions served as the main themes during the data analysis process.

The data were analyzed using content analysis, which is a systematic method of examining textual data by
identifying recurring patterns and organizing similar data into conceptual categories and themes according to
predefined analytical procedures (Buyukoztirk, Cakmak, Akgin, Karadeniz, & Demirel, 2025).

The analysis began with the development of themes derived from the research questions. Accordingly, five main
themes were established: (1) philosophical foundations and pedagogical approaches; (2) the structure and
organization of learning domains; (3) developmental domains and learning outcomes; (4) teachers' roles, family
involvement, and technology integration; and (5) assessment approaches and evaluation methods. Subsequently,
the curriculum documents were examined in detail, relevant statements were coded, and findings with similar
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characteristics were grouped into categories. The analyzed data were then organized into comparative tables and
interpreted accordingly.

To enhance the credibility of the study, all curriculum documents were obtained from current and official sources.
Furthermore, the data collection and analysis processes were conducted systematically in accordance with the
research questions, and all findings were derived directly from the curriculum documents.

To ensure the dependability of the study, all documents were analyzed using the same analytical framework, and
a consistent approach was maintained throughout the coding and theme development processes. Moreover,
providing a detailed description of the analytical procedures and presenting the findings in comparative tables
contributed to the transparency, traceability, and replicability of the research.

The study was based on qualitative document analysis and did not involve direct participation of human subjects
or animals or the collection of personal data. Therefore, ethical approval from an institutional review board or
ethics committee was not required. The research utilized publicly available official curriculum documents, policy
reports, and academic literature obtained from governmental institutions and international organizations. All
sources were appropriately cited and used in accordance with academic research ethics and principles of scholarly

integrity.

The authors declare that there are no potential conflicts of interest related to this research. The study was
conducted independently, and no financial, institutional, or personal relationships influenced the research design,
data analysis, interpretation of findings, or reporting of results.

RESULTS

Table 1. Philosophical Foundations and Pedagogical Approaches of Early Childhood Education Curricula

in the Selected Countries

Theme Germany Finland Norway South Korea |Tirkiye TRNC
Child-centered Child-centered and
Welfare-state Social approach based eclectic
and EduCare . PP .| Child-centered, .
. pedagogical on the Nuri educational
Social model diti icul developmental, hil h
edagogical |emphasizing tradition Currlcu_ um, play-based phriosopny
. P . : emphasizing promoting ' . ’ informed by
Educational approach children's . : — inclusive, .
: . . children's holistic : progressivism and
Philosophy rooted in the|rights, riahts development eclectic, and reconstructionism
Froebelian  |inclusion, gnts, P process- o ’
o . democracy, and|and the| " . emphasizing
tradition equity, and based i . forlented ndividual
child-centered nature-base integration o approach individua
. education education and differences and
learning
care local needs
Play-based and
Play-based, experiential
) _ .| experiential, learning Play-based, Play-based, child-
. Play _based Play-, inquiry-, and nature-| promoting inquiry- centered approach
Pedagogical learning (free|and . ; , ) . L
3 . based learning|children's oriented, and|fostering inquiry,
Approach and guided|exploration- . . o .
. emphasizing active child-initiated | problem-solving,
play) based learning . ) . . .
children's participation learning and exploration
participation
An active| An active| A rights-holder, | An active| An active and|An active,
View of the|learner participant, democratic participant who|competent inquisitive  child
Child developing |meaning- participant learns through|learner who|whose individual
within a| maker, whose personal constructs potential is
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social inquirer,  and|perspectives are | experiences knowledge supported and who
environment |agent of | respected and|and whose | through actively
learning who  actively|developmental |experience participates in the
engages in| potential IS learning process
learning nurtured
Holistic Balanced Holistic
Play, well-| development  |support for development, play-
. . ) \ Play-based .
Holistic being, through  play,|children's learning life based learning,
Educational dev_elopment, participation, Well-beln_g, phy3|_c_al, skills,  values problem-_sol\_/lng,
social transversal democratic cognitive, . communication
Focus ; . : R 9 education, and|_ .
interaction, |competencies, |participation, |linguistic, holistic skills,
and play and meaningful | sustainability, |social, and environmental
. . . development
learning and experiences | emotional awareness, and
in nature development social values
Flexible Fle?ut?le and National National
. Integrated holistic .
curricula National Core|curriculum curriculum preschool curriculum
. developed at ; . curriculum with| framework  with
Curriculum Curriculum based on the|implemented ) o
the  federal| ~: . . a flexible, | flexibility to
Structure state with local | Framework nationwide spiral and| address local needs
N adaptations Plan, allowing|through the | 3Piral )
(L&nder) . . child-centered |through a child-
local adaptation | Nuri
level . structure centered approach
Curriculum
Holistic :_IOI'S.I \c Learning based|Inquiry-based | Play-based,
A learning earning - based on play, | learning learner-centered
. Experiential on play, ’ 2 -
Learning ._|through  play, . everyday learning model emphasizing
and  social . exploration, ) i
Model learnin exploration, exoerience. and| &PENences, through  play,| exploration,
g interaction, and chlioldren's : and children's|and holistic| problem-solving,
experience s interests development and collaboration
participation
Holistic support Holistic support
for social- - for  cognitive,
Holistic emotional Holistic language -
N support for . ' Holistic support for
Balanced development | cognitive, - social- . -
. I cognitive, . physical, cognitive,
Developmental soua_l, through_ play, Ilngu_lstlc, and social- emot_lonal, and language, social-
emotional, |well-being, and|physical . physical L2
Focus N emotional, emotional, and
and cognitive|lifelong development . development, .
development |learning while fostering physical,  and together  with creative
. . language . development
competencies |connections learning

with nature and
society

development

approaches and
life skills

Distinctive
Features

Froebelian
educational
tradition

Child-centered,
system based,
on the EduCare
model,
inclusive
education, and
transversal
competencies

Emphasis
children's
rights,
democratic
participation,
outdoor
education, and
sustainability

on

Implementation
of the Nuri
Curriculum,
integrating
education and
care within a
unified
curriculum

Integration  of
child-centered
education,
inclusion,
values
education,
play-based
learning

and

Flexible
curriculum
responsive to local
needs, emphasizing
foundational
competencies and
holistic child
development

Table 1 presents a comprehensive comparative overview of the philosophical foundations and pedagogical
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approaches underpinning the early childhood education curricula of the selected countries. The findings indicate
that, despite considerable commonalities, each country's curriculum reflects distinctive characteristics shaped by
its unique sociocultural context, educational traditions, and policy priorities.

The most prominent similarity across all six countries is the adoption of child-centered education and play-based
learning as the fundamental principles of early childhood education. From Germany to the Turkish Republic of
Northern Cyprus (TRNC), play is regarded not merely as a recreational activity but as the primary medium
through which children learn, explore, and construct knowledge. This finding suggests that constructivist and
experiential learning paradigms have become dominant approaches in contemporary early childhood education
worldwide.

Nevertheless, notable differences emerge with respect to the philosophical foundations of the curricula. In
Germany, the curriculum is strongly influenced by the Froebelian tradition and social pedagogy, emphasizing
social interaction, community participation, and holistic child development. In contrast, Finland and Norway
reflect the principles of the Nordic welfare state by integrating children's rights, inclusion, well-being, and
democratic participation into their educational philosophies. Norway is further distinguished by its strong
emphasis on nature-based education, outdoor learning, and sustainability. South Korea adopts a nationally
standardized yet child-centered approach through the Nuri Curriculum, which integrates education and care
within a unified framework. By comparison, the curricula of Turkiye and the TRNC are characterized by an
eclectic educational philosophy, combining multiple pedagogical perspectives within a flexible, developmental,
play-based, and context-sensitive framework that accommodates local educational needs.

Regarding pedagogical approaches, all countries emphasize play-based, experiential, and inquiry-oriented
learning. However, Finland and Norway place greater emphasis on children's participation, inquiry, and
meaningful interaction with natural environments. In contrast, Tirkiye and the TRNC give relatively greater
prominence to problem-solving, exploration, and the development of fundamental life skills, reflecting their
emphasis on preparing children for both academic and everyday life.

The findings also reveal a remarkable convergence in the view of the child adopted across the six curricula. In
all countries, children are no longer perceived as passive recipients of knowledge but rather as active, competent,
and autonomous learners who construct meaning through interaction with their physical and social environments.
This common perspective reflects the global shift away from traditional teacher-centered instruction toward child
rights-based and constructivist approaches in early childhood education.

Similarly, the curricula demonstrate substantial consistency regarding their educational priorities and
developmental focus. All six programs aim to foster children's cognitive, social-emotional, language, and
physical development through a holistic educational approach. Nevertheless, Finland and Norway place
comparatively greater emphasis on well-being, lifelong learning competencies, and demaocratic participation,
whereas Turkiye and the TRNC prioritize life skills, values education, and responsiveness to local cultural and
societal needs.

Finally, the distinctive characteristics identified in each curriculum clearly illustrate their underlying educational
philosophies. Germany continues to preserve the legacy of the Froebelian tradition, while Finland and Norway
distinguish themselves through their strong commitment to children's rights, inclusive education, and democratic
values. South Korea is characterized by the nationally implemented Nuri Curriculum, which provides a unified
framework integrating education and care. In contrast, Tirkiye and the TRNC have adopted more flexible and
eclectic curriculum models that are responsive to local contexts while maintaining a strong commitment to
holistic child development and play-based learning. These findings demonstrate that, although the selected
countries share a common child-centered orientation, they operationalize this philosophy through different
curricular structures and pedagogical priorities that reflect their respective educational traditions and societal
contexts.
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Table 2. Comparison of the Structure and Organization of Learning Domains in the Early Childhood
Education Curricula of the Selected Countries

Theme Germany | Finland Norway South Korea | Turkiye TRNC
Hybrid Hybrid (learning
(organized domains are
around explicitly
Curriculum Hvbrid Transversal /| Transversal / Hvbrid developmental | defined but
Model y Integrated Integrated y domains  with | implemented
holistic and | through an
integrated integrated
implementation) |approach)
Health and
Physical
Development;
Language,
Communication
and Emergent
domains | stucture. | IMerdiciplinary | Netional | J/0EUE PO CRERE L
and integrated | curriculum .
vary across | based on ) . developmental |and Logical
Structure  of structure integrating ) L
Learning the federal broad_ organized developmental domaiins and Th_inking,
. states learning : .. | learning Science, Nature
Domains . . around  seven|domains with .
(multi- domains and . . s outcomes  with |and
framework | transversal Iearni_n g childr_enslived interdisciplinary | Environmental
. domains experiences . - i
approach) | competencies integration Awareness;
Personal, Social
and Emotional
Development;
Creative and
Aesthetic
Development
- Learning
Play-based Is_tlfulz:siti:(r:e Play-based, domains are
curriculum | Holistic emphasizing Play-based, child-centered, |explicitly
grounded | structure lav.  children's child-centered |spiral, flexible, | defined but
in  social | centered on|P ¥ i curriculum inquiry- and | implemented in
Structural pedagogy, |play, ﬁg[u'rcépa on, grounded  in|exploration- an  integrated,
Characteristics | with exploration, experiences experiential oriented play-based,
variations participation, community’ Ieaini_ng and approac_h child-centered
across and children's engacement. and holistic supporting framework that
federal agency int%rgisci Iiiiar development | holistic promotes
states P y development holistic

learning

development

Table 2 provides a comparative overview of how learning domains are structured and organized within the early
childhood education curricula of the selected countries. The findings indicate that, although the curricula exhibit
substantial similarities at the structural level, they differ in terms of curriculum organization and the degree of
integration adopted.

A common trend across all six countries is the movement away from rigid, discipline-based curriculum structures
toward holistic, integrated, and experience-based learning frameworks. While Germany, South Korea, Trkiye,
and the Turkish Republic of Northern Cyprus (TRNC) adopt hybrid curriculum models, Finland and Norway
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demonstrate a more explicit emphasis on transversal competency-based and integrated curriculum structures.
This distinction suggests that the Nordic countries increasingly conceptualize learning through competencies,
authentic experiences, and real-life contexts rather than through isolated subject areas.

Differences are also evident in the organization of learning domains. In Germany, the federal structure of the
education system results in considerable variation among the curricula implemented by individual federal states
(Lander), providing flexibility but also creating a relatively fragmented curriculum structure. By contrast, Finland
and Norway achieve a high level of curricular integration through transversal competencies and interdisciplinary
learning. South Korea adopts a nationally standardized curriculum that integrates developmental domains with
children's everyday experiences, thereby promoting a coherent and holistic educational framework. Although
Turkiye similarly emphasizes interdisciplinary integration, its curriculum maintains a comparatively more
structured organization based on clearly defined developmental domains and learning outcomes. In the TRNC,
learning domains are explicitly specified; however, curriculum implementation remains holistic, play-based, and
child-centered through the integration of these domains in classroom practice.

With respect to structural characteristics, all six curricula emphasize play-based, child-centered, and experiential
learning as the foundation of educational practice. Nevertheless, Finland and Norway place greater emphasis on
children's participation, interaction with nature, and engagement with their local communities, systematically
integrating learning with authentic life experiences. In Germany, the decentralized organization of the education
system results in greater variation across federal states, producing a more diverse application of the social
pedagogical approach. Conversely, South Korea's centralized curriculum provides a more consistent
implementation of experiential learning within a unified national framework. Turkiye and the TRNC represent
hybrid models in which learning domains are formally distinguished while being integrated during curriculum
implementation through play-based and child-centered pedagogical practices. Overall, the findings suggest that
contemporary early childhood education curricula increasingly prioritize integrated learning experiences over
isolated disciplinary instruction, although countries differ in the organizational strategies through which this
integration is achieved.

Table 3. Comparative Analysis of Developmental Domains and Learning Outcomes in the Early Childhood
Education Curricula of the Selected Countries

Theme Germany Finland Norway South Korea  |Turkiye TRNC
Communication, Communication Language
Language Lanquage interaction, and Communication. |lanquace " |development, |Language,
Development comgmugiéation multiliteracy lanauage an(’j dev%logment communication [communication,
and and writin integrated tex?s ge, Iistenir? ’an q skills, andland  emergent
Communication | g throughout  the s eaking,skills emergent literacy
learning process P g literacy
Cognitive Learnin
learning through experier?ces that Cognitive
Mathematical ”;gltj)llreﬁ-solvin Quantities, promote (rjnez;{;l;ﬂg)[iegl’ Mathematics
and  Cognitive|Mathematics lronathematical 9. space, and|problem-solving, thinkin and and logical
Development o shapes logical thinking,| . ng, thinking
thinking, and and  coanitive scientific
environmental develo megnt process skills
exploration P
Exploring  the Inquiry
Science, Nature,|Natural . epwronrr_\ent, exploration, Science, nature,
. Learning through|Nature, discovering )
and sciences  and natural and builtjenvironment nature and environmental jand
Environmental |natural—cultural . ’ g awareness, and|environmental
: : environments  |and technology |learning through i
Learning environments nature-based  |awareness
everygjay learning
experiences
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Development

through Physical
. Body, Movement,
Physical Body, movement, development, |Health and
movement, health,  safety, .
Development  |movement, and|health, self-care, - movement, physical
.__tInutrition,  and|and self-care
and Health health and physical . health, and self-|development
- health skills .
activity care skills
Personal  and Participation, Ic_c?rcnar:]unit and Social Social-
Social- ) well-being, L y ¢ relationships, emotional
. social . society;  ethics, . .
Emotional . |belonging, L emotional development, |Personal, social,
development; religion, and . ) .
Development cultural . , development, life skills,jand  emotional
values and philosophy; -
and Values| /. - awareness, and collaboration,  |values development
. religious . . democracy, : :
Education education social-emotional human _ rights and social|education, and
competencies _Ndt 'ladjustment inclusion
and participation
Learning Artistic
integrated expression, Arts, creativity, Creative and
Arts and|, ,. through culture,|Arts, culture, and|aesthetic aesthetic .
. Visual arts L . aesthetic
Creativity play, and|creativity experiences, and|awareness, and develonment
creative the development|self-expression P
activities of creativity
Interdisciplinary Child-centered, Id_grér:gilrr:gb-ase q
Flexible, child-land integrated|Holistic, child-|play-based, et intearated
Multidimensio |centered, curriculum centered flexible, spiral, Zurriculumg
Curriculum nal and values-|participatory emphasizing curriculum eclectic emphasizin
Structure oriented curriculum based|children's grounded in play|curriculum chiFd- g
curriculum on transversal|participation andland everyday life|focused ON| enteredness
competencies  |play-based experiences holistic and holistic

learning

development

development

Table 3 presents a comparative analysis of how developmental domains and learning outcomes are structured
within the early childhood education curricula of the selected countries. Overall, the findings indicate that these
curricula have undergone a substantial transformation toward a more holistic approach, both in terms of
curriculum content and structural organization.

A general examination reveals that none of the countries conceptualizes developmental domains as rigidly
separated areas. Instead, language, cognitive development, science and environmental learning, physical
development, social-emotional development, and arts education are integrated within a holistic developmental
framework. Although these core domains are common across all six curricula, their conceptualization and
implementation differ according to each country's educational philosophy and pedagogical priorities.

With regard to language development and communication, Germany emphasizes language, communication, and
writing skills, whereas Finland conceptualizes this domain through multiliteracy and communication embedded
across all learning experiences. Norway links language development to communication within broader linguistic
and cultural contexts, while South Korea adopts a more structured approach emphasizing listening and speaking
skills. In contrast, Turkiye and the Turkish Republic of Northern Cyprus (TRNC) address language development
and emergent literacy within a play-based yet comparatively more structured curriculum framework.

Regarding mathematical and cognitive development, Finland and Norway are distinguished by their emphasis on
inquiry, problem-solving, and experiential learning. Germany maintains a relatively traditional focus on
mathematics, whereas South Korea integrates cognitive development with scientific process skills. In both
Tarkiye and the TRNC, mathematical thinking is fostered through developmentally appropriate, play-based
learning experiences.

Page 1116

www.rsisinternational.org



https://rsisinternational.org/journals/ijriss
https://rsisinternational.org/journals/ijriss
http://www.rsisinternational.org/

INTERNATIONAL JOURNAL OF RESEARCH AND INNOVATION IN SOCIAL SCIENCE (1JRISS)
ISSN No. 2454-6186 | DOI: 10.47772/1JRISS | Volume X Issue VII July 2026

In the domain of science, nature, and environmental learning, Finland and Norway emphasize integrated, nature-
based, and inquiry-oriented approaches that encourage children's active exploration of the natural environment.
Germany highlights interactions between natural and cultural environments, while South Korea connects
environmental learning with children's everyday experiences. Although the curricula of Tulrkiye and the TRNC
provide a more structured organization of this domain, they likewise promote experiential learning through
inquiry and exploration activities.

Physical development and health constitute another area of considerable similarity across the selected countries.
All curricula emphasize movement, health, and self-care as essential components of children's development.
Nevertheless, Finland and Norway conceptualize this domain within a broader life-skills perspective, whereas
Turkiye and the TRNC organize it through more explicitly defined developmental domains.

More pronounced differences emerge in the area of social-emotional development and values education.
Germany associates values education with personal, social, and cultural development, while Finland places
particular emphasis on children's well-being, participation, and sense of belonging. Norway prioritizes
democracy, human rights, and active participation in society, whereas South Korea focuses on social
relationships, cooperation, and social adjustment. In comparison, Tirkiye and the TRNC emphasize social-
emotional development through life skills, values education, and inclusive educational practices.

With respect to arts and creativity, all curricula recognize creativity and aesthetic development as fundamental
educational goals. However, Finland and Norway integrate artistic learning with culture and play, whereas
Germany maintains a comparatively more traditional orientation toward arts education. In Tirkiye and the TRNC,
creative development is primarily promoted through play-based activities that encourage children's imagination,
self-expression, and aesthetic awareness.

Finally, the analysis of the overall curriculum structure demonstrates strong convergence among the selected
countries. All six curricula adopt child-centered, play-based, and holistic approaches to early childhood
education. Nevertheless, Finland and Norway are characterized by more flexible, competency-based, and
transversal curriculum structures, while Germany maintains a multidimensional curriculum grounded in values
education. South Korea distinguishes itself through a centralized curriculum framework supported by experiential
learning, whereas Turkiye and the TRNC are characterized by flexible and eclectic curriculum structures that are
responsive to local educational needs while maintaining a commitment to holistic child development.

Table 4. Comparative Analysis of Teachers' Roles, Family Involvement, and Technology Integration in the
Implementation of Early Childhood Education Curricula in the Selected Countries

Theme Germany Finland Norway South Korea Turkiye |TRNC
Teacher’s Guide, gg:g?\’/er Facilitator, |Facilitator, Guide IC\;/Iljeirét:r, Mentor. Guide
Role Caregiver AR Guide '
Facilitator
ﬁ;rnoi?l_ Regular aigymation Structured  |Parent and family|Parent Individual
Collagoration communication sharing collaboration |[involvement meetings  |meetings
Participation
Family Active parental|Indirect within  the|Supportive/assisting |Recycling |Participation in
participation |involvement |participation |framework of|role activities  |activities
collaboration
Purposeful Technology Use Controlled Use of
and Balanced and evolving in line with and information and
pedagogically (ethical digital diqital g emerging communication
Technology |Pedagogically |oriented use|integration tra%]nsformation digital technologies
Approach controlled use |of technology|for _ oolicies; technology'ntegrat'on (ICT) as tools
to develop|pedagogical . for X
- considered as a tool . |supporting
digital PUrposes supporting learnin pedagogical learnin
competencies PP g g purposes g
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Table 4 focuses on the implementation dimension of early childhood education curricula, particularly teacher
roles, family involvement, and technology use, and clearly demonstrates the pedagogical practice differences
among countries.

Overall, the role of the teacher in all countries has shifted from being a transmitter of knowledge toward a role
characterized by guidance and facilitation. This reflects the common adoption of constructivist and child-centered
approaches in early childhood education. In Germany, teachers continue to maintain their role as caregivers
alongside their educational responsibilities, whereas in Finland and Norway, the role of the teacher as an observer
and a facilitator of children’s learning processes is more prominent. In South Korea, teachers are primarily
defined as facilitators, while in Turkiye and the Turkish Republic of Northern Cyprus (TRNC), the guiding and
mentoring roles are more dominant.

Regarding family involvement, Finland demonstrates a strong and continuous communication model based on
daily information sharing, whereas Norway emphasizes a more structured partnership approach between families
and educational institutions. In Germany, regular communication and parent meetings serve as the primary
mechanisms for family engagement, while South Korea highlights active parental participation. In contrast,
family involvement in Turkiye and the TRNC remains largely indirect and supportive, primarily occurring
through participation in activities and feedback mechanisms; however, gradual improvements in family
engagement practices are observed.

In terms of technology use, Finland and Norway demonstrate balanced and ethical digital integration aligned with
pedagogical purposes. South Korea exhibits a more systematic and advanced approach to technology use in
accordance with digital transformation policies. Germany adopts a controlled approach that is primarily oriented
toward supporting children’s development and care practices, whereas Tiirkiye and the TRNC are characterized
by an emerging integration of technology, with digital tools increasingly positioned as resources that support
learning processes.

Table 5: Assessment Approaches and Methods in the Comparative Countries

Theme Germany Finland Norway South Korea |Turkiye TRNC
Child (self-|Child, Teacher,/Child, . .
Assessment Child, Teacher |assessment), |Child’s Teacher, Ch"‘.j’ Teacher, Child, Teacher,
Components . - Curriculum Program
Teacher perspective Institution
Weekly Observation,
Main Developmental |Pedagogical Pedagoglcal_ _ monitoring, devel_opmental
Assessment | reports documentation documentation, Observ_atlon, Anecdotal trackln_g,
' ; ' |Progress Portfolio records, portfolio, and
Methods Portfolio Portfolio o
monitoring Developmental |developmental
reports reports

Table 5 demonstrates that assessment approaches used in early childhood education across the comparative
countries have generally shifted away from traditional measurement and evaluation practices toward a process-
oriented, developmental, and multi-stakeholder framework. In all countries, children and teachers are included
in the assessment process at a fundamental level, while in some countries this structure is expanded through
institutional- and curriculum-based assessment dimensions.

In particular, Finland and Norway adopt approaches that prioritize children’s active participation in assessment
processes; through methods such as self-assessment, children’s perspectives, and pedagogical documentation,
assessment is transformed into a more participatory and democratic practice. Similarly, in Germany,
developmental reports and portfolio-based assessment practices are prominent, with the assessment process
primarily conducted through systematic observation and documentation.

In South Korea, a more structured monitoring system that incorporates the institutional level into the assessment
process is evident, with children’s development being monitored comprehensively through observation and
portfolio assessment. In Turkiye and the Turkish Republic of Northern Cyprus (TRNC), assessment practices are
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primarily conducted through teacher-centered observation, developmental monitoring, and reporting processes,
supported by tools such as portfolios and anecdotal records. However, children’s participation in assessment
processes remains relatively limited in these contexts compared to the other countries.

DISCUSSION AND CONCLUSION

This study comparatively examines the early childhood education curricula of Germany, Finland, Norway, South
Korea, Tlrkiye, and the Turkish Republic of Northern Cyprus (TRNC) across the dimensions of philosophical
foundations, pedagogical approaches, the structure of learning areas, developmental domains and learning
outcomes, teacher roles, family involvement, technology use, and assessment approaches. The findings reveal
that although the early childhood education curricula of the six countries share significant commonalities at the
global level, each system possesses distinctive characteristics shaped by its own sociocultural, historical, and
educational policy contexts.

An examination of the findings indicates that child-centered approaches and play-based learning constitute the
core of early childhood education in all countries. This finding confirms that constructivist and experiential
learning perspectives have become dominant paradigms in early childhood education worldwide (Oktay, 2004;
Poyraz & Dere, 2001). However, significant differences exist among countries regarding their philosophical
foundations. In Germany, the Froebelian tradition and the social pedagogical approach remain prominent,
emphasizing social interaction and community-based development (Tietze, 1993; Arslan, 2003). The concept of
“Kindergarten,” introduced by Froebel in 1837, continues to represent a living educational tradition in Germany
and reflects an understanding of play as the fundamental medium of learning (Yal¢in, 2019). In Finland and
Norway, children’s rights, inclusion, well-being, and democratic participation have been integrated into
educational systems in line with welfare state principles (Ministry of Family and Social Services, 2018; Udir.no,
2024). Norway further distinguishes itself through its emphasis on nature-based learning and sustainability. In
South Korea, the Nuri Curriculum represents a centralized and standardized yet child-centered structure that
integrates education and care. In Turkiye and the Turkish Republic of Northern Cyprus, an eclectic approach is
dominant, combining various pedagogical perspectives within a developmental and play-based framework while
maintaining flexibility and sensitivity to local needs (MoNE, 2024a; MoNE, 2024b).

Regarding pedagogical approaches, play-based, experiential, and inquiry-oriented learning constitute a common
framework across all countries. However, child participation, exploration, and interaction with nature are
emphasized more strongly in Finland and Norway. In contrast, Tlrkiye and the Turkish Republic of Northern
Cyprus place greater emphasis on problem-solving, exploration, and the development of fundamental life skills.
This suggests that Turkiye and the TRNC adopt a comparatively more structured and skill-oriented approach
within early childhood education (Cetin & Cetin, 2021; Serdaroglu & Bekir, 2024).

When the dimension of the “child’s perspective” is examined, it is evident that children in all countries are no
longer positioned as passive recipients of knowledge but rather as active participants, meaning-makers, and
subjects of the learning process. This reflects a global shift away from traditional teacher-centered approaches
toward a child rights-based pedagogical transformation (Toran, 2015; Ummanel, 2017). However, the positioning
of children as “rights holders” and “democratic participants” in Finland and Norway demonstrates that these
countries have translated children’s rights discourse into pedagogical practices more comprehensively (Ministry
of Family and Social Services, 2018).

In terms of educational focus and developmental domains, all programs aim to support children’s cognitive,
socio-emotional, linguistic, and physical development through a holistic approach. Nevertheless, concepts such
as “well-being,” “lifelong learning,” and “democratic participation” are more dominant in Finland and Norway,
whereas life skills, values education, and responsiveness to local needs are more prominent in Tlrkiye and the
TRNC. This differentiation indicates that while Northern European countries conceptualize early childhood
education within a broader framework of lifelong learning and active citizenship, Tirkiye and the TRNC
demonstrate a more pragmatic approach focused on foundational skills (Hamarat, 2019; Gelen, 2017).

Finally, the distinctive characteristics of each country clearly reflect their educational philosophies. Germany
maintains the Froebelian tradition, while Finland and Norway differentiate themselves through child rights-based
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and inclusive education policies. South Korea stands out with its centralized Nuri Curriculum structure, whereas
Tirkiye and the TRNC have developed more flexible, eclectic, and context-sensitive systems (Dumankaya, 2024;
Sarisoy, 2025).

When the structure and organization of learning areas are examined, a fundamental trend observed across all
countries is that learning areas are not rigidly separated into distinct disciplinary categories; rather, they have
evolved toward holistic, integrated, and experience-based structures. While Germany, South Korea, Trkiye, and
the TRNC demonstrate a mixed-model structure, Finland and Norway exhibit more explicit transversal and
competency-based integrated curriculum structures. This indicates that particularly in Northern European
countries, learning is organized around competencies, experiences, and real-life contexts rather than isolated
subject areas (Gtirses, 2022; Sarisoy, 2025).

Differences can also be observed in the organization of learning domains. In Germany, the state-based educational
structure results in variations among learning areas, creating a flexible yet somewhat fragmented system. Finland
and Norway achieve strong integration through transversal competencies and interdisciplinary learning
approaches. South Korea implements a centralized and holistic curriculum structure that combines developmental
domains with everyday life experiences. In Turkiye, although interdisciplinary integration is emphasized, a more
structured curriculum organization remains evident. Inthe TRNC, learning areas are defined separately; however,
implementation reflects a holistic, play-based, and child-centered approach (MoNE, 2024b; Yiiksel et al., 2024).

In terms of structural characteristics, learning in all countries is characterized as play-based, child-centered, and
experiential. In Finland and Norway, children’s participation, experiences with nature, and social interactions are
structured more systematically, allowing learning to be integrated with real-life contexts. In Germany, the social
pedagogical structure demonstrates a more fragmented appearance due to differences among federal states,
whereas South Korea supports experiential learning within a centralized educational system. Tirkiye and the
Turkish Republic of Northern Cyprus (TRNC) represent a mixed structure in which learning areas are both
separately defined and simultaneously integrated into practice (Sarisoy, 2025; Tas et al., 2024).

When developmental domains and learning outcomes are examined, it is evident that developmental areas in all
countries are not strictly separated from one another in a traditional sense; rather, they are integrated within a
holistic development approach. Fundamental areas such as language, cognitive development, science and nature,
physical development, socio-emotional development, and arts are included across all countries. However, the
way these domains are addressed varies according to each country’s pedagogical priorities (Aral et al., 2000;
Kandir & Kurt, 2010).

Regarding language development and communication, Germany places greater emphasis on language and
communication skills, particularly written language development, whereas Finland approaches this domain
through multiliteracy and communication embedded within the overall learning process. Norway associates
communication with language development and cultural belonging, while South Korea adopts a structured
approach focusing on listening and speaking skills. In Tirkiye and the TRNC, early literacy and language
development are addressed through play-based practices within a relatively more structured framework (MoNE,
2024c; Yiksel etal., 2024).

In the domain of mathematical and cognitive development, Finland and Norway stand out through their problem-
solving and inquiry-based experiential learning approaches. While Germany maintains a more traditional focus
on mathematical concepts, South Korea integrates cognitive development with scientific process skills. In
Tarkiye and the TRNC, mathematical thinking is supported through play-based and developmentally appropriate
approaches (Giirses, 2022; Kardes, 2020).

In the area of science, nature, and environmental education, Norway and Finland implement integrated models
based on nature-oriented and inquiry-based learning, whereas Germany emphasizes interaction with both natural
and cultural environments. South Korea connects environmental awareness with everyday life experiences, while
Tirkiye and the TRNC address this domain through more structured approaches supported by experiential
activities (Ministry of Family and Social Services, 2018; Udir.no, 2024).
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The domains of physical development and health demonstrate common characteristics across all countries,
focusing on movement, health awareness, and self-care skills. Finland and Norway expand this area within the
broader framework of life skills, whereas Turkiye and the TRNC proceed through more explicitly defined
developmental domains. Significant differences are also observed among countries regarding socio-emotional
development and values education. Germany associates values education with social and cultural structures,
while Finland places well-being and participation at the center of this domain. Norway emphasizes democracy
and human rights, whereas South Korea focuses on social harmony and cooperation. In Tirkiye and the TRNC,
socio-emotional development is addressed within the framework of life skills and inclusiveness (Cetin & Cetin,
2021; Sezgin, 2018).

In the field of arts and creativity, creativity and aesthetic development emerge as common objectives across all
countries. While Finland and Norway integrate this domain with culture and play, Germany maintains a more
traditional approach to arts education, whereas Turkiye and the TRNC support creative development through
play-based activities (Kandir & Kurt, 2010; Pekdogan, 2012).

Regarding curriculum structure, a common characteristic across all countries is the adoption of child-centered,
play-based, and holistic approaches that prioritize children’s overall development. However, Finland and Norway
provide stronger transversal, competency-based, and flexible structures, whereas Germany demonstrates a
multidimensional and value-oriented system. South Korea stands out with its centralized and experiential
curriculum structure, while Turkiye and the TRNC draw attention with their eclectic, flexible, and locally
responsive approaches (MoNE, 2024a; MoNE, 2024b).

The findings regarding curriculum implementation reveal clear differences in pedagogical practices among
countries. In general, the teacher role in all countries has shifted away from being a transmitter of knowledge
toward becoming a guide and facilitator. This indicates a common alignment with constructivist and child-
centered approaches (Savset & Celebi Oncii, 2022; Vygotsky, 1978).

In Germany, teachers continue to maintain a caregiving role in addition to their educational responsibilities,
whereas in Finland and Norway, an observing and learning-organizing role is more prominent. In South Korea,
teachers are defined primarily as facilitators, while in Tlrkiye and the TRNC, the guiding and supporting role of
teachers is more dominant. This differentiation demonstrates that teachers in Turkiye and the TRNC assume a
more structured guidance role, whereas teachers in Finland and Norway occupy a more observational position

that allows children greater autonomy in constructing their own learning experiences (Sarisoy, 2025; Tas et al.,
2024).

Regarding family involvement, Finland demonstrates a strong and continuous communication model based on
daily information sharing, while Norway emphasizes a more structured collaboration approach. In Germany,
regular communication and parent meetings are used as primary tools, whereas active parental participation is
particularly evident in South Korea. In Tirkiye and the TRNC, family involvement is generally indirect and
supportive, primarily limited to participation in activities and feedback mechanisms, although it continues to
develop. This indicates that family engagement in TUrkiye and the TRNC occurs within a more formal and limited
framework, whereas Finland and Norway have developed more integrated and everyday-based partnership
models (Christenson & Sheridan, 2001; MoNE, 2024b).

In terms of technology use, Finland and Norway demonstrate an ethical, balanced, and pedagogically oriented
integration of digital technologies. South Korea exhibits a more systematic and advanced approach in line with
national digital transformation policies. Germany adopts a more controlled and care-oriented approach, while
technology use in Turkiye and the TRNC is still developing and is increasingly positioned as a tool supporting
learning processes (Jaruszewicz & Rosen, 2009; Rosen, 2006). This indicates that Tlrkiye and the TRNC are still
in the early stages of technology integration, whereas Finland, Norway, and South Korea have achieved more
systematic and pedagogically grounded digital integration.

When assessment approaches are examined, it is observed that assessment practices in early childhood education
across the compared countries have generally moved away from traditional measurement-based approaches
toward process-oriented, developmental, and multi-stakeholder assessment frameworks. In all countries, children
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and teachers are included in the assessment process at a basic level, while some countries have expanded this
structure through institutional and curriculum-based evaluation dimensions (Sapsaglam, 2013; Sonmez, 2008).

In particular, Finland and Norway adopt assessment approaches that prioritize children’s active participation.
Through methods such as self-assessment, children’s perspectives, and pedagogical documentation, these
countries transform assessment processes into more participatory and democratic practices (Ministry of Family
and Social Services, 2018). In Germany, developmental reports and portfolio-based assessments are prominent,
with assessment processes primarily based on systematic observation and documentation. South Korea
demonstrates a more structured monitoring system in which institutional-level evaluation is also incorporated,
and children’s development is monitored multidimensionally through observation and portfolio practices. In
Tirkiye and the TRNC, assessment practices are mainly conducted through teacher-centered observation,
developmental monitoring, and reporting processes. Although these processes are supported by tools such as
portfolios and anecdotal records, the integration of children’s participation into assessment procedures remains
relatively limited (MoNE, 2024b; Yiksel et al., 2024).

This comparative analysis demonstrates that the early childhood education programs of Tirkiye and the TRNC
are aligned with global trends while maintaining their own distinctive characteristics. Both countries adopt child-
centered, play-based, holistic, and eclectic approaches. Tiirkiye’s updated Preschool Education Program within
the 2024 Maarif Model and the locally developed national curriculum framework of the TRNC reflect this
educational orientation (MoNE, 2024a; MoNE, 2024b; Serdaroglu & Bekir, 2024).

Among the strengths of Tirkiye and the TRNC are their ability to maintain a holistic approach despite defining
developmental domains separately, their flexible curriculum structures responsive to local needs, their emphasis
on values education, and their focus on problem-solving and fundamental life skills. However, several areas
remain open to further development. In particular, the integration of children’s participation into assessment
processes, the transformation of family involvement into a more continuous and process-oriented structure, the
systematic use of technology for pedagogical purposes, and the stronger incorporation of transversal competency -
based approaches into curricula require further attention (Cetin & Cetin, 2021; Dumankaya, 2024; Sarisoy, 2025).

Drawing upon the examples of Finland and Norway, positioning children as active participants, rights holders,
and democratic individuals; adopting participatory assessment methods such as pedagogical documentation and
self-assessment; strengthening nature-based learning and sustainability perspectives; and developing family—
school partnership models based on daily communication may provide significant contributions for Turkiye and
the TRNC (Ministry of Family and Social Services, 2018; Udir.no, 2024).

In conclusion, this study demonstrates that early childhood education curricula worldwide are evolving toward a
paradigm centered on child-centeredness, play-based learning, and holistic development. However, each country
interprets this paradigm uniquely within its own historical, cultural, and political context. Although Ttrkiye and
the TRNC have developed flexible and context-sensitive programs aligned with global trends, they may further
strengthen their curricula by benefiting from the experiences of Northern European countries, particularly in the
areas of child participation, participatory assessment, systematic technology integration, and continuous family
collaboration. Future research should enrich this comparative framework through empirical observations of
implementation practices and teacher perspectives, particularly by evaluating the effectiveness of the newly
developed programs in Turkiye and the TRNC.

REFERENCES

1. Abdurohman, M. (2025). Optimizing play-based learning for early childhood in the digital era. Generasi,
2(2), 277-306. https://doi.org/10.59784/generasi.v2i2.310

2. Ahtiainen, R., Fonsén, E., & Kiuru, L. (2021). Finnish early childhood education and care leaders’
perceptions of pedagogical leadership and assessment of the implementation of the National Core
Curriculum  in  times of change. Australasian Journal of Early  Childhood.
https://doi.org/10.1177/18369391211010971

3. Akyol, A. (Ed.). (2017). Child development in early childhood I. Ankara: Ani Publishing.

Page 1122 www.rsisinternational.org


https://rsisinternational.org/journals/ijriss
https://rsisinternational.org/journals/ijriss
http://www.rsisinternational.org/
https://doi.org/10.59784/generasi.v2i2.310
https://doi.org/10.1177/18369391211010971

3 INTERNATIONAL JOURNAL OF RESEARCH AND INNOVATION IN SOCIAL SCIENCE (1JRISS)
° ISSN No. 2454-6186 | DOI: 10.47772/1JRISS | Volume X Issue VII July 2026

E
~

4. Anthony, M. (2025). Rethinking global education for sustainability: Learning from East Asia’s relational
turn. Foresight and STI Governance, 19(4), 52-67. https://doi.org/10.17323/fstig.2025.29081

5. Aral, N., Kandir, A., & Can Yasar, M. (2000). Preschool education and program implementation in
preschool education institutions. Ya-Pa Publishing.

6. Arslan, M. (2003). Development of preschool education in European Union countries and the situation in
Turkey. Millt Egitim Journal, 33 (167).
https://dhgm.meb.gov.tr/yayimlar/dergiler/Milli_Egitim_Dergisi/167/index3-arslan.htm

7. Avetisyan, M., & Konjoyan, H. (2023). A comparative analysis between traditional and alternative early
childhood education: The Maria Montessori method and Reggio Emilia pedagogical approach. Armenian
Journal of Special Education, 7(2), 65—77. https://doi.org/10.24234/se.v7i2.8

8. Bartan, S., & Alisinanoglu, F. (2024). Preschool teachers’ views on sensory education. Southeast Asia
Early Childhood Journal, 13(1), 81-94. https://doi.org/10.37134/saecj.vol13.1.5.2024

9. Bay, D.N. (2024). An examination of preschool children’s play skills and independent learning behaviors
in  Tarkiye. The Journal of Limitless Education and Research, 9(1), 107-127.
https://doi.org/10.29250/sead.1427349

10. Bragdo, M. B., Tuszynska, L., & Zeber-Dzikowska, . (2023). Conception of sustainable development in
local philosophies of  Scandinavian  countries.  Studia  Ecologiae et  Bioethicae.
https://doi.org/10.21697/seb.2023.19

11. Biiyiikoztiirk, S., Kilig Cakmak, E., Akgiin, O. E., Karadeniz, S., & Demirel, F. (2025). Scientific research
methods (37th ed.). Pegem Academy.

12. Byanjweli, L., Odhiambo, K., Gakunga, D., & Kimamo, C. (2026). Early childhood educators’
pedagogical practices regarding play-based learning in Kagera-Tanzania. African Journal of Education
and Practice12(1), 1-20. https://doi.org/10.47604/ajep.3614

13. Cadima, J., Ferreira, T., Guedes, C. et al. (2025). Does Support for Professional Development in Early
Childhood and Care Settings Matter? A Study in Four Countries. Early Childhood Educ J 53, 1181-1193
https://doi.org/10.1007/s10643-024-01669-x

14. Christenson, S. L., & Sheridan, S. M. (2001). Schools and families: Creating essential connections for
learning. Guilford Press.

15. Cetin, M., & Cetin, G. (2021). A critical perspective on the Ministry of National Education preschool
education program in terms of 21st-century skills. Journal of Education for Life, 35(1), 235-255.
https://doi.org/10.33308/26674874.2021351258

16. Darla (Ionescu), I. C. (2020). Perspective On The Continuity Between Preschool And Primary School
Education. In V. Chis (Ed.), Education, Reflection, Development — ERD 2019, vol 85. European
Proceedings of Social and Behavioural Sciences (pp. 545-553).
https://doi.org/10.15405/epsbs.2020.06.54

17. Dearing, E., Zachrisson, H., Mykletun, A., & Toppelberg, C. (2018). Estimating the consequences of
Norway’s national scale-up of early childhood education and care (beginning in infancy) for early
language skills. AERA Open. https://doi.org/10.1177/2332858418756598

18. Dukuzumuremyi, S., Siklander, S., Viljamaa, E., Pihlaja, P., & Fonsén, E. (2025). Perspectives on triggers
for peer interactions from early childhood education teachers and special education teachers. European
Journal of Special Education Research, 11(7). https://doi.org/10.46827/ejse.v11i7.6434

19. Dumankaya, C. (2024). Comparison of International Baccalaureate Primary Years Programme (PYP)
and Turkish Ministry of National Education (MoNE) 2024 preschool program in terms of student agency
[Master’s thesis]. Yeditepe University.

20. Durmusoglu, M. C. (2017). Teacher opinions on Ministry of National Education 2002, 2006, and 2013
preschool education curricula in Turkey, 12(20), 1015 -1030. https://doi.org/10.5897/ERR2017.3351

21. Ebert, S. (2015). Kindergéartnerin — Erzieherin — Kindheitspadagogin: On the century-long issue of the
early childhood educator profession in Germany, 4-2015, pp. 37-51.
https://doi.org/10.3224/DISKURS.V1014.21166

22. Erbay, F., Toklu, D. A., Kuset, S., & Siddik, H. (2021). Comparison of preschool education curricula of
the Turkish Republic of Northern Cyprus (TRNC), England, Finland, Southern Cyprus, and India.
Participatory Educational Research, 8(3), 385-401. https://doi.org/10.17275/per.21.72.8.3

Page 1123

www.rsisinternational.org


https://rsisinternational.org/journals/ijriss
https://rsisinternational.org/journals/ijriss
http://www.rsisinternational.org/
https://doi.org/10.17323/fstig.2025.29081
https://doi.org/10.24234/se.v7i2.8
https://doi.org/10.37134/saecj.vol13.1.5.2024
https://doi.org/10.29250/sead.1427349
https://doi.org/10.21697/seb.2023.19
https://doi.org/10.47604/ajep.3614
https://doi.org/10.1007/s10643-024-01669-x
https://doi.org/10.33308/26674874.2021351258
https://doi.org/10.15405/epsbs.2020.06.54
https://doi.org/10.1177/2332858418756598
https://doi.org/10.46827/ejse.v11i7.6434
https://doi.org/10.5897/ERR2017.3351
https://doi.org/10.3224/DISKURS.V10I4.21166
https://doi.org/10.17275/per.21.72.8.3

3 INTERNATIONAL JOURNAL OF RESEARCH AND INNOVATION IN SOCIAL SCIENCE (1JRISS)
° ISSN No. 2454-6186 | DOI: 10.47772/1JRISS | Volume X Issue VII July 2026

E
~

23.

24,

25.

26.

217.

28.

29.

30.

31.

32.

33.

34.

35.

36.

37.

38.

39.

40.

41.

42,

Fyffe, L., Sample, P., Lewis, A., Rattenborg, K., & Bundy, A. (2022). Entering kindergarten after years
of play: A cross-case analysis of school readiness following play-based education. Early Childhood
Education Journal, 52, 167-179. https://doi.org/10.1007/s10643-022-01428-w

Gelen, 1. (2017). P21 program and 21st-century skills frameworks in teaching and learning: Applications
in the United States. Journal of Interdisciplinary Educational Research, 1(2), 15-29.
https://izlik.org/JA82XA57WU

Gu, P. (2023). Equity and quality in early childhood education: Promoting preschool education
development through legislation. Science Insights Education Frontiers, 19(1), 2973-2975.
https://doi.org/10.15354/sief.23.c0218

Giiley, B., & Keskinkilig, A. (2024). The effect of project approach-based science education program on
problem-solving skills of preschool children. Humanities and Social Sciences Communications, 11, 940.
https://doi.org/10.1057/s41599-024-03444-0

Gur, C. (2011). Philosophy in the early years. Procedia - Social and Behavioral Sciences, 11, 501-511.
https://doi.org/10.1016/).SBSPRO.2011.02.062

Gurses, H. (2022). 21st-century skills in mathematics curricula: A comparison of Turkey, Singapore,
Finland, and England [Doctoral dissertation]. Burdur Mehmet Akif Ersoy University.

Guven, G., & Yumugan, S. (2025). Mapping the root values in The Little Prince within the context of the
Turkey Century Education Model Preschool Education Program: A multilayered document analysis.
Ahmet Kelesoglu Faculty of Education Journal, 7(2). https://doi.org/10.38151/akef.2025.157
Honcharuk, M. (2024). Germany: Relevance of the study for Ukraine. Continuing Professional
Education: Theory and Practice, 81(4), 106-112. https://doi.org/10.28925/2412-0774.2024.4.9
Honcharuk, M. (2025). Evolution of conceptual foundations of early childhood education in the Federal
Republic of Germany: From care-based to educational-developmental model. Educological Discourse,
50(3), 76-82. https://doi.org/10.28925/2312-5829/2025.3.7

Irawan, F., Uchtiana, U., Anidar, A., & Iskandar, I. (2025). Transformation of inclusive education for
children with special needs in kindergartens from the perspective of educational philosophy. Jurnal
Inovasi Pendidikan & Pengajaran , 5(4), 1360-1370. https://doi.org/10.51878/educational.v5i4.7917
Ismail, A. F., EImorsy, G., Alkolaly, M., Badran, A. H. A., Abdelrhman, G. E., & Shahpo, S. M. (2026).
Approaches for integrating sustainable development concepts into early childhood curricula: Paradoxes
of theory and practice. European Journal of Sustainable Development Research, 10(1), em0342.
https://doi.org/10.29333/ejosdr/17279

Imir, H. M., & Tugrul, B. (2023). Empowering with Reggio-inspired documentation: Fostering child-
centred and democratic attitudes among preschool teachers. Ahmet Kelesoglu Faculty of Education
Journal, 5(3), 1358-1372. https://doi.org/10.38151/akef.2023.115

Jang, H. (2024). Comparison and analysis of the contents of social studies in early childhood education
in Korea, Finland, and Norway. Korean Association for Learner-Centered Curriculum and Instruction,
24(11), 411-427. https://doi.org/10.22251/jlcci.2024.24.11.411

Jang, W. (2025). An exploration of pedagogical discourses and conceptions of young children in national
early childhood curricula: Focusing on British Columbia, Australia, New Zealand, and Korea. Korean
Journal of Early Childhood Education, 27(3), 47-74. https://doi.org/10.15409/riece.2025.27.3.3

Jannah, B. T. M., Yuliana, D. V., & Yuniar, D. P. (2026). Deep learning in early childhood education: A
systematic review of mindful, joyful, and meaningful pedagogical integration in the Indonesian context.
Nak-Kanak: Journal of Child Research, 3(1), 29-39. https://doi.org/10.21107/njcr.v3i1.231
Jaruszewicz, C., & Rosen, D. B. (2009). Developmentally appropriate technology use and early childhood
teacher education. Journal of Early Childhood Teacher Education, 30(2), 162-171.
https://doi.org/10.1080/10901020902886511

Kadan, G., Aral, N., & Aysu, B. (2023). Preschool education in Tirkiye from past to present. Theory and
Practice in Child Development, 3(1), 138-164. https://doi.org/10.46303/tpicd.2023.8

Kandir, A., & Kurt, F. (2010). Project-based preschool education program. Morpa Cultural Publications.
Kangas, J., Sundstedt, M., Kaihovirta, H., & Harju-Luukkainen, H. (2024). Visual and embodied learning
in young children’s art education. Nordisk Barnehageforskning, 21(1).
https://doi.org/10.23865/nbf.v21.368

Karaca, N. H., Giindiiz, A., & Aral, N. (2011). Examination of preschool children’s social behaviors.
Journal of Theoretical Educational Science, 4(2), 65-76. https://izlik.org/JA45GR52Y'S

Page 1124

www.rsisinternational.org


https://rsisinternational.org/journals/ijriss
https://rsisinternational.org/journals/ijriss
http://www.rsisinternational.org/
https://doi.org/10.1007/s10643-022-01428-w
https://doi.org/10.15354/sief.23.co218
https://doi.org/10.1057/s41599-024-03444-0
https://doi.org/10.1016/J.SBSPRO.2011.02.062
https://doi.org/10.38151/akef.2025.157
https://doi.org/10.28925/2412-0774.2024.4.9
https://doi.org/10.28925/2312-5829/2025.3.7
https://doi.org/10.51878/educational.v5i4.7917
https://doi.org/10.29333/ejosdr/17279
https://doi.org/10.38151/akef.2023.115
https://doi.org/10.22251/jlcci.2024.24.11.411
https://doi.org/10.15409/riece.2025.27.3.3
https://doi.org/10.21107/njcr.v3i1.231
https://doi.org/10.1080/10901020902886511
https://doi.org/10.46303/tpicd.2023.8
https://doi.org/10.23865/nbf.v21.368
https://izlik.org/JA45GR52YS

3 INTERNATIONAL JOURNAL OF RESEARCH AND INNOVATION IN SOCIAL SCIENCE (1JRISS)
° ISSN No. 2454-6186 | DOI: 10.47772/1JRISS | Volume X Issue VII July 2026

E
~

43.

44,

45,

46.

47.

48.

49,

50.

ol.

52.

53.

54.

55.

56.

57.

58.

59.

60.

61.

Kardes, S. (2020). Examination of the preschool education program in the context of 21st-century skills
and STEAM education. Egitimde  Kuram ve Uygulama, 16(2), 109-119.
https://doi.org/10.17244/eku.703361

Karlsen, L.-M., Rydland, V., Bugen, E. S., Vandell, D., Bratlie, S. S., Lydersen, S., & Lekhal, R. (2026).
Early childhood education and care quality and gains in skills among a diverse sample of toddlers and
preschoolers in Norway. Infant and Child Development, 35(1).. https://doi.org/10.1002/icd.70081
Kavak, $. (2024). Exploring nature-based education: The impact on preschool children’s scientific
process skills and creativity. Pakistan Journal of Life and Social Sciences, 22(2), 9411-9417.
https://doi.org/10.57239/pjlss-2024-22.2.00712

Kim, K., & Park, S. (2025). Expanding educational perceptions and understanding of the integration of
early childhood education and care among pre-service early childhood teachers through childcare
curriculum course experiences. Korean Journal of Early Childhood Education, 27(4), 26-46.
https://doi.org/10.15409/riece.2025.27.4.2

Koch, A., & Jgrgensen, H. (2023). Danish early childhood education and care. Journal of Pedagogy, 14,
5-14. https://doi.org/10.2478/jped-2023-0001

Kdchig, E. P., Lores-Gomez, B., & Usart-Rodriguez, M. (2025). Integrating Montessori into STEAM in
early childhood education: A systematic review. EDU Review: International Education and Learning
Review / Revista Internacional de  Educacion y  Aprendizaje, 13(2), 1-21.
https://doi.org/10.62701/revedu.v13.5470

Krempig, I. W., & Enoksen, E. (2024). Cultural education in nature through the lens of Sdmi practitioners.
Education Sciences, 14(11), 1246. https://doi.org/10.3390/educsci14111246

Kurniawati, L., Hasibuan, R., & Ningrum, M. (2026). A study of the philosophical foundations, academic
principles, and curriculum policy of early childhood education. Jurnal Penelitian Pendidikan IPA, 12(2),
34-39. https://doi.org/10.29303/]ppipa.v12i2.13679

Lee, B., Ku, S., & Ko, K. (2025). Al robots promote South Korean preschoolers’ Al literacy and
computational thinking. Family Relationss, 74(3), 1354-1375. https://doi.org/10.1111/fare.13189

Lee, K. (2026). Exploring early childhood teachers’ experiences in learning communities and consulting
to implement child-centred and play-based curriculum. The K Association of Education Research, 11(1),
701-729. https://doi.org/10.48033/jss.11.1.31

Lee, M.-J. (2025). A metaphor analysis of multicultural education perceptions among directors of early
childhood education and care institutions. Korean Journal of Early Childhood Education, 27(4), 213-237.
https://doi.org/10.15409/riece.2025.27.4.9

Londén, M., Holm, G., Mansikka, J.-E., Saloranta, M., & Nordstrom, A. (2025). Done with gender:
Reinforcing and reproducing gender stereotypes and positions in early childhood education. Journal of
Early Childhood Education and Research, 14(3). https://doi.org/10.58955/jecer.160956

Looti, M., & Abd-alzim, M. (2025). The role of philosophical inquiry in cultivating critical thinking
among students: A scoping review. Journal of Philosophy in Schools, 12(2), 73-111.
https://doi.org/10.46707/hn77r642

Martin-Bylund, A. (2024). Professional trans-linguistic discernment in early childhood language
education. Nordisk Barnehageforskning, 21(1). https://doi.org/10.23865/nbf.v21.379

McNair, L., & Powell, S. (2020). Friedrich Froebel: A path least trodden. Early Child Development and
Care, 191, 1-11. https://doi.org/10.1080/03004430.2020.1803299

MEB [Ministry of National Education]. (2024a). Common framework of the Turkiye Century Education
Model curricula. Ankara. https://tymm.meb.gov.tr/upload/brosur/2024programortakmetinOnayli.pdf
MEB [Ministry of National Education]. (2024b). Turkiye Century Education Model preschool education
program. Ankara. https://tymm.meb.gov.tr/upload/program/2024programokuloncesiOnayli.pdf

MEB [Ministry of National Education]. (2024c). Preschool education program of the General
Directorate of Primary Education, Ministry of National Education of the Republic of Turkiye. Ankara.
https://tegm.meb.gov.tr/dosya/okuloncesi/guncellenenokuloncesiegitimprogrami.pdf

Melasalmi, A., Hurme, T.-R., & Ruokonen, I. (2022). Purposeful and ethical early childhood teacher: The
underlying values gquiding Finnish early childhood education. ECNU Review of Education.
https://doi.org/10.1177/20965311221103886

Page 1125

www.rsisinternational.org


https://rsisinternational.org/journals/ijriss
https://rsisinternational.org/journals/ijriss
http://www.rsisinternational.org/
https://doi.org/10.17244/eku.703361
https://doi.org/10.1002/icd.70081
https://doi.org/10.57239/pjlss-2024-22.2.00712
https://doi.org/10.15409/riece.2025.27.4.2
https://doi.org/10.2478/jped-2023-0001
https://doi.org/10.62701/revedu.v13.5470
https://doi.org/10.3390/educsci14111246
https://doi.org/10.29303/jppipa.v12i2.13679
https://doi.org/10.1111/fare.13189
https://doi.org/10.48033/jss.11.1.31
https://doi.org/10.15409/riece.2025.27.4.9
https://doi.org/10.58955/jecer.160956
https://doi.org/10.46707/hn77r642
https://doi.org/10.23865/nbf.v21.379
https://doi.org/10.1080/03004430.2020.1803299
https://tymm.meb.gov.tr/upload/brosur/2024programortakmetinOnayli.pdf
https://tymm.meb.gov.tr/upload/program/2024programokuloncesiOnayli.pdf
https://tegm.meb.gov.tr/dosya/okuloncesi/guncellenenokuloncesiegitimprogrami.pdf
https://doi.org/10.1177/20965311221103886

3 INTERNATIONAL JOURNAL OF RESEARCH AND INNOVATION IN SOCIAL SCIENCE (1JRISS)
° ISSN No. 2454-6186 | DOI: 10.47772/1JRISS | Volume X Issue VII July 2026

E
~

62.

63.

64.

65.

66.

67.

68.
69.

70.

71.

72.

73.

74.

75.

76.

77,

78.

79.

80.

Melis, C., Borg, F., & Falcicchio, G. (2025). Sustainability in early childhood education: A comparison
among national curricula in Italy, Norway, and Sweden. Environmental Education Research, 32(1), 47—
68. https://doi.org/10.1080/13504622.2025.2505954

Meérida, A. J. A., Mora, M. D. R. H., Rocio, C. B. E., & Castillo, M. Del. (2025). Innovation in early
childhood education through curriculum adaptations for inclusion and integral development. Architecture
Image Studies, 6(3), 1355-1367. https://doi.org/10.62754/ais.v6i3.459

Ministry of Family and Social Services. (2018). Convention on the Rights of the Child: Report of the
Government of Finland on children’s rights. https://www.aile.gov.tr/media/44219/fi-nlandiya.pdf
Nakato, J. F., Onyeibor, C. I., Ekanem, C. E., & Info, A. (2025). Bridging the global gap: Comparative
insights on early childhood education models from Finland to sub-Saharan Africa. International Journal
of Applied Research in Social Sciences, 7(5). https://doi.org/10.51594/ijarss.v7i5.1927

Nguyen, N., Fashing, P. J., Trosvik, P., Stenseth, N. Chr., & Muinck, E. J. D. (2024). A quantitative
comparison of patterns of play and conflict in nature preschool and traditional preschool children in
Norway. International Journal of Early Childhood, 57, 181-207. https://doi.org/10.1007/s13158-024-
00394-1

Niu, S., Malinen, O.-P., Ruokonen, I., Melasalmi, A., Siklander, S., Wang, X., Zhang, H., Hurme, T.-R.,
Moilanen, J. H., Li, X., & Wang, L. (2024). A comparative study of early childhood education and care
national  documents  between China and Finland.  Frontiers in  Education, 9.
https://doi.org/10.3389/feduc.2024.1392920

Oktay, A. (2004). The magical years of life: The preschool period. Epsilon Publishing.

Ozgelik, M., & Sapsaglam, O. (2023). Examination of preschool children’s social competence and types
of competition in terms of different early childhood education programs. International E-Journal of
Educational Studies, 7(13), 1-12. https://doi.org/10.31458/iejes.1189921

Ozgen, Z., & Atay, M. (2021). Comparison of teachers’ attitudes toward family participation in different
early childhood approaches, 20, 25-36. https://doi.org/10.30786/JEF.615562

Ozsirkinti, D., & Akay, C. (2024). Challenges experienced by preschool teachers in science education
practices in Turkey: A meta-synthesis study (2014-2022). Journal of Advanced Education Studies, 6(1),
200-226. https://doi.org/10.48166/ejaes.1465794

Ozsirkinti, D., Akay, C., & Bolat, E. (2014). Preschool teachers’ opinions regarding the preschool
education program: The case of Adana province. 4hi Evran University Journal of Kirsehir Education
Faculty, 15(1), 313-331. https://izlik.org/JA35WW76NE

Pekdogan, S. (2012). A study on the Reggio Emilia approach. Abant Izzet Baysal University Journal of
Faculty of Education, 12(2). https://izlik.org/JA85NU79TS

Poyraz, H., & Dere, H. (2001). Principles and methods of preschool education. Ani Publishing.

Razaq, S. U. S. (2025). Exploring the essence of curriculum and teaching approaches in early childhood
education: A phenomenological study of educators’ experiences. Generasi, 2(1), 68-87.
https://doi.org/10.59784/generasi.v2i1.298

Roh, D. S., & Kim, E. (2023). Exploring public preschool teachers’ experiences interpreting and
implementing the 2019 revised Nuri curriculum. Korean Journal of Early Childhood Education, 25(4),
91-125. https://doi.org/10.15409/riece.2023.25.4.4

Rosen, D. (2006). Emerging research agenda for technology and young children. In C. Crawford et al.
(Eds.), Proceedings of SITE 2006—Society for Information Technology & Teacher Education
International Conference (pp. 4287—4291). Association for the Advancement of Computing in Education
(AACE).

Sapsaglam, O. (2013). Preschool education programs from the perspective of assessment dimension
(1952-2013). International Journal of Turkish Education Sciences, 2013(1), 63-73.
https://izlik.org/JA72)JG65FY

Sarisoy, A. 1. (2025). A comparative evaluation of two different models in preschool education:
International Baccalaureate Primary Years Programme and Maarif Model Preschool Education
Program [Master’s thesis]. Bursa Uludag University.

Seo, D.-M., & Eom, E. (2025). Analysis of the key contents and characteristics of preschool observation
records written by pre-service early childhood teachers during kindergarten field training. Korean
Association  for  Learner-Centered  Curriculum  and  Instruction, 25(4), 1167-1190.
https://doi.org/10.22251/jlcci.2025.25.4.1167

Page 1126

www.rsisinternational.org


https://rsisinternational.org/journals/ijriss
https://rsisinternational.org/journals/ijriss
http://www.rsisinternational.org/
https://doi.org/10.1080/13504622.2025.2505954
https://doi.org/10.62754/ais.v6i3.459
https://www.aile.gov.tr/media/44219/fi-nlandiya.pdf
https://doi.org/10.51594/ijarss.v7i5.1927
https://doi.org/10.1007/s13158-024-00394-1
https://doi.org/10.1007/s13158-024-00394-1
https://doi.org/10.3389/feduc.2024.1392920
https://doi.org/10.31458/iejes.1189921
https://doi.org/10.30786/JEF.615562
https://doi.org/10.48166/ejaes.1465794
https://izlik.org/JA35WW76NE
https://izlik.org/JA85NU79TS
https://doi.org/10.59784/generasi.v2i1.298
https://doi.org/10.15409/riece.2023.25.4.4
https://doi.org/10.22251/jlcci.2025.25.4.1167

3 INTERNATIONAL JOURNAL OF RESEARCH AND INNOVATION IN SOCIAL SCIENCE (1JRISS)
° ISSN No. 2454-6186 | DOI: 10.47772/1JRISS | Volume X Issue VII July 2026

E
~

81. Serdaroglu, H. U., & Bekir, H. (2024). Updates in preschool education programs. Birey ve Toplum Social
Sciences Journal, 14(1), 1-29. https://doi.org/10.20493/birtop.1489551

82. Sezgin, E. Y. (2018). Life skills in the preschool period. Avrasya Journal of Social and Economic
Research, 5(12), 710-719. https://izlik.org/JA57GP36HY

83. Singh, A., & Venugopal, K. (2025). Thematic approach in early childhood education: A critical
examination of its theoretical foundations, pedagogical implementation, and future directions. Research
Review International Journal of Multidisciplinary, 10(9), 154-162.
https://doi.org/10.31305/rrijm.2025.v10.n9.018

84. Sobel, D. (2023). Learning to walk between the raindrops: The value of nature preschools and forest
kindergartens. Children, Youth and Environments, 228.
https://doi.org/10.7721/CHILYOUTENVI.24.2.0228

85. Sdnmez, V. (2008). Philosophy of education. Ani Publishing.

86. Savset, S., & Celebi Oncii, E. (2022). Investigation of the effects of inquiry-based eclectic preschool
education  activities. The Journal of Academic Social Science, 10(125), 1-20.
https://doi.org/10.29228/AS0OS.54676

87. Tas, S., Sentiirk, S., & Siraz, F. (2024). Examination of the Tiirkiye Century Education Model (TYMM)
preschool education program in terms of curriculum components. International Journal of Excellence
Seeking in Qualitative Research in Education, 3(2), 85-99. https://ijpeqgre.elapublishing.net/makale/5771

88. Tietze, W. (1993). Kindergarten: A historical and cross-cultural perspective. In B. Spodek (Ed.),
Handbook of research on the education of young children (pp. 218-219). Macmillan.

89. Toran, M. (2015). History and theoretical foundations of childhood and early childhood education. In N.
Avcl & M. Toran (Eds.), Introduction to preschool education (pp. 1-19). Egiten Kitap.

90. Tsibidaki, A., Kogiami, A., Flagkou, A., Vagianou, S., & Trecha, S. (2020). Introducing teacher training
for special and inclusive education in Cyprus, Germany, Great Britain, Greece, and Italy. Journal of
Education and Human Development, 9(2), 91-103. https://doi.org/10.15640/jehd.v9n2al0

91. Tutar, N., & Temel, Z. (2025). The reflection of different educational approaches on life skills: Waldorf
pedagogy and Montessori method. International Journal of Turkish Educational Sciences, 13(1), 120-
164. https://doi.org/10.46778/goputeb.1540237

92. Udir.no. (2024). The education system in Norway: Information for newly arrived parents and guardians.
https://www.udir.no/contentassets/b54ac3a95899409e8629a9f3606d4408/tyrkisk----informasjon-om-
barnehage-og-oppl-ring-i-norge.pdf

93. Ulucan, P., & Yenen, E. T. (2021). Comparing preschool curricula of Turkey and Ohio in the context of
value education. International Journal of Contemporary Educational Research, 8(3), 23-38.
https://doi.org/10.33200/1JCER.732076

94. Ummanel, A. (2017). Philosophical foundations of preschool education. In Introduction to preschool
education (pp. 44—63). Egiten Kitap.

95. Vural, D., & Kocabas, A. (2016). Preschool education and family involvement. Electronic Journal of
Social Sciences, 15(59), 1174-1185. https://doi.org/10.17755/esosder.263223

96. Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes. Harvard
University Press.

97. Wang, J. (2025). Teacher beliefs and assessment practices in preschool curriculum reform. Advances in
Curriculum Design, Education, 1(2). https://doi.org/10.63808/acde.v1i2.206

98. Wang, L., Lei, Y., Zhou, Q., & Wei, Y. (2025). Impact of inclusive education on early childhood
development: A systematic review and meta-analysis. International Journal of Inclusive Education,
30(2), 374-389. https://doi.org/10.1080/13603116.2025.2449848

99. Wolde, S., & Ti, M. (2024). Status of valuing play-based learning as a facilitating pedagogy in
implementation of early childhood education curriculum in Sidama Regional State, Ethiopia. Ukrainian
Journal  of  Educational  Studies and Information  Technology, 12(1),  65-83.
https://doi.org/10.32919/uesit.2024.01.05

100. Yal¢in, M. (2019). Preschool education, the formation of kindergarten architecture, and its historical
development process. Sanat Yazilar, 27, 139-150. https://dergipark.org.tr/tr/download/article-
file/5541594

101. Yang, H. (2025). The value implications, practical challenges, and optimization strategies for early
childhood educators’ professional development in the context of integrated childcare and education.

Page 1127

www.rsisinternational.org


https://rsisinternational.org/journals/ijriss
https://rsisinternational.org/journals/ijriss
http://www.rsisinternational.org/
https://doi.org/10.20493/birtop.1489551
https://doi.org/10.31305/rrijm.2025.v10.n9.018
https://doi.org/10.7721/CHILYOUTENVI.24.2.0228
https://doi.org/10.29228/ASOS.54676
https://doi.org/10.15640/jehd.v9n2a10
https://doi.org/10.46778/goputeb.1540237
https://www.udir.no/contentassets/b54ac3a95899409e8629a9f3606d4408/tyrkisk----informasjon-om-barnehage-og-oppl-ring-i-norge.pdf
https://www.udir.no/contentassets/b54ac3a95899409e8629a9f3606d4408/tyrkisk----informasjon-om-barnehage-og-oppl-ring-i-norge.pdf
https://doi.org/10.33200/IJCER.732076
https://doi.org/10.63808/acde.v1i2.206
https://doi.org/10.1080/13603116.2025.2449848
https://doi.org/10.32919/uesit.2024.01.05
https://dergipark.org.tr/tr/download/article-file/5541594
https://dergipark.org.tr/tr/download/article-file/5541594

INTERNATIONAL JOURNAL OF RESEARCH AND INNOVATION IN SOCIAL SCIENCE (1JRISS)
ISSN No. 2454-6186 | DOI: 10.47772/1JRISS | Volume X Issue VII July 2026

International Journal of Independent Research Studies, 14(1), 60—66. https://doi.org/10.55220/2304-
6953.v14i1.736

102. Yavuz, E., Hiirler, S., & Tekin, B. (2025). Teachers’ opinions on the updated preschool education
program: The case of Turkey. Trakia Journal of Sciences, 22(1).
https://doi.org/10.15547/tjs.2024.5.01.008

103.Yildirim, A., & Simsek, H. (2013). Qualitative research methods in social sciences (9th ed.). Seckin
Publishing.

104.Yildirim, A., & Simsek, H. (2018). Qualitative research methods in social sciences (11th ed.). Seckin
Publishing.

105. Yildirim, Y., & Giiglii, E. A. (2025). The difficulties faced by children victims of war in the education
process: A study from the perspective of preschool teachers. Bayburt Faculty of Education Journal,
20(46), 673-694. https://doi.org/10.35675/befdergi.1611354

106. Yildirim, Y., & Kii¢iik, N. G. (2026). Between the greenhouse and the classroom: The struggle of mothers
working in rural greenhouse agriculture to access preschool education. WORK: A Journal of Prevention,
Assessment & Rehabilitation. https://doi.org/10.1177/10519815261432598

107. Yuksel, A. B., Ciftci, N., & Arslan Cift¢i, H. (2024). Comparison of MEB 2013 and 2024 preschool
education programs in terms of social-emotional development outcomes. International Journal of
Primary Education Studies, 2, 38-51. https://ouci.dntb.gov.ua/en/works/7 AJ1jNw4/

Page 1128 www.rsisinternational.org


https://rsisinternational.org/journals/ijriss
https://rsisinternational.org/journals/ijriss
http://www.rsisinternational.org/
https://doi.org/10.55220/2304-6953.v14i1.736
https://doi.org/10.55220/2304-6953.v14i1.736
https://doi.org/10.15547/tjs.2024.s.01.008
https://doi.org/10.35675/befdergi.1611354
https://doi.org/10.1177/10519815261432598
https://ouci.dntb.gov.ua/en/works/7AJ1jNw4/

