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ABSTRACT

This study aimed to investigate teacher autonomy and occupational professionalism as predictors
of teachers’ curriculum adaptation patterns. The study group of the present correlational study was
composed of 153 teachers. For data analysis, t-test, ANOVA, correlation analysis, and regression
analysis were performed. Results showed that the models established for predicting teachers’ use
of adaptation patterns by teacher autonomy and occupational professionalism were found to be
significant, except for omitting. The highest variance was obtained in the model for predicting the
frequency of extensions. In this model, teachers’ autonomy and occupational professionalism
significantly explained teachers’ use of the extending pattern, and occupational professionalism
was a significant predictor. It can be suggested that autonomy and professionalism should be
considered as teacher characteristics that are indispensable components of curriculum adaptation
patterns and that the number of similar studies exploring the interaction and relationships between
teachers and curriculum should be increased.
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0z

Bu ¢calismamin amaci, égretmenlerin ogretim programi uyarlama oriintiilerinin yordayicilart
olarak ogretmen ozerkligi ve mesleki profesyonelligini incelemektir. Bu korelasyonel arastirmanin
calisma grubunu 153 6gretmen olusturmaktadir. Veri analizinde t testi, ANOVA, korelasyon analizi
ve regresyon analizi kullamilmistir. Bulgular, 6gretmenlerin uyarlama oriintiilerini kullanim
stkliklarimin, ozerklik ve mesleki profesyonellik tarafindan yordanmasina yénelik kurulan
modellerin, atlamaya yénelik uyarlama alt boyutu hari¢ anlaml oldugunu géstermistir. En yiiksek
varyans, genigletme sikligint yordayan modelde elde edilmistir. Bu modelde ogretmen ozerkligi ve
mesleki profesyonellik 6gretmenlerin genisletme driintiistinii kullanma siukligini anlamly bir sekilde
agiklarken, mesleki profesyonellik anlamli bir yordayict olmustur. Ozerklik ve mesleki
profesyonelligin, programi uyarlama oriintiilerinin kullanimindan ayr diisiintilmemesi gereken
ogretmen ozellikleri arasinda degerlendirilmesi ve 6gretmen ile program arasindaki etkilesim ve
iliskileri inceleyen benzer ¢alismalarin sayisinin artirilmasi énerilmistir.

Anahtar Sozciikler: Ogretim Programi Uyarlama, Ozerklik, Profesyonellik

INTRODUCTION

There has been a wide range of debate and research on the curriculum design and its
reflections on the classroom and the quality of education. Recently, there are two
opposing views worldwide where some educators support a more centralized curriculum
for standardization based on the curriculum as a political text, while others prefer a more
local or contextual curriculum for improving educational practice by understanding
school and class realities (Saban, 2021). In Turkey, there is a centralized education
system, operated by the Ministry of National Education (MoNE) that mandates all formal
and non-formal educational activities (Akar & Kandemir, 2022). Within this framework,
curriculum development activities are carried out in coordination with the relevant units
of the MoNE. Curricula are prepared for all grade levels in the formal education system,
from preschool to high school (MoNE, 2023).

Although a mandated curriculum is expected to guarantee equality for all (Maniates,
2010), it is also widely argued that a formal curriculum differs from the curriculum
implemented in the classroom. Drake and Sherin (2006) argue that no curriculum is
“teacher-proof” as there are interactions between teachers and curricular materials that

result in changes in teachers’ instructional practices. Teachers continuously adapt and
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transform the prescribed curriculum (Mathou, 2018) to suit their own teaching situations
(Loucks, 1983). Meidl and Meidl (2011) depicted this process as “tweaking” the
curriculum, which refers to the ways the curriculum is adapted to create a “good
program”. When the mandated curriculum organized by one-size-fits-all objectives does
not fit the children in the class, teachers “tweak” the curriculum to eliminate the
limitations. A wide range of research was conducted to examine the factors that influence
what happens as the curriculum is enacted (enacted curriculum) (Bernard, 2017; Edwards,
2011), and teacher qualities, one of those factors, have an invaluable role in terms of
curriculum adaptation (Brown, 2009; Biimen et al., 2014). With a focus on exploring the
interaction between teacher qualities and curriculum adaptation, this study questioned the

influence of teacher professionalism and autonomy.

Professionalism refers to the attitudinal or psychological attributes of those who aspire to
be considered professionals (Ingersoll & Merrill, 2018). Autonomy, a crucial ingredient
of professionalism, is an individual’s ability to make independent decisions (Aprile,
1998). As a commonly accepted professional criterion, autonomy refers to professionals’
control over their work and their own theoretical knowledge (MacBeath, 2012). That is,
the loss of autonomy is regarded as a dilution of professionalism (Evans, 2011). For the
teaching profession, on the other hand, the sense of autonomy is defined as the perception
that teachers are in control of their work (Pearson & Hall, 1993). While autonomy is
regarded as a defining feature of teacher professionalism (Parker, 2015), today’s
understanding of professionalism has substantially been influenced by standardization of
curricula and externally imposed accountability (Buyruk & Akbas, 2021; OECD, 2016).
The explosion of accountability policies, standardized testing, and common learning
standards have challenged teacher autonomy (Parcerisa et al., 2022). Frostenson (2015),
also focusing on teachers as the agents whose autonomy is challenged, argued that the
decrease in professional autonomy equal to de-professionalisation may be misleading. In
this sense, autonomy is composed of levels, and teachers’ autonomy at the level of

practice may not be influenced by the loss of professional autonomy at the general level
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(Frostenson, 2015). In this study, teachers’ autonomy beliefs regarding the practice level

have been questioned.

While it is known that a high level of autonomy is associated with higher student
performance, Turkey is one of the countries with the least autonomy for schools regarding
decision-making about curricula, assessments, and resource allocation (OECD, 2011).
Still, at the contextual level, teachers may feel autonomous in their classroom
(Frostenson, 2015). While teacher autonomy has been investigated with increasing
popularity, research is required to explore the relations between teacher autonomy and
curriculum use and adaptation (Tokgéz Can & Biimen, 2021). Understanding how
autonomous teachers feel, how they adapt the curriculum, and to what extent their beliefs
in terms of autonomy are correlated with the way they adapt the curriculum is deemed
necessary for explaining the process of curriculum adaptation. On the other hand, teacher
professionalism, as a positively correlated variable with student achievement and
instructional quality (Parlar & Cansoy, 2017; Yilmaz & Altinkurt, 2014), is one area that
needs more research (Korkmazgil & Seferoglu, 2021), and literature review on the
relationship between professionalism and curriculum adaptation is quite limited. More
research on the interdependence of autonomy perceptions, professionalism, and
curriculum adaptations is deemed necessary (Steh & Pozarnik, 2005). It is believed that
revealing the links between those interrelated variables bears significance in contributing
to curriculum development and implementation by understanding to what extent
autonomy and professionalism influence teachers’ practices while adapting curriculum
and whether adaptation practices could be improved through enhancement in teacher-

related factors, which are limited to autonomy and professionalism in this study.
Theoretical Background
Teachers’ Curriculum Adaptation Patterns

Today, the important role of teachers in achieving the goals of the prescribed or official
curriculum is widely accepted (Agodini & Harris, 2016; Tokgéz, 2013). In the flow of

everyday instruction, the teacher—tool dynamic and the interactions between the qualities
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of teachers and curriculum materials occur, which results in differences between the
official and enacted (Brown, 2009; Biimen & Yazicilar, 2020). Despite using the same
curriculum, the outcomes may differ since teachers have different curriculum approaches
that influence teachers, students, and curriculum, which results in significant differences
in the learned curriculum compared to the formal curriculum (Shawer, 2010). According
to Shawer et al. (2009), teachers’ approaches to curriculum differ as curriculum-
transmitters, curriculum developers, or curriculum-makers. Curriculum-transmitters use
the prescribed curriculum materials and topics without additions or substantial
differences, while curriculum-developers include new components and make substantial
changes based on the prescribed curriculum. Curriculum-makers develop curricula
without referencing official curriculum materials and topics. Although there are different
classifications in terms of curriculum approaches of teachers, researchers agree upon the
fact that while implementing curricula in the class, teachers inevitably make some
adaptations due to differences in region, school, class context, and student and teacher
characteristics (Akbulut-Tas, 2022; Yazicilar Nalbantoglu et al., 2022; Yazcilar
Nalbantoglu & Biimen, 2024). According to Shawer (2010), curriculum adaptation
stimulates interactions between teachers, students, and curriculum and enfranchises
teachers to shape curriculum based on the classroom context. Sherin and Drake (2009)
defined adaptation as significant changes teachers make in the intended curriculum,
which include the activities for omitting portions of a lesson and making significant and
creative changes and additions to the curriculum. Curriculum adaptation is regarded as a
purposeful effort to bring existing instructional materials to align with new visions by
making additions, adaptations, or transformations. It differs from curriculum
development, which requires creating totally new materials within the framework of a

new policy (Debarger et al., 2017).

In order to understand and conceptualize how teachers adapt curricula, researchers have
identified recognizable patterns (Bernard, 2017; Tokgoz Can & Biimen, 2021; Troyer,
2017). Bernard (2017) has formed five categories of adaptation. These categories are

changing content, extending, reordering, rewording, and other purposes. Changing
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content refers to changing the content of a problem or activity. Extending means
following specified curriculum materials in addition to adding activities to extend the
content. Reordering refers to reordering problems or activities found in curriculum
materials. Rewording means reformatting the curriculum material without affecting the
overall content. Other purposes refers to using the curriculum materials in such a different
way that it is not planned to be used. A similar classification has been formed by Troyer
(2017). According to this classification, by making additions, the teacher adds entire
activities, questions, and words that are not in the lesson plan. Deletion occurs when the
teacher does not use a material or activity planned to be used according to the lesson plan.
Modification occurs when the teacher uses materials in a different way than what is
presented in the lesson plan. On the other hand, this study has adopted the classification
of Tokgbéz Can and Biimen (2021), who have used three main adaptation patterns:
omitting, extending, and replacing or revising. By extending, teachers include new
materials and resources and create something new in teaching. They change the official
curriculum’s format, duration, and order by replacing and revising. They neglect the
impractical or useless parts of the official curriculum by omitting them.

Considering the significance of curriculum and its use in the classroom, scholars also put
effort into understanding factors that may have direct or indirect influences on curriculum
adaptation. According to Brown (2009), instructional outcomes result from the interaction
between curriculum and teacher resources. While curriculum resources include physical
objects, domain representations, and procedures, teacher resources refer to teachers’
subject matter knowledge, pedagogical content knowledge, goals, and beliefs. The nature
of teachers’ goals and beliefs is highly relevant to understanding how teachers perceive,
interpret, and use curriculum materials (Brown, 2009). Empirical data also show that
teacher characteristics have an influence on the use and effect of curriculum (Agodini &
Harris, 2016; Shawer, 2017). According to Forbes (2013), teacher-specific variables
explain a higher percentage of the variance, whereas the influence of curriculum materials
on teachers’ curricular adaptations is relatively less. In this sense, understanding what

teachers bring to this interaction is at least as crucial as understanding the features of the



Celik & Sahin 1287

curriculum (Drake & Sherin, 2006). Still, apart from the qualities of the teacher and
curricula, there are also other factors, found to be related to teachers’ adaptation practices.
These factors are student characteristics, instructional context, and contextual factors,
including time, school structure, administrative support, and family structure (Akbulut-
Tas, 2022; Bernard, 2017; Leite et al., 2020). This study is limited to investigating
teachers’ curriculum adaptation patterns within the framework of teacher autonomy and
professionalism as teacher qualities. Apparently, teacher qualities constitute only one
determinant of curriculum adaptation. Nonetheless, research on investigating teachers’
qualities in relation to how they adapt curricula is limited and believed to contribute to
giving insight into understanding teachers’ different practices in terms of curriculum

adaptation in a centralized system, where a wide range of variables are standardized.
Teacher Professionalism

Professionalism is defined as individuals’ attitudes and behaviors toward their occupation
(Boyt et al., 2001). It refers to improving service quality (Hoyle, 2001). Evans (2008)
regarded professionalism as a service-level agreement, and in this framework, the
professionals should accept and adopt this agreement; otherwise, it is only a service-level
requirement. In this framework, Evans argues that professionalism should be related to
what professionals actually “do” rather than what the government asks professionals to
do. A professional is depicted as someone who is not an amateur but is committed to a
career and public service (Ingersoll & Merrill, 2018). School effectiveness literature
heavily addresses the importance of the role of the teacher as a professional (Johnson,
1991). The goal of teacher professionalism is to attain the highest standards in the
profession of teaching that is based on professional formation, knowledge, skill, and
values (Demirkasimoglu, 2010). In the conceptualization of OECD (2016), teacher
professionalism comprises three domains: knowledge base, autonomy, and peer
networks. That is, teacher professionalism includes teachers’ knowledge necessary for
teaching, teachers’ decision-making regarding their work, and networks enhancing
information exchange and support among teachers. Evans (2011) identified three

components of professionalism: behavioural, attitudinal, and intellectual. While the



Ogretim Programim Uyarlama Oriintiilerinin Yordayicilari... 1288

behavioural component of professionalism refers to what practitioners physically do at
work, the attitudinal component refers to practitioners’ attitudes. The intellectual
component refers to the knowledge, understanding, and knowledge structures of
practitioners. Within this study, the conceptualization of Yilmaz and Altinkurt (2014) has
been adopted, who have conceptualized teacher professionalism within four dimensions:
personal development, contribution to organization, professional awareness, and
emotional labor. Personal development refers to teachers’ efforts to improve themselves
to do their profession better, such as following scientific publications, books, or activities
related to their field, although it is not compulsory. Contribution to organization refers to
teachers’ use of their knowledge, experience, and relationships with others for the sake
of the institution, such as voluntary and active participation in social, cultural, and
professional activities and projects at school. Teachers with high professional awareness
are professionals who are aware of their needs, open to new ideas and change, sensitive
to professional ethical principles, communicate and cooperate with colleagues, strive to
do their job in the best way possible, and are role models for students with their behavior.
Emotional labor is the role-playing of employees in the work environment. In this sense,
teachers with high levels of professionalism try not to reflect this to their work and
relationships even if they have problems with school administration, colleagues, or in

their personal lives.
Teachers Autonomy

Autonomy has long been considered a central component of professionalism.
Professionals are allowed to draw on their knowledge, experience, and ethics to decide
how best to provide safe, effective services to others (Mezza, 2022). Teacher autonomy
is one of the terms used to describe and define teacher professionalism (Johnson, 1991).
It is about teachers’ beliefs that they have control over specific aspects of their work,
including scheduling, curriculum, textbooks, and instructional planning (Short, 1994).
According to Lamb (2008), while teacher autonomy can be conceptualized as the extent

to which teachers can enhance their teaching through their efforts, it can also be defined
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as the freedom to be able to teach in the way that one wants to teach, which is regarded

as a manifestation of teacher autonomy.

Teacher autonomy is a difficult concept to define, and scholars have focused on different
aspects of teacher autonomy (Han, 2020; Yan, 2010; Yu-hong & Ting, 2012). Focusing
on its complex nature, Frostenson (2015) suggested levelling professional autonomy as
general, collegial, and individual professional autonomy. General professional autonomy
refers to the frames of professional work, such as the organisation of the school system
and legislation. This is the level scholars mainly consider in relation to de-
professionalisation of teachers. Collegial professional autonomy is about teachers’
collective freedom to influence and decide on practice at a local level. Individual
autonomy refers to the opportunity to influence the contents, frames, and controls of the
teaching practice. Collegial professional autonomy and individual autonomy relate to
autonomy at the level of practice. According to Frostenson (2015), it is necessary to make
a distinction between levels because a loss of autonomy that exists at the general level
does not mean a loss of professional autonomy at the level of practice. Considering the
centralized system in Turkey, in this paper, teacher autonomy is considered at the level
of practice based on the conceptualization of Ulas and Aksu (2015), who defined three
areas of autonomy for teachers, including teachers’ autonomy in instructional planning
and implementation, in professional development, and in determining the framework of

the curriculum.

Prior research has investigated teachers’ curriculum adaptation process (Akbulut-Tas,
2022; Biimen & Yazicilar, 2020; Durdukoca, 2021; Gelmez-Burakgazi, 2020; flhan &
Biimen, 2023; Karakuyu, 2023). On the other hand, teacher autonomy has been examined
based on different variables, including teacher self-efficacy (Ertay, 2022; Geng, 2022;
Isik, 2022), professional motivation (Demir, 2023), professional burnout (Nalbant, 2023),
curriculum literacy levels (Tasdemircanan, 2023). Tokgéz Can and Biimen (2021)
analyzed teachers’ perceived autonomy and preferences while adapting curricula based
on mixed method design. Yazicilar Nalbantoglu (2021) and Yazicilar Nalbantoglu and

Biimen (2024) investigated the influence of professional development on the curriculum
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adaptation process. Buyruk and Akbas (2021) focused on the correlation between
teachers’ occupational professionalism and autonomy. The main contribution of this
study is to examine the correlation between teachers’ curriculum adaptation patterns,
autonomy, and professionalism. This study aims to investigate teacher autonomy and
occupational professionalism as predictors of teachers’ curriculum adaptation patterns.

Within this framework, the research questions of this study are as follows:

1. Do teachers’ curriculum adaptation patterns, professional autonomy, and
occupational professionalism levels differ by graduation, school type, subject area, in-

service training needs, and class size?

2. Are there significant relations between teachers’ curriculum adaptation patterns,

autonomy, and occupational professionalism?

3. Are teacher autonomy and occupational professionalism significant predictors

of teachers’ curriculum adaptation patterns?

METHOD

Research Design

This research investigated the relationships between teacher autonomy, occupational
professionalism, and curriculum adaptation patterns. In this respect, this research is
correlational. In correlational studies, hypotheses regarding at least two variables are
tested. Additionally, this study examined whether the variables of teacher autonomy,
occupational professionalism, and curriculum adaptation patterns differed according to
the independent variables. In this respect, the research can be considered as causal-
comparative research. In causal-comparative research, the cause or consequences of pre-

existing differences between groups are examined (Fraenkel et al., 2012).
Study Group

The study group consisted of 153 teachers. Considering the suitability of the construct

validity and reliability coefficients of the scales used in the research, the number of
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variables and group size ratios (MacCallum et al., 1999), and the type of analyses to be
carried out based on these research problems (Tabachnick & Fidell, 2013), it was decided
that the size of the study group was sufficient. Within the scope of the research, teachers
with different school types, subject areas, and ages were included in the study. The

participant demographics are given in Table 1.

Table 1. Participant Demographics

Variables Categories n %
Gender Female 127 83.0
Male 26 17.0
Graduation Undergraduate 106 69.2
Graduate 47 307
20-30 13 85
Age 31-40 64 418
41-50 56  36.6
51 and more 20 131
School level Primary school 54 353
Middle school 65 425
High school 34 222
Subject area Classroom teacher 50  32.7
Branch teacher 103 67.3
School type Public 125 81.7
Private 28 183
Class size 0-20 43 28.1
21-30 56 36.6
31-50 54 353
In-service training needs regarding curriculum  Need 109 71.2
No need 44  28.8

The participant demographics show that the majority of participants were women (83%)
and had a bachelor’s degree (69.2%). The distribution of teachers according to their
subject areas indicates that approximately two-thirds (67.3%) were branch teachers
(English, IT, Germany, Spanish, Mathematics, Physics, Turkish, Social Studies, Science,
and History), and the majority of participants worked in public schools (81.7%) at middle
school level (42.7%) In terms of class size, it was found that the majority of teachers
(36.6%) had 21-30 students in their classes.
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Data Collection Tools

Ethics committee approval was obtained before the data collection process. The
Curriculum Adaptation Patterns Scale was developed by Yazicilar Nalbantoglu et al.
(2022) to determine teachers’ curriculum adaptation patterns. It was a 5-point Likert-type
scale of 20 items to measure how frequently teachers use adaptation patterns. There were
three subscales, which were omitting (seven items), extending (seven items), and
replacing or revising (six items). Yazicilar Nalbantoglu et al. (2022) conducted
Exploratory Factor Analysis (EFA) to test the validity of the data obtained from 361
teachers showed that the three-dimensional structure explained 52% of the total variance.
Then, confirmatory factor analysis (CFA) was performed, and goodness-of-fit indices
were as follows: RMSEA=0.065, SRMR=0.064, NFI=0.91, NNFI=0.94, CFI=0.94,
GFI=0.88, and AGFI=0.85. The reliability coefficients found in the study were 0.72, 0.87,
and 0.85 for extending, omitting, and replacing/revising, respectively (Yazicilar
Nalbantoglu et al., 2022).

The Teacher Autonomy Scale was developed by Ulas and Aksu (2015) to determine the
level of autonomy of teachers. The scale has three subscales and 18 items in a 5-point
Likert type. As a result of the EFA performed on the data obtained from 292 classroom
teachers, the total variance explained by the subscales was 62.44%. The Cronbach alpha
coefficients of the autonomy in determining the framework of the curriculum (three
items), autonomy in instructional planning and implementation (11 items), and autonomy
in professional development (four items) subscales were 0.86, 0.91, and 0.80,
respectively. The overall reliability coefficient of the scale was reported as 0.89 (Ulas &
Aksu, 2015).

The Occupational Professionalism of Teachers Scale was developed by Yilmaz and
Altinkurt (2014) to determine teachers’ opinions on occupational professionalism. The
scale consists of 24 items in a 5-point Likert type and has four sub-dimensions. These
subscales are the contribution to the organization (eight items), emotional labor (six

items), personal development (five items), and professional awareness (five items).
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Yilmaz and Altinkurt (2014) conducted EFA and CFA for the construct validity of the
scale implemented to 251 teachers. The exploratory factor analysis resulted in four
subscales explaining 52.22% of the total variance. As a result of CFA, goodness-of-fit
indices were as follows: y?/df=2.66; GF1=0.82, AGF1=0.78, RMSEA=0.08, RMR=0.05,
SRMR=0.08, CFI=0.80, NFI=0.72, NNFI=0.77, PGFI=0.67. The Cronbach alpha
coefficient was 0.79 for the personal development subscale, 0.86 for the contribution to
organization subscale, 0.74 for the professional awareness subscale, and 0.80 for the
emotional labor subscale (Yilmaz & Altinkurt, 2014).

Before performing analysis for the sub-problems of this study, the normal distribution of
the data was controlled, and a second-level confirmatory factor analysis was conducted
to check the construct validity of all three scales and to ensure that the sum of the scores
could be calculated. As a result of the CFA, fit indices and y?/df values were obtained.
For the Curriculum Adaptation Patterns Scale, the indices were as follows: y>=261.55;
df=166, y?/df= 1.57; RMSEA=0.062; CFI=0.96; GFI=0.85; NFI=0.90; AGFI=0.81;
NNFI=0.95. The indices for the Teacher Autonomy Scale were the following: ¥?=253.14;
df=130, y?/df=1.94; RMSEA=0.079; CFI=0.97; GFI=0.82; NFI=0.94; AGFI= 0.76;
NNFI=0.96. The Occupational Professionalism of Teachers Scale indices were as
follows: ¥?=486.78; df=246, y*/df=1.98; RMSEA=0.080; CFI=0.96; GFI=0.77;
NF1=0.92; AGFI=0.72; NNFI=0.95. According to Kline (2005), RMSEA <0.05 and GFI,
CFI, NFI, NNFI>0.95 indicate a perfect fit; RMSEA<0.08 and GFI, CFI, NFI, NNFI
>0.90 indicate a good fit. The fit indices obtained for the scales within the scope of the
research generally indicated a good fit. Moreover, y*df < 3 for all three scales indicated

a perfect fit.

Cronbach alpha internal consistency reliability values were calculated for Curriculum
Adaptation Patterns, Teacher Autonomy, and Occupational Professionalism of Teachers
Scales and their subscales. The reliability coefficients found in the study were 0.763,
0.804, and 0.858 for extending, omitting, and replacing/revising, respectively, while it
was 0.853 for the whole of the Curriculum Adaptation Patterns scale. The Cronbach alpha

coefficients for the subscales of determining the framework of the curriculum, autonomy
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in instructional planning and implementation, and autonomy in professional development
were 0.792, 0.923, and 0.834, respectively, while the overall reliability coefficient of the
Teacher Autonomy Scale was calculated as 0.916. For the Occupational Professionalism
of Teachers Scale, the coefficients calculated for the contribution to organization,
emotional labor, personal development, and professional awareness were 0.847, 0.778,
0.843, and 0.846, respectively, and it was 0.926 for the whole scale. It was determined

that the reliability coefficients were sufficient (Nunnually, 1978).
Data Analysis

Before performing analysis in line with the sub-problems, the missing values, outliers,
and normality assumptions were examined. Since the data were collected online, there
was no missing value, and analyses were carried out on the data obtained from 153
teachers. The scores obtained from each scale were converted into z-scores to determine
univariate outliers. Analysis of the z-scores indicated no univariate outliers since all
values were between +3.29 and -3.29 (Tabachnick & Fidell, 2013). The skewness and
kurtosis values of the scores obtained from both subscales and the overall scale were
examined to test normality. The skewness and kurtosis values were in the range of +1 and
-1 for all three scales (Table 2), which indicated that the data were normally distributed
(Bowen & Guo, 2012).

In the study, the Pearson product-moment correlation coefficient was calculated to
examine the relationships between curriculum adaptation patterns, autonomy, and
occupational professionalism. Independent samples t-test was performed to examine the
curriculum adaptation patterns, autonomy, and occupational professionalism based on
graduation (undergraduate-graduate), school type (state-private), subject area (classroom
teacher-branch teacher), and in-service training needs (need-no need). Before the
independent samples t-test analysis, the homogeneity of variances in the sub-categories
of the independent samples considered for the dependent variables was examined by the
Levene test. One-way ANOVA results were performed to explore the differences in the
dependent variables based on class size (0-20; 21-30; 31 and more). The homogeneity of

variance assumption, one of the necessary assumptions for the ANOVA test, was
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examined with the Levene test. Since the homogeneity of the variances of the dependent
variables in the sub-categories of the independent variable is ensured, the Least
Significant Difference (LSD) test, which is among the Post Hoc tests, was used to
determine which variables the differences were found to be significant. LSD test was
used, taking into account the number of independent variable categories and the number

of sample sizes in the categories (Kayri, 2009).

In this study, the strength of the significant differences was checked with eta squared (n?)
effect size, which is one of the mostly used (Pallant, 2005). Eta squared, which varies
between 0 and 1, expresses how much of the variance in the dependent variable is
explained by the categories of the independent variable (Richardson, 2011). Cohen (1988)
suggested that eta squared values of 01, .06, and .14 be used to indicate small, medium,
or large effect size, respectively (Olejnik & Algina, 2000).

Finally, a multiple linear regression analysis was performed for the overall scale and its
subscales to examine the effect of teachers’ autonomy beliefs and occupational
professionalism on curriculum adaptation patterns. Before performing the regression
analysis, the Pearson correlation value between autonomy and occupational
professionalism was examined to examine the multicollinearity problem between
independent variables. A moderate correlation value (r=0.44; p<0.05) was obtained.
Additionally, tolerance and Variance Inflation Factor (VIF) values were calculated. The
tolerance value was 0.812 (>0.10), and the VIF value was 1.242 (<10). When the
tolerance and VIF values obtained and the independent correlation value were evaluated,
it was determined that there was no multiple-collinearity problem (Field, 2009). Based
on all the obtained values, it can be stated that there was no multiple-collinearity problem
between the independent variables. Additionally, to examine the multivariate outliers,
Mahalanobis distances at p<0.001 level were compared with the value obtained from the
chi-square table at the k=2 freedom level. Considering Cook’s distance values, it was
determined that the maximum value was less than 1. According to these results, it can be

stated that no multivariate outliers were found in the data (Tabachnick & Fidell, 2013).
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FINDINGS

In this section, the results of the t-test, ANOVA, and regression analysis performed in
line with the sub-problems are included. Table 2 indicates the descriptive statistics
regarding teachers’ occupational professionalism, autonomy, and curriculum adaptation

patterns, which were extending, omitting, and replacing or revising.

Table 2. Descriptive Statistics regarding Teachers’ Curriculum Adaptation Patterns,

Autonomy, and Occupational Professionalism

Variables X SD Skewness SE  Kurtosis SE
Curriculum adaptation patterns 2.75 0,43 0,23 0,19 -0.03 0.39
Extending 3.95 0.54 -0.05 0.19 -0.25 0.39
Omitting 171 058 0.73 0.19 -0.19 0.39
Replacing/revising 2,58 0.60 0.33 0.19 0.82 0.39
Autonomy 3.19 0.68 -0.28 0.19 0.32 0.39
Occupational professionalism  4.07 0.48 -0.02 0.19 -0.49 0.39

According to the results in Table 2, while extending (X=3.95) is the most frequently used

adaptation pattern, omitting (X=1.71) is the least frequently used one.

Differences in Teachers’ Curriculum Adaptation Patterns, Autonomy, and

Occupational Professionalism

Independent samples t-test was performed to analyze teachers’ curriculum adaptation
patterns, autonomy, and occupational professionalism based on teachers’ graduation
degrees (undergraduate and graduate). Table 3 indicates the results of the independent

samples t-test by graduation.

Table 3. Results of the Independent Samples t-test by Graduation

Undergraduate  Graduate  t(151)
Variables (n=106) (n=47) p

X SD X SD
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Curriculum adaptation patterns  2.73 0.40 282 046 -1.337 0.183

Extending 392 052 401 057 -0.868 0.387
Omitting 1.67 0.58 1.81 058 -1.405 0.162
Replacing/revising 2.56 0.60 262 062 -0.656 0.513
Autonomy 3.17 0.71 327 062 -0.847 0.398

Occupational professionalism  4.06 0.47 409 050 -0.422 0.673

Results indicate that teachers’ use of curriculum adaptation patterns did not differ by
teachers’ graduation (t(151)=-1.34). Although teachers with a graduate degree used all
adaptation patterns more frequently than those with an undergraduate degree, this
difference was not significant. Similarly, teachers’ use of extending (t(151)=-0.87),
omitting (t(151)=-1.41), and replacing/revising (t(151)=-0.66) did not significantly differ
by teachers’ graduation degrees. When the autonomy levels of the teachers were
examined, although the teachers with a graduate degree had higher mean scores than those
with an undergraduate degree, this difference was not statistically significant (t(151)=-
0.85). Similarly, teachers’ mean scores in terms of occupational professionalism were
also higher for teachers with graduate degrees; however, this difference was not
significant (t(151)=-0.42).

The results of an independent samples t-test to analyze teachers’ curriculum adaptation
patterns, autonomy, and occupational professionalism based on school type are presented
in Table 4.

Table 4. Results of the Independent Samples t-test by School Type

Public Private

Variables (n=125) (n=28) t (151) p n?
X SD X SD

Curriculum adaptation patterns  2.71 0.44 293 0.33 -2.15 0.013* 0.03

Extending 388 052 425 049 -340 0.001* 0.07

Omitting 170 059 174 054 -035 0.72 -

Replacing/revising 253 061 279 051 -202 0.045* 0.03
Autonomy 316 0.71 336 054 -142 0158 -

Occupational professionalism  4.01 0.46 4.33 051 -3.33 0.001* 0.07
*p<0.05
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Table 4 shows that there is a significant difference in the frequency of teachers’ use of
curriculum adaptation patterns based on school type (t(151)=-2.15). It was determined
that teachers working in private schools used adaptation patterns more frequently.
However, when the effect size of the difference was examined (#%=.03), it was seen that
it was a small effect size. Regarding the pattern of extending, it was found that the
average use of teachers working in private schools was higher, and the difference was
significant (t(151)=-3.40). The effect size of this difference was medium (?=.07),
meaning that school type explained 7% of the variance in the relevant variable. Teachers’
use of the omitting pattern did not differ by school type (t(151)=-0.35). On the other hand,
teachers working in private schools were found to use replacing/revising patterns more
frequently than others, and the difference was significant (t(151)=-2.02). When the effect
size of this difference was examined (5?=.03), it might be stated that it was low. In terms
of the autonomy levels of teachers, although teachers working in private schools had
higher mean scores than those in public schools, this difference was not significant
(t(151)=-1.42). Moreover, teachers’ occupational professionalism differed significantly
according to the type of school (t(151)=-3.33). School type explained a 7% variance of
the teachers’ occupational professionalism and had a medium effect size level. (4?=.07).
Teachers working in private schools had higher mean scores regarding occupational

professionalism.

The results of the independent samples t-test that was performed to determine whether
teachers’ curriculum adaptation patterns, autonomy, and occupational professionalism

differed by teachers’ subject areas are displayed in Table 5.

Table 5. Results of the Independent Samples t-test by Subject Area

Classroom Branch
Variables teachers teachers ,
(n=50) (n=103) t(151) p n
X sSD X SD
Curriculum adaptation 2.81 0.38 273 045 1.022 0.31 -

patterns
Extending 4.12 0.48 387 054 2804 0.006* 0,05
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Omitting 1.67 0.49 173 0.62 -0.607 0545 -
Replacing/revising 2.60 0.58 257 062 0.244 0.808 -
Autonomy 3.26 0.67 3.17 0.69 0.753 0.452 -
Occupational 412 0.46 4.04 049 0.852 0.396 -
professionalism
*p<0.05

Table 5 indicates that the curriculum adaptation patterns used by teachers do not differ
by their subject areas (t(151)=1.022). Regarding the subscales, it was found that
classroom teachers made more extensions than branch teachers, and the difference was
significant (t(151)=2.80). When the effect size of this difference was examined, it could
be stated that it was a low effect size level (#?= .05). On the other hand, it was also
determined that teachers’ use of omitting (t(151)= -0.61) and replacing/revising patterns
(t(151)=0.24) did not differ by teachers’ subject areas. Although classroom teachers had
higher mean scores in terms of autonomy, the difference between classroom and branch
teachers’ scores was not significant (t(151)=0.73). Likewise, classroom teachers’
occupational professionalism scores were higher than those of branch teachers; however,

the difference was not statistically significant (t(151)=0.85).

Table 6 presents the results of the independent samples t-test for examining teachers’
curriculum adaptation patterns, autonomy, and occupational professionalism based on

teachers’ in-service training needs.

Table 6. Results of the Independent Samples t-test by In-Service Training Needs

Need No need
Variables (n=109) (n=44) t(151) p 1?2

X SD X SD
Curriculum adaptation patterns  2.80 0.42 2.64 0.43 2212 0.028* 0,03

Extending 399 052 384 056 1555 0.122

Omitting 174 057 164 0.62 0.945 0.346

Replacing/revising 266 059 239 0.60 2508 0.013* 0,04
Autonomy 323 061 311 083 1.041  0.300

Occupational professionalism  4.11 0.46 3.95 0.51 1.930 0.056
*p<0.05
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Table 6 indicates that teachers’ use of the curriculum adaptation patterns differed
significantly by teachers’ in-service training needs (t(151)=2.12). It was found that the
effect size of this difference (5°=.03) was low. Teachers who stated that they needed in-
service training used adaptation patterns more frequently. Regarding the subscales, there
was a significant difference in teachers’ use of replacing/revising patterns based on the
in-service training needs (t(151)=2.51), and the difference was in favor of teachers who
needed in-service training. However, the effect size of this statistical difference (2= .03)
was low. On the other hand, although teachers with in-service training needs had higher
mean scores on the frequency of using adaptations based on extending (t(151)=1.56) and
omitting (t(151)=0.95), the difference was not statistically significant. In terms of teacher
autonomy, it was revealed that the teachers with in-service training needs had higher
mean scores than others; however, this difference was not significant (t(151)=1.04).
Similarly, the occupational professionalism levels did not significantly differ by in-

service training needs (t(151)=1.93).

Table 7 presents the results of ANOVA performed to examine teachers’ curriculum

adaptation patterns, autonomy, and occupational professionalism based on class size.

Table 7. Results of ANOVA by Class Size

Variables Class size X SD F p n? Diff.
Curriculum adaptation 0-20° 294 042 5877 0.003* 0,07 a>b
patterns 21-30° 268 043 a>c
31 and 2.69 0.39
more®
Extending 0-208 415 049 4719 0.010* 0,06 a>b
21-30° 3.84 0.56 a>c
31 and 3.90 051
more®
Omitting 0-208 184 066 1542 0.217 -
21-30° 167 0.57
31 and 1.65 0.52
more®
Replacing/revising 0-202 280 0.62 4.107 0.018* 0,05 a>b

21-30° 250 0.58 a>c
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31 and 2.48 0.58

more®
Autonomy 0-202 329 054 4047 0.019* 005 a>c
21-30°P 3.33 0.68 b>c
31 and 299 0.75
more®
Occupational 0-20 421 049 3331 0.038* 0,04 a>b
professionalism 21.30 b 306 048
31 and 4.06 0.45
more®

*p<0.05

Table 7 indicates that the frequency of teachers’ use of curriculum adaptation patterns
differed significantly by class size (F=5.807). Class size variables explained a 7%
variance in teachers’ use of curriculum adaptation patterns and had a medium effect size
level (#%=.07). Teachers who taught in 0-20 classes used all adaptation patterns more
frequently than teachers who taught in classes with 21 students and more. The frequency
of teachers’ use of extending (F=4.719) patterns differed significantly according to the
class size, which had a medium effect size level (4?=.06). Additionally, there was a
significant difference in teachers’ use of replacing or revising patterns, depending on the
class size (F=4.107), which had a low effect size level (#?=.05). Teachers’ frequency of
using adaptations for extending and replacing/revising in classes with a size of 0-20 was
higher than those in classes with a size of 20-30 and 31 and more. On the other hand,
teachers’ use of adaptations for omitting did not differ significantly according to class
size (F=1.542). Teachers’ autonomy levels differed significantly according to the class
size (F=4.047). The effect size of this difference (°=.05) was low. The level of autonomy
of the teachers who taught in 0-20 classes was higher than those who taught in classes
with 31 students and more. Additionally, the level of autonomy of the teachers who taught
in classes with 21-30 students was higher than those who taught in classes with 31 and
more. Teachers’ occupational professionalism levels also differed significantly according
to the class size (F=3.331), which had a low effect size level (#?=.04). The occupational
professionalism levels of the teachers who taught in classes with 0-20 students were
higher than those with 21 students and more.
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Relations among Teachers’ Curriculum Adaptation Patterns, Autonomy, and

Occupational Professionalism

The Pearson correlation coefficients that were calculated to examine the relationships
between teachers’ curriculum adaptation patterns, autonomy, and occupational

professionalism are displayed in Table 8.

Table 8. The Pearson Correlation Coefficients between Teachers’ Curriculum Adaptation

Patterns, Autonomy, and Occupational Professionalism

Variables 1 2 3 4 5 6
Curriculum adaptation patterns (1)  1.00

Extending (2) 0.63* 1.00

Omitting (3) 0.75* 0.07 1.00

Replacing/revising (4) 0.85* 0.37* 0.56* 1.00
Autonomy (5) 0.27* 0.27* 0.14 0.20* 1.00

Occupational professionalism (6) 0.25* 0.50* 0.01 0.07 0.44* 1.00
*p<0.05

Results indicated a positive, low-level, significant relationship (r=0.27) between
teachers’ use of adaptation patterns and teacher autonomy. Furthermore, it was found that
there was a positive and low-level relationship (r=0.25) between teachers’ use of
adaptation patterns and occupational professionalism. There was a positive and moderate
relationship (r=0.37) between the teachers’ use of adaptations for extending and the levels
of use of adaptations for replacing/revising. It can be stated that there was a positive and
low-level significant relationship (r=0.27) between teachers’ use of the extending pattern
and teacher autonomy. There was a positive and moderate significant correlation (r=0.50)
between teachers’ occupational professionalism and the frequency of making extensions.
There was a positive, moderate, and significant relationship between teachers’ use of
adaptations for omitting and adaptations for replacing/revising (r=0.56). A positive, and
significant relationship existed between teacher autonomy and occupational

professionalism levels (r=0.44).
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Prediction of Curriculum Adaptation Patterns

Multiple linear regression analysis was performed for the overall scale and three subscales
to investigate the effect of teachers’ autonomy and occupational professionalism on

teachers’ curriculum adaptation patterns. Results are presented in Table 9.

Table 9. Regression Analysis Results regarding the Prediction of Curriculum Adaptation

Patterns
Dependent Independent B t p R? F p
Variable Variable
Curriculum Autonomy 0194 224 0.027* 009 7.77 0.00*
adaptation Occupational 0.167  1.928  0.056
patterns professionalism
Extending Autonomy 0.059 0.756  0.451 0.25 25.29 0.00*
Occupational 0.473 6.02 0.00*
professionalism
Omitting Autonomy 0.165 1.837 0.068 0.02 1.68 0.10
Occupational -0.069  -0.770  0.443
professionalism
Replacing/ Autonomy 0.208 2334 0.021* 0.04 312 0.04*
revising Occupational -0.02 -0.224 0.823
professionalism
*p<0.05

The regression model established to predict teachers’ curriculum adaptation patterns
based on occupational professionalism and autonomy beliefs was significant (F=7.77).
These predictive variables explained 9% of the total variance in teachers’ curriculum
adaptation patterns. It was determined that teacher autonomy ($=0.194), one of the
predictive variables, was a significant predictor of the level of curriculum adaptation. On
the other hand, it was determined that occupational professionalism (f=0.167) was not a
significant predictor. In general, it can be stated that the model was significant while the

variance it explained was low.
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The regression model established for predicting teachers’ use of the extending pattern
based on their occupational professionalism and autonomy beliefs was significant
(F=25.29). Together, these predictive variables explained 25% of the total variance in
teachers’ use of the extending pattern. It was determined that while occupational
professionalism (f=0.473) was a significant predictor, teacher autonomy ($=0.059) was
not a significant predictor. In general, the model was significant, and it can be stated that

the variance it explained was higher than the other established models.

It was determined that teachers’ occupational professionalism and autonomy beliefs did
not have significant relationships with teachers’ use of the omitting pattern (F=1.68). The
predictive variables of teachers’ occupational professionalism and autonomy beliefs
together explained 2% of the variance in teachers’ use of the omitting pattern. In short,
teacher autonomy (B=0.165) and occupational professionalism (= -0.069) were not

significant predictors of adaptations for omitting.

The regression model established to predict teachers’ use of replacing/revising patterns
based on the variables of teachers’ occupational professionalism and autonomy beliefs
was significant (F=3.12). Together, these predictive variables explain 4% of the total
variance in teachers’ use of replacing/revising pattern. It was determined that teacher
autonomy (p=0.208), one of the predictive variables, was a significant predictor of
teachers’ use of replacing/revising pattern. It was determined that the teachers’
occupational professionalism variable (f=0.02) was not a significant predictor variable.
In general, it can be stated that the model was significant, whereas the variance it

explained was low.
DISCUSSION

This study investigated the relationships between teacher autonomy, occupational
professionalism, and teachers’ curriculum adaptation patterns. It also examined whether
these dependent variables differed by the independent variables, including teachers’
graduation degree, school type, subject area, in-service training needs, and class size. As

aresult, it was determined that the most frequently used adaptation pattern was extending
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while the least frequently used pattern was omitting. That is, teachers avoided omitting
or neglecting any components of the curriculum. Instead, they put extra effort into making
additions by extending. This may result from teachers’ efforts to meet the minimum
requirements of the curricula. They might regard all components as necessary, or they
believe that it is an obligation for them to use the formal curriculum as it is because of the
centralized education system. There are parallel results in the literature. Burkhauser and
Lesaux (2017) also revealed that teachers tended to add or extend existing activities
instead of omitting any activity or certain parts. Some studies also found the same order
in terms of the adaptation patterns (Biimen & Holmqvist, 2022; IThan & Biimen 2023;
Yazicilar Nalbantoglu, 2021). In these studies, the most frequently used adaptation
patterns were extending, revising, and omitting, respectively. According to ilhan and
Biimen (2023), making omissions less is natural for a country that has been centrally
managed since its establishment, while making more extensions may indicate that the

resources need to be supported or extended, as argued by Yazicilar Nalbantoglu (2021).

It was determined that teachers’ scores obtained from the curriculum adaptation patterns
scale did not show a significant difference based on graduation degree and subject area
variables. On the other hand, it was found that the school type created a significant
difference in the adaptation patterns. Although the effect size was small, teachers working
in private schools used all patterns of adaptation more frequently than other teachers.
Similarly, iThan and Biimen (2023) also determined that teachers’ adaptation patterns also
showed significant differences based on the school type in favor of teachers working in
private secondary schools. Regarding teachers’ need for in-Service training, another
independent variable of the study, there was a significant difference in teachers’ use of
adaptation patterns with a low effect size. Teachers who stated they had in-service
training needs used curriculum adaptation patterns more frequently than other teachers.
The class size variable also resulted in a significant difference in the use of adaptation
patterns with a medium effect size. The frequency of use of teachers whose class size was
between 0 and 20 students was found to be higher. Otukile-Mongwaketse et al. (2016),

focusing on teachers’ understanding of curriculum adaptations, concluded that large class
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size was one factor that made it impossible to adapt curriculum effectively. Akbulut-Tas
(2022) also found that crowded classrooms were among the factors related to the school

and teachers that influenced teachers’ fidelity to the curriculum.

Regarding the subscales of the curriculum adaptation patterns, it was found that none of
the adaptation patterns differed by teachers’ graduation degree. As a contradictory
finding, Karakuyu (2023) found that there was a significant difference in teachers’
curriculum adaptation patterns in the replacing or revising dimension in favor of the
teachers with a bachelor’s degree. School type resulted in a significant difference in
teachers’ use of the extending and replacing/revising patterns, while the effect sizes were
medium and small, respectively. That is, teachers working in private schools frequently
made extensions and replacements or revisions while using the curriculum compared to
those working in public schools. On the other hand, the frequency of omissions did not
differ based on school type. Teachers’ use of the extending pattern also differed
significantly according to the subject area. While the effect size was low, it was revealed
that classroom teachers used extensions more frequently than branch teachers. Among all
adaptation patterns, only replacing and revising patterns differed significantly by the need
for in-service training with a low effect size. Teachers who stated that they needed in-
service training often made revisions/replacements compared to teachers who did not. On
the other hand, regarding the class size, it was found that when the class size increased,
teachers made extensions and revisions/replacements less frequently, and the difference
was significant. While class size resulted in a low-level effect size for teachers’ use of
replacing or revising patterns, it was a medium-level effect size for extending patterns.
Overall, results indicate that the contextual factors need consideration, particularly for the
frequency of extensions, replacements, or revisions, since they were found to be
influenced by the subject of the course, the number of students in the classroom, and

whether the school was private or public.

Teacher autonomy did not differ by the independent variables of graduation, school type,
subject area, and in-service training needs. However, it was found that teachers’

autonomy levels differed significantly according to class size. Although the effect size
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was low, the autonomy level of the teachers who taught in 0-20 classes was higher than
those who taught in classes with 31 students or more. Additionally, the autonomy level
of teachers who taught in classes with 21-30 students was higher than those who taught
in classes with 31 and more. There are both parallel and contradictory findings in the
related studies. For instance, Buyruk and Akbas (2021) found that teacher autonomy did
not differ by teachers’ subject area and graduation. On the other hand, Khezerlou (2014)
found that teachers with undergraduate degrees had higher levels of curriculum autonomy
than teachers with graduate degrees. Regarding those independent variables, it can be

concluded that there is a need for further research.

Teachers’ occupational professionalism did not differ by graduation, subject area, and in-
service training needs. In contrast, significant differences were found in professionalism
based on the school type and class size. For the school type, the effect size was at the
medium level, and teachers working in private schools had higher mean scores regarding
occupational professionalism. Furthermore, the occupational professionalism levels of
the teachers who taught in classes with 0-20 students were higher than those with 20-30
students. Buyruk and Akbas (2021) also found that graduation did not result in a
significant difference in occupational professionalism, whereas the subject area variable
resulted in a significant difference in occupational professionalism in favor of classroom

teachers.

It was found that the relationship between teacher autonomy and adaptation patterns scale
as a whole and its subscales were low. A low and medium level of relations were found
between teachers’ occupational professionalism and adaptation patterns scale and the
extending subscale, respectively. Moreover, there was also a moderate relationship
between occupational professionalism and teacher autonomy. The models established for
predicting the curriculum adaptation scale and its subscales by the variables of teacher
autonomy and occupational professionalism were found to be significant, except for the
omitting subscale. Among these models, the highest variance was obtained in the model
for predicting the subscale of extending. In this model, teachers’ autonomy and

occupational professionalism significantly explained teachers’ use of the extending
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pattern, and occupational professionalism was a significant predictor. As teachers’
occupational professionalism levels increased, the frequency of extensions in the
curriculum also increased. On the other hand, the regression model established for the
overall scale and the patterns of replacing/revising was significant, but the explained
variance was very low, and it was determined that teacher autonomy was a significant

predictor in those models.

There are limited findings in the literature regarding the link between autonomy and
adaptation patterns. For instance, Yazicilar Nalbantoglu et al. (2022) also found that there
is a low level of significant relationship between the extending and omitting patterns and
teacher autonomy and explained this finding with teachers’ lack of confidence in making
adaptations or their preference to avoid responsibility. Tokgéz Can and Biimen (2021)
also revealed correlations between teachers’ autonomy scores and adaptation patterns.
They found that teachers with a low level of autonomy preferred making replacements or
revisions rather than extending and omitting as they tried to stick to the curriculum and
avoid omitting while enacting the curriculum (Tokgoéz Can & Biimen, 2021). Previous
studies also yielded parallel results regarding the relationship between professionalism
and autonomy. One belongs to Buyruk and Akbas (2021), who revealed a moderate,
positive, and significant correlation between teachers’ occupational professionalism and
autonomy. The subscales of teacher autonomy explained 34% of the variance for teacher
professionalism. Karatay et al. (2020) also found a moderate significant relationship
between teacher professionalism and teaching autonomy behaviors. Teacher autonomy
explained 43% of the total variance for occupational professionalism. Pearson and
Moomaw (2005) and Geng (2022) also determined a positive relationship between

teacher autonomy and professionalism.
CONCLUSION AND IMPLICATIONS

This study has added to the literature on curriculum adaptation by investigating the
relationships between teacher autonomy, occupational professionalism, and teachers’

curriculum adaptation patterns. It has also extended current knowledge of the factors
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influencing curriculum adaptation by performing analysis based on teachers’ graduation
degree, school type, subject area, in-service training needs, and class size. Based on the
results regarding independent variables, this study offers practical implications for
effective curriculum implementation. Firstly, it can be concluded that the influence of
school type and class size is noteworthy since these variables resulted in significant
differences in teachers’ curriculum adaptation patterns, except for omitting. Therefore,
teachers in public schools could be supported through in-service training programs for
curriculum adaptation. Furthermore, keeping the class size to a minimum could also
contribute to the type and frequency of adaptation pattern use. On the other hand, the
difference between teachers’ curriculum adaptation patterns based on teachers’ in-service
training needs is interesting and requires further investigation as it was in favor of those
who had higher levels of needs. This result might stem from the questions or problems
teachers faced while trying to revise the curriculum. Teachers’ efforts to make revisions
might help them realize their strengths and weaknesses regarding how to implement and
adapt the curricula. Although the results of this study confirmed that there are significant
relations between teacher autonomy, professionalism, and curriculum adaptation patterns,
it should be noted that there are low or medium-level relations between teachers’
curriculum adaptation patterns, autonomy, and occupational professionalism, and
enhancing teachers’ autonomy and professionalism could only have a small effect on how

teachers adapt the curricula.

Overall, this study mainly focused on teachers’ curriculum adaptation patterns to
contribute to previous research on the factors influencing curriculum use and adaptation.
Previous research on the correlation between curriculum adaptation, autonomy, and
professionalism is quite limited, and there is a need for increasing the number of similar
studies exploring the links between teacher and curriculum resources. Furthermore, this
current study was limited to quantitative data, and the relationship among the variables
needs qualitative data support. In this aspect, mixed method studies can be conducted to
better grasp how autonomy and professionalism influence curriculum adaptation. This

may also result in realizing other independent variables that have a greater influence on
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curricular adaptations. In order to have a better understanding, in addition to using the
scale to determine curriculum adaptation patterns, data can be enriched with observations
and documents, including lesson plans and other materials, to have a different data source

other than the self-report data.
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GENIS OZET

Amag

Bu arastirmada ogretmenlerin programi uyarlama oriintiilerinin yordayicilart olarak 6gretmen
ozerkligi ve mesleki profesyonelliginin incelenmesi amaglanmistir. Bu dogrultuda ii¢ arastirma
Sorusuna yanit aranmistir:

(1) Oégretmenlerin égretim programi uyarlama Oriintiileri, mesleki ézerklik ve mesleki
profesyonellik diizeyleri mezuniyet, okul tiirii, brang, hizmet i¢i egitim ihtiyact ve sinif mevcuduna
gore farklilik gostermekte midir?

(2) Ogretmenlerin 6gretim programi uyarlama ériintiileri, mesleki ozerklikleri ve profesyonellikleri
arasinda anlamly iliskiler var nuduw?

(3) Ogretmen ozerkligi ve mesleki profesyonelligi, ogretmenlerin Ogretim programi uyarlama
oriintiilerinin anlamly yordayicilart midir?

Yontem

Bu arastirma “Ogretim Programini Uyarlama Oriintiileri Olcegi”, “Ogretmen Ozerklik Olgegi”
ve “Ogretmenlerin Mesleki Profesyonelligi Olcegi”nden alinan puanlara yonelik iliskinin
belirlenmesi amaglandigindan iligkisel bir arastrmadir. Arastirmanin ¢alisma grubunu farkly okul
tiirii, brans, kidem, mezuniyet derecesine sahip 153 ogretmen olusturmaktadir. Arastirmanin alt
problemleri dogrultusunda t testii ANOVA, korelasyon analizi ve regresyon analizi
gergeklestirilmistir.

Bulgular

Ogretim programint uyarlama oriintiilerine iliskin bulgular, égretmenlerin en stk kullandigi
uyarlama oriintiisiintin genigletme oldugunu, en az kullandiklar ériintiiniin ise atlama oldugunu
gostermistir. Ogretmenlerin uyarlama oriintiileri okul tiirii, hizmet ici egitim, sinif mevceuduna gore
anlaml farkhilik gostermistir. Ogretmenlerin mesleki profesyonellik diizeyleri okul tiiriine ve sinif
mevcuduna gore anlamly farklilk gostermistiv. Ogretmenlerin ozerkligi ise yalnizca sinif mevcudu
degiskenine gore anlamli farkhilik gostermistir. Ogretmen Ozerkligi ile uyarlama Oriintiileri
olgeginin biitiinii ve alt boyutlart arasindaki iliskinin diisiik oldugu bulunmustur. Ogretmenlerin
mesleki profesyonelizmi ve uyarlama ériintiileri élgegi ile onun alt dlgegi olan genigletme oriintiisii
arasinda swrastyla diisiik ve orta diizeyde iligkiler belirlenmigtir. Ayrica, mesleki profesyonellik ile
ogretmen ozerkligi arasinda da orta diizeyde bir iliski vardur.

Ogretim programimi uyarlama 6lceginin genelinin ve alt élgeklerinin kullanim sikliklarimin
ogretmen ozerkligi ve 6gretmenlerin mesleki profesyonelligi degiskenleri tarafindan yordanmasina
yonelik kurulan modellerin atlamaya yonelik uyarlama alt boyutu hari¢ anlamli oldugu
belirlenmigtir. Bu modellerden en yiiksek varyans genisletmeye dayali uyarlamalar: kullanm
sikliklarimin yordanmasina iliskin modelde elde edilmistir. OSretmenlerin ozerkligi ve mesleki
profesyonelligi, genisletmeye dayali uyarlamalart kullanim  sikhiklarini  anlamli  diizeyde
agiklamaktadir; mesleki profesyonellik anlaml bir yordayicidir. Ote yandan élgegin tamami igin
kurulan regresyon modeli ve degistirme/diizeltme oviintiileri anlamli bulunmus ancak agiklanan
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varyans ¢ok diisiik ¢ikmis ve bu modellerde ogretmen ozerkliginin anlamli bir yordayici oldugu
belirlenmistir.

Tartisma ve Sonug¢

Calismada en stk kullanilan uyarlama oriintiisiiniin genigletme oldugu, en az kullanilan oriintiiniin
ise atlama oldugu saptanmistir. Ogretmenler programin herhangi bir bilesenini atlamaktan veya
ihmal etmekten kacinirken, siklikla eklemeler yapmay: tercih etmistir. Bu durumun, programin
asgari gerekliliklerini karsilama ¢abasi, programin tiim bilegenlerinin gerekli olduguna dair inanig
veya programi eksiksiz kullanmanin bir zorunluluk olarak algilanmasimin bir sonucu oldugu
diistintilmiistiir. Alanyazinda, ulasilan bu bulguyu destekleyen arastirmalar oldugu goriilmiistiir
(Burkhauser ve Lesaux, 2017, Biimen ve Holmqvist, 2022; Ilhan ve Biimen 2023; Yazicilar
Nalbantoglu, 2021).

Arastirmada 6gretmenlerin kullandigi uyarlama oriintiilerinde, gorev yaptiklar: okul tiirii ve sinif
meveudu yoniinden anlamly farkliliklar oldugu belirlenmistir. Bu bulguya dayali olarak, devlet
okullarinda gorev yapan ogretmenlere, program uyarlama konusunda destek olacak nitelikte
hizmet igi egitim programlar: diizenlenmesi ve sinif mevcudunun minimum diizeyde tutulmast
yvoluyla ise ogretmenlerin programi uyarlama sikliklarimin arttirilabilecegi sonucuna varilabilir.
Diger yandan, 6gretmenlerin program uyarlama oriintiileri ve yeniden diizenlemeye yonelik
uygulamalarinda hizmet i¢i egitim ihtiyact daha fazla olan dgretmenlerin lehine anlamly farklilik
oldugu tespit edilmistir. Bu bulguya dayali olarak, dgretmenlerin uyarlama ve ozellikle yeniden
diizenleme yaptiklari siirecte karsilastiklar giicliiklerin, programi uyarlama konusundaki giiclii ve
zayif yonlerini fark etmelerine katki sagladig diisiiniilmiistiir.

Ogretmen ozerkligi ile uyarlama oriintiileri 6lgeginin biitiinii ve alt boyutlar: arasindaki iliskinin
diistik oldugu belirlenmigtir. Ogretmenlerin mesleki profesyonelizmi ve uyarlama oviintiileri 6l¢egi
ile onun alt élgegi olan genisletme driintiisii arasinda swrasiyla diigiik ve orta diizeyde iligkiler
bulunmugtur. Ayrica, mesleki profesyonellik ile 6gretmen ozerkligi arasinda da orta diizeyde bir
iliski oldugu belirlenmistir. Kurulan modellerden en yiiksek varyansin genisletmeye dayall
uyarlamalart kullanim sikliklarimin yordanmaswma iliskin modelde elde edilmesi, 6zerklik ve mesleki
profesyonelligin  genisletmeye dayali uyarlamalar: kullamim sikliklarini - anlamli  diizeyde
agiklamasi ve bu modelde mesleki profesyonelligin anlamli bir yordayict olmast dikkat ¢ekici bir
bulgudur. Mevcut arastirma bulgular ile kiyaslandiginda sinwrly sayida benzer arastirma bulgusu
oldugu soylenebilir. Yazicilar Nalbantoglu ve digerleri (2022) genisletme ve atlama ériintiileri ile
ogretmen ozerkligi arasinda diigiik diizeyde anlaml bir iligki oldugunu belirlemistir. Paralel
bicimde o6gretmenlerin mesleki profesyonelligi ile ozerkligi arasinda orta diizeyde, pozitif ve
anlamh bir iliski oldugunu ortaya koyan arastirmalar (Buyruk ve Akbas, 2021; Karatay ve
digerleri, 2020) mevcuttur.

Oneriler

Programi uyarlama, ozerklik ve profesyonellik arasindaki iliskive dair arastirmalar oldukg¢a
smirlidir ve 6gretmen ile program arasindaki etkilesim ve iligkileri inceleyen benzer ¢alismalarin
sayisimin artirllmasi katki saglayacaktir. Ayrica bu ¢alisma nicel verilerle simirly olup, degiskenler
arasindaki iligkinin nitel veri ile desteklenmesinde yarar vardir. Bu yoniiyle, ozerklik ve
profesyonelligin programi uyarlama siirecini nasil etkilediginin daha iyi anlasilmasi igin karma



Celik & Sahin 1321

yontemli arastirmalar yapilabilir. Bu aym zamanda program uyarlamalart iizerinde daha biiyiik
etkiye sahip olan diger bagimsiz degiskenlerin fark edilmesiyle de sonuglanabilir.
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