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Abstract  

Despite the growing body of research on historical thinking and curriculum reform, to the best of the 

author' s knowledge, no previous study has systematically examined the 2024 Turkish High School 

History Curriculum through the combined framework of Revised Bloom's Taxonomy and inquiry -based 

history instruction. A qualitative document analysis design was applied. All 38 learning outcomes were 

analyzed using the Learning Outcomes Taxonomic Analysis Form (LOTAF), developed by the 

researcher based on Revised Bloom's Taxonomy and the theoretical foundations of inquiry -based 

history instruction. The findings revealed that all learning outcomes were classified within the higher -

order cognitive processes of Analyze, Evaluate, and Create, while none were assigned to Remember, 

Understand, or Apply. Conceptual Knowledge emerged as the dominant knowledge dimension, 

followed by Procedural Knowledge, whereas Metacognitive Knowledge was represented only to a 

limited extent. These findings indicate that the curriculum pro vides a robust cognitive foundation for 

inquiry -based history instruction by prioritizing historical reasoning, evidence use, and disciplinary 

thinking over factual memorization. This study contributes to the international literature on curriculum 

evaluation by providing a systematic framework for examining the cognitive demands of history 

curricula through the integrated lens of the Revised Bloom's Taxonomy and inquiry -based history 

instruction.   
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Contemporary history education extends far beyond the transmission of factual 

knowledge about past events. Contemporary scholarship increasingly views history as an 

interpretive discipline in which students actively construct historical understanding by posing 

meaningful historical questions, examining diverse sources, critically evaluating evidence, 

interpreting events within their historical contexts, and developing evidence-based historical 

explanations. Rather than presenting history as a body of fixed and unquestionable 

knowledge, this perspective views historical knowledge as a product of disciplined inquiry 

through which defensible interpretations of the past are constructed from available evidence 

(L®vesque, 2008). Consequently, historical thinking represents a distinctive disciplinary mode 

of reasoning that requires learners to move beyond judging the past through present-day 

values and assumptions and instead interpret historical actors and events within the 

intellectual, social, political, and cultural conditions of their own time (Wineburg, 2001). Core 

disciplinary concepts, including historical significance, evidence, continuity and change, cause 

and consequence, historical perspective, and the ethical dimension of historical 

interpretation ðconstitute the conceptual foundation upon which students investigate the past 

according to the epistemological principles of the discipline (Seixas & Morton, 2013).  

Inquiry -based history instruction is founded on the premise that students learn history 

most effectively when they investigate authentic historical problems, examine multiple forms 

of evidence, and construct reasoned conclusions supported by historical sources. Historical 

inquiry therefore encompasses a complex set of disciplinary practices, including generating 

historical questions, analyzing primary and secondary sources, contextualizing historical 

events, employing substantive and second-order concepts, engaging in historical reasoning, 

and constructing evidence-based arguments (van Drie & van Boxtel, 2008). Consequently, 

merely reading historical documents or summarizing their content cannot be regarded as 

genuine historical inquiry. Students are expected to examine who produced a source, under 

what circumstances it was created, for what purpose it was intended, how it relates to other 

available evidence, and the extent to which it substantiates historical  claims. Furthermore , the 

quality of historical writing depends on the accurate use, contextualization, corroboration, and 

integration of evidence, together with the coherence and persuasiveness of the historical 

interpretation that emerges from it (Monte -Sano, 2010). When history instruction remains 

confined to summarization and literal comprehension, students' opportunities to understand 

history as an evidence-based, interpretive discipline become substantially constrained 

(Monte -Sano, 2011a).  

A substantial body of empirical research has demonstrated the effectiveness of 

document- and evidence-based instruction in promoting students' historical thinking. In the 

Reading Like a Historian  project involving 236 secondary school students, learners examined 

multiple historical accounts, reconciled conflicting interpretations, and drew upon prior 

knowledge to construct historical explanations. Participation in the program resulted in 

measurable improvements in historical thinking, factual knowledge, reasoning, and reading 

comprehension (Reisman, 2012a). Central to this instructional approach is the document -

based lesson structure, which positions students not as passive recipients of historical 

narratives but as active investigators who interrogate, compare, and debate competing 

interpretations of the past (Reisman, 2012b). Nevertheless, the effectiveness of inquiry-based 

history instruction depends not only on providing access to historical sou rces but also on 
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teachers' capacity to understand disciplinary inquiry processes and translate them into 

meaningful classroom experiences. Teachers' ability to design instructional tasks that foster 

evidence-based interpretation and historical reasoning is closely associated with the quality of 

their pedagogical content knowledge (Monte-Sano, 2011b). Moreover, Voet and De Wever 

(2017) reported that fewer than half of the history teachers in their study consistently 

employed the full range of cognitive processes required for authentic historical inquiry.  

Research conducted in T¿rkiye similarly highlights the importance of moving beyond 

content transmission toward approaches emphasizing historical thinking, evidence use, and 

multiperspectivity . Previous studies have demonstrated that historical thinking and historical 

literacy largely overlap, as both encompass chronology, evidence use, causal reasoning, 

continuity and change, and the evaluation of multiple historical perspectives (Ke­e, 2016). 

Classroom interventions employing representational images as historical sources have further 

shown that systematic interrogation of visual evidence can effectively foster students' 

historical thinking processes (G¿ngºr Akēncē & Dilek, 2012). Research involving preservice 

history teachers likewise indicates that adopting historical perspective requires consideration 

of historical context, understanding the circumstances of people in the past, and avoiding the 

projection of present -day assumptions onto historical actors (Din­ & ¦ztemur, 2018). 

Furthermore, Seyhan's (2023) comprehensive review of seventy-four studies on historical 

thinking concluded that the Turkish literature has predominantly focused on examining the 

effects of different instructional methods, teaching technique s, and educational materials on 

the development of students' historical thinking skills.  

Nevertheless, embedding historical thinking within curriculum documents does not 

automatically ensure its successful implementation in classroom practice. Research on the 

relationship between intended and enacted curricula similarly demonstrates that curri culum 

innovation is mediated by teachers' interpretations, classroom conditions, instructional 

resources, and assessment practices (Georgieva-Petrova, 2025). Demircioĵlu (2009) reported 

that more than half of the participating history teachers possessed insufficient knowledge of 

historical thinking skills. Although social studies and history teachers generally expressed 

positive attitudes toward the use of pri mary sources, the ways in which these materials were 

incorporated into classroom instruction and digital learning environments varied 

considerably according to teachers' experience and access to instructional resources (G¿l & 

Gez, 2021). Similarly, Turgut (2021) identified discrepancies between the intended curricular 

goals of developing historical knowledge, historical thinking, and values education and their 

realization in educational practice. Collectively, these findings suggest that curriculum 

documents should specify not only the historical content students are expected to learn but 

also the disciplinary performances and cognitive demands they are expected to demonstrate.  

Learning outcomes constitute one of the core components of any curriculum because 

they establish the essential link between educational aims, teaching and learning processes, 

and assessment practices. Beyond specifying the content that students are expected to learn, 

learning outcomes define the cognitive operations that learners are expected to perform with 

that knowledge. Consequently, the cognitive structure embedded within learning outcomes 

provides an important indicator of the intellectual expectation s reflected in a curriculum. The 

Revised Bloom's Taxonomy offers a comprehensive two-dimensional framework for 
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examining these expectations by classifying learning outcomes according to four knowledge 

dimensionsðfactual, conceptual, procedural, and metacognitiveðand six cognitive process 

categories: remember, understand, apply, analyze, evaluate, and create (Anderson & 

Krathwohl, 2001). This framework enables researchers to investigate the balance between 

foundational knowledge acquisition and higher -order thinking, examine cognitive progression 

across grade levels, and evaluate the complexity of the performances expected of learners. 

Moreover, relying exclusively on action verbs when classifying learning outcomes may 

produce misleading interpretations because identical verbs often impose substantially 

different cognitive demands depending on disciplinary context. From this perspective, 

accurate taxonomic classification requires simultaneous consideration of the content 

addressed, contextual conditions, process components, and the final performance expected 

from students.  

Recent evaluations of Turkish history curricula indicate that competency -oriented 

curriculum structures have been strengthened considerably; however, the alignment among 

curriculum aims, competencies, content, learning experiences, and assessment practices has 

not always been articulated with sufficient clarity. Yēldērēm (2018), for example, concluded 

that although the 2017 History Curriculum expanded the range of historical thinking skills 

addressed, important limitations remained regarding the explicit al ignment of these skills 

with learning outcomes and assessment practices. Similarly, Berk and ¥zer (2024), in their 

evaluation of curricula developed under the T¿rkiye Century Education Model, argued that 

the revised curricula provide a comprehensive framework emphasizing competencies, values, 

and learner profiles, while simultaneously emphasizing the need to monitor coherence among 

curriculum components throughout implementation. Kaya (2019) likewise identified 

consistency between intended learning philosophy and classroom implementation as one of 

the central concerns of curriculum evaluation. Introduced nationwide in 2024, the T¿rkiye 

Century Education Model  explicitly seeks to integrate conceptual competencies, disciplinary 

competencies, dispositions, values, and multiple literacies into curriculum learning outcomes 

(Ministry of National Education [MoNE], 2024). Comparing the 2024 History Curriculum 

with its  predecessor, Turan and Zeybek (2025) concluded that the revised curriculum further 

reinforces its learner-centered and competency-based orientation by expanding concept 

instruction, differentiated learning, and interdisciplinary competency integration.  

Moreover, B¿ken and Artvinli (2021) demonstrated, through an analysis of geography 

learning outcomes within the Social Studies Curriculum using the Revised Bloom's Taxonomy, 

that taxonomic analysis provides a rigorous framework for evaluating the cognitive demands 

embedded within curriculum documents. Similarly, D¿ndar et al. (2024) found that the 

learning outcomes of T¿rkiye's 2024 Geography Curriculum placed greater emphasis on 

higher-order cognitive skills than those of the 2018 curriculum, illustrating the value of 

taxonomic analysis in evaluating recent curriculum reforms.  More broadly, Kaya et al. (2023) 

argued that systematic document analysis based on internationally recognized evaluation 

criteria offers valuable insights into both the strengths and areas requiring further refinement 

in curriculum design. Extending this p erspective, Artvinli and Kaya (2026) emphasized that 

curricula developed within the T¿rkiye Century Education Model should be evaluated 

holistically by considering not only curricular content but also learning outcomes, 

competencies, values, interdisciplinary relationships, and overall internal coherence.  
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Despite the growing body of scholarship on historical thinking, the pedagogical use of 

primary sources, historical perspective taking, and the general characteristics of history 

curricula, no comprehensive study has yet examined the learning outcomes of the 2024 

Turkish High School History Curriculum  simultaneously through the knowledge and cognitive 

process dimensions of the Revised Bloom's Taxonomy and the theoretical framework of 

inquiry -based history instruction. In particular, important  questions remain regarding the 

cognitive processes most strongly emphasized within the curriculum, the ways in which these 

cognitive expectations evolve across grade levels, and the extent to which the curriculum 

promotes historical inquiry, evidence use, historical reasoning, and historical argumentation. 

Addressing these issues is essential for evaluating whether the curriculum's competency-based 

orientation is reflected in the intellectual demands imposed on students rather than merely 

articulated at th e level of curricular rhetoric.  

Consequently, the purpose of the present study is to analyze the learning outcomes 

prescribed for Grades 9, 10, and 11 in the revised curriculum according to the knowledge and 

cognitive process dimensions of the Revised Bloom's Taxonomy and subsequently evaluate 

the resulting cognitive structure from the perspective of inquiry -based history instruction. By 

examining the curriculum's competency -based claims through the concrete cognitive 

demands embedded within its learning outcomes, the study seeks to identify both the 

strengths of the curriculum and areas requiring further refinement. In doing so, it contributes 

to the growing international literat ure on curriculum evaluation, historical thinking, and 

inquiry -based history education by providing an evidence-based analysis of the cognitive 

architecture underpinning one of T¿rkiye's most recent curriculum reforms.  

Research Question  

To what extent do the learning outcomes prescribed in the Turkish Secondary School 

History Curriculum support the cognitive processes required for inquiry -based history 

instruction?  

Sub -Questions  

1. How are the learning outcomes distributed across the cognitive process dimension of 

the Revised Bloom's Taxonomy?  

2. How are the learning outcomes distributed across the knowledge dimension of the 

Revised Bloom's Taxonomy?  

3. How do the cognitive process levels represented in the learning outcomes vary across 

grade levels?  

4. How are lower-order and higher-order cognitive processes distributed within the 

learning outcomes?  

Method s 

Research Design  

This study employed qualitative  document analysis design. Document analysis is a 

well-established qualitative research method that involves the systematic examination, 

interpretation, and analysis of written materials relevant to the phenomenon under 
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investigation (Yēldērēm & ķimĸek, 2021; Baltacē, 2019). Widely applied in educational research 

to evaluate curricula, textbooks, policy documents, and other official publications, document 

analysis provides a rigorous framework for describing and interpreting existing educational 

phenomena in their original context (Karasar,  2023; Creswell & Creswell, 2022).   

The analysis focused on the learning outcomes contained in the 2024 Turkish High 

School History Curriculum , developed under the T¿rkiye Century Education Model. Each 

learning outcome was examined using the knowledge and cognitive process dimensions of the 

Revised Bloom's Taxonomy proposed by Anderson and Krathwohl (2001). The resulting 

taxonomic profile was subsequently interpreted in light of the theoretical pr inciples of inquiry -

based history instruction to evaluate the extent to which the curriculum supports this 

instructional approach.  

Data Source  

The primary data source comprised the revised curriculum (Grades 9, 10, and 11), 

published by the Turkish Ministry of National Education. The analysis included all 38 learning 

outcomes prescribed for Grades 9, 10, and 11 in the official curriculum document. In addition, 

the T¿rkiye Century Education Model Common Framework Document was consulted as a 

supporting reference for interpreting the curriculum philosophy underlying these learning 

outcomes. However, the Common Framework Document was not subjected to formal coding 

and was therefore excluded from the frequency analyses.  

No sampling procedure was used because the study analyzed the complete population 

of learning outcomes included in the curriculum. Consequently, all thirty -eight learning 

outcomes constituted the units of analysis.  

Data Collection Instrument  

Learning Outcomes Taxonomic Analysis Form (LOTAF)  

Data was collected using the Learning Outcomes Taxonomic Analysis Form (LOTAF), 

which was specifically developed by the researcher for this study. During the instrument 

development process, the researchers conducted a comprehensive review of the literature on 

the Revised Bloom's Taxonomy, curriculum evaluation, and document analysis of educational 

curricula  (B¿y¿kºzt¿rk et al., 2022). Based on this review, explicit coding criteria were 

established to enable the systematic classification of curriculum learning outcomes.  

The preliminary version of the instrument was submitted to a panel of three experts 

representing the fields of curriculum and instruction, educational measurement and 

evaluation, and history education. Expert selection was based on two criteria: (a) possession 

of a doctoral degree in the relevant field and (b) demonstrated scholarly expertise in 

curriculum evaluation, taxonomic analysis, or history education. The reviewers were asked to 

evaluate the clarity of category definitions, the distinctiveness of th e coding criteria, and the 

overall suitability of the instrument for addressing the research objectives. Their written 

feedback informed successive revisions, resulting in the final version of the instrument.  

The knowledge and cognitive process categories incorporated into LOTAF were 

derived directly from the Revised Bloom's Taxonomy (Anderson & Krathwohl, 2001). 

Additional evaluation criteria addressing historical inquiry, evidence use, historical reasoning, 
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multiperspectivity, and historical argumentation were developed based on the theoretical 

frameworks proposed by Wineburg (2001), L®vesque (2008), van Drie and van Boxtel (2008), 

and Seixas and Morton (2013). Consequently, the coding framework was grounded 

simultaneously in a widely accepted educational taxonomy and in the disciplinary principles 

of inquiry -based history instruction.  

The final LOTAF consisted of five components: 

¶ learning outcome code,  

¶ learning outcome statement,  

¶ knowledge dimension,  

¶ cognitive process dimension,  

¶ rationale for coding.  

Importantly, coding decisions were not based solely on the action verbs appearing in 

each learning outcome. Instead, the researcher considered the intended content, instructional 

processes, expected learning experiences, and the final cognitive performance expected of 

students. When a learning outcome involved multiple cognitive processes, classification was 

determined according to the dominant and most comprehensive cognitive performance 

required to demonstrate successful attainment of that outcome. Simila rly, the knowledge 

dimension was assigned according to the dominant type of knowledge students were expected 

to construct or employ while completing the required performance. To ensure mutual 

exclusivity, each learning outcome was assigned to only one category within both the 

knowledge and cognitive process dimensions, and every coding decision was documented 

together with its underlying rationale.  

Data Collection and Data Analysis  

The analysis proceeded through several sequential stages. First, all learning outcomes 

contained in the curriculum document were transferred into an electronic database, and each 

learning outcome was treated as an independent unit of analysis. Each outcome was then 

examined within its original curricular context rather than being interpreted in isolation. 

Using the LOTAF, every learning outcome was first classified according to the knowledge 

dimension (factual, conceptual, procedural, or metacognitive knowl edge) and subsequently 

according to the cognitive process dimension (remember, understand, apply, analyze, 

evaluate, or create) of the Revised Bloom's Taxonomy.  

Following completion of the coding process, learning outcomes assigned to the same 

categories were aggregated, and frequency (f) and percentage (%) distributions were 

calculated. Comparative analyses were then conducted to examine variations in the knowledge 

and cognitive process dimensions across grade levels. In addition, the distribution of lower-

order and higher-order cognitiv e processes was investigated. Finally, the resulting taxonomic 

profile was interpreted through the theoretical lens of inquiry -based history instruction by 

considering its implications for historical inquiry, evidence use, historical reasoning, 

multiperspectivity, and historical argumentation. These interpretive analyses provided the 

basis for addressing the central research question.  

To enhance the transparency and auditability of the coding process, representative coding 

examples illustrating how learning outcomes were assigned to the knowledge and cognitive 
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process dimensions of the Revised Bloom's Taxonomy are presented in Table 1. These 

examples were deliberately selected to represent different grade levels, knowledge categories, 

and cognitive process levels. Coding decisions were based not only on the action verbs 

contained within each learning outcome but also on the intended content, process 

components, expected cognitive performance, and dominant knowledge type required to 

achieve the intended learning outcome. Whenever multiple cognitive processes were 

embedded within a single learning outcome, classification was determined according to the 

dominant and most comprehensive performance demonstrating successful attainment of that 

outcome. Accordingly, the examples presented in Table 1 illustrate both the coding procedure 

and the theoretical rationale underlying the classification f ramework adopted in this study.  

Figure 1  

Research Procedure for Coding and Data Analysis  

 



HOW WELL DOES THE HISTORY CURRICULUM IN T¦RKIYE SUPPORT INQUIRY-BASEDéé. 119 

 

 

ÉINNER 

 

Following completion of the coding procedure, representative coding examples were 

included to enhance the transparency and auditability of the analytical process by illustrating 

how individual learning outcomes were assigned to the knowledge and cognitive process 

dimensions of the Revised Bloom's Taxonomy. As presented in Table 1, these examples were 

intentionally selected to represent different grade levels, knowledge dimensions, and cognitive 

process categories.  

Importantly, coding decisions were not based solely on the action verbs contained in 

the learning outcomes. Instead, each learning outcome was interpreted holistically by 

considering the intended learning outcome statement, the associated instructional pro cess 

components, the final cognitive performance expected of students, and the dominant type of 

knowledge required to accomplish that performance. This comprehensive approach ensured 

that the classification reflected the overall cognitive demand embedded within each learning 

outcome rather than relying exclusively on its grammatical structure or wording.  

Whenever a learning outcome encompassed multiple cognitive processes, only the 

dominant and most comprehensive cognitive performance demonstrating successful 

attainment of that outcome was used as the basis for classification. Representative examples 

from different grade levels were therefore selected not merely to illustrate the coding outcomes 

themselves but also to make explicit the analytical procedures, theoretical assumptions, and 

decision criteria underpinning the coding framework adopted in this stu dy. Consequently, the 

examples presented in Table 1 serve both as evidence of analytical transparency and as 

practical illustrations of the taxonomic classification procedure employed throughout the 

research.  

Table 1  

Representative Coding Examples Based on the Revised Bloom's Taxonomy 

Learning Outcome  
Knowledge 

Dimension  

Cognitive 

Process  
Rationale for Coding  

TAR.9.1.3. Analyze the 

process through which 

historical knowledge is 

produced. 

Procedural 

Knowledge 
Analyze 

This learning outcome requires students to identify 

the stages involved in the production of historical 

knowledge and examine the relationships among 

these stages. From this perspective, it was classified 

as Procedural Knowledge at the Analyze level 

because successful performance depends upon 

understanding and examining the processes 

underlying historical inquiry.  

TAR.9.1.4. Evaluate the 

impact of digitalization on 

historical research and 

historiography.  

Procedural 

Knowledge 
Evaluate 

Students are expected to compare traditional and 

digital approaches to historical research and make 

reasoned judgments regarding the consequences of 

digitalization. The investigative procedures 

correspond to Procedural Knowledge, whereas the 

requirement to  formulate evaluative judgments 

places the outcome at the Evaluate level. 

TAR.10.1.3. Examine the 

relationship between the 

socio-economic activities of 

Procedural 

Knowledge 
Evaluate 

Completion of this outcome requires students to 

formulate historical questions, collect evidence from 

multiple sources, evaluate the credibility of 
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Learning Outcome  
Knowledge 

Dimension  

Cognitive 

Process  
Rationale for Coding  

the Turks and their patterns 

of settlement and 

urbanization.  

information, and draw historical conclusions. The 

investigative procedures correspond to Procedural 

Knowledge, while judging the validity of evidence 

justifies classification within the Evaluate category.  

TAR.11.1.1. Evaluate the 

political and military 

struggles of the Ottoman 

Empire between 1683 and 

1789 in terms of their 

consequences. 

Conceptual 

Knowledge 
Evaluate 

Students are expected to compare the consequences 

of political and military conflicts and formulate 

evidence-based evaluative judgments. Therefore, the 

outcome was classified as Conceptual Knowledge at 

the Evaluate level. 

TAR.11.2.4. Generate 

alternative ideas for 

overcoming the factors that 

hindered the 

industrialization of the 

Ottoman Empire.  

Metacognitive 

Knowledge 
Create 

Students are required to develop alternative 

solutions to a historical problem, regulate their own 

thinking strategies, and generate original proposals. 

Accordingly, this learning outcome was classified as 

Metacognitive Knowledge at the Create level. 

Validity and Reliability  

To enhance the trustworthiness of the study, the procedures for data collection and 

analysis were carefully planned and implemented according to predetermined coding criteria. 

Prior to the main analysis, a pilot coding exercise was conducted using thirteen learning 

outcomes selected to represent Grades 9, 10, and 11 as well as different cognitive process 

categories. The pilot coding was performed independently by the author and an independent 

coder.  

During the pilot phase, disagreements primarily concerned distinctions between the 

Analyze and Evaluate categories when learning outcomes involved comparing historical 

evidence, interpreting competing historical accounts, or explaining causal relationships . 

Additional discrepancies emerged between the Evaluate and Create categories when learning 

outcomes required developing historical interpretations or generating alternative 

explanations. Differences also arose between the Procedural Knowledge and Metacognitive 

Knowledge dimensions for outcomes involving planning historical investigations, selecting 

appropriate sources, and determining research strategies. These issues were resolved by 

refining category definitions and clarifying coding decision rules. Foll owing revision of the 

coding framework, all learning outcomes included in the pilot study were recoded as part of 

the main dataset.  

Intercoder reliability was subsequently established by independently classifying all 

thirty -eight learning outcomes. Agreement between the author and an independent coder was 

calculated separately for the knowledge and cognitive process dimensions using the formula 

proposed by Miles et al., (2020):  AgreementAgreementDisagreementρππ.               The 

initial independent coding produced an intercoder agreement of 93% for the knowledge 

dimension and 90% for the cognitive process dimension. Learning outcomes for which 

disagreements remained were jointly re-examined based on the established category 



HOW WELL DOES THE HISTORY CURRICULUM IN T¦RKIYE SUPPORT INQUIRY-BASEDéé. 121 

 

 

ÉINNER 

 

definitions and coding criteria until full consensus  was achieved, resulting in the final coding 

matrix used in the study.   

Limitations  

This study has several limitations that should be acknowledged. First, the analysis is 

confined to the learning outcomes prescribed in the 2024 Turkish High School History 

Curriculum  (Grades 9ï11) published by the Turkish Ministry of National Education. 

Consequently, the findings do not extend to other curriculum components, such as teachingï

learning processes, assessment practices, instructional materials, or history textbooks.  

Second, because the study employed qualitative  document analysis design, no inferences were 

made regarding the extent to which the curriculum's intended cognitive demands are reflected 

in actual classroom practices or students' learning outcomes. The findings therefore represent 

the cognitive architecture embedded within the curriculum document itself rather than its 

implementation in educational settings.  

Finally, although the classification of learning outcomes was guided by explicit coding 

criteria, expert review, and intercoder reliability procedures, taxonomic classification 

inevitably involves a degree of researcher interpretation. Future studies could strengthen the 

evidence base by incorporating comparative coding conducted by independent research teams 

and by examining the alignment among curriculum learning outcomes, textbooks, 

instructional practices, and assessment processes. Such comprehensive investigations would 

provide a more holistic understanding of the extent to which inquiry -based history instruction 

is reflected throughout the entire curriculum system.  

Findings  

Distribution of Learning Outcomes Across the Cognitive Process Dimension of 

the Revised Bloom's Taxonomy  

To address the first research sub-question, the learning outcomes were analyzed 

according to the cognitive process dimension of the Revised Bloom's Taxonomy. The results 

are presented in Table 2.  

Table 2  

Distribution of Learning Outcomes Across the Cognitive Process Dimension of the Revised 

Bloom's Taxonomy by Grade Level 

Cognitive Process  Grade 9 f  (%)  Grade 10 f  (%)  Grade 11 f  (%)  

Remember 0 (0.0)  0 (0.0)  0 (0.0)  

Understand 0 (0.0)  0 (0.0)  0 (0.0)  

Apply 0 (0.0)  0 (0.0)  0 (0.0)  

Analyze 7 (53.8) 6 (42.9) 5 (45.5) 

Evaluate 5 (38.5) 6 (42.9) 3 (27.3) 

Create 1 (7.7) 2 (14.2) 3 (27.3) 

Total  13 (100)  14 (100)  11 (100)  

As shown in Table 2, all learning outcomes across Grades 9, 10, and 11 are concentrated 

exclusively within the higher -order cognitive process categories of Analyze, Evaluate, and 


