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Abstract

Purpose. This study compares Tiirkiye's Digital Ecosystem for Teacher Training (DETT/OGEDEP) Digital Teacher
Competencies Framework with three internationally established frameworks for teachers' digital competence, focusing on
structural and conceptual alignment and differentiation.

Method. A qualitative document analysis was conducted to systematically compare the DETT framework with
DigCompEdu (Redecker, 2017), the ISTE Standards for Educators (2024), and UNESCO's ICT Competency Framework
for Teachers (ICT-CFT v3.0; 2018). Deductive thematic coding was combined with matrix-based cross-walking across
eight analytical dimensions, using explicit coding units and full, partial, and indirect match criteria.

Findings. The DETT teacher digital competency framework aligns substantially with international frameworks in core
competency domains and pedagogical orientation. Its Awareness—Functionality—Actionability structure conceptualizes
teacher development as a context-sensitive, practice-oriented spiral, rather than a linear proficiency scale, aligning with
UNESCO's phased model and ISTE's role-based conception of teacher development. The DETT framework's distinctive
contribution lies in its explicit emphasis on sustainability, ethical responsibility, and the continuity of education during
emergencies as competency indicators, which are addressed only indirectly or peripherally in the international frameworks
reviewed.

Implications. This study provides a conceptual foundation for developing ecosystem-oriented and ethically grounded
approaches to digital teacher education. It also presents a policy model for integrating competency frameworks with
national education priorities. These implications arise from the DETT framework's distinctive focus on sustainability,
ethical responsibility, and continuity of education during emergencies, as well as its alignment with international
frameworks. Recommendations for instrument development and qualitative field research are also provided.
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Introduction

Digital transformation represents a complex and multidimensional process that extends
beyond the mere integration of technological tools into classroom environments. In the
current era, characterized by artificial intelligence and digitalization, which have
fundamentally transformed educational structures, technology integration has emerged as a
critical competence for teachers (Arik Gilingdér & Saracoglu, 2025; Biiytk, 2025). This
competence is now closely associated with teachers’ professional identity, pedagogical
decision-making, and professional responsibilities. Consequently, teachers should be regarded
not only as users of digital tools, but as professionals who actively design and guide learning
processes.

Whilst various frameworks have been developed in the international literature to define
teachers’ digital competences, it is evident that these frameworks are largely grounded in
specific political, cultural and educational contexts. DigCompEdu, developed by the European
Commission, addresses teachers’ competences through a six-level progression framework
(Redecker, 2017); whilst the ISTE Standards for Educators define the teacher through roles
such as learner, leader, designer and facilitator (ISTE, 2024). UNESCO’s ICT Competency
Framework for Teachers (ICT-CFT v3.0), on the other hand, presents a phased structure that
links the use of technology to information society policies and system-level transformations
(UNESCO, 2018). Although these frameworks share a common theoretical basis, they differ
in terms of the areas of competence and teacher roles they emphasise (Mattar et al., 2022).

One of the most comprehensive initiatives aimed at restructuring teacher training processes in
the Turkish context around digital transformation is the Digital Ecosystem for Teacher
Training (DETT/OGEDEP) Project. The Digital Teacher Competencies Framework,
developed under the DETT project, addresses digital competence not as a mere list of
individual skills, but through a holistic ecosystem approach encompassing all components of
teacher education (MoNE, 2023). The fact that the framework encompasses areas such as
pedagogical alignment, digital content development and data-driven assessment, as well as
dimensions such as sustainability, ethical use and the continuity of education in exceptional
circumstances, can be seen as DETT’s effort to provide a local response to current global
debates.

The existing literature includes numerous quantitative studies and scale development research
focused on teachers’ digital competences (Fidan & Yelegen, 2022; Kdksal & Canli, 2024;
Dogan & Giinbatar, 2024). While these studies primarily describe teachers’ digital
competence levels and their associations with various variables, there remains a notable gap
in systematic comparisons between the theoretical structures of nationally developed
frameworks and international models. Although digital competences among teachers have
been measured in Tiirkiye, analyses that examine the structural positioning of the new
national framework relative to international benchmarks are limited. This study seeks to
address this gap by conducting a comparative analysis of the DETT digital competences
framework and international models, identifying areas of convergence and divergence through
document-based analysis. Specifically, the study investigates the relationship between
DETT’s cognitive-level structure—Awareness, Functionality, and Actionability—and level- or
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role-based international models to inform the theoretical foundations of teacher competence
policies.

Accordingly, the DETT Digital Teacher Competencies Framework is analyzed across four
analytical dimensions: (a) the structure of competency domains, enabling comparison of
scope and organizational logic; (b) the structure of cognitive levels, highlighting the
distinctiveness of developmental logic; (c) teacher roles and pedagogical orientation,
facilitating assessment of pedagogical depth from TPACK and ISTE perspectives; and (d) the
dimensions of ethics, sustainability, and emergency or exceptional situations, which represent
DETT’s most significant unique contributions. The research is guided by the following
questions:

e In what respects do DETT’s competence areas overlap with, and in what respects do
they diverge from, the DigCompEdu, ISTE and UNESCO ICT-CFT frameworks?

e How does DETT’s cognitive-level structure of Awareness—Functionality—Actionability
relate to level- and stage-based international models?

e How are teachers’ roles and pedagogical orientation within DETT positioned from the
perspectives of ISTE and TPACK?

e In what respects does DETT’s approach to the dimensions of ethics, sustainability and
emergency/exceptional circumstances differ from international frameworks?

Theoretical and Conceptual Framework

This section establishes the conceptual and theoretical foundation of the comparative analysis
along three axes. First, it reviews the development of the concept of digital teacher
competence in the literature and the principal approaches to it. Second, it examines the
structural characteristics of the DigCompEdu, ISTE Standards, and UNESCO ICT-CFT
frameworks, which serve as points of comparison in the study. Third, it discusses the digital
transformation process in Tiirkiye and the role of the DETT Project within this context.
Collectively, these three axes form the conceptual framework guiding the study’s four key
research questions.

Digital Teacher Competence: Conceptual Foundations

The increasingly intensive integration of digital technologies into educational processes has
shifted the debate on teacher competencies beyond the mere ability to use information and
communication technologies (ICT); it has paved the way for a more comprehensive,
multidimensional conceptual framework. In this context, the concept of ‘digital competence’,
which features prominently in the literature, is regarded as a holistic framework that goes
beyond mastery of technical tools to encompass the safe, critical and ethical use of digital
technologies in the processes of learning, working and participating in social life (Ferrari,
2012; Redecker, 2017).

The concept of ‘digital literacy’, which was widely used before ‘digital competence’ in the
conceptual development process, has largely focused on basic technical skills and the ability
to read and write in a digital environment. However, rising expectations within the
educational context have revealed that this narrow framework is insufficient; there is a need
for a more comprehensive understanding that encompasses the use of digital technologies for
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pedagogical purposes, in accordance with ethical principles and with critical awareness.
Ferrari (2012), emphasising this shift, approaches digital competence from a lifelong learning
perspective and places the individual’s capacity to adapt to the changing digital ecosystem at
the centre.

The Ferrari (2012) report, prepared for the European Commission and recognised as one of
the key reference sources in the field of digital competence, has structured digital competence
around five core dimensions. Within this framework, accessing and managing information,
digital communication and interaction, content creation and respect for copyright, digital
security, and problem-solving skills are addressed holistically. This framework not only
defines individuals’ roles as active citizens in the digital world but also provides a theoretical
basis for teachers’ transition into their professional roles.

The concept of digital competence, when considered within a framework specific to the
teaching profession, has been clarified by the DigCompEdu model developed by Redecker
(2017). DigCompEdu defines digital competence not merely in terms of individual
technology skills, but within the context of a teacher’s professional responsibilities and
pedagogical roles. In this approach, digital competence encompasses dimensions such as a
teacher’s capacity to collaborate with colleagues and pursue continuous professional
development, the ability to use digital technologies effectively in the design of learning and
teaching processes, and the competence to guide learners in developing their own digital
competence. Thus, technology is not positioned as an end in itself at the centre of pedagogy,
but rather as a tool that supports pedagogical objectives.

Another distinctive feature of DigCompEdu is that it treats digital competence as a
developmental process rather than a binary ‘have/have-not’ state. Within the framework,
teacher competences are defined within a progressive developmental structure ranging from
entry level to advanced expertise (Redecker, 2017). This developmental approach positions
teachers not merely as practitioners capable of using technology in the digital transformation
process, but also as agents who spearhead pedagogical innovation and steer the
transformation. This theoretical perspective can also be regarded as one of the key sources of
inspiration for the ‘Awareness — Functionality — Actionability’ cognitive-level framework
adopted within the DETT digital competencies framework.

International Frameworks for Teachers' Digital Competence

International frameworks defining digital teacher competences differ from one another in
terms of how they approach digital transformation, the roles they attribute to teachers, and
how these competences are structured developmentally. Whilst some of these frameworks
offer subject-based models centred on the teacher’s professional development, others are
structured around pedagogical roles or policy-focused, phased approaches (Nguyen & Habok,
2023). In this study, three key frameworks that are most widely accepted in the international
literature have been taken as a basis to contextualise the digital teacher competences
developed within the DETT project: DigCompEdu, the ISTE Standards for Educators, and the
UNESCO ICT Competency Framework for Teachers.

These three frameworks—which approach teacher development through Ilevel-based
(DigCompEdu), role-based (ISTE) and stage/system-based (UNESCO) logics, respectively—
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provide a complementary basis for comparison against which to assess the structural
positioning of DETT. To enhance the readability of the comparison, the key structural features
of the four frameworks are presented in Table 1.

Table 1
An Overview of the Structure of the Qualifications Frameworks under Review
Framework Developer / Structural Unit Development Logic Teacher Role
Year Approach
DETT MOoNE /2023 Three main areas of ~ Awareness— From practitioner to
competence and sub-  Functionality— change leader
indicators Actionability (spiral)
DigCompEdu  European Six areas of A1-C2 (six levels) Competent user and
Commission  competence, 22 pedagogical guide
(JRC)/2017  competencies
ISTE ISTE /2024 Seven teacher roles No levels; role-based Learner, leader,
Standards citizen, collaborator,
designer, facilitator,
analyst
UNESCO UNESCO / Six areas X three- Acquisition of Practitioner and
ICT-CFT 2018 (v3.0) stage matrix knowledge — deepening  system developer
of knowledge —

knowledge creation

The structural characteristics and developmental rationales of international frameworks for
teachers' digital competence, as summarized in Table 1, demonstrate that each framework
conceptualizes the teacher’s role within the digital education ecosystem from a distinct
pedagogical perspective. Understanding the structure of these internationally recognized
standards (DigCompEdu, ISTE Standards, and UNESCO ICT-CFT) is essential for finding
the theoretical foundation of the digital competence framework and its unique position within
the national context. These global models, discussed in detail below, provide both a
descriptive background for the study and serve as key reference points for analytically
examining the pedagogical depth, developmental approach, and unique contributions of
DETT to the Turkish context.

DigCompEdu, developed by the European Commission’s Joint Research Centre (JRC), is
one of the most comprehensive models addressing educators’ digital competences within a
systematic and developmental framework (Redecker, 2017). This framework does not limit
teachers’ digital competence to the use of technology in the classroom alone; it offers a
holistic approach that also encompasses areas such as professional interactions, digital
resource management and the responsibility to support pupils’ digital competence.

DigCompEdu comprises a total of twenty-two competences structured around six core
competence areas. These areas are grouped under the headings of professional commitment,
digital resources, teaching and learning processes, assessment, empowering learners, and
facilitating learners’ digital competences. The framework addresses teacher development
within a six-stage progression ranging from entry level to advanced expertise; this structure,
progressing from level A1 (Explorer) to level C2 (Pioneer), emphasizes that competencies are
a process that deepens over time (Redecker, 2017). With its subject-based structure and
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developmental approach, DigCompEdu provides a strong theoretical foundation for the
structural logic also adopted by the DETT digital competences framework.

The standards for educators developed by the International Society for Technology in
Education (ISTE) approach digital literacy from a perspective grounded in teachers’ roles
rather than specific lists of skills (ISTE, 2024). In this approach, the teacher is positioned not
merely as a practitioner who uses technology, but as an active agent who redesigns learning
environments using digital tools and guides the pedagogical process.

The standards for educators developed by ISTE position the teacher within the framework of
the roles of learner, leader, citizen, collaborator, designer, facilitator and analyst (ISTE, 2024).
Through these roles, the teacher’s responsibilities in the digital age, their pedagogical vision
and leadership capacity are brought to the fore. In particular, the roles of ‘designer’ and
‘leader’ are noteworthy in that they emphasise the teacher’s potential to transform learning
experiences through digital technologies. In this respect, the ISTE standards provide an
important point of reference for a comparative analysis of the understanding of the teacher’s
role as addressed within the DETT digital competences framework.

The ICT Competency Framework for Teachers (ICT-CFT v3.0), developed by UNESCO,
adopts an approach that takes digital competencies beyond individual professional
development and links them to education policies, social transformation and the objectives of
the information society (UNESCO, 2018). This framework distinguishes itself from other
models by addressing teachers’ competences within the context of national development
strategies and the sustainable development goals.

The UNESCO ICT-CFT framework presents a matrix structured around the intersection of
three stages of development and six areas of application. The areas of ICT in education,
curriculum and assessment, pedagogy, the application of digital skills, organisation and
management, and professional learning are addressed in conjunction with the stages of
knowledge acquisition, knowledge deepening and knowledge creation (UNESCO, 2018). This
framework defines teacher development not as a linear increase in competence, but as a
process oriented towards pedagogical deepening and knowledge production. UNESCO’s
three-stage approach demonstrates a strong theoretical alignment with the ‘Awareness —
Functionality — Actionability’ spiral structure adopted within the DETT digital competence
framework.

In this study, the Technological Pedagogical Content Knowledge (TPACK) model was used
as an analytical framework to holistically analyse the pedagogical, technological and content
knowledge dimensions of digital teacher competences. The TPACK model, developed by
Mishra & Koehler (2006), emphasizes that effective technology integration requires not only
mastery of technological tools, but also an understanding of the interplay between technology,
pedagogy and subject matter knowledge, and the ability to reflect this interplay in teaching
processes.

In this context, TPACK has been used as a conceptual reference point to identify which areas
of knowledge the digital teacher competence frameworks examined in this study prioritise.
During the analysis, the study examined whether the competence indicators focused solely on
technological knowledge (TK) or reached the level of technological pedagogical knowledge
(TPK), which integrates technology with pedagogical strategies. This enabled an assessment
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of whether digital competences were limited to the superficial tool use, or whether they
offered pedagogical depth integrated with instructional design and learning processes.

The TPACK framework also allows for illustrating how the digital teacher competences
developed under the DETT project are situated at the intersection of the pedagogical and
technological domains, compared with those of international frameworks. In particular, the
analysis of competences situated on the pedagogy—technology axis provides a functional basis
for determining whether DETT treats the teacher not merely as a practitioner who uses
technology, but as a pedagogical actor who redesigns learning processes using digital tools.

The Turkish Context and the DETT Digital Competence Framework

Digital transformation in education in Tiirkiye was initially shaped by measures focused on
hardware and infrastructure; initiatives such as the FATIH Project, in particular, aimed to
enhance schools’ technological equipment and equip pupils with basic technology skills.
However, the literature highlights that, despite such hardware-focused infrastructure projects,
there has long been a lack of an independent, standardised framework specific to national
needs that defines teachers’ digital competences in Tiirkiye (Arik Giingér & Saragoglu, 2025;
TEDMEM, 2021; Ucgel et al., 2025). Indeed, the Eurydice (2019) report, which examined 43
education systems based on data from the 2018/19 academic year, shows that in
approximately two-thirds of FEuropean education systems, teacher-specific digital
competences are defined as core competences within teacher competence frameworks; whilst
in approximately half of them, there are high-level regulations or recommendations regarding
the inclusion of these competences in pre-service teacher education. In contrast, in Tiirkiye, it
is evident that the teacher competence framework in place during the relevant period did not
explicitly define digital competences. At present, these skills are addressed only in general
terms in the General Competencies for the Teaching Profession document; no standalone
digital competence framework with pedagogical depth has been presented (Ergiill & Tasar,
2023). This theoretical gap in the literature, coupled with the absence of a comprehensive
self-assessment tool specific to the national context, has led researchers to adopt global
models such as DigCompEdu and adapt these frameworks to the Turkish context (Cebi &
Reisoglu, 2022; Toker et al., 2021). The DETT project, recently launched to address this
policy gap, presents a new and national teaching paradigm that prioritises pedagogical action
and centres on a skills-based, values-oriented and sustainable understanding of digital
competence (MoNE, 2023). The DETT Digital Teacher Competencies Framework is
structured under three main competency areas: (1) Digital Literacy, (2) Digital Technologies
in Learning and Teaching, and (3) Inclusive, Sustainable and Ethical Use. These main areas
encompass a wide range of competencies and sub-indicators, including information literacy,
data literacy, and the creation and sharing of digital content; planning the learning and
teaching process, as well as assessment and evaluation; and ethical and responsible use,
personal data security, accessibility and inclusivity (MoNE, 2023).

The Tiirkiye Century Education Model positions digitalization within a holistic approach to
education based on skills, values and literacy. In the Common Text, digital literacy, data
literacy and sustainability literacy are addressed as cross-curricular components; the design of
learning environments, the structuring of assessment processes and the support for teachers’
professional development are highlighted as key areas of application within this framework
(MoNE, 2025a). This holistic approach points to a new professional understanding that
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requires teachers to consider their digital, pedagogical and values-based competences
together. Indeed, Efe (2024) notes that the Maarif Model aims to equip students with the skills
required by the modern age by emphasising the dimensions of digital literacy, sustainability
and a values-based approach. According to Biiyiikk (2025), artificial intelligence and
digitalization are transforming not only the methods and tools of education but also the
teacher’s identity, learning designs and pedagogical decision-making processes. In this
context, technology integration is moving beyond being merely a technical competence for
teachers; it is becoming a transformative element at the heart of professional identity,
pedagogical design and understanding of teaching.

A distinguishing feature that aligns DETT with international frameworks is its adoption of a
three-tiered cognitive framework: Awareness—Functionality—Actionability. The Awareness
level involves the teacher’s recognition of the potential of digital technologies in education
and the development of a foundational understanding of their pedagogical applications. The
Functionality level encompasses the teacher’s capacity to purposefully and effectively
integrate digital technologies into teaching and learning processes. The Actionability level
positions the teacher as an agent who develops innovative teaching practices using digital
technologies, mentors colleagues, and assumes responsibility in digital transformation
initiatives (MoNE, 2023). This framework conceptualizes teacher competence as a dynamic
developmental process rather than a linear progression of levels, emphasizing practical
application and professional action.

One of the distinctive features of DETT is that it addresses topics such as sustainability and
the continuity of education in crisis situations, which are often represented only indirectly in
international frameworks, through explicit competence indicators. In particular, the topics of
‘Sustainability’ and ‘Continuity of Education in Emergency and Exceptional Circumstances’
demonstrate that digital competences are linked not only to the effective use of technology but
also to environmental responsibility, systems thinking and pedagogical resilience (MoNE,
2023). Digital strategies aimed at reducing the carbon footprint, sustainable content design,
accessible learning environments and flexible pedagogical practices that ensure the continuity
of teaching in times of crisis are transforming DETT into a national model that draws on local
needs whilst remaining aligned with global trends.

New Trends in Digital Competencies: Sustainability, Ethics and Artificial Intelligence

The integration of digital technologies into educational processes does not merely mean a
diversification of teaching tools; it also redefines teachers’ pedagogical decision-making
processes, professional responsibilities and ethical stances. In the current literature, digital
teacher competence is considered to go beyond the mere use of technical tools; it is addressed
in conjunction with the dimensions of digital technologies relating to learning design, data
usage, inclusivity, ethical responsibility, artificial intelligence literacy and sustainability
(Ferrari, 2012; Mattar et al., 2022; Redecker, 2017). Consequently, teachers’ digital
competences are linked not only to their ability to use technology, but also to their capacity to
assess the pedagogical, social and environmental implications of technology.

This trend has also broadened the scope of teacher competence frameworks. DigCompEdu
conceptualizes digital competence through domains including professional engagement,
digital resource use, teaching and learning practices, assessment, learner empowerment, and
the facilitation of students’ digital competence (Redecker, 2017). In contrast, the ISTE
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standards characterize teachers by distinct professional roles—such as learner, leader, citizen,
collaborator, designer, facilitator and analyst (ISTE, 2024). UNESCO’s ICT-CFT, on the other
hand, links teachers’ digital competences to system-level components such as education
policies, curriculum, pedagogy, digital skills, school management and professional learning
(UNESCO, 2018). These frameworks demonstrate that teachers’ digital competence is now
viewed not merely as an individual skill, but as a multidimensional field encompassing
institutional, ethical and social responsibilities.

In the early stages of digital competence frameworks, the ethical and security dimensions
were largely addressed through topics such as the protection of personal data, compliance
with copyright, safe internet use and cyber security (Ferrari, 2012). However, as digital
technologies in education have increasingly begun to operate through more complex, data-
driven and algorithmic structures, the scope of ethical competences has expanded. In current
discussions, ethical digital competence is assessed alongside issues such as digital citizenship,
data justice, algorithmic bias, privacy, accessibility, inclusivity and rights-based use of
technology (Villar-Onrubia et al., 2022).

In particular, the widespread adoption of generative artificial intelligence technologies in
educational settings has made teachers’ ethical responsibilities more complex. Automated
content generation, the processing of student data, algorithmic decision-making mechanisms,
and debates surrounding copyright and academic integrity require teachers to be not merely
individuals capable of using digital tools, but also pedagogical guides who can critically
evaluate these tools (Mattar et al., 2022). In this context, ethical digital competence is not
limited to the teacher’s knowledge of the rules; it also encompasses the ability to make ethical
decisions during instructional design, student guidance, assessment, and the use of digital
content.

The DETT digital competences framework holistically addresses dimensions such as data
privacy, secure digital learning environments, responsible use of technology, accessibility and
inclusivity under the ‘Inclusive, Sustainable and Ethical Use’ domain (MoNE, 2023). This
framework positions ethical competences not as a passive area of knowledge, but as a
practical professional responsibility that must be reflected in teachers’ pedagogical decision-
making processes. In this respect, DETT assesses ethical and safe use not merely in the
context of risk avoidance, but within the framework of the responsibility to create digital
learning environments that are trustworthy, fair, inclusive and respectful of learners’ rights.

One of the current trends in the field of digital competences is the incorporation of the
environmental impacts of digitalization and the sustainability dimension into competence
frameworks. Whilst digital technologies offer significant opportunities in terms of access,
flexibility and content diversity in education, they also entail environmental consequences
such as energy consumption, data storage, device production, electronic waste and carbon
footprint. For this reason, digital transformation must be addressed not only as a pedagogical
and technological issue, but also as an ecological one. Developed by the European Union,
GreenComp defines sustainability as a competence area linked to individuals’ values, systems
thinking, future literacy and capacity for action (Bianchi et al., 2022). The GreenComp
approach envisages learners and educators addressing sustainability issues not as isolated and
superficial problems, but within the context of complex systems. This perspective requires
that, when using digital technologies in education, criteria such as environmental impact,
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ethical responsibility and long-term sustainability are taken into account, alongside measures
of efficiency and access.

It is noteworthy that DETT has structured the heading ‘Sustainability’ as a separate
competency dimension. Within this framework, teachers are expected to be able to evaluate
digital and traditional teaching approaches in the context of carbon footprints, develop
strategies to reduce environmental impact, and design sustainable educational content based
on systems thinking (MoNE, 2023). Thus, the teacher is positioned not merely as a
practitioner who uses digital tools effectively, but also as an educational actor who takes the
environmental consequences of digitalization into account within the pedagogical design
process. In this respect, DETT makes the sustainability dimension—which is represented
more indirectly in international frameworks such as DigCompEdu, ISTE and UNESCO ICT-
CFT—more visible within the national context. This demonstrates that the framework aims
not only to ensure alignment with existing digital competence standards but also to develop an
approach that takes into account the future ethical and ecological consequences of digital
transformation.

The widespread adoption of generative Al tools has ushered in a new era in discussions on
digital teacher competence. Al literacy requires teachers not only to be able to use Al tools,
but also to critically evaluate the underlying logic, limitations, data-driven operations,
potential biases and pedagogical implications of these tools. Whilst DigComp 2.2 is not a
framework specific to teachers, it provides up-to-date examples of the knowledge, skills and
attitudes necessary for individuals to interact with Al-supported systems in a safe, critical and
informed manner (Vuorikari et al., 2022). In this respect, DigComp 2.2 can be regarded as a
complementary resource that supports the fundamental conceptual foundation of teachers’ Al
literacy.

In addition, the Al Competency Framework for Teachers, published by UNESCO, structures
the competencies teachers require in the age of artificial intelligence around a human-centred
approach, Al ethics, the fundamentals and applications of AI, Al pedagogy, and the Al
dimensions of professional learning (Miao & Cukurova, 2024). This framework emphasizes
that teachers should evaluate artificial intelligence not merely as a tool for increasing
productivity, but in accordance with the principles of human rights, teacher autonomy, student
privacy, inclusivity and pedagogical meaningfulness. This approach demonstrates that the
current focus of digital teacher competencies has expanded from technical usage skills
towards ethical and pedagogical judgement.

On the other hand, the section on ‘Continuity of Education in Emergencies/Exceptional
Circumstances’ within the DETT framework of digital competences highlights the dimensions
of pedagogical flexibility and resilience in times of crisis. It has been demonstrated that
teachers’ levels of digital competence play a decisive role in ensuring the continuity of
learning processes during emergencies (Trust & Whalen, 2020). In this context, the
“Actionability” level of DETT positions the teacher not merely as a practitioner using
artificial intelligence tools, but as an actor who manages the pedagogical potential of these
tools within an ethical framework and leads the continuity of the education system during
crises (MoNE, 2023).

In line with this theoretical framework, this study examines the DETT Digital Teacher
Competencies Framework through a comparative document analysis approach, comparing it
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with DigCompEdu, the ISTE Standards for Educators and UNESCO’s ICT-CFT. This
comparison aims to highlight the areas where DETT aligns with international frameworks, the
points at which it has developed unique emphases stemming from the national context, and
how it contributes to discussions on digital teacher competence in terms of ethics,
sustainability, artificial intelligence literacy and pedagogical resilience.

Methodology

This section provides a detailed explanation of the research design, the selection criteria for
the documents examined, the data analysis process, and the study’s validity and reliability
strategies.

Research Design

This study was conducted using the document analysis design, one of the qualitative research
approaches. Document analysis is an established qualitative method involving the systematic
examination and interpretation of written materials relating to the phenomenon under
investigation (Bowen, 2009; Yildirim & Simsek, 2016). The method requires not only the
reading of documents but also their systematic selection, coding, category development and
traceability of evidence (Yin, 2018). In the present study, the analysis process was structured
as a comparative examination focused on identifying the overlapping, divergent and
distinctive aspects of digital teacher competence frameworks developed within different
socio-cultural and political contexts. This approach enables the systematic unpacking of
policy documents and competence frameworks within the framework of their theoretical
foundations.

During the document analysis process, the researcher systematically reviewed relevant and
up-to-date sources in line with the research objective; carefully examined each document,
noting information relevant to the research questions; and carried out comparative evaluations
based on these notes (Cepni, 2009). In this context, the concept of digital teacher competences
has been examined in terms of the structural and conceptual relationships between the DETT
framework—a national model—and international competence frameworks. This comparative
analysis, adopted in the study, is a widely used analytical approach in the literature for
analysing policy documents and competence frameworks relating to digital teacher
competences, and has been assessed as consistent with the study’s objective.

Documents Reviewed and Selection Criteria

The data sources for this study consist of a national framework defining teachers’ digital
competences and three internationally recognised competence frameworks. Four criteria were
used as the basis for selecting the documents: (a) being a framework for teachers’/educators’
digital competence directly related to the focus of the study; (b) having been published by an
official body and being publicly available; (c) possessing international legitimacy and a high
level of widespread use/citation; (d) representing different theoretical approaches. In this
context, DigCompEdu (level-based), ISTE (role-based) and UNESCO ICT-CFT (stage- and
system-based) were included in the analysis as they represent different development logics.
DETT, on the other hand, serves as the central unit of analysis in this study as it is a national
framework developed within the Turkish context.

Accordingly, the documents examined are as follows:

34


https://doi.org/10.59455/qietp.61

? " Qualitative Inquiry in Education: Theory & Practice / QIETP
) June 2026, Volume 4, Issue 1, 24-54

https://doi.org/10.59455/qietp.61

e DETT Digital Teacher Competence Framework (2023): The national competence
framework developed by the Ministry of National Education, which forms the focus of
this research (MoNE, 2023).

e DigCompEdu (2017): A framework published by the European Commission that
defines teachers’ digital competences across six levels (Redecker, 2017).

o ISTE Standards for Educators v4.02 (2024): International standards defining teachers
through their pedagogical roles (ISTE, 2024).

e UNESCO ICT Competency Framework for Teachers — v3.0 (2018): A global
framework linking the use of technology to information society policies (UNESCO,
2018).

The analysis includes the current official version of each document; promotional brochures,
presentation materials and unofficial translations have been excluded.

Regarding the transparency of the versions and the scope of the frameworks examined in
relation to teachers’ digital competences, two points are explained as follows. Firstly, the
ISTE Standards for Educators have adopted an annual update approach from 2024 onwards;
this study is based on ISTE Standards 2024 (v4.02), which was the most recent official
version available at the time the analysis was conducted. In this update, it is evident that the
topics of ethical use, critical evaluation of online resources and digital literacy, particularly in
the context of artificial intelligence, are highlighted more prominently across all teaching
roles (ISTE, 2024). Secondly, teacher digital competence frameworks developed by other
organisations (e.g. UNICEF) have been excluded from the scope of this study, as the review
was limited to documents representing three distinct theoretical frameworks: level-based
(DigCompEdu), role-based (ISTE) and stage-based (UNESCO). It is recommended that
additional frameworks—whether falling outside these rationales or overlapping with them
significantly—be included in future analyses.

The Theoretical Basis of the Unit of Analysis and Analysis Categories

In this study, the areas of competence, sub-indicators and performance definitions within each
competence framework were taken as the unit of analysis. The documents were examined not
only at the heading level, but also by taking into account the explanatory statements and
practice-oriented expectations set out under each competence. The categories used in the
analysis are based on widely accepted theoretical works in the literature on digital competence
(Ferrari, 2012; Redecker, 2017). The coding guide, created to ensure the traceability of the
coding process, is presented in Table 2.
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Main Code

Scope / Definition

Theoretical Basis

Pedagogical adaptation and
integration

The use of technology for pedagogical
purposes in teaching and learning
processes

Redecker (2017); Mishra &
Koehler (2006)

Digital resource and content

The selection, production, sharing and

Ferrari (2012); Redecker

management copyright awareness of digital content (2017)
Assessment and the use of Data-driven assessment and feedback Redecker (2017)
data strategies

Learner empowerment and  Differentiation, accessibility and learner-  Redecker (2017);
inclusivity centredness UNESCO (2018)

Ethical and safe use / digital
citizenship

Data privacy, responsible use and critical
digital literacy

Ferrari (2012); Villar-
Onrubia et al. (2022)

Sustainability and systems
thinking

Environmental impact, carbon footprint
and sustainable design

Bianchi et al. (2022)

Professional development
and leadership

Collaboration, continuous professional
development and leadership in
transformation

Redecker (2017); ISTE
(2024)

In the analysis of the research data, the qualitative data analysis techniques of deductive
thematic analysis and matrix-based comparative analysis were used in combination. This
approach aims to demonstrate that the findings from the document analysis were generated
systematically in line with a theoretical framework. The coding and analysis process was
carried out following a four-stage cyclical structure, in which the stages complemented one
another and could be revisited with feedback as needed. This process is visualised in the Data
Analysis Cycle presented in Figure 1, and the four stages comprising the process are

explained below in order.

Figure 1

The cyclical structure of the data analysis and coding process used in document analysis

@

Identifying
Emergent Themes

DETT’s original contributions
emerged inductively, including

sustainability, carbon footprint,

and emergency pedagogy.

A

oOA

DETT cognitive levels were
aligned with international
frameworks using action verbs
and progression levels.

Data Analysis Cycle
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Developing
the Codebook
The analysis began with a
codebook based on the digital
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Ferrari (2012) and Redecker (2017).

Cross-Walking and

Semantic Analysis

DETT indicators were
compared with DigCompEdu,
ISTE, and UNESCO through
mapping and semantic analysis.
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1.

3.

4.

Development of the Coding Guide (Deductive Coding). The analysis process was
initiated using a coding guide developed on the basis of the models proposed by
Ferrari (2012) and Redecker (2017), which are widely accepted in the literature on
digital competence. This guide includes key codes such as pedagogical alignment,
assessment, learner empowerment, ethical use and digital citizenship. The competence
indicators within the DETT digital competence framework were analysed by
classifying them under these theoretical codes.

Cross-Walking Analysis. Each competence indicator within the DETT digital
competences framework was compared side-by-side with its counterparts in the
DigCompEdu, ISTE and UNESCO documents using a matrix-based comparative
analysis method. In this process, the ‘mapping and synthesis’ approach, commonly
used in the analysis of competence frameworks, was adopted; the conceptual
relationships between the existing frameworks were systematically identified (Caena
& Redecker, 2019). During the analysis phase, consideration was given not only to
superficial conceptual similarities but also to the semantic relationships among the
teacher behaviours, cognitive levels and the pedagogical aims targeted by the
indicators (Mattar et al., 2022).

Harmonisation (Alignment) of Cognitive Levels. The cognitive-level structure of
DETT, defined as Awareness—Functionality—Actionability, has been mapped against
DigCompEdu’s A1-C2 scale and UNESCO’s three-stage ICT-CFT model. In this
process, the cognitive levels of the indicators were determined based on the action
verbs used in the competence statements (e.g. recognises, applies, designs, leads).
Identification of Emergent Themes (Inductive Emerging Themes). In addition to
deductive coding, new themes were developed using an inductive approach for areas
such as sustainability, carbon footprint and emergency pedagogy which, whilst not
directly covered by the predefined codes, were strongly emphasised in the DETT
document. This stage ensured that the original contributions of the DETT digital
competences framework to the international literature were highlighted.

The strength of the pairings is based on clear criteria designed to limit subjective assessment;
these criteria are detailed in Table 3. Microsoft Excel was used for coding and creating of the
comparison matrices.

Table 3

Matching Power Classification Criteria

Match Level Criterion

Exact match The relevant competence is defined clearly and with a similar scope in both
frameworks.

Partial match The competence features in both frameworks; however, the scope, emphasis, or

cognitive level differs.

Indirect match The competence is explicitly stated in one framework, whilst in the other it is

implicitly included under a different heading.

No match The competence is defined in only one framework; there is no direct equivalent

in the other.
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The four-category classification presented in Table 3 aims to provide a transparent framework
for the researcher’s decisions whilst preserving the interpretative nature of document analysis.
Whilst a perfect match is regarded as the strongest indicator of theoretical alignment between
frameworks, partial and indirect matches reveal how competencies are reinterpreted across
different contexts. The ‘no match’ category, meanwhile, plays a decisive role in identifying
the areas where DETT makes an original contribution compared to international frameworks.
Thus, the points of overlap and divergence between the frameworks can be analysed not only
in terms of conceptual similarity but also in terms of emphasis, scope, and pedagogical
context.

Validity, Reliability, and Ethics

Multiple strategies were employed to ensure the credibility of the research. The use of only
official, open-access, and up-to-date documents has strengthened the confirmability and
transferability of the findings. To ensure the reliability of coding and comparative analysis,
expert review and inter-coder consistency strategies were applied; the coding guide, thematic
structure, and mapping matrices were independently reviewed by two expert academics. Inter-
coder consistency was calculated using the formula proposed by Miles & Huberman (1994)
[Reliability = Agreement / (Agreement + Disagreement)]. In this context, the competence
indicators constituting the unit of analysis were coded independently by both coders; units
exhibiting agreement and disagreement were identified separately. Units where disagreement
was identified were re-evaluated between the coders and finalised through consensus. The
calculations revealed that the inter-coder agreement rate was over 90 %. Furthermore, the
coding steps, cross-tabulation matrices and thematic mappings were documented in detail.

The researcher serves as the primary instrument in document analysis, selecting, coding, and
interpreting the documents; consequently, particular care has been taken to ensure that
interpretations are grounded in the documents and that the traceability of evidence is
maintained. As the study examines only publicly available official documents, it does not
involve human or animal participants and does not require ethics committee approval;
however, the accurate and complete representation of the source documents has been adopted
as a fundamental ethical responsibility of the study.

Findings

This section presents a comparison of the DETT digital competencies framework with the
DigCompEdu, ISTE, and UNESCO ICT-CFT documents across competency areas, cognitive
levels, teacher roles, and specific themes. Findings are first introduced as document-based
evidence, followed by a comparative analysis of the frameworks' similarities and differences.
Pedagogical and policy implications are addressed in the subsequent Discussion and
Conclusions sections. Table 4 provides a comprehensive overview of the comparison, while
Table 5 presents the TPACK-based analysis. Furthermore, the dimension of assessment and
data use is examined under a separate subheading as an in-depth extension of the comparison
of competency domains.
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Comparison of the DETT Digital Teacher Competency Framework with International

Competency Frameworks

Analysis Dimension

DETT
(MoNE, 2023)

DigCompEdu
(2017)

ISTE (2024)

UNESCO ICT-
CFT (2018)

Structure of Competency

A holistic ecosystem
structure under three

Six domains
defining teachers’

A structure based
on teacher roles

Six competency
areas related to

main competency professional and rather than education
Areas . .. .
areas pedagogical digital subject areas systems
competencies
Cognitive/Developmental ~ Awareness — A1-C2 levels (a No level Knowledge
Level Approach Functionality — level structure based definition; a role- acquisition —
Actionability (a spiral on individual based approach  Knowledge
structure focused on  competency to development  deepening —
application and development) Knowledge
leadership) creation
Understanding the A teacher profile Proficient user and  Learner, leader, Teachers as

Teacher’s Role evolving from pedagogical guide  citizen, practitioners and
practitioner to collaborator, system
transformation leader designer, developers

facilitator,
analyst
Pedagogical Orientation Pedagogy-centred; Strong emphasis on Learning design Focused on

technology serves
pedagogical purposes

pedagogical
integration

and teacher
leadership take
centre stage

pedagogy, policy,
and the system
level

Assessment and Data Use

Process-oriented
assessment and data-
driven decision-
making

Assessment and
feedback as a

Indirect
emphasis, related

separate competency to teacher

arca

decisions

Monitoring and
evaluation at the
system level

Ethics and Digital Safety

Clearly defined
competency within the
main area

Addressed within
the framework of
digital citizenship

Digital

Addressed at the

citizenship within policy and

the scope of the
teacher’s role

governance levels

Sustainability

Clearly highlighted
sub-competency /

No distinct
competency area

Indirect and
limited emphasis

Indirect and
system-focused

indicator approach
Education in Emergencies Indicator defined No distinct structure Addressed Addressed in the
and Exceptional under sustainability indirectly context of crises
Circumstances and system
resilience

Table 4 presents a comparative analysis of the DETT Digital Teacher Competencies
Framework alongside DigCompEdu (Redecker, 2017), ISTE (2024), and UNESCO ICT-CFT
(UNESCO, 2018) across eight analytical dimensions. These dimensions include the structure
of competency areas, the cognitive/developmental level approach, the understanding of the
teacher’s role, pedagogical orientation, assessment and data use, ethics and digital safety,
sustainability, and the continuity of education during emergencies and extraordinary
circumstances. A detailed comparison of each dimension and the points of overlap and
divergence between the frameworks is addressed in the subheadings below.
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Comparison of Competency Areas

The comparative analysis presented in Table 4 shows that the digital teacher competency
areas defined within the DETT largely align with the DigCompEdu, ISTE, and UNESCO
ICT-CFT frameworks; however, this overlap takes the form of an adaptation restructured
according to the needs of the national context rather than a direct transposition. The DETT
digital competency framework preserves the pedagogical, technological, and professional
competency dimensions highlighted in international models while repositioning these areas
within a holistic “ecosystem” framework.

Within the DigCompEdu framework, teacher competencies are structured under six main
areas, which encompass the dimensions of the teacher’s professional interaction, use of digital
resources, teaching-learning processes, assessment and evaluation, empowerment of learners,
and the development of students’ digital competencies. Upon examining DETT’s competency
areas, it is evident that this framework largely aligns with the conceptual framework of
DigCompEdu; however, the focus on “students’ digital competencies” is addressed in DETT
primarily through the teacher’s pedagogical responsibility and role as a designer. In this
regard, DETT defines the teacher not merely as a facilitator supporting students’ digital skills,
but as an active agent who transforms learning environments.

The ISTE Standards, on the other hand, offer a framework that focuses on teacher roles rather
than competency areas. This approach, which defines the teacher through the roles of “learner,
leader, citizen, collaborator, designer, facilitator and analyst,” establishes a framework with a
strong pedagogical orientation. Although DETT does not use role-based language within its
digital competencies framework, it is evident that an approach aligned with ISTE’s
understanding of the teacher as a designer and leader has been adopted, particularly in the
areas of “Learning and Teaching Processes” and “Professional Development and Interaction.”
This indicates that, although DETT does not use a role-based classification, it implicitly
incorporates teacher roles into the competency areas.

The UNESCO ICT-CFT framework offers a structure that links digital competencies more
closely to educational policies and system-level goals. This model, which progresses through
the stages of knowledge acquisition, knowledge deepening, and knowledge creation,
emphasizes the contribution of technology use to the education system rather than the
individual competencies of teachers. In this regard, DETT’s competency areas offer a more
micro-level and teacher-centred structure compared to the UNESCO framework; however,
they demonstrate an approach that opens the door to systemic thinking, particularly in the
areas of “Data Management and Assessment” and “Inclusive, Ethical, and Sustainable Use.”

One of the most notable differences that sets DETT apart from international digital
competency frameworks is that it highlights the “Inclusive, Ethical, and Sustainable Use”
dimension not as a separate or independent main area, but as sub-competencies clearly
defined within the main competency areas. While the dimensions of ethics and digital
citizenship are scattered across different domains in the DigCompEdu and ISTE frameworks,
DETT addresses them within a holistic framework, placing teachers’ ethical awareness and
sustainability consciousness at the centre of pedagogical decision-making. This structure
reflects an approach that addresses digital competencies not only in terms of pedagogical
effectiveness but also within the context of social and environmental responsibilities.
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Overall, the DETT Digital Teacher Competency Framework aligns with the core components
of international competency frameworks; however, it offers a unique model by restructuring
the competency areas in line with national education policies, teacher roles, and current global
trends (ethics, sustainability, inclusivity). This demonstrates that DETT has largely achieved
its goal of developing a digital teacher competency model that is responsive to local needs
while remaining aligned with international standards.

The national education policies referred to here are the official policy frameworks that define
Tiirkiye’s digital transformation of education. The main ones among these frameworks are the
FATIH Project, which strengthens schools’ technological infrastructure and teachers’ ICT
literacy (Kocaman Karoglu et al., 2020); the Tiirkiye Century Education Model, which
emphasizes a skills-based and values-oriented approach to teaching (Yildirnm & Caligkan,
2024); and DETT, which is based on a digital ecosystem approach. The relationship between
digital teacher competencies and these policies is manifested in the structuring of these
competencies not merely around individual technology use, but in alignment with strategic
priorities defined at the national level, such as pedagogical design, ethical responsibility, and
the continuity of education under crisis conditions. The uniqueness of the DETT digital
teacher competency framework is also evident along four axes: (a) the definition of digital
competencies through a holistic ecosystem approach rather than as isolated skills; (b) the
structuring of the development logic as a practice- and leadership-focused spiral Awareness —
Functionality—Actionability, (c) the central placement of ethics and inclusivity within
pedagogical decision-making processes, and (d) the explicit emphasis on sustainability and
the continuity of education during emergencies and extraordinary circumstances within the
framework.

This general approach to alignment and restructuring can be traced more concretely through
the comparative findings presented in Table 4. DETT’s theoretical alignment with
international frameworks is clearly observable at the levels of competency domains and
pedagogical orientation. However, the framework’s unique contribution becomes evident in
the structuring of dimensions such as ethics, sustainability, and crisis pedagogy as clearly
defined sub-competencies and indicators. The uniqueness of DETT’s cognitive-level structure
is evident both in how it defines development and in the pedagogical choice upon which this
definition is based. DigCompEdu positions teachers’ development on an external skill scale
using the A1-C2 scale, while UNESCO approaches development as a phased progression at
the systemic level. DETT, on the other hand, defines development through an internal and
practice-oriented framework by linking it to the teacher’s actions of recognizing, applying,
and generating transformation through technology. This choice transforms digital competence
from a certification tool into a development framework aimed at sustainably enhancing
pedagogical capacity within a national context. The fact that the Awareness—Functionality—
Actionability spiral offers a structure that can be reexamined not linearly but through
feedback further reinforces this approach and enables teachers to position themselves at
different levels across various areas of competence. Consequently, DETT defines digital
competence not as a “level” but as a context-sensitive and transformative “process.”

A Comparison of Cognitive Level Structures: Awareness — Functionality — Actionability

The comparative framework presented in Table 4 highlights not only which areas digital
teacher competencies cover, but also the developmental logic on which they are based. In this
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context, the cognitive level framework adopted by DETT, Awareness — Functionality —
Actionability, presents a unique theoretical orientation for measuring teacher development,
compared with DigCompEdu’s level-based (A1-C2) approach and UNESCO ICT-CFT’s
phased model.

Within the DigCompEdu framework, cognitive development addresses teachers’ digital
competencies as a gradual and individualized process of progress. This framework, which
spans from A1 to C2, presents a continuum of competencies ranging from the teacher’s initial
awareness of digital tools to the ability to use them creatively and critically from a
pedagogical perspective. While this approach provides a functional means of scaling and
classifying teacher competencies, it defines development largely in terms of individual skill
growth.

UNESCO ICT-CFT, on the other hand, offers a broader perspective that addresses cognitive
development through the teacher’s contribution to the education system rather than their
individual competencies. The stages of knowledge acquisition, knowledge deepening, and
knowledge creation link the teacher’s use of technology to processes of pedagogical
transformation and system development. While this framework is strong in that it addresses
teacher competencies within the context of policy and institutional transformation, it takes a
more indirect approach when it comes to providing direct guidance for classroom practices.

DETT’s cognitive-level framework, on the other hand, occupies a pragmatic and practice-
oriented middle ground between these two approaches. The “Awareness” level refers to the
teacher’s recognition of the potential of digital technologies in education and their
interpretation within a pedagogical context; the “Functionality” level encompasses the
conscious and effective integration of these technologies into teaching and learning processes.
The “Actionability” level, in turn, positions the teacher as an agent who develops new
instructional models using digital tools, guides colleagues, and leads digital transformation
processes.

In this regard, DETT defines cognitive development not as a hierarchical progression through
levels, but rather through the teacher’s capacity to take action. It can be said that the Level C
competencies in DigCompEdu and the knowledge-creation stage in UNESCO find a
comprehensive counterpart in DETT at the “Actionability” level. However, what sets DETT
apart is that it treats this level not merely as an indicator of advanced skills, but as a
responsibility for professional leadership and transformation.

This differentiation among cognitive levels provides valuable insights into the assessment and
development of teacher competencies. While level-based models offer a suitable structure for
assessment and certification, DETT’s spiral, practice-centred approach conceptualizes
professional development as a dynamic, context-sensitive, and sustainable process. Thus,
DETT positions digital competencies not solely as measurable skills, but as an evolving
aspect of teacher identity.

When evaluated as a whole, DETT’s cognitive-level framework presents a unique model that
integrates DigCompEdu’s individual competency progression and UNESCO’s system-focused
transformation approach within the context of pedagogical practice, while placing the
teacher’s classroom practices and leadership role at the centre. This framework reflects a
holistic approach that emphasizes those digital teacher competencies cannot be reduced solely
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to the use of technology; rather, they must be considered in conjunction with pedagogical
decision-making, ethical responsibility, and the capacity for transformation.

Teacher Roles and Pedagogical Orientations: The TPACK and ISTE Perspectives

An examination of the comparative framework presented in Table 4 reveals that digital
teacher competencies gain meaning not only through technical skills but also through the
teacher’s pedagogical position and the roles they assume. In this context, teacher roles and
pedagogical orientations are among the distinguishing components of digital competency
frameworks. In particular, the ISTE Standards and the TPACK model provide two
fundamental theoretical reference points that place the teacher’s role at the centre of
technology integration.

The ISTE Standards define teachers not through fixed competency areas, but through roles
such as learner, leader, citizen, collaborator, designer, facilitator and analyst. This approach
frames the teacher’s relationship with digital technologies within a dynamic, context-sensitive
structure that is integrated with pedagogical decision-making processes. Although the DETT
digital competency framework does not directly use a role-based classification, an
examination of its competency areas and cognitive level structure reveals a pedagogical
orientation that significantly aligns with ISTE’s understanding of roles.

In particular, DETT’s “Learning and Teaching Processes” and “Professional Development and
Interaction” domains have an implicit relationship with ISTE’s “Designer” and “Leader”
teacher roles. The teacher’s use of digital tools to redesign learning environments, structure
teaching processes, and pursue professional development in collaboration with colleagues is
explicitly emphasized in DETT at the “Functionality” and ‘“Actionability” levels. This
demonstrates that DETT positions the teacher not merely as a practitioner who uses digital
tools, but as an agent who drives pedagogical transformation.

This pedagogical orientation becomes more apparent when evaluated within the TPACK
(Technological Pedagogical Content Knowledge) framework. The TPACK model argues that
effective technology integration is possible through the integrated use of technological
knowledge (TK), pedagogical knowledge (PK), and content knowledge (CK) (Valtonen et al.,
2017). Upon examining the competency areas within the DETT digital competencies
framework, it is evident that technological knowledge is positioned as a tool serving
pedagogical purposes, while pedagogical decision-making processes are at the core of these
competencies. This structure demonstrates a strong alignment with TPACK’s components,
particularly technological pedagogical knowledge (TPK) and technological pedagogical
content knowledge (TPACK).

To systematise this analysis, Table 5 presents the weights assigned to the TPACK components
by the four frameworks.
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Table 5

Mapping of Frameworks in Terms of TPACK Components

TPACK (2006) DETT (2023) DigCompEdu ISTE (2024) UNESCO ICT-
Component (2017) CFT (2018)
Technological Implicit at the In the field of Instrumental and During the
Knowledge (TK)  instrumental level; digital resources  implicit in roles knowledge

not emphasized on
its own

acquisition phase

Pedagogical Strong in teaching In the field of Designer/facilitator In the field of
Knowledge (PK)  and learning teaching and roles pedagogy
processes learning
Content Not addressed Not directly Not directly addressed ~ Not directly
Knowledge (CK)  directly (domain- addressed addressed
specific/general)
Technological Central at the Strongly Prominent in the During the
Pedagogical functionality— emphasized designer role knowledge
Knowledge actionability level deepening phase
(TPK)
Integrated Transformation- In advanced (C) At the intersection of During the
TPACK focused integration  level leader and designer knowledge
at the action level competencies construction
phase

While the DigCompEdu framework also strongly emphasizes pedagogical integration, it
defines teacher roles more indirectly, primarily through areas of competence and progression
levels. In contrast, DETT integrates the pedagogical orientation with its cognitive level
structure, making the teacher’s role more visible along the axes of practice and leadership. In
this regard, DETT offers a framework that reinterprets TPACK’s principles regarding the
integration of technology, pedagogy, and content knowledge in line with Tirkiye’s
educational policy priorities, teacher training traditions, and the requirements of the digital
transformation process, and directly links this interpretation to teachers’ daily instructional
decisions and professional development practices through the Awareness—Functionality—
Actionability spiral.

Another notable point regarding teacher roles is that DETT frames the teacher as a
responsible agent of ethical, inclusive, and sustainable digital practice. While this approach
aligns with ISTE’s “digital citizen” role, it extends to a broader scope of responsibility within
DETT. Teachers’ pedagogical decisions are evaluated not only in terms of learning outcomes
but also in terms of social impacts, environmental sustainability, and the continuity of
education during crises.

When evaluated as a whole, the DETT Digital Teacher Competency Framework, while not
presenting teacher roles as distinct categories, redefines the roles of designer, leader, and
ethical guide within a holistic pedagogical framework through its competency domains and
cognitive level structure. This demonstrates that while DETT maintains theoretical alignment
with international frameworks, it offers a unique model that redefines the teacher’s role in line
with national education policies and current global trends. Here, “national education policies”
refer to official policy frameworks such as the FATIH Project, which strengthens schools’
technological infrastructure, and the Tiirkiye Century Education Model, which emphasizes a
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skills-based, values-centred approach to teaching; while current global trends point to areas
such as artificial intelligence literacy, critical and ethical digital citizenship, environmental
sustainability, and the continuity of education during times of crisis. By positioning the
teacher’s role at the intersection of these national priorities and global trends, DETT
establishes a framework that is both sensitive to the local context and aligned with
international developments.

A Comparison of Frameworks in Terms of Assessment and Data Use

Digital transformation in education has fundamentally changed the processes of assessing
learning outcomes and monitoring student progress; traditional, outcome-focused approaches
have been replaced by process-oriented, data-driven, and personalized feedback mechanisms
(Benavides et al., 2020; Knox, 2019). In this context, the digital teacher competency
frameworks examined position assessment and data use as one of the teacher’s core
pedagogical roles. However, as summarized in Table 4, each framework addresses this
dimension with a different structural focus and theoretical approach.

The DigCompEdu framework, developed by the European Commission, structures assessment
as a distinct and systematic area, one of six core competency domains (Domain 4:
Assessment). This area encompasses the competencies to develop various assessment
strategies using digital technologies, analyze digital evidence of learner performance (learning
analytics), and provide timely and effective feedback to learners based on this data (Redecker,
2017). DigCompEdu’s approach transforms assessment data directly into an analytical tool
that shapes and improves the learning process.

In contrast, the ISTE Standards for Educators (2024) model addresses assessment and data
use from a more dynamic perspective through the “Analyst” teacher role, rather than limiting
it to a specific area. In this role, the teacher is an actor who designs alternative digital
assessment tools, interprets data collected to support students in achieving their learning
goals, and adapts instruction to meet individual needs (ISTE, 2024). On the other hand,
UNESCO’s ICT-CFT frames assessment under the heading “Curriculum and Assessment,”
with a more macro- and systemic-level approach. The framework presents a policy structure
that progresses from basic ICT-supported assessment practices during the knowledge
acquisition phase to complex and reflective assessment strategies during the knowledge
construction phase (UNESCO, 2018).

Upon examining the Digital Teacher Competencies Framework of the DETT project, it is
evident that the assessment and evaluation dimension is addressed under the core competency
“Digital Technologies in Learning and Teaching” through a holistic and action-oriented
approach. In the framework, this structure is organized around three mutually reinforcing sub-
competencies: Measurement of Learning, Evaluation of Learning, and Feedback (MoNE,
2023). DETT conceptualizes measurement and evaluation not merely as a performance
grading process, but as a cyclical mechanism in which processes are monitored with the aid of
digital technologies, the data obtained is analyzed and interpreted, and evidence-based
feedback is provided to stakeholders.

The true originality of DETT in this regard lies in its placement of the assessment and
evaluation process within the cognitive spiral of Awareness—Functionality—Actionability. The
framework deepens the process, which begins with the teacher’s familiarity with digital

45


https://doi.org/10.59455/qietp.61

? " Qualitative Inquiry in Education: Theory & Practice / QIETP
) June 2026, Volume 4, Issue 1, 24-54

https://doi.org/10.59455/qietp.61

assessment tools (Awareness), by having the teacher actively use the data obtained from these
tools to identify learning gaps (Functionality). Ultimately, the teacher transitions into the role
of a change agent (Actionability) who leads data-driven decision-making processes, develops
new digital assessment strategies, and shares these innovative practices with colleagues
(MoNE, 2023).

In conclusion, DETT’s approach to assessment and data use demonstrates a strong theoretical
affinity with DigCompEdu’s evidence review and feedback strategies at the conceptual and
operational levels, and with ISTE’s data-driven ‘‘analytical” role from a pedagogical
perspective. However, by structuring these universal assessment components within a national
ecosystem model, DETT places data-driven decision-making mechanisms at the centre of
teachers’ classroom practices and professional transformation.

Ethics, Sustainability, and Exceptional Circumstances: DETT’s Unique Contributions

The comparative analysis presented in Table 4 shows that while the Digital Teacher
Competencies Framework of the DETT largely aligns with international frameworks, it
diverges significantly in the areas of ethical use, sustainability, and the continuity of education
during emergencies. These areas are gaining increasing importance in the digital competency
literature (De la Calle et al., 2021; Falloon, 2020; Koénig et al., 2020; Vuorikari et al., 2022);
however, in most frameworks, they are either addressed indirectly or remain limited to
secondary subheadings.

An examination of international frameworks reveals that issues of ethics and digital
citizenship are generally addressed within the context of personal data security, copyright, and
norms of online behavior. While DigCompEdu addresses this dimension by distributing it
across the “Professional Engagement” and “Empowering Learners” domains, ISTE defines
ethical responsibilities through the role of the “digital citizen.” UNESCO ICT-CFT, on the
other hand, evaluates ethical issues primarily at the policy and system levels. While these
approaches recognize ethical awareness as a component of teacher competencies, they remain
limited in directly linking ethical decision-making processes to teachers’ pedagogical
practices.

The DETT digital competencies framework, by clearly defining the “Ethics and Security”
competency as one of the core competency areas, makes ethical responsibility an integral part
of the teacher’s pedagogical and professional identity. This framework envisions the teacher
not only as someone who uses digital tools correctly, but also as an actor who can anticipate
the potential ethical risks of these tools, conduct critical evaluations, and make pedagogical
choices grounded in ethical principles. In this regard, DETT positions the teacher not as a
passive “user who complies with ethical rules,” but rather as a guide who translates ethical
awareness into action.

One of the areas where DETT most distinctly diverges from international frameworks is the
topic of “Sustainability.” While environmental sustainability is often addressed implicitly in
the digital literacy literature, DETT defines this dimension as an explicit and systematic sub-
competency or indicator. Reducing the carbon footprint, being aware of the environmental
impacts of using digital tools, and developing sustainable learning designs within a systems-
thinking framework are among the core competencies expected of teachers. This approach
conceptually links DETT to the European Union’s GreenComp framework while defining the
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teacher as an actor who also assumes responsibility for the environmental dimension of digital
transformation.

In addition, “continuity of education in emergency/exceptional situations,” defined as an
indicator under the ‘“Sustainability” heading in the DETT document, highlights another
unique contribution of DETT that draws on current global experiences. The crises faced by
education systems in the wake of the COVID-19 pandemic have demonstrated that teachers’
digital competencies must be functional not only within normal conditions but also in
environments of crisis and uncertainty. By defining this dimension as a distinct indicator,
DETT highlights teachers’ pedagogical flexibility, their capacity to effectively use digital
tools during crises, and their responsibility for ensuring educational continuity. While this
dimension is generally addressed indirectly in international frameworks, its explicit definition
in DETT demonstrates that the framework adopts a context-sensitive, experience-based
approach.

When these three areas are considered together, it can be said that the DETT Digital Teacher
Competency Framework addresses digital competencies not only in the context of
pedagogical effectiveness and technical skills, but also holistically along the axes of ethical
responsibility, environmental sustainability, and system resilience. In this regard, DETT rather
than merely an enhanced adaptation of frameworks such as DigCompEdu and ISTE, can be
regarded as a national model that brings to light areas these frameworks address only to a
limited extent, while also restructuring shared competency areas through a cognitive-level
structure and an ecosystem approach based on a unique logic, thereby offering new
conceptual perspectives to the literature on digital teacher competencies. When considered
alongside the comparative findings presented in Table 4 and the subheadings, this assessment
demonstrates that the DETT Digital Teacher Competencies Framework maintains theoretical
alignment with international standards while making unique contributions to the literature,
particularly in the contexts of ethics, sustainability, and crisis management.

Discussion

This study examined the conceptual and structural relationship between the Digital Teacher
Competencies Framework, developed as part of the DETT, and international reference
frameworks such as DigCompEdu, ISTE, and UNESCO ICT-CFT through a comparative
document analysis. The findings reveal that while DETT maintains theoretical alignment with
international standards, it has developed a unique, future-oriented understanding of
competencies that aligns with national education policies, teacher roles, and current global
trends.

The results of the comparative analysis show that DETT’s competency areas align closely
with frameworks such as DigCompEdu and UNESCO ICT-CFT. In particular, the structural
parallels observed in areas such as professional development, management of digital
resources, and assessment support the literature suggesting that digital teacher competencies
have a universal pedagogical core (Redecker, 2017; Mattar et al., 2022). This finding
demonstrates that the DETT Digital Teacher Competencies Framework (MoNE, 2023)
maintains theoretical alignment with global standards while reframing these standards to meet
the needs of the local context. However, how this alignment is reflected in teacher education
processes falls beyond the scope of this document-based analysis; the framework’s

47


https://doi.org/10.59455/qietp.61

https://doi.org/10.59455/qietp.61

? " Qualitative Inquiry in Education: Theory & Practice / QIETP
) June 2026, Volume 4, Issue 1, 24-54

implementation in the field must be empirically demonstrated in future studies through field
research and observation-based studies.

However, DETT’s cognitive-level structure offers a significant area of originality that
distinguishes it from international frameworks. Structured as Awareness — Functionality —
Actionability, this framework approaches teacher development not as an academic hierarchy
of levels, but as a pragmatic spiral focused on the transformation of competence in practice.
While this approach shares a theoretical affinity with UNESCO’s staged development model,
it defines teacher practice within a more accessible, actionable framework than
DigCompEdu’s six-level structure. In particular, the “Actionability” level’s goal of developing
pedagogical innovation and leading digital transformation aligns with the roles of leader and
designer teachers as defined in the ISTE standards (ISTE, 2024).

One of the most notable findings of the study is that DETT addresses areas such as
sustainability and the continuity of education during emergencies and extraordinary
circumstances as sub-competencies or indicators that are clearly emphasized. The
sustainability approach, which evaluates the environmental impacts of digital technologies
from the perspectives of carbon footprint and systems thinking, aligns strongly with the
European Union’s GreenComp vision (Bianchi et al., 2022). This demonstrates that digital
competence extends beyond technical skills to incorporate ethical and ecological
responsibilities.  Similarly, the emphasis on “Continuity of Education in
Emergencies/Exceptional Circumstances” aligns with discussions on pedagogical flexibility
and system resilience that have emerged in the literature following pandemics and disasters
(Trust & Whalen, 2020). In this context, DETT offers a resilience approach that draws on
local experiences yet holds universal value.

The ethical and security dimensions of DETT are particularly important, especially in the
current context, where generative Al technologies are rapidly becoming widespread in
education. The principles of ethical awareness, data justice, and responsible technology use
emphasized by the critical digital literacy approach (Villar-Onrubia et al., 2022) are
concretely reflected in DETT’s indicators of ethical use and action. Within this framework,
the teacher is positioned not merely as a passive user of Al tools, but rather as a guide who
manages the pedagogical potential of these technologies in accordance with ethical principles,
balances their risks, and consciously directs learning designs.

Educational and Policy Implications

The findings of this study suggest that digital teacher competencies should be addressed
holistically, encompassing not only individual technology use but also teacher education,
professional development, and education policy. The conclusions presented in this section do
not claim to have a direct impact on practice; they should be considered as theoretical and
policy recommendations derived from the document-based findings of convergence,
divergence, and differentiation presented in Tables 4 and 5. The ecosystem-based structure
offered by the DETT Digital Teacher Competencies Framework serves as a conceptual model
for the systematic and sustainable management of digital transformation processes.

From an educational perspective, teacher education and professional development programs
should address digital competencies through an integrated approach that encompasses
pedagogical design, ethical responsibility, inclusivity, sustainability, and leadership roles,
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rather than focusing solely on technical skills. This approach, informed by DETT’s cognitive-
level structure of Awareness—Functionality—Actionability, elevates technology use from basic
skills to pedagogical action and leadership in transformation. Therefore, teacher preparation
programs should emphasize not only the use of digital tools but also their application in
achieving specific pedagogical objectives within ethical parameters and in response to
contextual needs.

In terms of in-service professional development, it is important that training programs for
teachers go beyond simply introducing new digital tools to include areas such as the ethical
use of technology, sustainable digital design, and developing pedagogical flexibility during
crises. This recommendation was developed based on DETT’s indicators regarding
sustainability and the continuity of education during emergencies and extraordinary
circumstances, which link teacher competence to system resilience beyond normal conditions.
Accordingly, it is recommended that teachers’ digital competencies be approached as a
continuously updated and context-sensitive development process.

From a policy perspective, it can be argued that digital teacher competencies should be
positioned not merely as an element supporting innovative teaching practices for education
systems, but also as a strategic resilience component that ensures the continuity of education
during crises. This conclusion stems from the fact that DETT makes indicators of
sustainability, ethical use, and the continuity of education during emergencies and
extraordinary circumstances visible within the framework of digital teacher competencies.
Therefore, linking digital competencies to teacher professional development, school-level
digital transformation, and national policy implementations is considered crucial for long-
term and sustainable digital transformation.

Conclusion

When all these findings are evaluated together, the DETT Digital Teacher Competencies
Framework is not merely an enhanced adaptation of frameworks such as DigCompEdu and
ISTE, but rather an original national model that focuses on areas these frameworks address
only to a limited extent and offers new conceptual perspectives to the literature on digital
teacher competencies. While maintaining theoretical alignment with international standards,
DETT presents a forward-looking vision of competencies in the contexts of ethical
responsibility, environmental sustainability, and crises, and redefines digital teacher
competencies through a holistic “ecosystem” approach.

Limitations of the Study and Future Research

This study used a comparative document analysis design and has certain limitations. First, the
research presents an examination based solely on official, written competency frameworks; it
does not include empirical data on teachers’ experiences or perceptions of applying these
competencies. This limits the generalizability of the findings for practical application. Another
limitation specific to document analysis is that, since the documents examined were prepared
by different institutions and for different purposes, matches between frameworks should be
evaluated as interpretive conceptual proximity rather than exact correspondence. Therefore,
although the researchers attempted to limit decisions regarding overlap and distinctiveness
using clear matching criteria (Table 3), these decisions still involve a degree of researcher
interpretation.
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Furthermore, this study did not use a valid and reliable quantitative measurement tool to
assess the DETT Digital Teacher Competencies Framework; the analysis was limited to the
conceptual and structural characteristics of the existing documents. This situation does not
allow for a direct evaluation of the framework’s real-world applicability.

Given these limitations, it is recommended that future research develop scales to measure
digital teacher competencies based on DETT; furthermore, qualitative and mixed-methods
studies should examine the extent to which teachers reflect these competencies, particularly
those defined at the actionability level, in their classroom practices. Additionally,
confirmatory document analysis studies, in which the findings are retested using different
coders and document samples, may also be recommended. In addition, tracking the impact of
DETT’s unique emphasis on sustainability and artificial intelligence literacy on teachers’
attitudes, pedagogical decision-making processes, and long-term professional development
through longitudinal studies will provide significant contributions to the field.

50


https://doi.org/10.59455/qietp.61

Qualitative Inquiry in Education: Theory & Practice / QIETP
June 2026, Volume 4, Issue 1, 24-54
https://doi.org/10.59455/qgietp.61

Declarations

Acknowledgments:

The author would like to thank the reviewers for their constructive feedback, which
contributed significantly to the development of this manuscript.

Funding:

No external funding was received for this study.

Ethics Statements:

This study is based entirely on publicly available official policy documents and did not
involve human participants, personal data, or any intervention. Therefore, ethical
committee approval was not required. The author declares that the research was
conducted in accordance with relevant institutional and professional ethical standards.
This study used Grammarly, an Al-assisted language tool, for spelling and grammar
checking.

Conflict of Interest:

The author declares that there is no conflict of interest regarding this study.

Informed Consent:

Not applicable. This study did not involve human participants, and no personal data
were collected or processed.

Data Availability:

The documents analyzed in this study are publicly available. The DETT/OGEDEP

Digital Teacher Competency Framework can be accessed at https://ogedep.eba.gov.tr

The DigCompEdu framework is available at https://publications.jrc.ec.europa.cu. The

ISTE Standards for Educators are available at https://iste.org/standards/educators. The

UNESCO ICT Competency Framework for Teachers can be reached at
https://unesdoc.unesco.org/ark:/48223/pf0000265721

51


https://doi.org/10.59455/qietp.61
https://ogedep.eba.gov.tr/
https://publications.jrc.ec.europa.eu/
https://iste.org/standards/educators
https://unesdoc.unesco.org/ark:/48223/pf0000265721

Qualitative Inquiry in Education: Theory & Practice / QIETP
June 2026, Volume 4, Issue 1, 24-54
https://doi.org/10.59455/qgietp.61

References

Arik Giingdr, B. & Saracoglu, S. (2025). Ogretmenlerin dijital yeterliklerine iliskin alanyazin
tabanli bir degerlendirme: Modeller, egilimler ve gereksinimler. In U. Biiyiik (Ed.),
Egitimde teknoloji entegrasyonu: Yapay zekd ve dijitallesme perspektifleri (pp. 50-76).
Ozgiir Yaymlar.

Benavides, L. M. C., Tamayo Arias, J. A., Arango Serna, M. D., Branch Bedoya, J. W., &
Burgos, D. (2020). Digital transformation in higher education institutions: A systematic
literature review. Sensors, 20(11), 3291. https://doi.org/10.3390/s20113291

Bianchi, G., Pisiotis, U., & Cabrera Giraldez, M. (2022). GreenComp: The European
sustainability competence framework (M. Bacigalupo & Y. Punie, Eds.; EUR 30955 EN).
Publications Office of the European Union. https://doi.org/10.2760/13286

Bowen, G. A. (2009). Document analysis as a qualitative research method. Qualitative
Research Journal, 9(2), 27-40. https://doi.org/10.3316/QRJ0902027

Biiyiikk, U. (Ed.). (2025). Egitimde teknoloji entegrasyonu: Yapay zekd ve dijitallesme
perspektifleri. Ozgiir Yayinlari. https://doi.org/10.58830/0zgur.pub773

Caena, F., & Redecker, C. (2019). Aligning teacher competence frameworks to 21st century
challenges: The case for the European Digital Competence Framework for Educators
(DigCompEdu). European Journal of  Education, 54(3), 356-369.
https://doi.org/10.1111/ejed.12345

Cebi, A., & Reisoglu, 1. (2022). Adaptation of self-assessment instrument for educators’
digital competence into Turkish culture: A study on reliability and validity. Technology,
Knowledge and Learning, 28, 569-583. https://doi.org/10.1007/s10758-021-09589-0

Cepni, S. (2009). Arastirma ve proje ¢alismalarina girig (4.Baski). Pegem A Yaymcilik.

De la Calle, A. M., Pacheco-Costa, A., Gomez-Ruiz, M. A., & Guzman-Simon, F. (2021).
Understanding teacher digital competence in the framework of social sustainability: A
systematic review. Sustainability, 13(23), 13283. https://doi.org/10.3390/sul32313283

Dogan, M., & Giinbatar, M. S. (2024). Ogretmenlerin dijital 6z-yeterlikleri: Mardin ili rnegi.
Mus  Alparslan  Universitesi  Egitim  Fakiiltesi — Dergisi,  4(2),  74-98.
https://doi.org/10.60107/maunef. 1483761

Efe, M. E. (2024). The Century of Tiirkiye Maarif Model: A perspective on cultural values
and digitalization in education. Route Educational & Social Science Journal, 11(6), 214-
224, https://doi.org/10.17121/ressjournal.3606

Ergill, D. Y., & Tasar, M. F. (2023). Development and validation of the Teachers’ Digital
Competence Scale (TDiCoS). Journal of Learning and Teaching in Digital Age, 8(1),
148-160. https://doi.org/10.53850/joltida.1204358

Eurydice. (2019). Digital education at school in Europe. Publications Office of the European
Union. https://data.europa.eu/doi/10.2797/763.

Falloon, G. (2020). From digital literacy to digital competence: The teacher digital
competency (TDC) framework. Educational Technology Research and Development,
68(5), 2449-2472. https://doi.org/10.1007/s11423-020-09767-4

Ferrari, A. (2012). Digital competence in practice: An analysis of frameworks (JRC Technical
Reports). Publications Office of the European Union.
https://publications.jrc.ec.europa.eu/repository/handle/JRC68116

52


https://doi.org/10.59455/qietp.61
https://doi.org/10.3390/s20113291
https://doi.org/10.2760/13286
https://doi.org/10.3316/QRJ0902027
https://doi.org/10.58830/ozgur.pub773
https://doi.org/10.1111/ejed.12345
https://doi.org/10.1007/s10758-021-09589-0
https://doi.org/10.3390/su132313283
https://doi.org/10.60107/maunef.1483761
https://doi.org/10.17121/ressjournal.3606
https://doi.org/10.53850/joltida.1204358
https://data.europa.eu/doi/10.2797/763
https://doi.org/10.1007/s11423-020-09767-4
https://publications.jrc.ec.europa.eu/repository/handle/JRC68116

Qualitative Inquiry in Education: Theory & Practice / QIETP
June 2026, Volume 4, Issue 1, 24-54
https://doi.org/10.59455/qietp.61

Fidan, M., & Yelegen, H. C. (2022). Ogretmenlerin dijital yeterliklerinin cesitli degiskenler
acisindan incelenmesi ve dijital yeterlik gereksinimleri. Ege Egitim Dergisi, 23(2), 150-
170. https://doi.org/10.12984/egeefd. 1075367

International Society for Technology in Education. (2024). ISTE standards for educators
(Version 4.02). https://iste.org/standards/educators

Kocaman Karoglu, A., Bal, K., & Cimsir, E. (2020). Toplum 5.0 siirecinde Tiirkiye'de
egitimde dijital doniisiim. Universite Arastirmalar: Dergisi, 3(3), 147-158.

Knox, J. (2019). What does the 'postdigital' mean for education? Three critical perspectives on
the digital, with implications for educational research and practice. Postdigital Science
and Education, 1(2), 357-370. https://doi.org/10.1007/s42438-019-00045-y

Kéksal, D., & Canli, S. (2024). Ogretmenlerin dijital yeterliliklerinin incelenmesi. Bilim,
Egitim,  Sanat  ve  Teknoloji  Dergisi  (BEST  Dergi), 8(1), 1-21.
https://izlik.org/JA33JW79UD

Konig, J., Jager-Biela, D. J., & Glutsch, N. (2020). Adapting to online teaching during
COVID-19 school closure: Teacher education and teacher competence effects among
early career teachers in Germany. European Journal of Teacher Education, 43(4), 608—
622. https://doi.org/10.1080/02619768.2020.1809650

Mattar, J., Santos, C. C., & Cuque, L. M. (2022). Analysis and comparison of international
digital competence frameworks for education. Education Sciences, 12(12), 932.
https://doi.org/10.3390/educscil2120932

Miao, F., & Cukurova, M. (2024). Al competency framework for teachers. UNESCO.
https://doi.org/10.54675/ZJTE2084

Miles, M. B., & Huberman, A. M. (1994). Qualitative data analysis: An expanded
sourcebook. Sage.

Ministry of National Education [MoNE]. (2023). Dijital égretmen yeterlikleri. Ogretmen
Egitimi  Dijital  Ekosistemi  Projesi  Raporlari.  https://ogedep.eba.gov.tr/wp-
content/uploads/2025/08/dijitalyeterlikler.pdf

Ministry of National Education [MoNE)]. (2025a). Tiirkiye Yiizyiuli Maarif Modeli ogretim
programlart ortak metni. Milll Egitim Bakanlig1. https://tymm.meb.gov.tr/ortak-metin

Ministry of National Education [MoNE]. (2025b, Sep 29). Ogretmen Egitimi Dijital
Ekosistemi projesi — proje hakkinda. OGEDEP — Ogretmen Egitimi Dijital Ekosistemi
Projesi. https://ogedep.eba.gov.tr/proje-hakkinda

Mishra, P., & Koehler, M. J. (2006). Technological pedagogical content knowledge: A
framework for teacher knowledge. Teachers College Record, 108(6), 1017-1054.

Nguyen, L. A. T., & Habok, A. (2023). Tools for assessing teacher digital literacy: A review.
Journal of Computers in Education, 11, 305-346. https://doi.org/10.1007/s40692-022-
00257-5

Redecker, C. (2017). European framework for the digital competence of educators:
DigCompEdu. Y. Punie (Ed.). Publications Office of the European Union.
https://doi.org/10.2760/159770

UNESCO. (2018). UNESCO ICT competency framework for teachers (Version 3). United
Nations Educational, Scientific and Cultural Organization.
https://unesdoc.unesco.org/ark:/48223/pf0000265721

TEDMEM. (2021). Ogretmen dijital yeterlikleri. Tirk Egitim Dernegi Yaymlari.
https://tedmem.org/yazilar-detay/ogretmen-dijital-yeterlikleri

53


https://doi.org/10.59455/qietp.61
https://doi.org/10.12984/egeefd.1075367
https://iste.org/standards/educators
https://doi.org/10.1007/s42438-019-00045-y
https://izlik.org/JA33JW79UD
https://doi.org/10.1080/02619768.2020.1809650
https://www.google.com/search?q=https://doi.org/10.3390/educsci12120932
https://doi.org/10.54675/ZJTE2084
https://ogedep.eba.gov.tr/wp-content/uploads/2025/08/dijitalyeterlikler.pdf
https://ogedep.eba.gov.tr/wp-content/uploads/2025/08/dijitalyeterlikler.pdf
https://tymm.meb.gov.tr/ortak-metin
https://ogedep.eba.gov.tr/proje-hakkinda
https://doi.org/10.1007/s40692-022-00257-5
https://doi.org/10.1007/s40692-022-00257-5
https://doi.org/10.2760/159770
https://unesdoc.unesco.org/ark:/48223/pf0000265721
https://tedmem.org/yazilar-detay/ogretmen-dijital-yeterlikleri

Qualitative Inquiry in Education: Theory & Practice / QIETP
June 2026, Volume 4, Issue 1, 24-54
https://doi.org/10.59455/qietp.61

Trust, T., & Whalen, J. (2020). Should teachers be trained in emergency remote teaching?
Lessons learned from the COVID-19 pandemic. Journal of Technology and Teacher
Education, 28(2), 189-199. https://doi.org/10.70725/307718pkpjuu

Toker, T., Akgiin, E., Comert, Z., & Edip, S. (2021). Egitimciler i¢in dijital yeterlilik 6lgegi:
Uyarlama, gecerlik ve giivenirlik calismasi. Milli Egitim Dergisi, 50(230), 301-328.
https://doi.org/10.37669/milliegitim.801607

Ucgel, Z., Oztiirk, Z., & Diizgiin, S. (2025). Dijital egitimde yol haritasi: ISTE standartlar1 ile
DigCompEdu yeterliklerinin incelenmesi. Journal of Social Perspective Studies, 2(1), 13-
33. https://doi.org/10.5281/zenodo.15103827

Valtonen, T., Sointu, E., Kukkonen, J., Kontkanen, S., Lambert, M. C., & Mikitalo-Siegl, K.
(2017). TPACK updated to measure pre-service teachers' twenty-first century skills.
Australasian Journal of Educational Technology, 33(3).
https://doi.org/10.14742/ajet.3518

Villar-Onrubia, D., Morini, L., Marin, V. 1., & Nascimbeni, F. (2022). Critical digital literacy
as a key for (post)digital citizenship: An international review of teacher competence
frameworks. Journal of e-Learning and Knowledge Society, 18(3), 128-139.
https://doi.org/10.20368/1971-8829/1135697

Vuorikari, R., Kluzer, S., & Punie, Y. (2022). DigComp 2.2: The digital competence
framework for citizens - With new examples of knowledge, skills and attitudes (EUR
31006 EN). Publications Office of the European Union.
https://data.europa.eu/doi/10.2760/115376

Yildirim, Y., & Caliskan, A. (2024). Tiirkiye Yiizyili Maarif Modeli’nin 21. Yiizy1l Insan
Profili Agisindan Degerlendirilmesi. Elektronik Egitim Bilimleri Dergisi, 13(26), 204-
220. https://doi.org/10.55605/ejedus.1548121

Yildirim, A., & Simsek, H. (2016). Sosyal bilimlerde nitel arastirma yontemleri (10. baski).
Seckin Yayncilik.

Yin, R. K. (2018). Case study research and applications: Design and methods (6th ed.).
SAGE Publications.

54


https://doi.org/10.59455/qietp.61
https://doi.org/10.70725/307718pkpjuu
https://doi.org/10.37669/milliegitim.801607
https://www.google.com/search?q=https://doi.org/10.5281/zenodo.15103827
https://doi.org/10.14742/ajet.3518
https://doi.org/10.20368/1971-8829/1135697
https://data.europa.eu/doi/10.2760/115376
https://doi.org/10.55605/ejedus.1548121

	Declarations
	Acknowledgments:
	The author would like to thank the reviewers for their constructive feedback, which contributed significantly to the development of this manuscript.
	Funding:
	No external funding was received for this study.
	Ethics Statements:
	This study is based entirely on publicly available official policy documents and did not involve human participants, personal data, or any intervention. Therefore, ethical committee approval was not required. The author declares that the research was ...
	Conflict of Interest:
	The author declares that there is no conflict of interest regarding this study.
	Informed Consent:
	Not applicable. This study did not involve human participants, and no personal data were collected or processed.
	Data Availability:
	The documents analyzed in this study are publicly available. The DETT/ÖGEDEP Digital Teacher Competency Framework can be accessed at https://ogedep.eba.gov.tr  The DigCompEdu framework is available at https://publications.jrc.ec.europa.eu. The ISTE St...

