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 The potential of DTIC has brought new and emerging challenges to teachers, making it essential 

to acquire digital competences, especially in virtual learning environments and online 

technologies. In this sense, based on the DigCompEdu CheckIn self-assessment questionnaire, 

validated for the Portuguese population by earlier studies, this research aims to identify the 

most fragile and robust areas of digital competences of Portuguese and Spanish university 

teachers. The quantitative methodological approach emphasizes teachers’ perception of their 

digital competences in three dimensions: teachers’ professional competences, teachers’ 

pedagogical competences and students’ competences and involved 347 teachers from Portugal 

and Spain. The results show that teachers of the two institutions have an overall moderate level 

of digital proficiency–level B1 and B2–and that the differences encountered between Portuguese 

and Spanish teachers (for example, Portuguese teachers have level A2 in area 4–assessment–, 

while Spanish teachers are already at level B2) highlight the need to invest in specific training 

that may address specific frailties, and therefore allow for the promotion of their digital 

competences. Results relating to teaching experience and age show that there is no direct 

relation between either factor or being digitally competent. Regarding gender, results reveal that 

men had slightly better results than women. Overall, what the results show is the need for 

teachers to increase the level of digital competence through specific training, prepared 

according to the specificities of each institution, and the importance of developing public policies 

that prepare teachers for a more digital education. 
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INTRODUCTION 

In times of marked changes, in a complex world, where analogue and digital, real and virtual, human and 

machine, offline and online cohabit, all of us aware that we live in an era marked by the COVID-19 pandemic 

and the dizzying evolution of digital technologies, we are faced with the need to rethink models, educational 

communication processes and, above all, to rethink teacher training to act in new scenarios and educational 

ecosystems. 

At a time when action plans are being presented in different parts of the world, such as the European 

Commission’s action plan for digital education (2021-2027) (European Commission, 2021), it becomes 

necessary to consider a paradigm that allows, on the one hand, the creation and development of a quality 

digital education ecosystem, with infrastructures, connectivity and digital equipment and high quality learning 

content, and on the other, a strengthening of the competences - and specifically the digital competences–for 

a digital transformation of all educational stakeholders. 

We are at a juncture in which it is necessary to consider what spaces and timeframes we wish to have in 

this new digital education ecosystem. This ecosystem should be characterized by a more intense presence of 

digital technologies and of communication networks and by its hybridism at the level of both different 

presences (physical and digital), times (synchronous and asynchronous), technologies (analogue and digital), 

cultures (pre-digital and digital) and, above all, the different spaces and learning environments (analogue and 

digital). In this sense, the creation of this new reality requires a high level of competence and innovation from 

teachers and school leaders, and which necessitates all educational agents to be trained in digital 

competences. 

In a society, where we increasingly live in digital spaces, the development of these digital competences 

becomes forever more important. In the educational field, different documents have underlined this 

relevance. An example is UNESCO report (UNESCO, 2022), which recognizes that “to state the obvious, digital 

literacy and access are a basic right in the twenty-first century; without them it is increasingly difficult to 

participate civically and economically” and that “the first order of business is to close this divide and to 

consider digital literacy, for students and teachers, one of the essential literacies of the twenty-first century” 

(p. 34). 

In a similar vein, the European Union stresses that, to keep up with the changes that society has 

experienced over the most recent years, “teaching professionals in all sectors of education, from early years 

to adult learning, are at the forefront of this change, and need to be equipped with the confidence and 

competence to use technology effectively” (European Commission, 2021, p. 33). 

Thus, it is understood that the development of higher education teachers’ digital competences is essential, 

as these may have a positive impact on the digital competences of the students themselves. Therefore, it is 

necessary to understand how this digital competence manifests itself and which factors may influence it. 

Several studies have already been conducted with higher education teachers (Barragán Sánchez et al., 2022; 

Bilbao-Aiastui et al., 2021; Cabero-Almenara et al., 2021; Dias-Trindade & Santo, 2021; Dias-Trindade et al., 

2020; Inamorato dos Santos et al., 2023; Ota & Dias-Trindade, 2020; Santos et al., 2021), and the work 

presented here seeks to relate the results of the application of the DigCompEdu CheckIn questionnaire 

validated by Dias-Trindade et al. (2019) to two higher education institutions in the Iberian Peninsula and 

propose actions in light of the results obtained. 

Through the answers obtained, our objective is to understand what the level of digital competence of the 

teachers of the higher education institutions is and what use they make of digital technologies, above all, to 

improve their teaching practices and promote the digital competences of their students. Furthermore, we 

intend to understand which variables, such as age, length of service or scientific area, may affect the teacher’s 

digital competence. By gaining insights from this analysis, we can design training programs that are tailored 

to the specific profiles and needs of individual teachers. 
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TEACHERS’ DIGITAL COMPETENCES 

Pedro and Matos (2019), explaining the idea of “21st century competences” for teachers, point out that 

“digital, information management and organization, metacognition, communication and collaboration 

competences, and ethical and social aspects should be considered as fundamental, thus encompassing the 

different practical, technical, pedagogical, scientific and ethical dimensions” (p. 349), in essence very similar 

to TPACK model defined by Mishra and Koehler (2006), which argues that teachers should be able to articulate 

pedagogy, content and technology. 

In the field of education, teachers’ digital competences should encompass not only the teachers’ own 

working capacity, but also their ability to use these competences to facilitate and develop their students’ 

learning, thus contributing to fostering the development of those same digital competences in students (Dias-

Trindade & Ferreira, 2020). 

In this context, it is essential that teachers know how to take advantage of these technologies and make 

use of them to create new learning environments, where analog and digital, real and virtual, human and 

machine, offline and online, cohabit. The primary concern is no longer whether or not to use technology in 

the educational context: the challenge today is to know how to pedagogically use technology “to transform 

learning into a normal act of everyday life, even making it not even recognized as learning” (Dias-Trindade & 

Moreira, 2017, p. 54). 

To this end, it is necessary for the teacher to have a critical mindset, especially when it comes to discerning 

the uses that the different digital technologies and the resources accessible make possible (European 

Parliament and the Council, 2006; Ilomäki et al., 2016; INTEF, 2017). Moreover, teachers should possess the 

necessary creativity and confidence to use the different digital resources in order to achieve the desired goals 

related to employment, education, leisure time, social inclusion and participation in society (INTEF, 2017). 

This ability to adapt takes on particular importance when the need to keep pace with change is 

acknowledged. Being aware of one’s digital competences and knowing how to make effective use of digital 

tools with a view to social participation, joint work that involves communication, critical thinking, and problem-

solving skills (Cartelli, 2010; Martin & Grudziecki, 2006), is an initial stage in the evolutionary process of 

evolution becoming digitally competent. 

This stage of digital literacy, of knowing what to do with what resources to achieve the desired objectives, 

can evolve towards the achievement of digital fluency, i.e., mastering a whole set of other skills, such as the 

ability to go beyond critical thinking to create new knowledge, face new challenges (Dias-Trindade & Ferreira, 

2020; Miller & Bartlett, 2012; Sparrow, 2018) and, in addition to knowing “what to do” and “how to do it”, also 

knowing how to articulate the “when” and the “why” (Briggs & Makice, 2012). 

Understanding, where the teacher stands with regard to the pedagogical use of digital technology at 

different stages of the educational process is vital. Similarly, recognizing that there are different areas of 

competence in the use of digital technologies and that these can be used at different stages of the educational 

process–either as tools to enhance the teaching process, or as a way to assist and contribute to the quality of 

learning–is particularly important for teachers to navigate both normal and extraordinary moments of 

development of quality educational processes.  

In higher education, considering that this is, where future professionals are prepared for the needs of 

society, it becomes even more relevant that teachers possess digital competences, as these are the 

professionals tasked to help students integrate those same competences into the scientific knowledge of the 

professions for which they are being prepared. This is an objective at the heart of the European agenda, 

present in all the projects developed around the DigComp benchmark. As mentioned by Oberosler et al. 

(2021), “the great potential of digital technologies is in fact identified in their ability to shift the educational 

focus onto the learners, creating opportunities for educational personalization and facilitating forms of 

collaborative and self-regulated learning” (p. 19). 

Several studies have already been conducted with teachers in higher education (Bilbao-Aiastui et al., 2021; 

Cabero-Almenara et al., 2021; Dias-Trindade & Santo, 2021; Dias-Trindade et al., 2021; Ota & Dias-Trindade, 

2020; Santos et al., 2021). It is generally understood that the development of higher education teachers’ digital 

competences is essential, as these may in turn have a positive impact on the digital competences of the 
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students themselves, as future professionals (Inamorato dos Santos et al, 2023). Furthermore, it is necessary 

to understand how this digital competence manifests itself and which factors may influence it.  

METHODOLOGY 

The empirical component of the research proposed follows a quantitatively oriented procedure by placing 

emphasis on the teachers’ perception of issues related to their digital teaching competences. To carry out this 

assessment, between September 2021 and June 2022, an online questionnaire was created and validated by 

Dias-Trindade et al. (2019) based on the European framework DigCompEdu and the respective DigCompEdu 

CheckIn questionnaire, a self-reflection tool for measuring educators’ digital competence (Caena & Redecker, 

2019), was distributed in two higher education institutions–one Portuguese and one Spanish. This 

questionnaire is considered one of the most “valuable and sufficient in assessing teachers’ digital 

competences” by different authors (Cabero-Almenara et al., 2020; Cebi & Reisoglu, 2022; Ghomi & Redecker, 

2019). 

The questionnaire was answered by 249 Portuguese teachers (representing 12.2% of the total number of 

teachers in that institution) and 98 Spanish teachers (making up 10.8% of the corresponding Spanish 

university) from all the faculties existing in the two institutions (Table 1). Central tendency measures (mean, 

maximum, and minimum values) were used to analyze the data. 

The Portuguese university lecturers have an average age of 51.1 years and the Spanish 45.3 years. In terms 

of gender distribution, 52.6% were male and 47.4% female among the Portuguese and 57.1% were male and 

42.9% female among the Spanish. 

RESULTS 

Considering the levels of digital competence defined in the DigCompEdu reference tool, the results 

obtained by the teachers in each of the institutions are at different levels: the Portuguese university teachers 

are at level B1 (integrator level), with 38 points, while the Spanish teachers have a higher average, having 

reached level B2 (expert), with 51 points. These results reveal that Portuguese teachers use digital technology 

in their pedagogical practices, albeit in a very instrumental and technicist way, thus needing to invest in 

training to understand how to integrate technology critically and creatively in new digital learning ecosystems. 

The analysis of the results for each of the six areas that make up the framework (Table 2) shows that both 

institutions are at level B1 in area 1 and area 2. In the remaining areas, Spanish teachers find themselves at 

Table 1. Faculties of the participants 

Faculty n % 

Spain   

Faculty of Health Sciences 3 3.1 

Faculty of Law, Business and Employment 11 11.2 

Faculty of Medicine 1 1.0 

Faculty of Education and Psychology 22 22.5 

Higher Polytechnic School 1 1.0 

Faculty of Experimental Sciences 4 4.1 

Faculty of Communication 56 57.1 

Total 98 100 

Portugal   

Faculty of Pharmacy 12 4.8 

Faculty of Law 14 5.6 

Faculty of Medicine 34 13.7 

Faculty of Psychology and Educational Sciences 19 7.6 

Arts College 1 0.4 

Faculty of Sport Sciences and Physical Education 7 2.8 

Faculty of Sciences and Technology 104 41.8 

Faculty of Economics 22 8.8 

Faculty of Arts and Humanities 33 13.3 

Institute for Interdisciplinary Research  1.2 

Total 249 100 
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level B2 in area 3 and area 4 and B1 in area 5 and area 6, while Portuguese teachers are at level B1 in area 3 

and level A2 in area 4 to area 6. 

These results suggest that in area 1 and area 2, Iberian teachers are at a stage of expansion both in their 

professional practice and their ability to insert digital resources into the learning context. In area 3, 

Portuguese teachers use digital technologies in the teaching and learning process, while Spanish teachers 

appear to be able to use digital technology more critically and creatively. Moreover, regarding area 4, the 

responses of Spanish teachers indicate that they are able to innovatively integrate digital technology to assess 

their students, while Portuguese teachers are still in an exploratory phase. In area 5, Spanish teachers affirm 

that they are already able to empower their students through digital technologies, while Portuguese teachers, 

once again, are at an exploratory stage. With regard to area 6, Portuguese teachers are able to encourage 

their students to use digital technologies while Spanish teachers in addition possess the knowhow to develop 

activities that help promote their students’ digital competence (Punie & Redecker, 2017). 

Following this presentation of the global results in each of the six areas of the questionnaire, a description 

will now be presented of the global results of the participants, by years of teaching experience, age and 

gender. The values correspond to the average overall results (from a maximum of 84 points) for each of the 

three issues. 

A comparative analysis was then carried out on the relationship between digital competence and 

professional experience (Figure 1). 

In both cases, levels of digital competence according to teaching experience were similar. The lowest levels 

were found in both Portuguese and Spanish teachers with more than 36 years of experience, while those with 

higher average levels are in the group with 31 to 35 years of experience (in the Spanish case) and between 16 

and 20 years of experience (among Portuguese teachers). 

Table 2. Mean results by area 

 Portugal Spain 

Mean Level Mean Level 

Educators’ professional competences Area 1–Professional engagement 9 B1 10 B1+ 

Educators’ pedagogical competences Area 2–Digital resources 4 B1- 4 B1- 

Area 3–Teaching and learning 9 B1- 13 B2- 

Area 4–Assessment 5 A2+ 8 B2- 

Area 5–Empowering learners 3 A2 5 B1+ 

Learners’ competences Area 6–Facilitating learners’ digital competence 7 A2- 11 B1+ 
 

 

Figure 1. Results by years of teaching experience (Source: Authors) 
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The relationship between teacher age and digital competence was also analyzed (Figure 2). 

Having examined the relationship between the age of teachers and their digital competence, it was found 

that among the Spanish, the age group between 36 and 40 years old enjoyed the highest digital competence, 

while the group aged between 41 and 45 years old possessed the lowest digital competence. With regard to 

the Portuguese teachers, it is the youngest who show the greatest weaknesses (teachers between 26 and 30 

years old), while teachers between 56 and 60 years demonstrated the highest level of digital competence. 

Finally, Figure 3 reflects results by gender and reveals that male teachers have slightly higher levels than 

female teachers. 

 

Figure 2. Results by age (Source: Authors) 

 

Figure 3. Results by gender (Source: Authors) 
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DISCUSSION  

Having observed that the difficulties of Portuguese teachers are found more in area 4, area 5, and area 6, 

it is mainly in the last area, that of students’ digital competences, where the weaknesses are greater. Hence, 

it is advisable to invest in training not only for digital assessment, but, especially in area 6–learners’ 

competences, developing training actions that permit the fostering of students’ digital competences. As 

explained in the reference material, these teachers need time and practice as well as encouragement and 

inspiration. Facilitating the exchange of experience between teachers would be a good example of how to 

accomplish this. Area 5 and area 6 are fundamental, as “they are crucial for the successful integration of 

university students into the demands of the world of work, for example: active participation, inclusion of 

digital competences, responsible use of digital competences, problem solving, etc.” (Bilbao-Aiastui et al., 2021, 

p. 845). 

Challenges have also been found in these areas in other studies (Casal Otero et al., 2021; Inamorato dos 

Santos et al., 2023; Urbina et al., 2022). Inamorato dos Santos et al. (2023) affirm that these areas need 

investment as the results obtained suggest that “if current students represent the technology driven ‘digital 

natives’ of ‘generation Z’ (aged between 18 and 23), the current generation of academics do not seem 

equipped to exploit those students’ potential” (p. 19). In addition, it is crucial for these young students to 

receive support from their teachers in order to comprehend how to effectively harness the potential of digital 

technologies to enhance their learning experiences. Teachers play a fundamental role in facilitating the 

transition from a social use of technology to a pedagogical use. Their guidance and actions are essential in 

this process. This viewpoint is in line with Bakhmat et al (2022) and Urbina et al (2022), who present similar 

reflection. 

The adaptation of universities to these contexts, or as Villarroel Henríquez and Stuardo Troncoso (2022) 

choose to word it, the adaptation from “Universities 1.0 to students 3.0” implies considering not only 

technological changes, but also critical thinking, creation and innovation (p. 243). In the Portuguese and 

Spanish contexts, universities have some autonomy to define their education and research programs. This 

reinforces the need for these programs to be prepared considering the technological and digital advances of 

society, taking into account the specificities of their teaching staff and the reality of their own institution, so 

as to be better prepared to meet the needs of the present time. 

In the case of Spanish teachers, and despite some teachers already showing a confident, creative and 

critical use of technologies and digital resources to enhance their practices (particularly in the areas of 

teaching and learning process and assessment), some investment is advisable. Apart from these two areas, 

the area regarding digital resources is also in need of support. This is essential to promote experimentation 

and reflection, as this competence contributes directly to the promotion of more efficient teaching and 

learning processes (Castañeda & Adell, 2013).  

When the relationship between teaching experience and the level of digital competence is observed, and 

despite the differences between the two universities, there is a phenomenon that can be seen in both: as 

already pointed out by Wang et al. (2013), there is no direct relation between teaching experience and digital 

competence. Teaching experience can most certainly bring advantages, which, when combined with other 

characteristics, can contribute to better digital competence. This study reveals that more experienced 

teachers tend to have better average values for digital competence, while teachers with less time in service 

return weaker average results.  

Having also analyzed the results on the relationship between teachers’ age and their levels of digital 

competence, once again we find parallels with those reported by Inamorato dos Santos et al. (2023), Torres 

Barzabal et al. (2022), and Wang et al. (2013). In their studies, these authors concluded that different social, 

psychological, organizational, and even demographic factors influence the existence of higher or lower digital 

competence among teachers. Age is one of these factors but does not play a sole determining role. 

When gender was considered, a high similarity of results was found. This is in line with other studies 

(Cabero-Almenara et al., 2021; Fernández-Morante, 2023; Inamorato dos Santos et al., 2023; Mora-Cantallops 

et al., 2022; Tomás-Rojas et al., 2021), which reported that no significant differences were found in this 
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dimension and that therefore there existed no relevant differences in digital competence levels between men 

and women.  

However, Inamorato dos Santos et al. (2023) present the results of several studies carried out on university 

teachers in Ibero-America and North Africa and the authors’ conclusions show similarities and differences 

among them. While there is an absence of a direct relation between factors such as age, professional 

experience, and gender, the influence of age and professional experience emerges as significant. The findings 

reveal that older teachers will tend to have fewer digital skills and that teachers with less experience obtain 

better results. These conclusions differ from the results of the present study also those of Cabero-Almenara 

et al. (2021) or Casal Otero et al. (2021). 

These differences and similarities thus reinforce the perception of the importance of implementing 

specific training plans for higher education teachers. This notion is also conveyed by several of the 

aforementioned authors. 

CONCLUSIONS 

The findings of this study highlight the importance of providing training appropriate to the specific needs 

of the teachers of each of the university institutions presented here, as of any other. As Barroso et al. (2019) 

points out, “if more teacher training were offered, beyond the technical aspects, we would make it easier for 

students to build their knowledge from the beginning of the activity, taking into account diversity.” (p. 196). In 

this sense, and perceiving the specificities that each institution may have, this study corroborates the need 

for public policies that promote the adaptability of the training to the real needs of the trainees. We therefore 

agree with Inamorato dos Santos et al. (2023), who state that by identifying the strongest and weakest areas 

it is possible for higher education institutions to “understand, where the digital gaps in higher education seem 

to be, both in terms of teaching and learning. In deciding which competences to develop further, institutions 

should also consider their pedagogical model” (p. 19). 

The training programs themselves should be designed in such a way that the training involves changes in 

structured practices. This would help teachers to think critically about their use and to generate new 

knowledge, in a logic of “learning by doing” (Villarroel Henríquez & Stuardo Troncoso, 2022). 

Beyond these training proposals, the results obtained by the teachers of the two institutions (and as 

conveyed in the official documents relating to DigCompEdu) reveal that there is always room for more training 

and for progression, within a culture of innovation that, as highlighted by Martínez et al. (2019), is “oriented 

towards boosting adaptation to constant change, to dialogue with a renewing future that ensures a 

permanent improvement in educational quality” (p. 185). This, through the integration of digital technologies, 

gains new momentum and new possibilities to promote the development of students’ digital competences in 

alignment with the demands of the 21st century. 

This study presents a small sample size, which may be a limitation. Nevertheless, it is understood that the 

comparing and contrasting of results of these two Iberian institutions may constitute a case study that allows 

us, when comparing these findings with those of other studies carried out in the same geographical space 

and similar contexts, to affirm the relevance of individual work within each higher education institution. 

It is in this sense that we propose that higher education institutions promote activities that allow them, 

firstly, to understand their teachers’ perception of the existing conditions for the use of technologies and 

digital resources in teaching and non-teaching practices. This would be made possible by the completion of 

the teachers’ self-perception questionnaire on their own digital skills. This initial stage of work will allow for 

the relation between working conditions with the perception of digital training of the teaching staff, thus 

creating a space for analysis on what trainings need to be prepared, for whom and ways in which the 

institution can help ensure these training initiatives are meaningful and effective. 

In a second stage, the training activities would be organized by areas of competence and levels - initial for 

teachers with results between A1 and A2, intermediate for teachers with results between B1 and B2, and 

advanced for all those who fit into levels C1 and C2–, in line with what has already been proposed by Dias-

Trindade and Ferreira (2020b). It is argued, however, that these training programs can be organized to take 

place over an extended period (for example a semester), to provide teachers with moments throughout their 
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teaching activities to put into practice the learning in progress, in the aforementioned logic of ‘learning by 

doing’ and thereby, as Fernández-Morante et al. (2023) assure, shifting the focus away from technology per 

se to consolidated pedagogical practice. 

Finally, a crucial third stage involves teachers having the opportunity to express their perceptions. 

However, unlike some studies that have already had the opportunity to collect these perceptions before and 

after the training activities (although the study was conducted with secondary school teachers), the 

framework and the training proposal are similar to the study conducted by Lucas et al. It is recommended 

that teachers and their own institutions have time to reflect on the learning, on the needs and changes to be 

made. Subsequently, the questionnaire is answered once again by the teachers. This process may provide 

valuable insights both to the teachers themselves and to their institution of what has already changed, and, 

for a new academic year, what further training may be needed in this new phase.  

Furthermore, it is proposed that students form a part of these processes, as they also need to enrich their 

digital skills in an educational context. Considering the existence of a self-perception questionnaire of digital 

skills based on DigComp framework (Clifford et al., 2020), we suggest that, in future studies, students’ needs 

be considered in digital empowerment activities, so that appropriate training initiatives may be designed and 

implemented. 

As a suggestion for future work, there exists the possibility of carrying out a case study in a higher 

education institution, following the steps presented in this study, subsequently analyzing the results achieved. 

Author contributions: All authors were involved in concept, design, collection of data, interpretation, writing, and 

critically revising the article. All authors approved the final version of the article.  

Funding: This article was supported by FCT ref. UIDB/00460/2020, by the Center for Interdisciplinary Studies and by 

Universidad Francisco de Vitoria. 

Ethics declaration: Authors declared that informed consents were obtained from the participants before the study 

begun. The participants were assured that their participation was voluntary and that they could withdraw from the 

study at any time, that the data collected from the participants was kept confidential and anonymous, and would only 

be used for research purposes. Authors further declared that the research project that this article is based on is in line 

with the Ethical Charter published by the Portuguese Society of Education Sciences and follows the guidelines linked to 

it. 

Declaration of interest: Authors declare no competing interest. 

Data availability: Data generated or analyzed during this study are available from the authors on request. 

REFERENCES 

Bakhmat, N., Chemodurova, Y., Chumak, T., & Adamchuk, N. (2022). A competence approach to the 

assessment of the quality of teaching in EU universities in the digital age. AD ALTA-Journal of 

Interdisciplinary Research, 12(2), 113-117. 

Barragán Sánchez, R., Llorente Cejudo, C., Aguilar Gavira, S., & Benítez Gavira, R. (2022). Initial self-perception 

and level of digital competence of university teaching staff. Texto Livre: Linguagem e Tecnologia [Free Text: 

Language and Technology], 15, e36032. https://doi.org/10.35699/1983-3652.2022.36032  

Barroso, J., Matos, V., & Aguilar, S. (2019). Análisis de los recursos, usos y competencias tecnológicas del 

profesorado universitario para comprender y mejorar el proceso de aprendizaje del alumnado [Analysis 

of the resources, uses and technological competences of university teaching staff to understand and 

improve the learning process of students]. Revista Iberoamericana de Educación [Ibero-American Magazine 

of Education], 80(1), 193-217. https://doi.org/10.35362/rie8013466 

Bilbao-Aiastui, E., Arruti Gómez, A., & Carballedo Morillo, R. (2021). A systematic literature review about the 

level of digital competences defined by DigCompEdu in higher education. Aula Abierta [Open Classroom], 

50(4), 841-850. https://doi.org/10.17811/rifie.50.4.2021.841-850 

Cabero-Almenara, J., Guillén-Gámez, F.D., Ruiz-Palmero, J., & Antonio Palacios-Rodríguez, A. (2021). Digital 

competence of higher education professor according to DigCompEdu. Statistical research methods with 

ANOVA between fields of knowledge in different age ranges. Education and Information Technologies, 26, 

4691-4708. https://doi.org/10.1007/s10639-021-10476-5 

https://doi.org/10.35699/1983-3652.2022.36032
https://doi.org/10.35362/rie8013466
https://doi.org/10.17811/rifie.50.4.2021.841-850
https://doi.org/10.1007/s10639-021-10476-5


 

Dias-Trindade et al. 

10 / 12 Contemporary Educational Technology, 15(4), ep463 

 

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, 356-369. https://doi.org/10.1111/ejed.12345 

Cartelli, A. (2010). Frameworks for digital competence assessment: Proposals, instruments, and evaluation. In 

Proceedings of Informing Science and IT Education Conference 2010 (pp. 561-574). 

https://doi.org/10.28945/1274 

Casal Otero, L., Barreira Cerqueiras, E. M., Mariño Fernández, R., & García Antelo, B. (2021). Digital teaching 

competence of Galician vocational training teachers. PIXEL-BIT, Revista de Medios y Educación [Media and 

Education Magazine], 61, 165-196. https://doi.org/10.12795/pixelbit.87192  

Castañeda, L., & Adell, J. (2013). Entornos personales de aprendizaje: Claves para el ecosistema educativo en red 

[Personal learning environments: Keys to the online educational ecosystem]. Marfil. 

Cebi, A., & Reisoglu, I. (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  

Clifford, I., Kluzer, S., Troia, S., Jakobsone, M., & Zandbergs, U. (2020). DigCompSat. Publications Office of the 

European Union. https://doi.org/10.2760/77437  

Dias-Trindade, S., & Ferreira, A. G. (2020). Teacher digital competences: The DigCompEdu CheckIn as an 

evolution from literacy to digital fluency. ICONO14, 18(2), 162-187. http://doi.org/10.7195/ri14.v18i2.1519  

Dias-Trindade, S., & Moreira, J. A. (2017). A emergência do mobile learning e os novos desafios formativos 

para a docência em rede [The emergence of mobile learning and the new training challenges for network 

teaching]. In P. Torres (Org.), Redes e mídias sociais (pp. 41-57). APPRIS Editora.  

Dias-Trindade, S., & Santo, E. E. (2021). Competências digitais de docentes universitários em tempos de 

pandemia: análise da autoavaliação DigCompEdu [Digital skills of university professors in times of 

pandemic: analysis of the DigCompEdu self-assessment]. Revista Praxis Educacional, 17(45), 1-17. 

https://doi.org/0.22481/praxisedu.v17i45.8336  

Dias-Trindade, S., Moreira, J. A., & Ferreira, A. G. (2020). Assessment of university teachers on their digital 

competences. QWERTY, 15(1), 50-69. https://doi.org/10.30557/QW000025  

Dias-Trindade, S., Moreira, J. A., & Ferreira, A. G. (2021). Evaluation of the teachers’ digital competences in 

primary and secondary education in Portugal with DigCompEdu CheckIn in pandemic times. Acta 

Scientiarum – Technology, 43, e56383. http://doi.org/0.4025/actascitechnol.v43i1.56383  

Dias-Trindade, S., Moreira, J. A., & Nunes, C. (2019). Escala de autoavaliação de competências digitais de 

professors [Teachers' digital skills self-assessment scale]. Procedimentos de construção e validação. 

Texto Livre, 12(2), 152-171. https://doi.org/10.17851/1983-3652.12.2.152-171  

European Commission. (2021). European education action plan. European Commission. 

European Parliament and the Council. (2006). Recommendation of the European Parliament and the Council 

of 18 December 2006 on key competences for lifelong learning (2006/962/EC). Official Journal of the 

European Union, L394/10, 10-18. 

Fernández-Morante, C., Cebreiro López, B., Casal-Otero, L., & Mareque León, F. (2023). Teachers’ digital 

competence. The case of the university system of Galicia. Journal of New Approaches in Educational 

Research, 12(1), 62-76. https://doi.org/10.7821/naer.2023.1.1139  

Ghomi, M., & Redecker, C. (2019). Digital competence of educators (DigCompEdu): Development and 

evaluation of a self-assessment instrument for teachers’ digital competence. In Proceedings of the 11th 

International Conference on Computer Supported Education (pp. 541-548). 

https://doi.org/10.5220/0007679005410548  

Ilomäki, L., Paavola, S., Lakkala, M., & Kantosalo, A. (2016). Digital competence–An emergent boundary concept 

for policy and educational research. Education and Information Technologies, 21(3), 655-679. 

https://doi.org/10.1007/s10639-014-9346-4  

Inamorato dos Santos, A., Chinkes, E., Carvalho, M. A. G., Solórzano, C. M. V., & Marroni, L. S. (2023). The digital 

competence of academics in higher education: Is the glass half empty or half full? International Journal 

of Educational Technology in Higher Education, 20(9), 1-25. https://doi.org/10.1186/s41239-022-00376-0  

https://doi.org/10.1111/ejed.12345
https://doi.org/10.28945/1274
https://doi.org/10.12795/pixelbit.87192
https://doi.org/10.1007/s10758-021-09589-0
https://doi.org/10.2760/77437
http://doi.org/10.7195/ri14.v18i2.1519
https://doi.org/0.22481/praxisedu.v17i45.8336
https://doi.org/10.30557/QW000025
http://doi.org/0.4025/actascitechnol.v43i1.56383
https://doi.org/10.17851/1983-3652.12.2.152-171
https://doi.org/10.7821/naer.2023.1.1139
https://doi.org/10.5220/0007679005410548
https://doi.org/10.1007/s10639-014-9346-4
https://doi.org/10.1186/s41239-022-00376-0


 

 Contemporary Educational Technology, 2023 

Contemporary Educational Technology, 15(4), ep463 11 / 12 

 

INTEF. (2017). Common digital competence framework for teachers. Instituto Nacional de Tecnologías 

Educativas y de Formación del Profesorado [National Institute of Educational Technologies and Teacher 

Training]. https://aprende.intef.es/sites/default/files/2018-05/2017_1024-Common-Digital-Competence-

Framework-For-Teachers.pdf  

Lucas, M., Dorotea, N., & Piedade, J. (2021). Developing teachers’ digital competence: Results from a pilot in 

Portugal. IEEE Revista Iberoamericana de Tecnologias del Aprendizaje [IEEE Ibero-American Journal of 

Learning Technologies], 16(1), 84-92. https://doi.org/10.1109/RITA.2021.3052654  

Martin, A., & Grudziecki, J. (2006). DigEuLit: Concepts and tools for digital literacy development. Innovation in 

Teaching and Learning in Information and Computer Sciences, 5(4), 249-267. 

https://doi.org/10.11120/ital.2006.05040249  

Martínez, M., López-Martín, R., & Pérez-Carbonell, A. (2018). E-innovación en educación superior. Claves para 

la institucionalización en las universidades. PIXEL-BIT, Revista de Medios y Educación [Media and Education 

Magazine], 52, 1133-8482. https://doi.org/10.12795/pixelbit.2018.i52.13  

Miller, C., & Bartlett, J. (2012). ‘Digital fluency’: Towards young people’s critical use of the internet. Journal of 

Information Literacy, 6(2), 35-55. https://doi.org/10.11645/6.2.1714  

Mishra, P., & Koehler, M. J. (2006). Technological pedagogical content knowledge: A new framework for teacher 

knowledge. Teachers College Record, 108(6). 1017-1054. https://doi.org/10.1111/j.1467-9620.2006. 

00684.x  

Mora-Cantallops, M., Inamorato Dos Santos, A., Villalonga-Gomez, C., Lacalle Remigo, J. R., Camarillo Casado, 

J., Sota Eguzabal, J. M., Velasco, J. R., & Ruiz Martinez, P. M. (2022). The digital competence of academics in 

Spain. A study based on the European frameworks DigCompEdu and OpenEdu. Publications Office of the 

European Union. https://doi.org/10.2760/541915  

Oberosler, M., Rapetti, E., Zimmermann, N., Pirker, G., Carvalho, I., Briz, G., & Vivona, V. (2021). Learning the 

digital. https://competendo.net/en/Learning_the_Digital  

Ota, M., & Dias-Trindade, S. (2020). Ambientes digitais de aprendizagem e competências digitais: conhecer o 

presente para agir num futuro pós-COVID [Digital learning environments and digital skills: knowing the 

present to act in a post-COVID future]. Revista Interfaces Científicas – Educação, 10(1), 211-226. 

https://doi.org/10.17564/2316-3828.2020v10n1p211-226  

Pedro, A., & Matos, J. (2019). Competências dos professores para o século XXI: Uma abordagem metodológica 

mista de investigação [Teacher competences for the 21st century: A mixed methodological research 

approach]. Revista e-Curriculum [E-Curriculum Magazine], 17(2), 344-364. https://doi.org/10.23925/1809-

3876.2019v17i2p344-364 

Punie, Y., & Redecker, C. (2017). European framework for the digital competence of educators: DigCompEdu. 

Publications Office of the European Union. https://doi.org/10.2760/159770  

Santos, C., Pedro, N., & Mattar, J. (2021). Digital competence of higher education professors: Analysis of 

academic and institutional factors. Obra Digital, 21, 69-92. https://doi.org/10.25029/od.2021.311.21 

Sparrow, J. (2018). Digital fluency: Big, bold problems. EDUCAUSE Review, 53(2). 

Tomás-Rojas, A., Freundt-Thurne, U., Gallardo-Echenique, E., & Bossio, J. (2021). Self-perception of digital 

competences among Peruvian teachers. In Proceedings of the CISETC 2021: International Congress on 

Educational and Technology in Sciences. 

Torres Barzabal, L., Martínez Gimeno, A., Jaén Martínez, A., & Hermosilla Rodríguez, J. M. (2022). Pablo de 

Olavide University teaching staff’s perception of their digital teaching competence. PIXEL-BIT, Revista de 

Medios y Educación [Media and Education Magazine], 63, 35-64. https://doi.org/10.12795/pixelbit.91943  

UNESCO. (2022). Reimagining our futures together: A new social contract for education. UNESCO. 

Urbina, S., Pérez-Garcias, A., & Ramírez-Mera, U. N. (2022). The digital competence of university lecturers in 

initial teacher training. Campus Virtuales [Virtual Campus], 11(2), 49-62. 

https://doi.org/10.54988/cv.2022.2.1043  

https://aprende.intef.es/sites/default/files/2018-05/2017_1024-Common-Digital-Competence-Framework-For-Teachers.pdf
https://aprende.intef.es/sites/default/files/2018-05/2017_1024-Common-Digital-Competence-Framework-For-Teachers.pdf
https://doi.org/10.1109/RITA.2021.3052654
https://doi.org/10.11120/ital.2006.05040249
https://doi.org/10.12795/pixelbit.2018.i52.13
https://doi.org/10.11645/6.2.1714
https://doi.org/10.1111/j.1467-9620.2006.00684.x
https://doi.org/10.1111/j.1467-9620.2006.00684.x
https://doi.org/10.2760/541915
https://competendo.net/en/Learning_the_Digital
https://doi.org/10.17564/2316-3828.2020v10n1p211-226
https://doi.org/10.23925/1809-3876.2019v17i2p344-364
https://doi.org/10.23925/1809-3876.2019v17i2p344-364
https://doi.org/10.2760/159770
https://doi.org/10.25029/od.2021.311.21
https://doi.org/10.12795/pixelbit.91943
https://doi.org/10.54988/cv.2022.2.1043


 

Dias-Trindade et al. 

12 / 12 Contemporary Educational Technology, 15(4), ep463 

 

Villarroel Henríquez, V., & Stuardo Troncoso, W. (2022). Proponiendo una EdTech sustentable. Más allá de 

docentes powerpointers y clickerers en la Universidad [Proposing a sustainable EdTech. Beyond 

teachers power pointers and clickers at the university]. RIED-Revista Iberoamericana de Educación a 

Distancia [RIED-Ibero-American Journal of Distance Education], 25(2), 241-258. 

https://doi.org/10.5944/ried.25.2.32620  

Wang, Q. E., Myers, M. D., & Sundaram, D. (2013). Digital natives und digital immigrants. Wirtschaftsinformatik 

[Business Informatics], 55(6), 409-420. https://doi.org/10.1007/s11576-013-0390-2 

 

 

❖ 

https://doi.org/10.5944/ried.25.2.32620
https://doi.org/10.1007/s11576-013-0390-2

	INTRODUCTION
	TEACHERS’ DIGITAL COMPETENCES
	METHODOLOGY
	RESULTS
	DISCUSSION
	CONCLUSIONS
	REFERENCES

