’ International Journal of Curriculum and Instructional Studies

<>
EPODER

15(2), 2025, 236-268

www.ijocis.com

Examining the Relationship between Teachers' Digital Competence and

Career Satisfaction

Arzu Altin, Ministry of National Education, altin.arzu@gmail.com,

ORCID 0000-0002-0536-0393

Ziihal Topcu, Gazi University, ztopcu06@gmail.com,

Keywords

ORCID 0000-0003-4617-2716

Abstract

Teacher education
Teacher career
Digital competence
Career satisfaction

Article Info:
Research Article

Received :19-05-2024

Accepted :09-12-2025
Published :31-12-2025

DOI: 10.31704/ijocis. 1486452

Open Access: This article is
licensed under CC BY-NC-ND 4.0

As digitalization increasingly shapes teachers' careers, the
development of digital competencies brings about significant changes
in both education systems and the labor market. This study aims to
examine the relationship between teachers' perceptions of their digital
competence and their career satisfaction, as well as to investigate
whether these variables differ based on demographic factors. The
research was conducted during the 2022-2023 academic year with 208
teachers working in public schools affiliated with the Ministry of
National Education in Ankara, Tirkiye. Data were collected using the
Personal Information Form, the Digital Competence Scale for
Educators, and the Career Satisfaction Scale. Data were analyzed using
independent samples t-tests, one-way ANOVA, and Pearson
correlation analysis. The findings indicate that the average digital
proficiency score of teachers was 44.30, with the majority at the
"integrator” level. The teachers' average career satisfaction score was
found to be moderate (X = 3.04). The results showed that there were
no statistically significant differences in digital proficiency and career
satisfaction scores based on gender and position. A significant
difference was found in digital proficiency scores according to
education level, and it was observed that postgraduate teachers
showed higher digital proficiency than those with a bachelor's degree.
In addition, a significant difference was found in the perception levels
of career satisfaction of teachers only according to the seniority
variable.  Furthermore, a low but statistically significant positive
correlation was identified between teachers' perceptions of digital
proficiency and their career satisfaction levels.
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Introduction

Societies need to learn to live in a globalizing, digitalizing, intercultural and changing world
(Ala-Mutka, 2011; Engzell et al., 2021; Romero Garcia et al.,, 2020). With the rapid rise of online
services impacting economic, political, cultural, and social spheres, societies face significant
challenges in effectively utilizing Information and Communication Technologies (ICT). The
labor market is undergoing a radical transformation due to relentless technological
advancements. Digitalization has broadened the scope of the labor market and its qualification
needs, while also influencing emerging generational issues. The gap between different
generations working within the same organization has reached unprecedented depths
(Nemeskeri et al.,, 2016). Consequently, achieving the desired goals in the 21st century requires
the development of a workforce with the digital competencies necessary for creativity in
knowledge production and expertise in problem-solving. For many individuals, the workplace
is where they learn to use computer-based technologies and understand how they can be
beneficial (Haddon, 2000). Those who are more digitally involved in their social lives are
thought to have a comparative advantage over their digitally disadvantaged peers (Bergstrom,
2017). According to Rogers (2003), people with higher education levels are more likely to adopt
technological innovations early. In this context, education enables individuals to develop their
knowledge and skills, while an increase in digital competencies can significantly impact career
development. The development of basic digital skills can substitute for educational
requirements in many occupations, helping individuals advance in their careers (One, 2017).
From this perspective, whether digital competencies play a key role in helping employees attain
higher-level positions and increase career satisfaction is a subject of ongoing research in the
rapidly evolving business world (Hazni & Nurhaida, 2024; Itsekor & Oyewole, 2021; Khan, 2021;
Li & Yu, 2022; Oubibi et al., 2022; Sahito & Vaisanen, 2017; Soeprijanto et al., 2022).

Nowadays, it is becoming increasingly important for teachers and students in learning
environments where online virtual learning platforms are used. The use of virtualization in
teaching, which integrates various aspects of the teaching process, can be seen as a source of
motivation for the teaching profession. Teachers with digital competence serve as role models
for their students and colleagues, both in online and in-class settings. In fact, today’s students,
often referred to as digital natives (Prensky, 2001), have grown up with technology, making
their digital skills frequently surpass those of their teachers. The teacher's professional role as
a pedagogue requires the ability to address students' problems (Li & Yu, 2021). International
research links teachers' professional development to increased teacher efficacy (Coldwell,
2017). A teacher's commitment to professional development positively influences their
performance, student success, career advancement, and overall commitment to the profession
(Tantawy, 2020). From this perspective, it is essential for teachers to feel satisfied with their jobs
and their careers.

Studies on digital competencies and teacher professional development often highlight the
importance of digital competence. Nowadays, it is becoming increasingly important for
teachers and students in learning environments where online virtual learning platforms are
used.. However, there are several challenges associated with using technology in educational
environments. In their research, Hew and Brush (2007) identified six key barriers that K-12
schools often experience when embedding technology within the curriculum to support
instruction. Studies on teachers' use of technology in classrooms show that teachers' digital
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competence is particularly low in areas such as content creation, information literacy, and
problem-solving. However, they demonstrate stronger skills in digital content communication
and collaboration (Garzéon-Artacho et al., 2021). Many of these studies reveal deficiencies in
teacher education and ICT training (Fernandez-Batanero et al., 2020). In particular, the lack of
adequate ICT training negatively affects teachers’ digital competences. For instance, a study
conducted with Spanish secondary school teachers found that, while teachers rated themselves
as having average digital teaching competence, they acknowledged several gaps that hindered
the full integration of these competencies into their teaching practices (Prieto-Ballester et al,,
2021). These findings suggest that teachers require more support and opportunities for
development in digital education.

Although institutional support for technology integration is important, it alone does not
determine the use of technology in the classroom. Even with high levels of institutional support,
teachers may experience low self-efficacy in using technology (Scherer et al., 2021), suggesting
that teachers’ beliefs about their own capabilities can hinder technology use. While the
availability of digital tools and infrastructure is essential to support technology use, it is not
sufficient by itself (Bingimlas, 2009). The presence of infrastructure in educational environments
only partially explains teachers' use of technology (Drossel & Eickelmann, 2017). According to
Bergstrom (2017), the digital divide is not only caused by a lack of infrastructure, but also by
individuals’ ages, education levels, and personal characteristics, which are the determinants of
technology use. Especially in aging societies, differences in digital skills create a significant
distinction between age groups, and these individual factors are much more effective than the
existence of technological infrastructure. This supports the fact that the basic elements that
shape individuals’ access to and use of technology are characteristics such as personal beliefs,
attitudes, and competencies rather than infrastructure. On the other hand, there are some
studies that reveal that teachers’ digital competencies and technology use tendencies are
closely related to their pedagogical beliefs, self-efficacy perceptions, and demographic
variables. Tondeur et al. (2008) state that teachers who share constructivist and traditional
teaching beliefs have a higher frequency of computer use and that teachers’ belief profiles are
a determining factor in integrating technology into classroom practices. Antonietti et al. (2022)
found that teachers' beliefs about their digital competencies significantly predicted their
intention to use technology through ease of use and perceived usefulness of technology in the
context of the Technology Acceptance Model. In the study conducted by Hatos et al. (2022), it
was found that teachers' digital competencies differed depending on age, gender, professional
status, field of study, and online teaching education background; competencies in office
software were exhibited more by female teachers, while multimedia and online skills were
adopted more by male teachers. These findings emphasize that teachers' digital competencies
have a multidimensional structure and that effective technology integration should be
strengthened by professional development processes and institutional support, as well as
individual factors.

In 2013, the European Commission published a report on the professional development of
teachers. This report defines teaching as a career-long endeavor and emphasizes the
importance of teachers developing their knowledge, skills, values, and attitudes (European
Commission/EACEA/Eurydice, 2018). Like all other employees, teachers seek success by
shaping their careers based on their education, experience, and talents. Career satisfaction is a
key indicator that helps organizations assess employees' intention to leave their jobs (Pachulicz
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et al., 2008; Weng & McElroy, 2012). Research shows that individuals who are satisfied with
their careers perform better in their roles and have lower intentions to leave the profession
(Nauta et al,, 2009). Therefore, it is increasingly important for organizations to identify and
understand the factors that influence their employees' career satisfaction, which they consider
when evaluating their careers, and to develop these factors to reduce the likelihood of
employees leaving their jobs (Direnzo & Greenhaus, 2011).

Many studies in the literature emphasize the importance of developing digital competencies
of teachers for their career development (Caena & Redecker, 2019; Konig et al., 2020; Lakkala
et al, 2011). Studies aimed at improving the digital competencies of teachers and the
workforce reveal that individuals need to be equipped in areas such as digital skills,
collaboration, security, and problem solving in order to effectively take part in the information
society. While Reisoglu and Cebi (2020) emphasize that teacher candidates' digital content
production and digital collaboration skills should be comprehensively supported in the
educational processes, Falloon (2020) argues that digital competencies in teacher education
are fundamental for safe and ethical use in the classrooms of the future and that these skills
should be consciously imparted by teacher educators. Nemeskeri et al. (2016) show that digital
transformation has deepened generational differences in the labor market and that digital skills
have become indispensable in business life. However, it is revealed that digital competencies
often remain superficial, and education systems are not effective enough in providing these
skills. A study by Almas et al. (2021) concluded that prospective teachers are not sufficiently
prepared for the professional digital challenges they will face in their careers. All studies jointly
emphasize that digital competencies play a critical role in individuals' career journeys and
lifelong learning. Teacher education should be considered not only for the use of digital tools,
but also for encouraging more thoughtful and critical perspectives on technology use.

The role of teacher competence frameworks is also pivotal in this context. The competencies
outlined in these frameworks generally include skills and knowledge related to the effective
integration of technology into teaching and learning processes (Lakkala et al., 2011). The
European Commission (2013) states that teacher competence frameworks are valuable for
defining the outcomes of teacher education, recruiting teachers, and determining professional
development needs. These frameworks serve as effective tools that can guide teachers’
professional development while promoting their reflection and autonomy throughout their
careers. In this regard, teacher competence frameworks also play a crucial role in recognizing
educators' success in their careers. Another notable finding is the challenges teachers face
regarding digital competence at the start of their careers. A case study by Reisoglu and Cebi
(2020), which used DigCompEdu to examine how future teachers plan to use digital
competencies in their professional careers, revealed that future teachers require training in
digital skills such as information and data literacy, communication and collaboration, digital
content creation, security, and problem-solving. Challenges that early-career teachers face
include using digital teaching tools such as online tutoring, presenting learning content,
differentiating tasks, providing feedback, and conducting online assessments. Additionally,
teachers must find ways to maintain social contact with students and parents (Konig et al.,
2020). These findings suggest that digital competence is a critical requirement in teachers'’
professional lives. This competence includes not only the ability to use digital tools, but also
the ability to apply these tools effectively within a social and pedagogical context.
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In summary, studies in the literature primarily explore the connection between digital
competence and the education of prospective teachers, as well as their professional careers,
from various perspectives. While digitalization has become a crucial factor in teachers’ careers,
the process of developing digital competencies among teachers brings about significant
changes in both education systems and the labor market. Examining the relationship between
teachers' perceptions of digital competence and their evaluation of the teaching profession, as
viewed by in-service teachers, can help assess the impact of digitalization in current
educational environments. Such research will contribute to a comprehensive understanding of
how professional seniority influences perceptions of digital competence and the extent to
which these perceptions shape teachers’ professional identities and commitments. This
approach will provide policymakers and education stakeholders with the insights needed to
develop more up-to-date strategies for integrating digital skills into professional development
programs, ultimately fostering a more digitally competent teacher workforce.

Digital Competence

The concept of digital competence emerged in response to the social need to define the
essential competencies for a knowledge-based society (llomaki et al., 2016). Digital
competence is a multi-layered concept, and it is challenging, if not impossible, to reach a single,
comprehensive, universally applicable, and agreed-upon definition (Ala-Mutka, 2011; llomaki
etal., 2011; Ferrari, 2012). Digital competence began to be discussed as one of the fundamental
conditions for lifelong learning in Europe in the early 2000s and gained broader acceptance
with the EU recommendations in 2006. Some researchers define digital competence narrowly
as the ability to use specific digital tools (e.g., word processors such as MS Word) (From, 2017).
However, much of the literature focuses on basic ICT skills or sub-skills (Lakkala et al., 2011).
Other authors consider digital competence as a broader concept, including different areas such
as ICT policy competence, ethical use, integration with teaching and didactic methods (From,
2017). These different definitions show that the concept of digital competence is multifaceted
and wide-ranging.

High-level cognitive skills, such as the ability to critically search for and select information
or strategically pursue specific goals, do not necessarily develop through internet experience
alone (Ala-Mutka, 2011). Digital competence refers to the ability to use ICT confidently,
critically, and creatively in order to pursue objectives associated with employment, learning,
daily life, social participation, and civic engagement (Redecker, 2017). According to Instefjord
(2015), digital competence encompasses the knowledge, skills, and dispositions required to
engage with technology in a critical and reflective manner, particularly when generating new
knowledge. In Norwegian education policy, digital competence has been recognized as the
fifth basic skill in teacher education (From, 2017). Krumsvik (2011), who criticizes the limitation
of digital competence to the mere ability to use digital tools, argues that it should be a more
specific pedagogical and subject-oriented concept for teachers.

Teachers' Digital Competence

According to the Organization for Economic Co-operation and Development (OECD) (2019),
general or intermediate digital skills are often central to national digital strategies or policies
aimed at enhancing the digital literacy or competence of the population. While digital
competences are recognized as some of the most essential skills by experts in policy, education,
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and science, the rise in online learning opportunities (European Commission, 2021; JISC, 2012;
P21 Learning Framework, 2019) has made teachers' digital competence an increasingly
important tool for utilizing technology in schools, developing students' skills for the digital
future, and promoting innovative teaching methods. Teachers’ abilities and attitudes play a key
role in how ICT is used in the classroom, and consequently, their students' ability to leverage
new technologies to their fullest potential (OECD, 2019). In recent years, as digitalization has
increasingly penetrated society and schools, several studies have emphasized the importance
of teachers' digital skills (Aditya, 2021; Almazova et al., 2020; Caena & Redecker, 2019; Falloon,
2020; Garzén Artacho et al., 2020; Garzén Artacho et al,, 2021; Hatos et al.,, 2021). Consequently,
digital competence includes not only the ability to use digital tools, but also the ability to use
digital technologies pedagogically and contribute to students' digital education. Generally,
teachers’ digital competence can be expressed as the set of knowledge, skills, and attitudes
required to operate effectively in a digital teaching environment (Zhao et al., 2021). The
Technological, Pedagogical, and Content Knowledge (TPACK) framework developed by Mishra
and Koehler (2006) is a prominent measure used to assess teachers’ knowledge of how to
integrate technology into their teaching. It defines the knowledge that teachers possess as
effective technology integrators. Another framework, the ISTE Standards for Teachers (ISTE-
ST), created by the International Association for Technology in Education (ISTE), specifies the
technology-facilitated skills teachers need. Both frameworks serve as guides for teacher
educators in developing curricula that help prospective teachers acquire the content,
pedagogies, and technology skills essential for their careers.

European Framework for the Digital Competencies of Educators (DigCompEdu)

The DigComp 2.1 Framework, published by the Joint Research Centre (JRC), the evidence-
based science and knowledge service of the European Commission, includes five dimensions
(Carretero et al,, 2017). The DigCompEdu Framework proposes 22 core competencies designed
to capture and define digital competencies specific to educators, organized into six domains.
It outlines six stages of development, illustrating how an educator’s digital competence
typically evolves. This framework helps educators identify their current stage and take specific
steps to advance their competence. Each of the 22 core competencies is associated with a set
of typical competence-defining activities, offering a more detailed understanding of how
educators can develop their digital competencies and what it entails for educators to possess
digital competence. In the first two stages, educators acquire new knowledge and develop
foundational digital practices as newcomers (A1) and explorers (A2). In the subsequent stages,
they apply, expand, and refine their digital practices as integrators (B1) and experts (B2). In the
final two stages, they transfer their knowledge, critically evaluate existing practices, and
innovate new ones as leaders (C1) and pioneers (C2) (Redecker, 2017).

The DigCompEdu framework provides a role descriptor that reflects the typical focus of
digital technology use at each stage of competence in educators' digital development.
According to this framework, educators at the A1 (Beginner) level recognize the potential of
digital technologies to enhance pedagogical and professional practice. However, they primarily
use these technologies for course preparation, management, or organizational
communication. Educators at the A2 (Explorer) level also acknowledge the possibilities offered
by digital technologies and a willingness to investigate how they can improve teaching and
professional work. However, their use of digital technologies may be more limited and
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inconsistent, as they may not yet adopt a comprehensive or structured approach. Educators at
the B1 (Integrator) level integrate digital technologies into most aspects of their practice,
experimenting with various tools and approaches across different contexts and for multiple
purposes. They use these technologies creatively to enhance their professional involvement
and actively seek opportunities to broaden their expertise. However, they are still working to
identify the best tools for specific situations and to effectively incorporate digital technologies
into their pedagogical strategies. Educators at the B2 (Expert) level confidently, creatively, and
critically employ a wide array of digital technologies to strengthen and enrich their professional
practice. They make deliberate choices about which technologies to use for specific
circumstances and seek to explore the advantages and limitations of different digital strategies.
They stay curious and open to new ideas, knowing there is always more to learn. Educators at
the C1 (Leader) level demonstrate a coherent and well-rounded strategy for integrating digital
technologies to strengthen both pedagogical and professional practice. At the C2 (Pioneer)
level, educators challenge the effectiveness of current digital and pedagogical approaches,
including those under their own leadership. Recognizing the constraints of existing practices,
they are driven to continue innovating. As pioneers, they explore cutting-edge and
sophisticated digital technologies and/or design novel pedagogical frameworks (Redecker,
2017).

Concept of Career

Although the concept of career began to be more widely studied in the business world in
the 1970s, its origins can be traced back to the 16th century, with the development of the
modern concept of public service. During this period, the idea of a career was particularly
associated with civil service roles. The scientific exploration of the concept began with Anne
Roe's 1956 book The Psychology of Occupations. This was followed by influential studies, such
as Donald E. Supper’'s Career Psychology (1950) and Triedeman and O'Hara’s Choice and
Adaptation in Career Development (1963), which expanded the discussion around career
development. Additionally, Borows' Industrial Sociology (1964) and John Holland's Theory of
Occupational Choice (1966) further enriched the field's literature.

Working life is experiencing rapid change (Blau, 2001), which has amplified the significance
of the concept of career, ensuring its relevance in contemporary society. As a result, career
development has gained growing significance in individuals’' professional lives. According to
Griffin (1993), the key distinction between work and career lies in an individual’s psychological
commitment. For instance, individuals may fail to fully recognize the true importance of their
work if they view it solely in terms of fixed hours or financial compensation. However, when
individuals consider the quality of their work, as well as aspects like progress and self-
realization, in addition to financial income, it indicates they perceive their work as a career
(Drucker, 1994). In this context, Griffin (1993) argues that money is just one of many factors
influencing the individual. While individuals typically begin their careers to meet basic needs
such as salary and promotion, over time, they may strive to fulfill higher-level needs, such as
career advancement, which go beyond these basic requirements. In other words, when
individuals perceive their work as a career, they may become more engaged and invested in it.
According to Cascio (2015), a career subjectively represents the transformation of an
individual's values, attitudes, and motivations as they mature, while objectively, it refers to the
sequence of positions held throughout their professional life. In general, a career is a process
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related to professional practice and engagements shaped by both individual and
organizational goals, with aspects that individuals can control and monitor throughout their
lives (Orpen, 1994).

Career Satisfaction

Career satisfaction is defined as an individual's feelings or reactions to events related to
career and work (Gattiker & Larwood, 1989). In their study, Williamson, Pemberton, and
Lounsbury (2005) articulated the distinction between career satisfaction and job satisfaction..
They defined the level of happiness that individuals feel about their careers, which includes all
the jobs they have worked in throughout their lives, as “career satisfaction”, and the indicator
of feelings related to a single job or position as “job satisfaction”.

Career satisfaction was assessed by Greenhaus et al. (1990) based on the level of goal
achievement in five key areas: occupational achievements, general occupational goals, income-
related goals, career advancement, and the acquisition of new skills. An individual's success in
achieving these goals plays a crucial role in their career satisfaction (Yuksel, 2005). Accurately
identifying the factors that contribute to career satisfaction is essential not only for attracting
qualified employees to an organization but also for ensuring that employees remain motivated
and highly committed (Judge et al., 1995).

Less experienced teachers tend to have a limited perspective on teaching, and their
perceptions of digital competence can vary depending on gender and university background
(Zhao et al., 2021). Similarly, Hatos et al. (2022) found that digital skills are perceived differently
by gender, according to the perceptions of Romanian teachers with an associate degree. A
study by Ng et al. (2005) found no relationship between gender and career satisfaction. In
contrast, Greenhaus et al. (1990) in the USA, Seibert and Kraimer (2001) (also in the USA), Tak
and Lim (2008) in Korea, and Hirschi et al. (2016) in Germany found a relationship between
gender and career outcomes among all genders. On the other hand, it has been reported that
demographic variables can predict career satisfaction to some extent, but internal, psychosocial
variables, as well as work quantity and interpersonal dynamics, can influence these outcomes
(Richards et al., 2017).

When we examine the difference between teachers' career development and professional
development, research shows that development has positive effects on career advancement
and professional commitment (Coldwell, 2017; Tantawy, 2020). A performance study
investigating the differences in professional burnout levels and job satisfaction among teachers
found a significant impact on their self-efficacy (Bartosiewicz et al., 2022). It is also evident that
the distribution of financial resources within the school environment, as well as the use of
digital literacy and ICT, plays an important role in shaping career outcomes (Li & Yu, 2022;
Sahito & Vaisanen, 2017). Previous studies have shown that teacher collaboration and
professional communities have positive effects on job satisfaction (Stearns et al., 2015). The
literature indicates a need to examine both individual and contextual variables, such as the
development of career relationships, job satisfaction, and burnout status. Peluchette (1991)
observed that individual, family, and educational variables are key factors in the career success
of teaching professionals. Additionally, teachers’ positive attitudes toward technology can
contribute to beneficial economic developments (Morris, 2021). One definition of career
satisfaction for teachers refers to how well the work environment meets their needs, while
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another definition encompasses both psychological and physical satisfaction with the work
environment and personal performance (Li and Yu, 2022). It is possible that teachers' career
satisfaction, as related to their profession rather than job satisfaction, positively influences their
overall life satisfaction. Understanding both the digital competencies and career development
of teachers is crucial for fostering social respect for individuals in the teaching profession.

Enhancing the professional well-being of teachers is undeniably critical in education and
training environments. From this perspective, understanding teachers' technological
competencies and fostering their commitment to the profession can help alleviate career
concerns and dissatisfaction. In their research on 'Educational Leadership,' Hoyle (2001) found
that improving teachers' commitment to their work, advancing their education levels, and
achieving job satisfaction can be supported by elevating their professional status and prestige.
This study, which focuses on teachers' career satisfaction, differentiates itself from previous
research on job satisfaction (Bartosiewicz et al., 2022; Demirtas, 2010; Ignat & Clipa, 2012;
Stearns et al, 2015; Toropova et al., 2020). This research aims to explore the relationship
between in-service teachers’ self-perception of their digital teaching competence and their
career satisfaction. To this end, the study sought answers to the following questions:

(1) What are the levels of digital competence and career satisfaction among teachers?

(2) Do teachers' perceptions of digital competence differ according to gender, length of
teaching experience, position, and education level?

(3) Do teachers' perceptions of career satisfaction vary according to gender, length of
teaching experience, position, and education level?

(4) Is there a significant relationship between teachers' digital competence perception levels
and career satisfaction?

Method

Research Design and Study Group

The research is a quantitative study based on the relational screening model. This model
aims to determine whether a relationship exists between two or more variables, and if so, to
assess the direction and strength of this relationship (Blyukoztirk et al., 2008). The research
data were collected simultaneously using a personal information form, a digital competence
scale for educators, and a career satisfaction scale. The study was conducted in the fall semester
of the 2022-2023 academic year. Data was collected electronically via Google Forms. A total of
208 teachers from different schools and grades of public schools affiliated with the Ministry of
National Education in Ankara, Tirkiye, participated in the study voluntarily. The study group
was selected using a convenience sampling method, a type of non-random sampling that
allows for the inclusion of participants who are readily accessible and willing to participate
(Buyukoztirk et al., 2008). While this method helps minimize loss of time, effort, and resources,
it also limits the generalizability of the findings.
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Data Collection Instruments
Personal Information Form

This form was created by the researchers in line with the research objectives in order to
determine the gender, year of teaching experience, position, and education level of the
teachers in their respective schools. Table 1 presents the descriptive statistics of the study
group for demographic variables. Table 1 shows that 97 (46.6%) of the study participants are
women, while 111 (53.4%) are men. Regarding their positions, 48 (23.1%) of the teachers are
specialist teachers. In terms of seniority, 68 teachers (32.7%) have 10-15 years of teaching
experience, 39 (18.8%) have 16-20 years, 49 (23.6%) have 21-25 years, and 52 (25%) have 26 or
more years of service. While 137 (65.9%) of the participants had a bachelor's degree, 71 (34.1%)
had a master's degree or doctorate.

Table 1
Descriptive Statistics for Teacher Demographics
Characteristic Categories N=208 %
Gender Female 97 46.6
Male 111 534
Length of Teaching 10-15 years 68 32.7
Experience 16-20 years 39 18.8
21-25 years 49 23.6
Over 26 years 52 25.0
Position Teacher 160 76.9
Specialist Teacher 48 23.1
Education Level Bachelor's degree 137 65.9
Postgraduate 71 341

Digital Competence Scale for Educators

The Digital Competence Scale for Educators (DCSE), which aims to assess educators' digital
competencies, was developed by Redecker (2017). The study group's responses are measured
on a scale ranging from 0 to 4. The scale was adapted for Tirkiye by Toker et al. (2021). The
scale consists of 22 items and six factors, with no negative items. The six factors are:
professional engagement (four items), digital resources (three items), teaching and learning
(four items), evaluation (three items), empowering students (three items), and facilitating
students' digital competencies (five items).

The reliability coefficient of the scale for the 22 items was calculated as 92. Item analysis
results revealed that item-total score correlations r (j(x)) is .248 for item 4 and ranged between
407 and .709 for the other items. The Cronbach's alpha values for the scale factors were as
follows: .60 for professional engagement, .62 for digital resources, .74 for teaching and learning,
.68 for assessment, .73 for empowering students, and .87 for facilitating students' digital
competencies. According to the literature, a Cronbach's alpha value of .70 or above is generally
viewed as an acceptable level of internal consistency reliability (Nunnally & Bernstein, 1994).
Based on these criteria, while most sub-dimensions of the scale demonstrate acceptable to
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high reliability, the factors with alpha values slightly below .70 can still be considered
moderately reliable within the context of this study. The competence levels, based on the
scores that can be obtained from the scale, are categorized as follows (from lowest to highest
score): Newcomer (A1: 0-19), Explorer (A2: 20-33), Integrator (B1: 34-49), Expert (B2: 50-65),
Leader (C1: 66-80), and Pioneer (C2: 81 and above).

Career Satisfaction Scale

In order to measure career satisfaction, the five-item career satisfaction scale developed by
Greenhaus et al. (1990) and used by Hofmans et al. (2008) was used. Responses were taken on
a 5-point Likert scale (1=Strongly disagree, 5=Strongly agree). The Turkish adaptation and the
validity-reliability study of the Career Satisfaction Scale were conducted by Avci and Turung
(2012). The factor analysis performed by Avci and Turung (2012) revealed that the data fit the
single-factor structure of the scale, with factor loadings ranging between .70 and .90.
Additionally, the reliability analysis conducted by the same researchers indicated that the
Cronbach’s alpha reliability coefficient of the scale was calculated as .91. As a result of the
internal consistency analysis of the five-item career satisfaction scale, Cronbach's Alpha
coefficient was found to be 0.923. This value indicates that the scale has a very high level of
reliability.

Data Analysis

The data were analyzed using the Statistical Package for the Social Sciences (SPSS). There
were no missing values in the collected data, and the distribution was found to be normal, as
the skewness and kurtosis values were within the predicted range of +2. Furthermore, the z-
statistic, obtained by dividing the skewness coefficient by its standard error, was less than 1.96
for o = .05 and 2.58 for o = .001, indicating that the distribution does not significantly deviate
from normal (Buyukoztirk, 2013). Histogram plots were also examined to visually assess the
distribution. Furthermore, normality was checked separately for each subgroup (e.g., gender,
educational level, seniority), and all were found to meet the assumptions of normal distribution.
Based on these findings, the variables were deemed suitable for parametric statistical analyses.
To analyze the data obtained from the scales, independent samples t-tests were performed for
the variables of gender, position, and education level, while a one-way ANOVA was applied to
examine the effect of length of teaching experience. Levene’s test was performed to evaluate
the homogeneity of variances, and the results indicated that the differences in variances
between groups were not significant (p > .05). For post-hoc comparisons between groups,
Bonferroni test was utilized. Additionally, a correlation analysis was performed to investigate
the relationship between teachers' digital competence perception levels and career
satisfaction, which addressed the fourth research question.

Results

Teachers' perception levels of digital competence and career satisfaction

The first research question is: 'What are the levels of digital competence and career
satisfaction among teachers?' The Digital Competence in Education Scale consists of 22 items
and six factors. Based on the results of the scale application, participants are evaluated across
six categories: Newcomer A1, Explorer A2, Integrator B1, Expert B2, Leader C1, and Pioneer C2.
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The distribution of the study group according to their digital competence levels is presented
in Table 2.

Table 2

Digital Competence Level Distribution of Teachers

Levels n %
Newcomer A1 (19 points and less) 6 2.9%
Explorer A2 (20 -33 points) 47 22.6%
Integrator B1 (34-49 points) 75 36.1%
Expert B2 (50 -65 points) 55 26.4%
Leader C1 (66 — 80 points) 25 12.0%
Pioneer C2 (81 points and higher) 0 0%
Total 208 100%

It can be seen from Table 2 that the highest number of teachers is in the Integrator (B1)
level, with a rate of 36.1%. Notably, there are no teachers in the Pioneer (C2) category among
the participants. The results of the descriptive analysis regarding teachers' digital competence
scores and levels are given in Table 3.

Table 3
Statistics on Digital Competence Score and Level
N Mode Median Mean (X)  Minimum Maximum

Digital 208 41 41 443 13 80
Competence
Scores
Digital 208 3 3 3.22 1 5
Competence
Level

According to descriptive statistics, the digital proficiency scores of the participating teachers
(N = 208) ranged from 13 to 80, with a mean of 44.3. According to the scale's scoring system,
this average ranks teachers in the Level 3 (Integrator; between 34 and 49) category in terms of
digital proficiency. Based on categorical digital proficiency levels, the mean score was
calculated as 3.22 out of 5. These findings indicate that the majority of participants were at the
"Integrator” level.

According to the descriptive analysis results, the average career satisfaction level of teachers
is 3.04, indicating a medium level of satisfaction. The group with the highest average career
satisfaction score is teachers with 10-15 years of experience. The status and seniority of
individuals in their workplace certainly influence their motivation and satisfaction. When career
is defined as the satisfaction an individual feels about their current position or career step, it
reflects the outcome of evaluations made by employees regarding the extent to which their
expectations are met in the organization they work for (Heslin, 2005, p. 116). The underlying
reasons for the teachers' satisfaction not increasing despite their seniority may be attributed
to managerial, organizational, or financial factors.
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Descriptive analysis of digital competence by gender, length of teaching experience,
position, and education level

The second question of the research is "Do teachers' perceptions of digital competence
differ according to gender, length of teaching experience, position, and education level?”.
Before the analysis, descriptive statistics for the Digital Competence Scale for Educators were
calculated. Accordingly, mode, median, mean (X), Standard Deviation (SD), skewness, and
kurtosis values are presented in Table 4.

Table 4

Statistics According to Areas of the Digital Competence Scale
Areas N Mode  Median Mean (X) sd Skewness Kurtosis
Professional engagement 208 2.25 2.00 1.94 74 27 -.737
Digital Resources 208 2.67 2.33 2.20 82 -.135 -.621
Teaching and Learning 208 2.00 2.00 2.02 91 .093 - 727
Assessment 208 1.33 2.33 2.15 91 189 -1.039
Empowering Students 208 1.67 2.00 2.00 .86 .056 -.676
Facilitating Students’ Digital 208 1.20 1.20 1.86 .84 103 -.266
Competencies
Digital Competence Scale 208 41 41 44.30 14,97 209 -.806
Total Score

When the descriptive statistics for the data set presented in Table 4 are examined, it is
revealed that the digital proficiency levels of the participating teachers are generally at a
moderate level. The highest mean score across competence areas was obtained for the "Digital
Resources" dimension with a score of 2.20, while the lowest was recorded for the "Facilitating
Students' Digital Competencies" dimension with a score of 1.86. Skewness and kurtosis values
for all variables were within +1, indicating that the distributions were close to a normal
distribution. Low standard deviations indicate a homogeneous structure of the responses and
that there was no significant variance among participants. The mean total digital competence
score (X = 44.30) was moderate compared to the theoretical maximum, indicating a need for
digital competence development. According to the Levene tests performed to check the
equality of variances before the analysis, homogeneity of variances is ensured for gender (p =
.181), position (p = .21), and education level (p = .92).

The independent samples t-test results shown in Table 5 indicated that there was no
significant difference between the mean total digital competence scores of gender groups (p
= .777,>.05). Although there was a small difference of approximately 0.59 points between the
digital competence scores of females and males, this difference was not statistically
meaningful. Because the mean difference was small and the p-value was very high, Cohen's d
was also very small. Cohen's d was 0.04, which is a negligible effect size. Although there was a
difference of approximately 1.91 points between the digital competence levels of specialist
teachers and teachers, this difference was not statistically significant according to the
independent samples t-test results (p = .44,>.05). An independent samples t-test performed
between the mean total digital competence scores by educational status showed a significant
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difference (p = .003,<.05). The digital competence scores of postgraduate graduates (X = 48.58)
are significantly higher than the scores of bachelor's degree (X = 42.09). Furthermore, Cohen's
d value, calculated to assess the effect size for the difference between teachers' education
levels, was found to be -0.44, indicating a moderate effect size. This suggests that there is a
moderate difference in digital competence scores between teachers with bachelor's degree
and postgraduate education, with postgraduate educators demonstrating higher levels of
digital competence.

Table 5
Group Differences in Digital Competence by Gender, Position and Education Level
Variables N Mean (X) sd t(206)) p Cohen d
Gender Female 97 44.62 15.71 0.284 777 0.04
Male 111 4403 14.37
Position Teacher 160 43.86 15.40 -0.774 440  -0.13
Specialist Teacher 48 45.77 13.52
Education Bachelor's degree 137 42.09 14.92 -3.021 .003* -044
Level
Postgraduate 71 48.58 14.23
Table 6
Group Differences in Digital Competence by Teaching Experience
Teaching Experience N Mean (X) sd df F204) p (Partial Eta
Squared)n?
10-15 years 68 46.79 15.70 3 1.31 274 0.019
16-20 years 39 41.41 14.53
21-25 years 49 4473 14.47
Over 26 years 52 42.81 14.66
Total 208 44.30 14.97

The one-way analysis of variance (ANOVA) presented in Table 6 showed that length of
teaching experience had no statistically significant effect on the digital competence total scores
(p = .274> .05). According to this result, digital competence scores do not differ significantly
among individuals in different length of teaching experience groups. The Levene test results,
applied before the analysis, indicated that the assumption of homogeneity of variance was met
(p = .550). Therefore, the assumptions of the one-way ANOVA analysis are valid. The effect size
value (n®> = .019) is quite low, indicating that length of teaching experience only explains
approximately 1.9% of the variance in total digital competence scores. These findings suggest
that teachers' digital competence levels do not change significantly according to length of
teaching experience. No systematic difference was found regarding the increase or decrease
in digital competencies with increasing length of teaching experience. The relatively low effect
size suggests that length of teaching experience is not a determining factor in digital
competence. This could indicate that teachers may have similar digital skill levels regardless of
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their length of teaching experience, or that these skills are influenced more by other factors
such as individual attention, training, or access to technology.

Career satisfaction by gender, length of teaching experience, position, and education

The third question of the research is "Do teachers' perceptions of career satisfaction vary
according to gender, length of teaching experience, position, and education level?" Before the
analysis, descriptive statistics for the scale were calculated, and accordingly, mode, median,
mean (X), Standard Deviation (SD), skewness and kurtosis values are presented in Table 7. These
descriptive statistics help in understanding the central tendency, variability, and the shape of
the distribution of the data for the scale items. It provides a clear view of the data characteristics
before conducting further analysis.

Table 7
Findings on Career Satisfaction Scale
N Mode Median Mean (X) sd Skewness  Kurtosis
Average Career 208 3 3 3.04 1.02 -.148 -.501

Satisfaction

When Table 7 is examined, it is evident that the skewness and kurtosis values of the scores
obtained from the career satisfaction scale are within the range of + 1.96. These results show
that the data are normally distributed. The average career satisfaction score is (X = 3.04), which
suggests that teachers' career satisfaction perceptions are at a medium level.

Table 8
Group Differences in Career Satisfaction by Gender, Position and Education Level
Variables N Mean (X) sd t(206)) p Cohen d
Gender Female 97 2.99 0.98 -0.60 552 0.08
Male 111 3.08 1.06
Position Teacher 160 3.04 1.01 -0.12 908  -0.02
Specialist Teacher 48 3.06 1.08
Education Bachelor's degree 137 3.01 1.05 -0.73 466  -0.11
Level Postgraduate 71 3.12 0.98

The results of the independent samples t-test, presented in Table 8, showed that there was
no statistically significant difference between the career score means of male and female
participants (p = 0.552 >.05). The means of male and female participants were quite close, and
the difference was not significant. The Levene test showed that the variances were
homogeneous (p = 0.571). An independent samples t-test revealed no significant difference
between the career score means of participants with teacher and specialist teacher positions (p
= .908 >.05). Levene's test revealed that the variances were homogeneous (p = .664). Effect
size calculations also support this result (Cohen's d = -0.02, 95% CI [-0.34, 0.30]), indicating
that the position variable had no significant effect on career score. An independent samples t-
test revealed no significant difference between the career score means of participants with
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bachelor's degree and postgraduate degrees (p = .466 >.05). Levene's test revealed that the
variances were homogeneous (p = .492). Effect size calculations also support this result
(Cohen’s d = -0.11, 95% CI [-0.39, 0.18]), indicating that educational status has no statistically
or practically significant effect on career score.

Table 9
Group Differences in Career Satisfaction by Teaching Experience
Teaching Experience N Mean (X) sd df F204) p (Partial Eta
Squared) n?
10-15 years 68 3.22 0.95 3 2.881 .037* 0.04
16-20 years 39 3.19 0.90
21-25 years 49 3.02 0.99
Over 26 years 52 2.71 1.17
Total 208 3.04 1.02

According to the Levene variance homogeneity test performed before the analysis, the
variances were found to be homogeneous (p =.121 > .05). Therefore, the Bonferroni post-hoc
test was applied after the one-way ANOVA analysis. One-way ANOVA analysis presented in
Table 9 showed that there was a statistically significant difference in the career score averages
according to different lengths of teaching experience (p = .037<.05). This result reveals that
length of teaching experience explains approximately 4.1% of the variance in career scores. The
obtained eta squared value (n? = .041) indicates a small-to-medium effect size (Cohen, 1988).
As a result of multiple comparisons with Bonferroni correction, it was observed that the
significant difference was especially between participants with 10-15 length of teaching
experience and those with 26 years or more of seniority (mean difference = 0.512, p = .039).
Differences between other length of teaching experience groups were not found to be
statistically significant (p > .05). The calculated effect size for the difference between these two
groups was Cohen's d = 0.49, corresponding to a medium effect. The results indicate that
career score averages differed by seniority, with a particularly significant difference between
the lowest (10-15 years) and highest (26 years and above) seniority groups. However, the
moderate effect size also suggests that the effect of length of teaching experience on career
scores is limited.

Relationship between digital competence and career satisfaction

The fourth question of the research is "Is there a significant relationship between teachers'
digital competence, perception levels, and career satisfaction?" The research question
regarding the relationship between teachers' digital competence perception levels and career
satisfaction was examined through correlation analysis. According to the results presented in
Table 10, a low-level positive relationship was found between teachers' digital competence
perception levels and their career satisfaction. This suggests that as teachers' digital
competence perception levels increase, their career satisfaction also tends to improve, though
the relationship is relatively weak.
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Table 10
Relations Between Career Satisfaction and Digital Competence Level
Variables Career Average  Digital Competence
Level Level
Career Satisfaction Level Pearson Correlation 1 A71
Sig. (2-tailed) .014*
Digital Competence Level Pearson Correlation A71 1
Sig. (2-tailed) .014*

* correlation s significant at the 0.05 level.

Online technologies are indeed more flexible and useful compared to traditional learning
models and contribute to the effective transmission of knowledge and skills (Li & Yu, 2022).
When Table 10 is examined, it is found that there is a low-level positive relationship between
educators' self-perception of competence in using online technologies in the schools where
the research was conducted and their satisfaction with their professional careers. This
relationship suggests that while teachers' digital competencies may be linked to their career
satisfaction, the relatively weak correlation could point to underlying issues. It may imply that
digitalization is not entirely indifferent to teachers, but rather, the low correlation might reflect
inadequacies or gaps in the effective use of technology. Teachers' perceived competence in
using digital tools may have a significant negative impact on their overall career satisfaction
due to a number of factors.

Discussion

This study examined teachers' digital competence levels and career satisfaction levels.
According to the average scores obtained from the study, teachers' digital competence (X =
3.22) and career satisfaction (X = 3.04) are both at moderate levels. When examining the
distribution of digital competence levels among teachers included in the study, it is evident
that the highest proportion of teachers (36.1%) falls into the "Integrator B1" level. Teachers in
this group are proficient at integrating digital technologies into most of their practices,
experimenting with them in various contexts and for different purposes. Additionally, 26.4% of
the teachers in the study are at the "Expert B2" level, and 22.6% are at the "Explorer A2" level.
These findings suggest that a significant portion of the teachers are competent in using digital
technologies, although there is still a notable proportion of teachers at lower levels of digital
competence. Among these groups, which are in close proportions, teachers at the Explorer A2
level need encouragement, insight, and inspiration (Redecker, 2017). For instance, teachers in
this group can be supported in using technology through peer collaboration and mentoring.
Teachers' digital competencies are influenced not only by the physical infrastructure of the
school and the use of ICT tools in lessons but also by their relationships with colleagues (Dai,
2023). Indeed, studies in the literature have shown that teachers' satisfaction is affected by
working conditions, such as resources and a supportive environment (Li & Yu, 2022). Teachers
at the Expert B2 level in this study could play a crucial role in driving innovative practices in the
school. These teachers possess a higher level of digital competence and can help integrate
technology in teaching and learning. Interestingly, no teachers in the study were classified at
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the Pioneer C2 level. However, this might change if a different sample is used. Educators at the
Pioneer C2 level are considered unique and rare (Redecker, 2017), and in addition to having
the ability to lead innovation, they can also serve as role models for teachers at the beginning
of their careers.

Apart from these findings, the teacher group with the lowest percentage in the study was
the Newcomer A1 group, with just 2.9%. Teachers in this group need guidance and
encouragement to apply their existing digital competencies effectively in the pedagogical field.
This result is promising in that it suggests the digital skills of the teachers in the study are not
at the lowest level, and, except for a small percentage, teachers are not falling behind in the
digital age. Teachers’ ability to use their digital skills effectively in the classroom to support
career development can positively influence job satisfaction. Previous research has shown that
teachers who are satisfied with their jobs tend to perform better (Igbal et al, 2016). This
highlights the importance of providing ongoing support and professional development
opportunities for teachers, particularly those in the earlier stages of their digital competence
journey, to enhance their satisfaction and performance in the profession.

When the average scores of the digital competence scale obtained in the study were
examined, it was observed that the highest average was in the Digital Resources field. Teachers
at the Integrator B1 level in this field possess the competencies to use evaluation strategies,
analyze student data, and provide feedback and planning accordingly. These competencies
reflect the use of digital technologies for in-class evaluation, such as digital exams, e-portfolios,
and educational games. The ability to utilize these tools depends not only on the physical
infrastructure of the school but also on the availability of personal computers and teachers’
proficiency with technology to create and implement such tools. According to previous studies,
digital competence encompasses several aspects: technical skills, the ability to work and learn
using digital technologies effectively in daily life, the capacity to critically evaluate digital tools,
the ability to teach using ICT tools, as well as demographic factors and the motivation to
engage in and commit to a digital culture (Garzon-Artacho, 2021; Hatos et al., 2022; llomaki,
2016; llomaki et al., 2016; Prieto-Ballester, 2021; Zhao et al., 2021). These findings highlight the
multifaceted nature of digital competence, emphasizing the need for a balanced approach to
developing teachers’ digital skills across various areas.

Teacher satisfaction is closely linked to the well-being of teachers, the harmony within the
school environment, and the advancement of the teaching profession (Toropova et al., 2021).
Monetary rewards have often been considered an important motivator. However, Drage (2010)
emphasized that teachers' motivation to participate in continuous learning and development
stems from intrinsic factors such as personal growth, job satisfaction, and the desire to improve
teaching practices, rather than solely from financial incentives. This suggests that while financial
incentives remain a significant factor, creating an environment that fosters intrinsic motivation
through professional development opportunities, peer support, and recognition of teachers'
efforts is essential for sustaining career satisfaction and improving teachers' digital
competence.

The lowest average in the digital competence scale was found in the area of Facilitating
Students' Digital Competence. Teachers in this area are expected to guide students in
managing their digital identities, protecting their privacy, and using digital tools responsibly.
Furthermore, these competencies also include the ability to assist students with diverse needs,
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including those with physical or mental limitations or learning disabilities, in using and
developing their digital skills.

Providing appropriate resources and support to teachers who work with students with
special needs to help them interact with technology is crucial. Training teachers in digital
pedagogy, as suggested by Skantz-Aberg et al. (2022), can improve their attitudes and
confidence in applying technological tools in inclusive educational settings. Considering
inclusive education as a necessity in today's teaching environment, it is essential to support the
training and motivation of teachers to enhance their digital competencies in this area. By
equipping teachers with the skills and knowledge to facilitate students' digital competence, we
can create more equitable educational opportunities for all students, including those with
special needs. This support can lead to positive outcomes both for teachers' career satisfaction
and for the students' digital literacy development.

According to the t-test and ANOVA results, no significant differences were found in
teachers' digital proficiency scores based on gender, position, and length of teaching
experience. However, a significant difference was observed in teachers' digital proficiency
scores based on their level of education. The results revealed that teachers with bachelor's
degrees had lower digital proficiency scores than those with master's degrees (p < .05). This
finding suggests that higher academic proficiency contributes positively to teachers'
perceptions of digital proficiency. The higher digital proficiency scores of teachers with
master's degrees may be attributable to the fact that post-graduate education generally
involves more intensive use of technology. Academic work requires at least minimal use of
computers and technology, and this is likely enhanced by digital proficiency. Additionally,
though there were few teachers with doctoral degrees in the study, the data showed that
teachers’ digital competence increases with the level of education they have received. This
trend aligns with research conducted on teacher candidates in Spain, where students pursuing
a master's degree had higher skill acquisition values and more advanced digital competence
levels than undergraduate students (Garcia-Vandewalle Garcia et al., 2023). This suggests that
the higher the level of academic education a teacher receives, the more positive the self-
evaluation of their digital competence becomes. From this perspective, teachers' academic
qualifications directly contribute to their ability to use digital technologies in the classroom
(Gomez Garcia, 2015). However, it is important to note that education alone is not sufficient.
Teachers must also develop technological, pedagogical, and content knowledge, as the nature
of the information being taught requires these skills (Mishra & Koehler, 2006). In conclusion,
for teachers to improve and remain current in their profession, it is essential that they continue
their education throughout their careers. Ongoing professional development is vital for
teachers to acquire the necessary knowledge, skills, and attitudes to fulfill their pedagogical
roles effectively in the classroom (Redecker, 2017).

The teachers in this study had an average career satisfaction score of 3.04, indicating a
moderate level of satisfaction. No significant differences were found in career satisfaction
based on gender, position, or level of education. When the data were examined by seniority,
the group with 10-15 years of experience had the highest career satisfaction score (X = 3.22),
while the group with 26 or more years of experience had the lowest score (X = 2.71). While the
findings suggest that career satisfaction decreases with seniority, this phenomenon can be
interpreted in terms of burnout theory, which posits that prolonged occupational stress

254



International Journal of Curriculum and Instructional Studies, 75(2), 2025, 236-268 Altin, & Topcu

without adequate support leads to emotional exhaustion and decreased job satisfaction
(Maslach & Leiter, 2016). Furthermore, Herzberg's two-factor theory suggests that extrinsic
factors, such as salary and recognition, which are often perceived as inadequate by senior
teachers, may contribute to dissatisfaction even when intrinsic motivations remain constant
(Herzberg, 1966). However, contrasting studies report stable or even increasing satisfaction
among senior teachers (Ingersoll, 2001), suggesting that individual coping mechanisms and
institutional support play moderating roles. The observed decline, therefore, highlights the
need for targeted interventions to address the changing professional needs of senior teachers.
As highlighted in Akiri and Ugborugbo's (2009) study, sources of dissatisfaction include low
salary, poor publicimage, and lack of recognition for highly qualified and experienced teachers.
Over time, senior teachers may feel underappreciated or even experience burnout, which may
lead to a decrease in their career satisfaction. As seniority increases, teachers may feel that their
contributions are not sufficiently rewarded, which may negatively impact their job satisfaction.
This is consistent with research on teacher burnout, which suggests that a significant
proportion of teachers report high levels of stress, and that in one Australian study, over 50%
of teachers are considering leaving the profession due to burnout and dissatisfaction (Carroll
et al, 2022). Teachers, especially those with many years of experience, may experience
increased anxiety, dissatisfaction, and burnout, which can impact their teaching performance
and mental well-being. To address this issue, it is essential that educators feel supported in
their professional roles. In particular, the integration of technology into the classroom should
be addressed in a way that does not overwhelm teachers. Ensuring that teachers have the
resources, support, and recognition they need to effectively integrate technology and avoid
burnout is crucial to maintaining their career satisfaction and mental health (Morris, 2021).

According to the findings in the study, there is a low-level positive relationship between
teachers' digital competence levels and their career satisfaction levels. This suggests that
teachers' perceptions of their digital competence are linked to their overall satisfaction with
their careers, although there may be other factors influencing this relationship. Career
satisfaction is a complex concept influenced by various factors, including the structure of the
school, relationships with school administrators, the activities carried out at the school, and
teachers' satisfaction with these activities (Chapman & Lowther, 1982). The adequacy of career
development opportunities also plays a crucial role in career satisfaction. Human resources
experts emphasize that one of the primary reasons for the loss of qualified employees in
organizations is the lack of career development opportunities (Derven, 2015). Teacher
satisfaction is particularly important because teachers directly impact students' professional
lives. While job satisfaction directly impacts their personal well-being, it also has indirect
impacts on various aspects of education. Given the central role of teacher education in
producing a highly educated workforce, ensuring that teachers are satisfied with their careers
is crucial for the development of a strong, effective educational system (Fwu & Wang, 2002).
By providing teachers with opportunities for professional growth, recognition, and support,
schools can help enhance their career satisfaction, which, in turn, may positively influence their
digital competence and teaching effectiveness.

Conclusion and Recommendations
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In this study, the relationship between teachers' perceptions of their digital competence
levels and their career satisfaction was examined by taking into account variables such as
gender, seniority, position, and educational background. The results indicate a positive
relationship between teachers’ perceived competence in using educational technologies and
their reported levels of career satisfaction. However, the relatively weak strength of this
relationship suggests that individual, organizational, and managerial factors may affect
teachers' perceptions of their career satisfaction. Indeed, the concept of school leadership
creates a significant impact in developing digital competence among teachers by creating a
clear vision for technology integration and facilitating access to the necessary resources
(Leithwood et al., 2020). Prioritizing professional learning communities and providing
continuous technical and pedagogical support by leaders contributes to the creation of
environments conducive to digital innovation (Hallinger & Heck, 2010). In addition, the
provision of structured frameworks by policymakers that finance digital skills training in
educational settings, together with incentives for participation, can accelerate skills
development efforts across educational institutions (OECD, 2021). In this way, it may be
possible to address technical infrastructure inequalities to ensure equitable access to digital
tools and thereby reduce the digital divide disadvantage. While the study focuses on the
Turkish educational context, the findings are consistent with global trends indicating a
moderate level of digital competence among teachers (Eurydice, 2019). For example, studies
in Finland and Estonia show similar patterns of digital skills gaps that require targeted
professional development (llomaki et al., 2016). DigCompEdu provides a comprehensive
reference point for assessing and developing digital competences internationally, highlighting
the universality of challenges in technology integration (Redecker, 2017).

Future research could specifically investigate the longitudinal effects of career ladder
applications on teachers’ digital competence and job satisfaction. Possible research questions
to be prepared for this purpose could be 'How do career advancement opportunities affect
teachers’ motivation to develop digital skills?” and "What is the effectiveness of targeted digital
education programs on teaching practices and professional well-being over time?" In particular,
qualitative studies examining teachers’ professional motivations and life experiences related to
institutional support could provide detailed information on the barriers and advantages to
technology adoption.

Limitations

The fact that the study participants were teachers in Ankara limits the generalizability of the
results to a broader population of teachers in Tirkiye or internationally. Furthermore, the
relatively small number of participants in certain subgroups, such as head teachers and school
principals, limits the ability to conduct detailed subgroup analyses. Furthermore, data collection
occurred during the early implementation phase of Turkiye's career ladder reform, potentially
affecting teachers’ perceptions of career satisfaction and related variables. Differences in
technological infrastructure across the schools included in the study may have also influenced
digital proficiency levels, but this was not systematically controlled. Future studies using
longitudinal designs and stratified random sampling could address these limitations and yield
more reliable findings by examining the factors that influence teachers' professional
experiences.
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TURKCE GENIiS OZET

Ogretmenlerin Dijital Yeterlik ve Kariyer Memnuniyeti Algilari
Arasindaki iliskinin incelenmesi

Dijitallesme, 6gretmenlerin kariyerlerinde dnemli bir etken haline gelirken 6§retmenlerin dijital
yeterlikleri gelistirme surecleri egitim sistemlerinde ve isglici piyasasinda énemli degisimlere
yol acmaktadir. Ogretmenlerin dijital yeterlik algilar ile 6égretmenlik meslegini bir kariyer
meslegi olarak degerlendirmeleri arasindaki iliskinin hizmet i¢i 6gretmenlerin géziinden
incelenmesi, gunumuiz egitim ortamlarinda dijitallesmenin degerlendiriimesine olanak
saglayabilir. Bu arastirma, mesleki kidemin 6gretmenlerin dijital yeterlilik algilari Gzerindeki
etkisini acikliga kavusturmanin yani sira, bu algilarin mesleki kimlik ve baghlikla olan iliskisine
yonelik kapsamli bir anlayis gelistirilmesine katkida bulunacaktir. Bu calismada, 6gretmenlerin
dijital yeterlik algi duzeyi ile kariyer memnuniyetleri arasindaki iliski cinsiyet, kidem, Ginvan ve
egitim durumu degiskenlerine goére incelenmistir. Calismanin bulgularina gére, 6gretmenlerin
dijital yeterlik algi dizeyi ile kariyer memnuniyetleri orta dizeydedir. Bununla birlikte,
ogretmenlerin buytk bir cogunlugunun entegratér (B1) diizeyde oldugu ve dijital yeterlilik
algilarinin 6grenim duzeyi arttikga yukseldigi gorilmektedir. Ayrica, 6gretmenlerin mesleki
kidemi arttikca kariyer memnuniyet diizeyinin azaldigi gorilmektedir. Egitimin 6n saflarinda
yer alan ogretmenlerin sinif icinde hissedecekleri yetkinlik duygusu, onlarin mesleki
memnuniyet diizeyinin yiikselmesine katki saglayabilmektedir. Ogrenme ve 8gretme siirecleri
icin teknolojinin kullanimini tesvik eden egitim programlari, dijital becerilerinin ve bilgilerinin
gelistirilmesi yoluyla 6gretmenlerin kariyer memnuniyet algilarini artirabilir ve 6gretmenlerin
ogrencilerine faydali bir rol model olmalarina yardimci olabilir.

Girig

Cevrimici teknoloji tabanli egitim platformlari, 6gretmenlerin ve 6grencilerin egitimlerini
sirdirebilmeleri acgisindan vazgecilmez bir yapi haline gelmistir. Egitimin 6n saflarindaki
saglayicilar olarak 6gretmenler, her dizeydeki egitimin ¢evrimici sanal 6grenme platformlari
araciigiyla gelistirildigi 6gretim ve 6grenme ortamlarinda giderek daha 6nemli hale
gelmektedir. Ogretim siirecinin cesitli boyutlarinin birbirine bagh oldugu dikkate alindiginda,
sanal 6grenme uygulamalarinin kullanimi 6gretmenlerin mesleki motivasyonunu 6nemli bir
artiran bir kaynak olarak degerlendirilebilir. Ogretmenlerin dijital yeterligi, egitim ortaminda
dijital kaynaklari ve sanal 6grenme platformlarini kullanma yetenegini gosterir. Dijital yeterlige
sahip 6gretmenler, gelecekteki ¢evrimici veya sinif i¢i uygulamalarda 6grencilerinin ve ¢alisma
arkadaslarinin géziinde birer rol model olacaktir. Aslinda glinimuzde 6grenciler, dijital yerliler,
(Prensky, 2001) hali hazirda teknoloji ile beraber buytduklerinden dolay dijital becerileri
genellikle 6gretmenlerden bile daha iyi olabiliyor. Uluslararasi arastirmalar 6gretmenlerin
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mesleki gelisimlerini daha ylksek 6gretmen yeterliligi ile iliskilendirmektedir (Coldwell, 2017).
Ogretmenin mesleki gelisime olan egilimi mesleki performansini, 6grencilerinin basarisini,
meslegine olan baghhgini ve kariyer ilerlemesini olumlu etkileyen bir davranistir. (Tantawy,
2020). Ogretmenlerin mesleki memnuniyetinin artirlmasi, egitim siirecinin niteliginin
strdurulebilirligi agisindan kritik bir 5neme sahiptir.

Bu arastirma, hizmet ici 6gretmenlerin dijital 6gretim yeterliklerine iliskin 6z algilari ile
kariyer memnuniyetleri arasindaki iliskiyi incelemeyi amaclamaktadir. Bu amacla asagidaki
sorulara yanit aranmistir:

(1) Ogretmenlerin dijital yeterlik ve kariyer memnuniyet diizeyi nedir?

(2) Ogretmenlerin dijital yeterlik algi diizeyi cinsiyet, kidem, (invan ve egitim durumu
degiskenlerine gore farkhlasmakta midir?

(3) Ogretmenlerin kariyer memnuniyeti algilari cinsiyet, kidem, Ginvan ve egitim durumu
degiskenlerine gore farkllik gostermekte midir?

(4) Ogretmenlerin dijital yeterlik algi diizeyi ile kariyer memnuniyeti arasinda anlamli bir iligki
var midir?

Yontem

Arastirma iliskisel tarama modelinde nicel bir calismadir. Arastirma verileri kisisel bilgi formu,
egitimcilere yonelik dijital yeterlik 6lcegi ve kariyer memnuniyeti dlcegi kullanilarak es zamanl
olarak  toplanmistir.  Arastirma 2022-2023 egitim-6gretim yili guiz d&neminde
gerceklestirilmistir. Arastirma verileri Google Formlar araciligiyla elektronik olarak toplanmistir.
Arastirmaya Ankara, Turkiye'de Milli Egitim Bakanlhgi'na bagh devlet okullarinda gdérev yapan
208 gonillu 6gretmen katilmistir. Arastirmada 6gretmenlerin dijital yeterlik duzeyini tespit
etmek amaciyla 6zgiin hali Redecker (2017) tarafindan olusturulan ve Toker, Akgtin, COmert ve
Sultan (2021) tarafindan Tiirkceye uyarlanan Egitimciler icin Dijital Yeterlilik Olcegi (EDYO) ile
ogretmenlerin kariyer memnuniyet algilarini tespit etmek icin Greenhaus, Parasuraman ve
Wormley (1990) tarafindan gelistirilen Avci ve Turung (2012) tarafindan Tirkceye uyarlamasi
yapilan Kariyer Memnuniyeti Olcegi (KMO) kullaniimistir.

Bulgular

Bu calismada ogretmenlerin dijital yeterlik algilama dizeyi ile kariyer memnuniyetleri
arasindaki iliski bazi degiskenlere gore incelenmistir. Nicel bulgular, 6gretmenlerin dijital
yeterlilik puan ortalamasinin (X = 44.3) 3. diizey olarak siniflandirilan “buttnlestirici” (34—49
puan) grubunda oldugunu géstermektedir. Ogretmenlerin kariyer memnuniyet 6lcedi puan
ortalamasi ise 3.04 olup orta seviyededir.

Bu calismada 6gretmenlerin dijital yeterlik algilarinin cinsiyet, tinvan ve kidem degiskenine
gore anlamli sekilde degismedigi sonucuna ulagiimistir. Ogretmenler arasinda dijital yeterlik
algr diizeyinde sadece 6grenim degiskenine gore lisans mezunu ve lisansistu egitim goren
ogretmenler arasinda anlamh farkhhk gortlmustar. Arastirmanin dikkat cekici sonuclarindan
birisi 6gretmenlerin kariyer memnuniyet algi dizeyinde sadece kidem degiskenine gore
anlaml farkhlik bulunmasidir. Kariyer memnuniyet puan ortalamasi en yiksek grup ise 10-15
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yil arasi kideme sahip olan 6gretmenlerdir. Korelasyon analizi sonuglarina gore 6gretmenlerin
dijital yeterlik algilama diizeyi ile kariyer memnuniyetleri arasinda disik diizeyde pozitif bir
iliski bulunmustur.

Tartisma

Ogretmenlerin dijital yeterlik diizeyini ve kariyer memnuniyetlerini inceleyen bu calismanin
sonuclari, 8gretmenlerin hem dijital yeterlik (X = 3,22) hem de kariyer memnuniyeti (X = 3,04)
agisindan orta duzeyde oldugunu ortaya koymustur. Dijital yeterlik analizi sonuglarn,
o6gretmenlerin en buyik oraninin (%36,1) Entegrator B1 seviyesinde oldugunu, yani dijital
teknolojileri 6gretim uygulamalarina entegre etme ve farkh baglamlarda deneme konusunda
yetkin olduklarini gostermistir. Ayrica, %26,4'4 Uzman B2 ve %22,6'si Kasif A2 olarak
siniflandirimistir. Bu sonugclar, 6gretmenlerin 6énemli bir kisminin dijital yeterlilige sahip
oldugunu, ancak bu becerileri daha da gelistirmek icin strekli mesleki gelisimin 6nemine dikkat
cekmektedir. Bu dogrultuda, Kasif A2 seviyesindeki 6gretmenlerin, akran rehberligi ve is birligi
yoluyla desteklenebilecek rehberlige, tesvike ve ilhama ihtiyaclari oldugu séylenebilir. Nitekim
dijital yetkinligi daha Ust dizey 6gretmenler, 6zellikle Uzman B2, okullarda inovasyon igin
katalizor gorevi gorebilir ve dijital donlisimU desteklemesi bu agidan faydal olacaktir.

Arastirmaya katilan 6gretmenlerin algilarina gore Dijital yeterligin alt alanlari arasinda Dijital
Kaynaklar alani en yuksek ortalamayi gostermistir. Bu alandaki 6gretmenler, dijital sinavlar, e-
portfoyler ve egitsel oyunlar dahil olmak lzere degerlendirme, geri bildirim ve planlama icin
dijital araclari kullanma becerisini géstermektedir. Bu yeterlikler hem okulun altyapisindan hem
de ogretmenlerin kisisel yeterliklerinden ve teknolojiye erisiminden etkilenmektedir. Bu
durumun aksine, en dusuk puanlar, bilgi okuryazarligi, dijital iletisim, icerik olusturma ve
sorumlu teknoloji kullanimini kapsayan Ogrencilerin Dijital Yeterliligini Kolaylastirma alaninda
bulunmustur. Ozellikle kapsayici ortamlarda, farkli ihtiyaclari olan &grencileri destekleyen
dgretmenler, bu becerileri gliclendirmek icin hedefli egitim ve kaynaklar almalidir (Skantz-
Aberg vd., 2022). T-testleri ve ANOVA analizleri, dijital yeterlikte cinsiyet, unvan veya hizmet
yilina gore anlamli bir fark ortaya koymamistir. Ancak, egitim dizeyine goére anlaml bir fark
ortaya cikmistir: Lisansustu dereceye sahip 6gretmenler, lisans derecesine sahip olanlara gore
daha yuksek dijital yeterlilige sahiptir (p < .05). Bu bulgu, yiksek 6grenimin daha fazla
teknolojik yeterlik sagladigini gosteren bazi calismalarla tutarlidir (Garcia-Vandewalle Garcia
vd., 2023). Ancak yine de bu sonug neticesinde formal egitimin yeterli oldugunu séylemek
dogru olmayabilir; 6gretmenlerin ayrica teknolojik, pedagojik ve igerik bilgisi (TPACK)
gelistirmeleri gerekmektedir (Mishra ve Koehler, 2006).

Ogretmenler orta diizeyde kariyer memnuniyeti bildirmislerdir (X = 3,04). Cinsiyet, unvan
veya egitim dizeyine gore anlamh bir fark bulunamamistir. Sadece kideme gore kariyer
memnuniyeti algisi degismektedir: 10-15 yillk deneyime sahip 6gretmenler en memnun
olanlardir (X = 3,22), 26+ yillik deneyime sahip olanlar ise en diisik memnuniyeti bildirmektedir
(X = 2,71). Deneyimle birlikte gérilen bu disus tukenmislikle (Maslach ve Leiter, 2016) ve
yetersiz Ucret veya takdir gibi dissal memnuniyetsizlikle (Herzberg, 1966; Akiri ve Ugborugbo,
2009) iliskili olabilir. Diger taraftan memnuniyetin kidemli &6gretmenler arasinda
sabitlenebilecegini veya artabilecegini belirten calismalar mevcuttur (Ingersoll, 2001).
Galismanin son asamasinda dijital yeterlik ve kariyer memnuniyeti arasinda duslk pozitif bir
korelasyon bulunmustur. Buradan hareketle kendilerini dijital olarak daha yetkin olarak
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algilayan o6gretmenlerin kariyerlerinden de memnun olduklarini géstermektedir. Bu iligki
mitevazi olsa da, dijital glclendirmenin mesleki refaha katkisini vurgulamaktadir. Kariyer
memnuniyeti, okul kiltirl, yonetici destegi ve gelisim firsatlari gibi birtakim faktoérlerden
etkilenmektedir (Chapman ve Lowther, 1982). icsel motivasyon, &gretmenlerin siirekli
ogrenmeye ve teknolojik yenilige olan baghliklarini sirdirmede 6zellikle glgli bir rol
oynamaktadir (Drage, 2010). Mesleki gelisimi artirmak ve 6gretmenlerin katkilarini takdir etmek
hem memnuniyeti hem de katilimi artirabilir (Derven, 2015; Fwu ve Wang, 2002).

Sonuc ve Oneriler

Arastirmada ¢alisma grubunda yer alan 6gretmenlerin goruslerine gore elde edilen bulgular
ogretmenlerin dijital yeterlik dlzeyi ile kariyer memnuniyet diizeyi arasinda dusik dizeyde
pozitif iliski oldugu gortlmustir. Bu dogrultuda 6gretmenlerin kariyer memnuniyetleri ile dijital
yeterlik duzeyi algilar arasinda bir iliski mevcuttur ancak aralarindaki iliskiye etki eden bireysel,
orgutsel veya yonetsel kaynakh olabilir. Elde edilen bulgular neticesinde akademik gelisim
ogretmenlerin dijital yeterlik algisi Uzerinde olumlu katki yapmaktadir. Akademik calisma
yapabilmek icin asgari diizeyde bilgisayar ve teknoloji kullanimi gerekmektedir. Arastirmanin
calisma grubunda yuksek lisans ve doktora egitimi alan az sayida 6gretmen olmasina ragmen
dgretmenlerin aldiklarn egitim arttikca dijital yeterlik puanlar artmaktadir. Ote yandan
ogretmenlerin  kidemleri arttikga kariyer memnuniyet dizeyi dusmektedir. Bu bulgu,
ogretmenlerin mesleki kidemleri arttikca hak ettikleri takdiri goremediklerine yonelik algilarinin
glclendigini gostermektedir.
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