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Abstract:  as a result of the great online 

transition (got) that occurred during covid-

19, it is increasingly necessary to 

understand the digital competencies that 

are required for online and blended 

learning in the postpandemic era. 

Postquarantine, higher education 

institutions must return to on-campus face-

to-face learning, a situation which raises 

questions concerning how to retain the 

lessons learned from this period of the 

forced acquisition and innovation of online 

teaching competencies. In this article, we 

present the results of an interviewbased 

study of teachers’ experiences of online 

teaching during the pandemic. One 

hundred ffty-one teachers were 

interviewed over a period of 2 years during 

the pandemic. We conducted a hybrid 

thematic analysis to systematize teachers’ 

experiences. Our results show that despite 

the problems faced due to the disruption 

caused by the pandemic, several lessons 

were learned: teachers employed an array 

of digital tools to maintain content 

delivery and promote interaction, 

deepened their understanding of course 

design and assessment, and developed an 

empathic disposition to understand 

students’ situations. We build upon these 

experiences to generate recommendations 

for developing digital competencies 

following the got. Keywords online 

teaching · blended teaching · professional 

development · covid-19 

I. Introduction 

Although teachers’ digital competencies 

had received a great deal of attention prior 

to the covid-19 pandemic due to the 

constantly increasing digitalization of 

contemporary society, this interest grew 

signifcantly during the great online 

transition (got) (howard et  al., 2022), thus 

raising questions about teachers’ readiness 

to continue delivering instruction during 

the disruption (scherer et  al., 2021). More 

recently, this concern has been reinforced 

in the postquarantine era given the 

increasing need to understand the digital 

competencies that are necessary for online 

and blended learning in a postpandemic 

context. An example of this interest is an 

(2021), who states that it is unclear what 

digital competencies will be needed on the 

part of teachers and who consequently 

calls for more research in this area. Given 

that an’s work focused on k12 settings, 

research exploring teachers’ digital 

competencies in higher education is 

necessary. Therefore, in response to an’s 

call for research, we present a study on 

teachers’ experiences during the pandemic. 

We build upon these experiences to 

generate recommendations for developing 

post-got digital competencies. 

Higher education teachers’ digital 

competencies 

Before the pandemic, scholars expressed 

interest in teachers’ digital competencies. 

This interest was aligned with the 

digitalization processes that afect all 

human action domains in the context of the 

so-called fourth industrial revolution 

(schwab, 2017). Consequently, higher 

education institutions were expected to 

educate graduates in such a way as to 

ensure that they were competent in using 

digital technologies, an essential 
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competence to participate productively in 

the knowledge society. Teachers were 

considered to be fundamental in the task of 

integrating digital technologies into their 

students’ educational experiences to 

promote this objective. Prepandemic 

research on teachers’ digital competencies 

aspired to generate frameworks to advance 

the pedagogical use of digital technologies. 

These studies have been systematized in 

recent literature reviews (basilotta-gómez-

pablos et  al., 2022; bilbao-aiastui et al., 

2021; esteve-mon et al., 2020; fernández-

batanero et al., 2021; viñoles-cosentino 

et al., 2022; zhao et al., 2021). The key 

fndings were as follows: (1) a disparity in 

the competency frameworks employed. 

The digital competence framework for 

citizens (digcomp) and the european 

framework for the digital competence of 

educators (digcompuedu) have been most 

prevalent, but the international society for 

technology in education standards (iste) 

and the spanish national institute for 

educational technology and teaching 

formation standards (intef) have also been 

mentioned. Notably, these frameworks 

were not initially developed for use in 

higher education. Furthermore, some 

authors have developed ad hoc models to 

assess teachers’ digital competencies. (2) 

teachers tended to report medium to low 

levels of pedagogical competence and felt 

unsure of how to incorporate digital tools 

into their pedagogical practices. The use of 

digital technology for student assessments 

was particularly problematic. Therefore, it 

has been claimed that teachers needed 

extensive pedagogical training to achieve 

the expected competencies. (3) teachers 

valued development activities, both 

traditional (courses, seminars) and 

emerging (refection on teaching practices, 

communities of practice). Satisfaction with 

these instances has been reported and 

increased self-efcacy regarding teachers’ 

digital competencies emerged as a product 

of participation in such activities. A 

helpful summary of the competencies 

dimensions included in several 

frameworks is that provided by esteve-

mon et al. (2020), who afrm that the core 

elements include (1) basic digital skills—

the use of digital tools for interacting with 

content and with others, which entails the 

capacity to create content such as 

documents, multimedia, or other formats; 

(2) the pedagogical application of digital 

technologies—application to the learning 

processes, incorporating them into the 

design, enactment, and evaluation of 

learning experiences; (3) the use of 

technology to support continuous 

professional development—which implies 

the capacity to participate in formal 

teachers’ experiences of teaching online 

during covid-19:… 57 1 3 professional 

development activities and networks in 

pursuit of this purpose; and (4) the ability 

to further the digital competencies of 

higher education students—facilitating 

technical, communicative and multimedia 

skills in students, both for learning 

purposes and for students’ professional 

development. 

The impact of the pandemic on higher 

education teachers’ digital competencies 

Despite the eforts made in the 

prepandemic era—in part embedded in the 

research syntheses described above—to 

systematically advance the pedagogical 

use of digital technologies, it is 

acknowledged that teaching was mainly 

conducted face-to-face and that these 

technologies were used only occasionally 

(daumiller et  al., 2021). However, covid19 

led to massive disruption, causing teaching 

to transition online rapidly in the form of 

videoconferencing, the provision of 

learning resources via learning 

management systems, and the use of 



ResMilitaris,vol.11,n°1 ISSN: 2265-6294 Winter-Spring (2021) 

 

                                                                                                                                                                       257 

digital libraries to provide bibliographic 

resources (de boer, 2021; yang & huang, 

2021). Indeed, digital technologies’ 

unfulflled promise of radical educational 

change (laurillard, 2008) advanced toward 

fulfllment during got, in which context 

digitalization trends have done nothing but 

accelerate. Nevertheless, several problems 

arose. Students and university professors 

resented the excessive workload caused by 

the need to adapt to this online milieu; 

criticisms emerged regarding the quality of 

learning and the validity of assessments, 

and connectivity problems highlighted 

persistent inequities in education systems. 

Furthermore, the lack of on-campus 

interaction put students’ sense of 

belonging and the out-of-classroom 

learning opportunities that campuses 

usually ofer into question (see for 

example, bolumole, 2020; ordorika, 2020; 

raaper & brown, 2020). Now, in the 

postquarantine era, higher education 

institutions worldwide are returning to on-

campus face-to-face learning. This shift 

generates questions regarding the ability to 

retain the lessons learned during this 

period of forced online teaching 

competencies acquisition and innovation. 

It has been claimed that the face-to-face 

format will continue to be the primary 

form of educational experience, but at the 

same time, higher education institutions 

will carry forward at least some of the 

practices developed during the pandemic 

(iesalc-unesco, 2022). 

II. Methodology 

 setting 

There are 140 institutions of higher 

education in chile—30 traditional 

universities, 29 private post-81 reform 

universities, and 82 technical 

institutions—including approximately 

1,200,000 students attending 

undergraduate studies during the 

pandemic. Before these disruptive events, 

universal access to higher education had 

been achieved. However, several structural 

inequities—related to access, retention, 

and graduation—remained evident in a 

highly segregated system (salazar & rifo, 

2020). On the side of teaching, criticisms 

from international agencies—pertaining to 

traditional teaching methods or the lack of 

innovation—(oecd, 2009) led to the 

development of initiatives for teaching 

development, the most salient being the 

implementation of centers for teaching 

development (gonzález, 2015). Although 

success was achieved in terms of the 

development of a vision for 

studentcentered teaching (marchant et al., 

2018), difculties with respect to 

implementing studentcentered pedagogies 

remained (pey et al., 2013). Not only did 

covid-19 afect this system, but since 

october 2019, massive political unrest 

occurred. Due to numerous protests, the 

fnal third of the 2019s semester was 

completed online, in anticipation of what 

would become the norm, beginning in 

march 2020, during covid-19. These 

circumstances led to a double disruption, 

amplifying structural problems and 

signifcantly afecting teaching and the 

student experience. 

III. Research design  

A qualitative hybrid thematic analysis 

featuring a pragmatic research approach 

was employed in this study. Pragmatic 

research focuses on experience, considers 

reality to be socially constructed, and aims 

to develop practical applications for 

improving action (goldkuhl, 2012; 

morgan, 2014). A deep exploration of 

teachers’ experiences is essential to 

understand the disruptive, unprecedented 

scenario in which the study took place. 

Simultaneously, pragmatic research suits 

our aim of projecting disruptive 
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experiences for postgot teachers’ 

professional development, thus allowing 

us to develop recommendations for action. 

Thematic analysis is selected because it is 

a highly fexible approach that, given the 

theoretical freedom it ofers, has been 

employed in the context of a variety of 

qualitative approaches. Even so, this 

approach can generate rich and complex 

analyses (nowell et  al., 2017). It permits 

researchers to identify, analyze, describe, 

and report on themes emerging from a 

qualitative dataset (braun & clarke, 2006). 

Its hybrid variant combines a deductive 

approach with the development of themes 

inductively from that data (fereday & 

muir-cochrane, 2006). This approach is 

useful in such a study given that at least 

part of the teachers’ experiences, due to 

the exceptional circumstances, were 

unlikely to be captured by an a priori 

codebook. 

Sample 

We developed explicit criteria for a 

purposive sample. Teachers should come 

from institutions representing a fair picture 

of the diversity of the chilean higher 

education system. We expected balance in 

terms of gender, disciplinary area, years of 

experience, and type of contract. Indeed, 

we sought higher education teachers who 

were teaching undergraduate courses 

online due to covid restrictions. We 

approached authorities from higher 

education institutions to invite them to 

participate. Eight institutions accepted the 

invitation. Two of these institutions were 

traditional universities (tu), three were 

private post-81 reform universities (pu), 

and two were technical institutions (ti). 

Senior staf supported us in developing a 

balanced qualitative sample in terms of our 

sampling criteria. Over a period of 2 years 

(2020–2022), we conducted 151 

interviews. Table 1 presents a summary of 

the sample features. 

Data collection 

An interview protocol was developed 

based on the extant literature on teaching 

competencies (for example, biggs & tang, 

2011; esteve-mon et al., 2020; laurillard, 

2013; selwyn, 2014; villarroel et al., 

2018). Expert judgment was sought from 

two experienced researchers and two 

senior teaching staf members. Pilot 

interviews were conducted to test the 

clarity of the questions. Both processes led 

to schedule adjustments. Potential 

interviewees were emailed with an 

invitation to participate in the study. Those 

who agreed to participate received 

informed consent forms approved by the 

puc ethics. 

 

Committee (protocol 200603003). 

Semistructured interviews were conducted 

by experienced research assistants via 

videoconferencing to collect data. 

Interviews were conducted in spanish, 

lasted between 45 and 90 min and were 

recorded using the videoconferencing 

platform recording tool. It is important to 

note that interviewing during lockdown 

was challenging. Remote interviews may 

negatively infuence rapport, afect 

interviewees’ fatigue, and discourage in-

depth interaction. However, on the other 

hand, this approach has a broader reach 

and ofers visual cues that are similar to 
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face-to-face cues. (keen et al., 2022). Our 

own experience supported both sides of 

this argument. This approach allowed us to 

conduct interviews that would otherwise 

not have been possible considering the 

circumstances. Simultaneously, it saved 

traveling time to reach teachers, 

particularly those who were far away from 

our location. However, the process was 

afected by intermittent internet 

connectivity, difculties with managing 

diferent videoconferencing platforms, and 

some teachers who preferred to keep their 

cameras of. Each interview was 

transcribed verbatim and assigned a unique 

code for easy identifcation. Transcripts 

were stored in well-organized digital 

folders, and an excel fle was employed to 

keep a record of transcripts, including 

information regarding the participant’s 

institution, gender, disciplinary area, type 

of contract, and years of experience. 

Data analysis 

Interviews were analyzed using a hybrid 

thematic analysis (fereday & muir-

cochrane, 2006). Initially, we developed a 

codebook based on the relevant literature. 

Team members coded approximately one-

third of the interviews using this 

codebook. Subsequently, subthemes were 

developed inductively based on more 

specifc or unexpected themes emerging 

from the interviews. Two team members 

performed this procedure, analyzing the 

initial set of transcripts. The proposed 

codebook, including deductive and 

inductive codes, was presented and 

analyzed over the course of several 

research meetings. As data collection 

period intertwined with the data analysis, 

when new transcripts arrived, they were 

used to continue developing and validating 

the codebook. After consensus was 

reached, a sample of 15% of the interviews 

(n=23) was double-coded to calculate 

intercoder reliability, which is appropriate 

according to the guidelines proposed by 

macphail et al. (2016). A coding 

comparison was conducted using nvivo 

software. This iterative process started by 

coding a small group of transcripts, 

calculating cohen’s kappa values, 

conducting dialogic reliability checks, and 

adding new transcripts in each iteration. 

This process led to signifcant 

improvement, and substantial agreement 

was reached (kappa=0.73). The remainder 

of the interviews were then coded 

independently by individual team 

members. One team member who did not 

directly participate in the coding process 

reviewed the analysis to determine 

whether the themes ft the data. 

IV. Results 

In this section, we organized a narrative of 

themes drawn from our analysis oriented 

on the four dimensions of teachers’ digital 

competencies proposed by esteve-mon 

et al. (2020) (basic digital skills, the 

pedagogical application of digital 

technologies, the use of technology to 

support continuous professional 

development, and the ability to further the 

digital competencies of higher education 

students). We also incorporated the 

analysis of transversal competencies 

ofered by villarroel and bruna (2017), 

given the importance that such 

competencies acquired during the 

pandemic. We organized our results 

around these fve dimensions to converge 

the analysis of teachers’ experiences with 

teachers’ digital competency development 

needs for post-got online and blended 

teaching. Weprovide, within this section, 

selected interview excerpts and, as an 

appendix, tables 3, 4, 5, 6 and 7 with the 

full set. In bothcases, a number is assigned 

to highlight the fact that they are drawn 

from diferent transcripts.  
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Basic digital skills 

At the beginning of the covid-19 

pandemic, teachers had diferent self-

perceptions of their digital pedagogical 

skills. Teachers with good self-perceived 

skills, e.g., teachers who were advanced in 

the use of the institutional learning 

management systems and/or had the ability 

to create multimedia content before the 

disruption, were well positioned to 

respond to the pandemic. [ ] when you 

know these technological resources, how 

to develop a game, how to create a quiz 

(using the learning management system), it 

facilitates (teaching) enormously. (i11). On 

the other hand, teachers who reported self-

perceived poor digital skills struggled. In 

this case, particularly at the beginning of 

the sanitary crisis, teachers noted that they 

were disoriented, particularly those who 

were older. As time advanced, these 

teachers had to learn and try to apply the 

digital tools that were necessary in the new 

context. I really struggled with the system. 

Zoom was really difcult for me [ ] for 

those of us who are older; it is more 

complex (i128). 

The pedagogical application of digital 

technologies 

The pedagogical application of digital 

technologies relates to the tasks of learning 

planning and designing, enacting 

educational experiences, and assessing 

students’ learning. Regarding planning and 

design, the need to adapt course design by 

prioritizing content and decreasing the 

length of classes emerged. Teachers 

engaged in more detailed course planning 

due to the necessity of accommodating 

content and interaction in the face of 

shortened schedules and with the aim of 

reducing students’ uncertainty. This 

approach represented a change from 

prepandemic teaching, in which context 

some degree of looser planning was 

allowed, as was some degree of 

improvisation. Although more detailed and 

tight planning was reported, teachers also 

had the fexibility to cope with disruptions 

resulting from connectivity issues, lack of 

attendance, or other unexpected events. 

Sometimes you need to vary class content 

because you have planned an activity [ ] 

and half of the class had a connectivity 

problem, or half is not there, you cannot 

advance as much as you want, because 

groups are not working…(i29). Second, 

the enactment of learning experiences 

presented several issues. Teachers noted 

that they perceived that most students 

attended online classes with their cameras 

of. This situation deprived teachers of the 

visual cues that they usually employed to 

familiarize themselves with the classroom 

climate and make adjustments when 

necessary. This made it difcult for them to 

determine whether students were paying 

attention or understanding the content. 

Teachers expressed frustration. Some 

intended to explain this situation by 

blaming students’ lack of motivation and 

feelings of shame when participating. 

However, other teachers elaborated on 

students’ material conditions: the lack of 

proper space, the lack of (or the possession 

of only poor) devices, and/or bad internet 

connections. Interviewees noted that this 

situation was the case for students from 

lower socioeconomic backgrounds who 

lived in small dwellings alongside several 

people and shared computing devices with 

other family members or those who lived 

in areas with poor internet access or with 

scarce resources for maintaining a 

continuous connection. Internet 

problems… where they (students) live, 

they have many connection problems, so 

they consume their connection trying to 

watch the video…[ ] my students live with 

several people in their houses, and these 

are small houses… this generated 
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problems when attending (i5) to overcome 

these problems, teachers implemented 

several strategies. Some teachers 

employed digital tools to promote 

interaction during synchronous online 

classes, given that interaction was difcult 

to achieve. Tools used for this purpose 

included kahoot!, miro, padlet, 

mentimeter, online surveys, and online 

group rooms, among others. Similarly, 

video-conferencing embedded chat tools 

emerged as a critical medium for 

promoting interaction. Teachers reported 

that chatting over the microphone became 

the students’ preferred means of 

communication. From the teachers’ 

perspective, a regular online class was a 

challenging situation due to the need to 

orchestrate several channels (video, 

microphone, and chat), digital tools for 

interaction, and the delivery of class 

content using both traditional resources, 

such as powerpoint, and emerging 

resources, such as online whiteboards. 

…but, as i am presenting, several times i 

am not watching the chat, i tried to be 

multitasking and reading the chat like…ok 

“that is your classmate saying…” let’s 

answer. But it was difcult…kind of lost the 

class focus (i143). Regarding 

asynchronous content and interaction. The 

use of video recording in the form of video 

capsules explaining content allowed 

students to engage with specifc content on 

their own time. Furthermore, online class 

recordings were uploaded to the learning 

management system for the students to 

watch later. Moreover, several materials, 

such as powerpoint or bibliographic 

resources, were also uploaded to the 

learning management system. Interaction 

between class sessions occurred mainly by 

employing other informal means, for 

example, whatsapp groups. This approach 

signifcantly increased teachers’ workload, 

thereby afecting their well-being. I have a 

whatsapp group with students, only for 

academic purposes…it is not for sending 

memes [ ] i usually, for example, send 

them, links to the papers i have been 

talking in class, or a link to something 

related to the class or a fle (i98). 

The use of technology to support 

continuous professional development 

Before the pandemic, teachers had several 

opportunities to engage in teaching 

development, including diplomas, 

seminars, and workshops. Such 

development pertained both to pedagogical 

issues and to the use of digital 

technologies for teaching—mainly with 

regard to the technical aspects of using the 

institutional learning management system. 

These opportunities were conducted in 

blended learning formats, featuring both 

face-to-face sessions and asynchronous 

interaction. Teachers valued these 

instances but also expressed certain 

reservations. Competing demands among 

teaching, administration, and research— in 

research-oriented institutions—led to work 

overload. Prepandemic teaching 

development, however, was essential for 

facing the challenges resulting from the 

pandemic. Teachers who had participated 

in these activities felt better prepared to 

face pedagogical and technological 

challenges. The social outbreak entailed 

the need for teachers to be better prepared 

for uncertain emerging conditions. Thus, 

higher education institutions started by 

providing more intensive online training 

for online teaching. During this stage, as 

the 2019s semester had fnished mostly 

asynchronously, training was focused on 

developing video capsules, delivering 

content via the learning management 

system, and conducting online evaluations. 

When the social outbreak came [ ] they 

(training staf) [ ] started to prepare us, we 

learned online platforms… sent a couple of 
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handbooks… [ ] and now came the 

pandemic…(i29) the covid-19 pandemic 

led to a rise in videoconferencing. 

Therefore, alongside supporting teachers’ 

use of institutional learning management 

systems, training was focused on this 

essential tool for online synchronous 

teaching. Simultaneously, teachers 

reported that, given the difculties they 

faced with regard to motivating and 

evaluating students, these topics were 

included. Both technical and pedagogical 

aspects were highly valued. However, an 

increasing number of compulsory courses 

led to a feeling of work overload, 

particularly during the second semester of 

2020. The problem is that (on top of 

courses for online teaching) everything 

starts accumulating now in december: 

exams, teaching reports, and so on… (i29) 

moreover, as diferent levels of competency 

were not considered, teachers with higher 

skills complained when the courses 

seemed to be basic. 

The ability to further the digital 

competencies of higher education 

students 

With regard to the teachers’ perspective, 

teachers generally perceived that students 

use digital technologies intensively, 

particularly with respect to social 

networks. Teachers employ these 

technologies to align with what they 

perceive as the form in which their 

students want to learn. In this regard, 

several such technologies were used to 

deliver content or maintain communication 

and interaction during the pandemic (for 

example, instagram, youtube, and tiktok, 

among others). However, some teachers 

felt less prepared than their students to use 

these tools. I think students know digital 

technologies better [ ] they are inserted in 

new technologies, they are inserted in 

social networks, all the time, during 

classes, before, after [ ] if you use these 

tools for learning i think for them it will be 

closer (to their everyday lives) (i27) 

regardless of students’ high level of social 

network use, teachers also generally 

perceived that they were less confdent and 

struggled with the use of digital 

technologies for learning and professional 

purposes. First, teachers noted that it is not 

apparent that students know how to 

employ the digital technologies ofcially 

provided by their institutions (such as 

learning management systems, digital 

libraries, or videoconferencing) or other 

technologies that are not provided by the 

institutions but are used to promote 

interaction (for example, padlet or kahoot). 

Sure…they use social networks, but they 

do not manage…they are not able to use 

other types of digital technologies that 

allow them to participate more actively in 

classes (i24). Simultaneously, teachers 

reported problems with the digital tools 

that students must incorporate as part of 

their professional development. Students 

seem unprepared to learn how to use such 

tools at the expected level. 

Transversal competencies 

The deployment of transversal 

competencies—particularly the capacity to 

establish a safe learning environment, 

ensure accessibility to students, and have 

the disposition to understand students’ 

situations (with regard to both personal 

and academic matters) were emphasized 

by teachers as crucial in the exceptional 

circumstances that were in efect during 

covid-19. Concerning the capacity to 

establishment a safe online learning 

environment, teachers claimed that it is 

essential to provide students with the 

confdence to interact academically. For 

teachers, such interaction is important 

because students tend to feel insecure and 

ashamed in the context of participating. 
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Establishing a safe environment can help 

break such an asymmetric relation. In this 

manner, more horizontal relationships may 

allow students to ask questions when they 

do not understand the content and cause 

them to feel as if they can make mistakes 

as part of their learning. …being close (to 

students) for them to feel confdent to 

participate… for them not to feel the 

teacher is a “superior being.” (i14) 

Discussion 

In this study, we investigated higher 

education teachers’ experiences of 

teaching online during covid-19 with the 

aim of contributing to current debates on 

teachers’ digital competency development 

needs during this disruptive era. We found 

that, with regard to basic digital skills, 

teachers entered the pandemic with 

diferent levels of competencies. This 

fnding aligns with previous research 

claiming teachers tend to report that they 

are unclear with regard to the task of 

incorporating digital technologies into 

their practice (esteve-mon et al., 2020; 

zhao et al., 2021). In relation to the 

pedagogical application of digital 

technologies, these disruptive times 

represented a period of forced innovation 

due to the rapid transition to online 

teaching (howard et al., 2022). Teachers 

expanded the range of digital technologies 

in use, adopting both institutional (i.e., 

tools that were provided by their 

institutions, for example, learning 

management systems, video conferencing 

tools & digital libraries) and 

noninstitutional (i.e., tools that were not 

provided by their institutions, for instance, 

whatsapp, instagram, youtube, tiktok, 

kahoot!, miro, padlet, and mentimeter, 

among others) tools (gonzález et al., 

2022). This contrasts with prepandemic 

research that highlighted low to medium 

levels of use and low capacity to 

implement digital technologies in 

designing and enacting learning 

experiences (esteve-mon et al., 2020). A 

key problematic issue was that of student 

assessment. Prepandemic research has 

demonstrated that in chile, teachers 

exhibited a lower level of competencies, 

employing mainly traditional forms of 

assessment (peña vicuña, 2019). At the 

international level, esteve-mon et  al. 

(2020) highlighted the fact that teachers’ 

least advanced competency regarding the 

use of digital technologies pertained to 

assessment. In this disruptive scenario, the 

need for more sophisticated and authentic 

forms of assessment 66 c. González et al. 1 

3 emerged. Regarding the use of 

technology to support continuous 

professional development, prepandemic 

professional development, particularly 

during and after the social outbreak, 

helped teachers cope with the covid-19 

scenario. Teachers also valued 

professional development during the 

lockdown, which was aimed at the 

development of digital technology 

competencies and an improved 

understanding of student learning 

processes in this scenario. However, 

professional development represented 

another source of work overload. It is also 

important to notice that these activities 

were in traditional formats (e.g., 

workshops or seminars), similar to what 

esteve-mon et al. (2020) described in their 

systematic review. These authors 

proposed, therefore, advancing towards 

other forms of professional development 

aforded by digital technologies (e.g., 

online communities of practice, 

professional networks, peer support, or 

dissemination of experiences with 

technology). Regarding the ability to 

further the digital competencies of higher 

education students, teachers found that, 

unlike the common sense of “digital 
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natives”, students exhibited heterogeneous 

levels of digital technology use. Some 

students resembled digital natives in 

certain respects, while others exhibited 

relatively modest use. (selwyn, 2014). 

Before the pandemic, research showed that 

teachers were skeptical about the need to 

teach digital elements in their courses as 

they perceived their students already had 

strong digital skills (esteve-mon et al., 

2020). Our results demonstrate that there is 

indeed a need to teach how digital 

technologies can support both learning and 

future professional practice. Finally, 

transversal competencies emerged as 

essential during the pandemic. The 

capacities to establish a safe learning 

environment, ensure accessibility for 

students, and have the disposition 

necessary to understand students’ 

situations were highlighted as important in 

the context of disruption. Prepandemic 

refections on these issues highlighted the 

importance of establishing good 

interpersonal relationships with students 

(villarroel & bruna, 2017). Our results 

show that, as a product of these disruptive 

times, an increasing awareness of the value 

of transversal competencies emerged. 
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`   

V. Conclusion 

In this study, we focused on teachers’ 

experiences of teaching online during 

covid-19. Our objective was to contribute 

to current debates on the digital 

competencies that teachers will need in the 

post-got era. Our results showed that 

teachers faced a very difcult situation. 

However, they simultaneously obtained a 

tremendous amount of learning: they 

expanded the range of digital technologies 

in use to maintain content delivery and 

promote interaction, developed 

innovations in terms of course design and 

assessment, and developed an empathic 

disposition to understand students’ 

situations. Now that institutions are 

returning to on-campus face-to-face 

learning, questions emerge regarding the 

extent to which these lessons learned can 

be preserved. We provided several 

recommendations for advancing toward an 

auspicious future scenario in which 

innovation is maintained and strengthened. 

Appendix: full set of interview excerpts  
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