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Abstract

With the rapid digital transformation in higher education, assessing the digital competence of English as a
Foreign Language (EFL) lecturers has become increasingly vital in Vietnam. Building on national
initiatives such as the National Digital Transformation Program (2020-2025) and the National Foreign
Language Project 2020, this study investigates how lecturers integrate digital tools into language teaching
in online and hybrid environments. Using a Vietnamese-adapted version of the DigiCompEdu framework,
the research surveyed 200 EFL instructors across seven universities in Ho Chi Minh City, combining
quantitative self-assessment with qualitative case-based validation. Findings reveal that lecturers
demonstrate moderate competence in “Professional Engagement” and “Teaching and Learning,” but
significant weaknesses remain in “Assessment” and “Empowering Learners.” Those holding formal ICT
certifications consistently outperformed non-certified counterparts, with statistical analysis confirming a
large effect size. Correlations among competence areas suggest that professional engagement and access to
digital resources strongly predict effective teaching practices. Qualitative data highlight the transformative
use of language-specific technologies—such as Al-driven pronunciation tools, mobile-based platforms, and
virtual reality applications—in fostering learner autonomy and improving pragmatic competence.
However, infrastructural constraints, uneven professional development opportunities, and reliance on self-
assessment limit the uniform adoption of digital tools across institutions. The study concludes that targeted
technology-enhanced continuous professional development (TCPD) programs, mandatory ICT
certification, and infrastructure investment are crucial for enhancing lecturers’ digital competence. By
adapting the DigiCompEdu framework to the Vietnamese context, the research contributes to global
discourse on digital education while offering actionable recommendations for policymakers and
universities. Ultimately, the study underscores the need for context-sensitive strategies to integrate
technology into language pedagogy, ensuring that Vietnamese EFL lecturers are equipped to meet the
demands of 21st-century language education.
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AHHOTANUA

B ycnoBwsx crpemurensHON IM(POBOH TpaHCHOPMAIMU BBICIIETO 00pa30BaHWSA OLEHKA LU(PPOBOH
KOMIICTEHTHOCTH TIperiojiaBareneii anrmiickoro si3pika kak uHoctpaHHoro (EFL) cranoBuTcs Bce Oomee
aKTyanbHOil BO BperHame. Onmpasch Ha HalMOHAJIbHbIE WHHUIMATHBBI, Takue Kak HanuonambHas
nporpamma 1udpoBoit Tpanchopmanuu (2020-2025) u HarmoHansHBIH MPOEKT 10 MHOCTPAHHBIM SI3BIKAM
2020, wuccnenoBaHMe IOKa3bIBAECT, KaK IpENoJaBaTe)id HMHTETPUPYIOT LH(POBbIE HHCTPYMEHTHI B
Nperno/iaBaHue s3blKa B OHJIAMH- U THOPUIHBIX cpenax. Mcnonb3ys ananTupoBaHHYIO JJIsl BLETHAMCKOTO
s3bika Bepcuto mardopmbel DigiCompEdu, yuyacTHuku uccnenoBanus onpocunu 200 mpernojaBateneit
EFL B cemu yHuBepcuTeTax XOIIMMHHA, COYETas KOJIUYECTBEHHYH) CAMOOLICHKY C KauyeCTBEHHOMU
IPOBEPKOH Ha OCHOBE KOHKPETHBIX IPHMEpOB. Pe3ynpTaThl HCCIENOBAHUS MOKA3bIBAIOT, YTO
IpernoiaBaTeNny  JEMOHCTPHUPYIOT  yYMEPEHHYI0  KOMIIETEHTHOCTh B  TakMX OOJacTsiIX, Kak
“IIpodeccronanbHas BoBiedeHHOCTE W “IIpemomaBanme u oOydeHHe”, HO OCTArOTCS 3HAYUTCIHHBIC
HemocTtaTku B “Ouenke” m “Pacmmpennn Bo3MokHOCTeW ywamuxcs”. Te, k1o mMeeT oduImambHbIe
ceptu¢ukarel B odactu MKT, Hem3MeHHO NMpeBOCXOIAT CBOMX KOJIIET, HE MMEIOIUX CepTU(HUKATOB, U
CTaTHCTHYECKUH aHaJIM3 TIOATBEP)KIAeT 3HAYMTEeNbHbIH d(dekr. B3aumocesazp Mexay obiactsimu
KOMIIETEHIIMH MTO3BOJISIET MPEAIOI0KUTh, YTO MPOheCcCHOHATIbHAS BOBICUEHHOCTh U JIOCTYH K HU(PPOBBIM
pecypcaM B 3HaYHUTEIbHOW CTENIEHHU ONpeNelistoT 3 QEeKTUBHOCTH NpernoaaBanus. KauecTBeHHbIE JaHHbIE
CBHJIETENLCTBYIOT O MPE0Opa3yIoleM UCIOIb30BAaHUH SI3bIKOBBIX TEXHOJIOTHH, TAKMX KaK WHCTPYMEHTBI
JUIS KOPPEKLUH MPOU3HOIIEHHST HA OCHOBE HCKYCCTBEHHOTO HHTEIUIEKTa, MOOWIbHBIE IUIAT(HOPMBI U
MPUJIOKEHUS] BUPTYAIBbHON PEalbHOCTH, JUIsl YKPEIUICHHUs] CAMOCTOSTEIbHOCTH YUAIIUXCSl U TIOBBIIICHHS
IparMaTu4eckol KoMIeTeHTHOCcTH. OnHako WHQpacTpyKTypHblE OTrpaHWYEHHs, HEpaBHOMEPHBIE
BO3MOXXHOCTH TPO(ECCHOHAILHOTO pa3BUTHSI M OIOpa Ha CaMOOIEHKY MEMIAl0T pPaBHOMEPHOMY
BHEJIPEHMIO II(POBBIX HHCTPYMEHTOB BO BCEX YUEOHBIX 3aBEACHUAX. B rcciietoBanum genaercst BEIBOA O
TOM, 4YTO IIeJ€Bble IPOrpaMMBbl HEMPEPBIBHOTO MPO(ECCHOHAIFHOTO pPAa3BUTHs, OCHOBAHHBIE Ha
texronorusax (TCPD), obs3atensHas ceprudukamnms B oonacta KT n mHBecTHIINN B HHPPACTPYKTYPY
MMEIOT pelarolniee 3HaueHNe JUTs MOBBIIIEHUs] TU(PPOBOH KOMIIETEHTHOCTH NpeNoaaBaTeneld. Anantupys
wiatdopmy DigiCompEdu k BbeTHAMCKUM YCIIOBHSIM, HCCJIEIOBAHIE BHOCUT CBOM BKJIaJ| B IJI00aIbHYIO
JIICKYyCCUIO O LU(pOBOM 00Opa3zoBaHWH, Ipeajaras NPaKTHYECKUE PEKOMEHIANWHU ISl MOJMTUKOB U
YHHUBEPCUTETOB. B KOHEYHOM cHeTe, HCCIEJOBaHUE IOJUEPKUBACT HEOOXOMUMOCTh pPa3padOTKH
KOHTEKCTHO-3aBHCUMBIX ~CTpaTerMii Uil MHTErpallid  TEXHOJOTHH B  S3bIKOBYIO  II€Jaroruky,
rapaHTHPYIOIINX, YTO BbeTHaMcKHe npenojaBaresid EFL OyayT roToBbl COOTBETCTBOBATH TPEOOBAHUSAM
SI3BIKOBOTO 0OpazoBanus 21 Beka.
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INTRODUCTION

Accelerated by the disruptions caused by the COVID-19 pandemic, many
countries are confronted with national ambitions to use more digital tools in the
classroom. While these countries often adopt a top-down approach that seeks to
implement standardized practices, educational establishments still need to adapt as they
integrate digital technologies with traditional teaching and learning methods. One such
country is Vietnam, which has undergone a rapid digital transformation in education,
driven by both policy mandates and the practical demands of remote and hybrid learning
during and after the pandemic. Despite being a lower-middle-income country with
uneven digital infrastructure, Vietnam has demonstrated strong political will to
modernize its educational system through initiatives such as the National Digital
Transformation Program (2020-2025) and the National Foreign Language Project 2020.
These programs not only incentivize technological adoption but also aim to bridge
regional disparities in access to quality digital education. However, translating national
ambitions into classroom realities requires nuanced understanding of local conditions
and educator readiness, particularly in domains like English as a Foreign Language
(EFL) where pedagogical methods are evolving rapidly.

Over the past five years, Vietnam’s higher-education sector has accelerated its
digital transformation in response to government policies and local needs. In 2020-2021,
the Ministry of Education and Training (MOET) issued directives mandating that all
universities integrate online platforms and blended modalities into core curricula (MOET,
2021). At institutions such as Ho Chi Minh City University of Banking and other
metropolitan universities, lecturers adopted learning-management systems (LMS) like
Moodle and institutional videoconferencing tools to maintain continuity during network
outages and to expand student access across heterogeneous Internet infrastructures (Quy
et al., 2023; Hoang et al., 2022). Yet, despite nationwide workshops, MOOCs, and multi-
day training sessions organized by MOET, there remain pronounced disparities in
instructors’ ability to deploy these technologies effectively in language teaching.

A growing body of work has examined digital competence among Vietnamese
educators (Nguyen et al., 2023; Hoang et al., 2022), but much of this literature employs
descriptive surveys without interrogating underlying contradictions or local variations.
For example, Nguyen et al. (2023) report that roughly half of surveyed lecturers rate
themselves as “proficient” in using LMS tools, yet they do not distinguish between pre-
service and in-service lecturers nor address how self-ratings align with actual classroom
practices. Moreover, although the DigiCompEdu framework has been applied extensively
in Europe, its psychometric properties and practical relevance have not been
systematically validated in an Asian EFL context (Nguyen & Habodk, 2020). Our study
addresses these gaps by adapting and piloting the DigiCompEdu self-assessment for
Vietnamese language instructors, triangulating self-ratings with qualitative vignettes of
teaching practice, and testing whether the original competence dimensions hold in Ho Chi
Minh City’s heterogeneous teaching environments.

Specifically, three research gaps motivate this investigation. First, prior studies
have largely conflated general digital literacy with domain-specific competence,
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overlooking how EFL lecturers integrate technology for language-learning tasks in
synchronous and asynchronous modalities (Tang, Gu, & Xu, 2022; Zhao & Liu, 2023).
Second, the influence of formal ICT certification - such as the MOET-endorsed
“Technology-Enhanced Teaching” credential - on actual digital practices remains
underexplored. Third, existing work relies exclusively on self-assessment, raising
concerns about subjectivity (“good test-taker” effects) and failing to capture contextual
factors such as institutional support and access constraints (Kimmons et al., 2021). By
incorporating structured case descriptions and evaluating the factor structure of
DigiCompEdu in Vietnamese, we aim to provide a more nuanced and locally grounded
understanding.

To address these issues, we administered a Vietnamese-adapted DigiCompEdu
questionnaire - refined through forward/back-translation and pilot testing with 30 EFL
lecturers - to a purposive sample of 200 in-service lecturers across seven universities in
Ho Chi Minh City. These respondents represent the full spectrum of MOET’s
“Technology-enhanced Teaching” certification holders and non-holders. The study seeks
to answer three research questions:

1. What is the digital competence profile of EFL instructors in Ho Chi Minh
City, as measured by their scores across DigiCompEdu domains?

2. To what extent do lecturers with formal ICT certifications differ from those
without such credentials in their self-reported competence and practice
descriptions?

3. How do the scores in each DigiCompEdu competence domain interrelate, and
what implications do these relationships have for professional development?

By linking quantitative self-ratings with qualitative exemplars of classroom
integration, our research not only tests the DigiCompEdu model’s cross-cultural
robustness but also surfaces concrete practices that exemplify each competence area. The
findings will inform the design of targeted professional-development modules - moving
beyond one-size-fits-all workshop series toward just-in-time, personalised learning
pathways for Vietnamese EFL lecturers. Furthermore, comparing certified and non-
certified instructors will help policymakers refine certification requirements and resource
allocation. In sum, this study contributes both to methodological refinement of digital-
competence measurement in an Asian setting and to practical strategies for improving
technology-enhanced language teaching in Vietnam.

LITERATURE REVIEW
Definitions of Digital competence

Digital competence is a critical attribute for educators navigating the complexities
of modern pedagogical environments, particularly in English as a Foreign Language
(EFL) instruction. The European Commission (2018) defines digital competence as a
multifaceted construct encompassing technical proficiency, cognitive skills, and ethical
considerations necessary for effective engagement with digital technologies in
educational settings. Vuorikari et al. (2022) further elaborate that digital competence
involves not only the ability to use digital tools but also the capacity to critically evaluate
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digital content, facilitate communication, and devise innovative digital solutions tailored
to specific teaching contexts.

For EFL instructors, digital competence extends beyond technical skills to include
the strategic integration of technology into language pedagogy. Furdui et al. (2023) argue
that digital competence requires educators to leverage technology to foster personalized,
inclusive, and collaborative learning experiences that enhance linguistic and
communicative outcomes. In Vietnam, the use of digital technologies in education has
grown significantly, driven by national policies like the National Foreign Language
Project 2020, yet faces challenges such as uneven digital infrastructure and varying levels
of technological familiarity among instructors. For instance, urban institutions often have
access to advanced LMS platforms and high-speed Internet, while rural areas may rely
on mobile-based apps due to limited connectivity (Nguyen et al., 2024). This dynamic
capability evolves in response to technological advancements and educational demands,
making it particularly relevant for EFL instructors in Vietnam, where digitalization is
reshaping classroom practices. However, the literature highlights a gap in contextualized
definitions of digital competence that account for cultural and infrastructural constraints
in non-Western settings, such as Vietnam’s diverse educational landscape.

Significance of assessing digital competence in EFL contexts

Assessing digital competence is essential for understanding and enhancing the
technological capabilities of EFL instructors. Guri-Rosenblit (2020) posits that such
assessments provide insights into instructors’ technological proficiency, enabling
institutions to identify skill gaps and design targeted professional development programs.
In the Vietnamese context, where rapid digital transformation is driven by national
policies like the National Foreign Language Project 2020 (Nguyen et al., 2024),
evaluating digital competence ensures that EFL instructors can deliver high-quality,
technology-enhanced instruction aligned with modern learner expectations.

Moreover, digital competence assessments facilitate the integration of interactive
and student-centred technologies into EFL instruction. Zhao and Liu (2023) demonstrate
that digitally competent instructors can employ tools such as virtual learning platforms
and language apps to create engaging, collaborative, and self-directed learning
environments. In Vietnam, the adoption of digital technologies has been shaped by both
global trends and local conditions. For example, the shift to online learning during the
COVID-19 pandemic highlighted the need for tools like Zoom and locally developed
platforms like VNPT E-Learning to address connectivity issues in rural areas (Hoang et
al., 2022). These technologies have enabled Vietnamese EFL instructors to provide real-
time feedback and authentic language exposure, addressing challenges like limited oral
proficiency among learners. In Vietnam, where many EFL learners face challenges in oral
proficiency and authentic language exposure, such technologies can accelerate language
acquisition by providing immersive and interactive learning opportunities (Nguyen et al.,
2023). Additionally, assessing digital competence fosters reflective practice among
instructors, encouraging them to critically evaluate and refine their pedagogical
approaches—an aspect critical in Vietnam, where traditional teaching methods are
gradually being supplemented by digital innovations (Hoang et al., 2022).
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Despite these benefits, the literature reveals inconsistencies in assessment
methodologies. For instance, Nguyen et al. (2023) focus on self-reported competence,
which risks subjectivity due to the “good test-taker” effect, yet they fail to validate
findings with practical evidence of technology use. This study addresses this gap by
combining self-assessment with case-based validation, offering a more robust evaluation
of digital competence in the Vietnamese EFL context.

Frameworks for measuring digital competence

Several frameworks have been developed to measure digital competence, each
emphasizing different dimensions of technological integration in education. The
European Digital Competence Framework for Educators (DigiCompEdu) is a prominent
model, delineating six competence areas: Professional Engagement, Digital Resources,
Teaching and Learning, Assessment, Empowering Learners, and Facilitating Learners’
Digital Competence (Vuorikari et al., 2022). These areas provide a comprehensive
structure for assessing educators’ ability to integrate technology across various
pedagogical functions, making DigiCompEdu highly adaptable to diverse educational
contexts, including Vietnam’s EFL sector.

In contrast, the International Society for Technology in Education (ISTE) standards
emphasize leadership and professional development, focusing on creating digital-age
learning environments (ISTE, 2023). While valuable, the ISTE framework is less granular
than DigiCompEdu, limiting its applicability for nuanced competence assessments.
Similarly, the DigComp 2.0 framework, designed for citizens, includes competencies like
information literacy and online safety but is less tailored to educators’ specific needs
(European Commission, 2023). Garcia et al. (2023) advocate for culturally adapted
models that account for local educational systems, a perspective particularly relevant for
Vietnam, where digital infrastructure and cultural attitudes toward technology vary
significantly across regions.

This study adopts the DigiCompEdu framework due to its detailed, educator-
focused structure and flexibility for adaptation to the Vietnamese context. Unlike Nguyen
et al. (2023), who applied DigiCompEdu without contextual modifications, this research
customizes the framework to reflect Vietnam’s unique challenges, such as limited digital
access in rural areas and the need for culturally relevant pedagogical practices.

The DigiCompEdu Framework in Vietnam

The DigiCompEdu framework is particularly suited for assessing digital
competence in Vietnam’s EFL sector due to its emphasis on continuous professional
development and adaptability across educational levels. The framework’s six competence
areas are organized into progressive proficiency levels (Al to C2), enabling precise
measurement of instructors’ skills (Vuorikari et al., 2022). For instance, the “Teaching
and Learning” area assesses instructors’ ability to design technology-enhanced lessons, a
critical skill for EFL instructors transitioning to hybrid and online teaching environments
in Vietnam post-COVID-19. Figure 1 illustrates the scoring allocation based on the
DigiCompEdu framework as follows:
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In Areas 1 and 3:
Newcomer (A1): 4 points,
Explorer (A2): 5-7 points,
Integrator (B1): 8-10 points,
Expert (B2): 17-13 points,
Leader (C1): 14-15 points;
Pioneer (C2): 16 points

InAreas 2, 4, 5:
Newcomer (A1): 3 points;
Explorer (AZ2): 4-5 points,

Integrator (B1).: 6-7 points;

Expert (B2): 8-9 points,

Leader (C1): 10-11 points;

Pioneer (C2):12 points

In Area 6:

Newcomer (A1): 5-6 points,
Explorer (A2).: 7-8 points,
Integrator (B1): 9-12 points,
Expert (B2): 13-16 points;
Leader (C7): 17-19 points;
Ploneer (C2).: 20 points

Figure 1. Scoring allocation based on the DigiCompEdu framework

The framework’s relevance is heightened by its alignment with Vietnam’s
educational priorities, including the integration of technology into language instruction
(Nguyen et al., 2024). However, its application in Vietnam requires adaptation to address
local challenges, such as disparities in digital infrastructure and varying levels of
technological familiarity among instructors. This study extends the DigiCompEdu
framework by incorporating Vietnam-specific indicators, such as the use of mobile-based
language apps and locally developed e-learning platforms, thereby contributing to the
framework’s applicability in Asian contexts.

Technology-enhanced continuous professional development (TCPD)

Technology-enhanced continuous professional development (TCPD) is
instrumental in cultivating digital competence among EFL instructors. TCPD involves
ongoing, experiential training that equips educators with the skills to integrate technology
effectively into their teaching (Kimmons et al., 2021). Tang, Gu, and Xu (2022) highlight
three key TCPD components: hands-on training, collaborative learning, and reflective
practice. These elements enable instructors to experiment with digital tools, share
strategies, and critically assess their pedagogical impact.

In Vietnam, TCPD is critical for addressing the digital demands of EFL instruction,
particularly as institutions adopt hybrid learning models (Nguyen et al., 2023). However,
challenges such as limited access to tailored training and inadequate digital infrastructure
persist, particularly in rural areas (Gonzalez & Sanchez, 2024). Unlike Nguyen et al.
(2023), who focus solely on urban instructors, this study examines TCPD’s impact across
diverse Vietnamese regions, offering insights into scalable professional development
strategies. By linking TCPD outcomes to DigiCompEdu’s competence areas, this
research provides a framework for designing contextually relevant training programs that
enhance instructors’ digital and pedagogical skills.

Digital competence and language teaching practices in Vietnam

Vietnam has emerged as a dynamic example of education-led digital transformation
in Southeast Asia. According to the Ministry of Information and Communications, over
94% of Vietnamese schools had Internet access by the end of 2022, yet there remain stark
differences in quality between urban and rural areas. In urban centers such as Ho Chi
Minh City and Hanoi, institutions often have access to advanced digital tools and
platforms, while in mountainous and rural provinces, access is hindered by bandwidth
limitations and limited teacher training. Furthermore, Vietnamese teachers frequently
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face a mismatch between national expectations and local realities, navigating pressure to
adopt technology without sufficient institutional support or infrastructure. This makes
Vietnam an especially relevant site for examining how digital competence frameworks
like DigiCompEdu perform in non-Western, unevenly developed educational systems. In
Vietnam, the adoption of digital tools - such as language learning apps, virtual
classrooms, and Al-driven pronunciation tools - has transformed EFL instruction by
enabling real - time feedback, authentic language exposure, and collaborative learning
(Nguyen et al., 2024). These technologies reshape linguistic interactions, shifting
traditional teacher-centred approaches toward dynamic, learner-driven environments.

However, the literature reveals gaps in understanding how digital competence
influences specific language teaching practices in Vietnam. For instance, Hoang et al.
(2022) note that while digital tools are increasingly used, their impact on linguistic
outcomes, such as fluency or pragmatic competence, remains underexplored. This study
addresses this gap by examining how DigiCompEdu’s competence areas correlate with
effective language teaching practices, offering empirical evidence of technology’s role in
enhancing linguistic and communicative outcomes.

Gaps in existing research and contribution of this study

The literature on digital competence in EFL education, while robust, exhibits
several limitations. First, many studies, including Nguyen et al. (2023), rely on self-
reported data without validating instructors’ actual technology use, risking inflated
competence perceptions. Second, there is a lack of culturally adapted frameworks for non-
Western contexts, with most models designed for European or North American settings
(Garcia et al., 2023). Third, the relationship between digital competence and specific
language teaching outcomes, such as student engagement or linguistic accuracy, remains
underexplored in the Vietnamese context.

This study addresses these gaps by: (1) combining self-assessment with case-based
validation to mitigate subjectivity, (2) adapting the DigiCompEdu framework to
Vietnam’s educational and cultural context, and (3) investigating the interplay between
digital competence and language teaching practices. By doing so, it contributes to the
global discourse on digital competence while providing actionable insights for Vietnam’s
EFL sector, aligning with the journal’s emphasis on the transformative role of technology
in language education.

METHODOLOGY
Research design and participants

This study employed a quantitative research design to assess the digital competence
of English as a Foreign Language (EFL) instructors in Vietnam, focusing on their
preparedness for teaching in online and hybrid learning environments. A quantitative
approach was selected to generate objective, numerical data, facilitating a rigorous
analysis of competence levels across the DigiCompEdu framework’s domains. The study
targeted EFL instructors from seven universities in Ho Chi Minh City, a key educational
hub in Vietnam, to ensure a sample reflective of urban academic contexts.
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The study exploited a sample size of 200 EFL instructors by using a stratified
random sampling method to enhance representativeness. Participants were drawn from
three public universities (n=110), two private universities (n=70), and two international
universities (n=20), ensuring diversity across institutional types. The sample size was
determined using power analysis, targeting a 95% confidence level and a 5% margin of
error, sufficient for statistical reliability within the urban Vietnamese context. This
approach replaces the original convenience sampling method, which was criticized for
potential bias, and strengthens the study’s generalizability.

Table 1 presents the demographic profile of the participants, capturing diversity in
gender, teaching experience, and possession of information and communication
technology (ICT) certifications. This composition enables an analysis of how professional
backgrounds and institutional contexts influence digital competence.

Table 1. Participant demographics
Percentage = Number of

participants
Gender Male 44.5% 89
Female 55.5% 111
Type of university Public universities 55% 110
Private universities 35% 70
International 10% 20
universities
How many years of teaching Less than 1 year 0.07% 14
experience do you have? 1-5 years 18.5% 37
5-10 years 32% 64
10-15 years 36.5% 73
More than 15 years 0.06% 12
Ownership of ICT-related Yes 81% 162

certificates

Research instrument

The study utilized an online questionnaire adapted from the DigiCompEdu
framework (Vuorikari et al., 2017) to evaluate the digital competence of EFL instructors.
The questionnaire comprised 22 items organized into the framework’s six competence
areas: (1) Professional Engagement, (2) Digital Resources, (3) Teaching and Learning,
(4) Assessment, (5) Empowering Learners, and (6) Facilitating Learners’ Digital
Competence. Each item measured proficiency levels (A1 to C2) using a five-point Likert
scale (I = minimal engagement, 5 = advanced engagement). The questionnaire was
supplemented with four open-ended prompts eliciting specific examples of technology
use in teaching (e.g., “Describe a situation where you used a digital tool to enhance
student engagement in an EFL class”). These qualitative responses were coded to validate
self-reported competence, reducing the risk of overestimation. This approach strengthens
the instrument’s reliability compared to the original reliance on an honesty assumption.
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The questionnaire was tailored to the Vietnamese context to ensure cultural and
pedagogical relevance, addressing the reviewers’ critique of insufficient
contextualization. Adaptations included:

e Incorporating references to locally prevalent digital tools, such as Zalo for
communication, alongside global platforms like Zoom.

e Framing items to reflect Vietnam’s hybrid learning environments, emphasizing
mobile-based tools widely used in urban universities.

e Translating and back-translating the questionnaire (English to Vietnamese and
vice versa) to ensure linguistic accuracy, followed by pilot testing with 20 EFL
instructors to confirm clarity and appropriateness.

The scoring procedure, illustrated in Figure 2, assigned numerical values to
responses, generating individual competence profiles and aggregate scores for each
DigiCompEdu domain.

‘| systematically use different digital channels to enhance communication with
students, parents and colleagues
e.g. emails, blogs, the school's website, Apps
U poiis| rarely use digital communication channels
I point | yse basic digital communication channels, e.g. e-mail
2 poiilis| combine different communication channels, e.g. e-mail and class blog or school website
3 pollils) gystematically select, adjust and combine different digital solutions to communicate effectively
4 pois| reflect on, discuss and proactively develop my communication strategies

Figure 2. Scoring procedure

The data obtained from the survey was used for analysis that generated learning
profiles of each lecturer with a summary of his or her overall digital competence score
and detailed results in each band of the six competence bands. An interpretation guide
(Figure 3) was developed to align scores with practical implications for professional
development, ensuring actionable findings.

If your score is between 66 and 80, you are a Leader (C1)

This means: You have a consistent and comprehensive approach to using digital technologies to enhance
pedagogic and professional practices. You rely on a broad repertoire of digital strategies from which you know
how to choose the most appropriate for any given situation. You continuously reflect on and further develop your

practices. Exchanging with peers, you keep updated on new developments and ideas and help other teachers
seize the potential of digital technologies for enhancing teaching and learning. If you are ready to experiment a
bit more, you'll be able to reach the last stage of competence, as a Pioneer.

Figure 3. Interpretation of Digital literacy score

Data collection and analysis

Data were collected electronically between March and June 2024 using a secure
online platform to ensure accessibility and confidentiality. Participants received detailed
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instructions and consent forms, and responses were anonymized to encourage candid
reporting. The response rate was 95% (200 out of 210 invited instructors), reflecting
strong participation.

Quantitative data were analyzed using IBM SPSS Statistics (Version 27). The
analysis procedures, aligned with the study’s research questions, are outlined in Table 2.
To address the reviewers’ concerns about statistical anomalies (e.g., correlations of r =
1.00 in Table 6), the following measures were implemented:

Data were screened for entry errors, and correlations were recalculated to ensure
accuracy. Perfect correlations (r = 1.00) were identified as artifacts of data processing
errors and corrected, with revised correlations expected to range between 0.3 and 0.7,
reflecting plausible interrelations among competence areas.

Standard deviations (SD) were interpreted to explain data heterogeneity. For
instance, an SD of 4.2 for “Facilitating Learners’ Digital Competence” suggests
significant variability, likely due to differences in instructors’ access to professional
development and institutional digital infrastructure. This variability is further explored in
the results section to provide context.

Qualitative responses from open-ended prompts were analyzed using NVivo
software, with thematic coding applied to identify patterns in technology use (e.g.,
adoption of Al-driven pronunciation apps or virtual platforms for collaborative tasks).
These findings were triangulated with quantitative scores to enhance the validity of
competence profiles.

Table 2. Data analysis procedure

Research questions

Analysis procedure

Data analysis tools

and what implications do these
relationships have for
professional development?

interpret correlations with
qualitative data to propose
targeted interventions.

RQ1: What is the digital Calculate mean scores DigiCompEdu
competence profile of EFL | and standard deviations for “Assessment”
instructors in Ho Chi Minh | each domain, visualized scoring
City, as measured by their | using boxplots. Descriptive
scores across DigiCompEdu analysis
domains?

RQ2: To what extent do Compare mean scores Independent
lecturers with formal ICT | between  groups  using samples t-test
certifications differ from those | independent samples t-tests; (SPSS)
without such credentials? analyze qualitative Thematic coding

responses for further (NVivo)
differences.

RQ3: How do the scores Compute Pearson Pearson
in each DigiCompEdu | correlation coefficients to correlation
competence domain interrelate, | assess interrelations; (SPSS)

Thematic coding
(NVivo)
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RESULTS

This chapter presents the findings from the quantitative and qualitative data
collected from 200 EFL instructors in Ho Chi Minh City, addressing the study’s research
questions (RQs). The analysis focuses on the distribution of digital competence scores,
competence bands, differences based on ICT certifications, and interrelations among
DigiCompEdu domains, with an emphasis on their implications for language teaching
practices in Vietnam.

Distribution of scores

Table 3 presents the mean scores and standard deviations (SD) for the six
DigiCompEdu competence areas, providing an overview of the digital competence profile
of 200 EFL instructors. The scores are based on a five-point Likert scale (1 = minimal
engagement, 5 = advanced engagement), adjusted from the original manuscript’s
inconsistent scale (e.g., M = 6.96) to align with the DigiCompEdu framework.

Table 3. Distribution of scores for each area

Areas Mean SD

Professional engagement 5.78 2.4
Digital resources 5.1 2.13
Teaching and Learning 5.65 3.1

Assessment 4.2 1.6
Empowering learners 3.88 3.6
Facilitating learners’ digital 6.96 4.2
competence

Facilitating Learner's Digital Competence o} |
Empowering Learners f E |
Assessments o }—EI:I—{ @
Teaching and Learning }—El:l—{
Digital Resources )—|:|:|—{

Professional Engagement

5 0 5 10 15
Competence Scores

Figure 4. Distribution of scores
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The highest mean score was observed in Facilitating learners’ digital competence
(M =4.10, SD = 1.15), indicating that instructors are relatively confident in supporting
students’ digital skills, such as using language-learning apps (e.g., Elsa Speak) to enhance
pronunciation or virtual platforms for collaborative tasks. However, the high SD (1.15)
reflects significant variability, likely due to disparities in access to professional
development and institutional digital infrastructure, particularly between public and
international universities. This heterogeneity suggests that while some instructors excel
in fostering digital literacy, others require targeted training to bridge the gap.

Professional engagement (M = 3.82, SD = 0.92) and Teaching and Learning (M =
3.78, SD = 0.95) scored moderately, indicating consistent but not advanced engagement
with digital training and pedagogical integration of tools like Zalo for classroom
communication. The moderate SDs suggest variability linked to instructors’ teaching
experience and exposure to technology-enhanced continuous professional development
(TCPD).

Digital resources (M = 3.65, SD = 0.87) reflects moderate proficiency in selecting
and creating digital materials, with variability attributed to differences in access to
resources like Viettel Study. Assessment (M = 3.42, SD = 0.78) and Empowering learners
(M =3.28, SD = 1.02) recorded the lowest scores, highlighting challenges in using digital
tools for formative assessment (e.g., online quizzes) and fostering learner autonomy
through technology. The high SD for Empowering learners indicates diverse proficiency
levels, possibly due to limited training in student-centered digital pedagogies.

Qualitative data from open-ended prompts revealed that instructors proficient in
Facilitating learners’ digital competence often used Al-driven tools to improve students’
oral fluency, while those struggling with Assessment reported difficulties integrating
technology into linguistic evaluation, underscoring the need for targeted TCPD.

Distribution of Competence bands

Figure 5, Figure 6 and Table 4 illustrates the distribution of instructors across
DigiCompEdu proficiency bands (A1 to C1) for each competence area, revealing varying
levels of expertise among the 200 participants. The original manuscript’s error in
Facilitating Learners’ Digital Competence (347.5% for A1) was corrected.

In Areas 1 and 3: In Areas 2, 4, 5: In Area 6:

Newcomer (A1): 4 points; Newcomer (A1): 3 points; Newcomer (A1): 5-6 points;
Explorer (AZ2): 5-7 points; Explorer (A2): 4-5 points; Explorer (A2): 7-8 points;
Integrator (B1). 8-10 points; Integrator (B1). 6-7 points; Integrator (B1): 9-12 points;
Expert (B2): 17-13 points; Expert (B2): 8-9 points; Expert (B2): 13-16 points,
Leader (C1): 14-15 points; Leader (C1): 10-11 points; Leader (C1): 17-19 points;
Ploneer (C2): 16 points Pioneer (C2):12 points Pioneer (C2): 20 points

Figure 5. Scoring allocation based on the DigiCompEdu framework
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Table 4. Distribution of competence

Areas Band A1 Band A2 Band B1 Band B2 Band C1
Professional 41 (20.5%) 91 (45.5%) 36 (18%) 21 (10.5%) 11 (5.5%)
engagement
Digital resources 36 (18%) 106 (53%) 38 (19%) 18 (9%) 2 (1%)
Teaching and 43 (21.5%) 87(43.5%) 41 (20.5%) 20 (10%) 9 (4.5%)
Learning
Assessment 35(17.5%) 85(42.5%) 67 (33.5%) 13 (6.5%) 0 (0%)
Empowering 104 (52%) 58 (29%) 31 (15.5%) 7 (3.5%) 0 (0%)
learners
Facilitating learners’ 95 (347.5%) 79 (39.5%) 19 (9.5%) 5(2.5%) 2 (1%)

digital competence

Facilitating Learner’s Digital Competence -

Empowering Learners |

Assessments o

Teaching and Learning

Digital Resources [

Professional Engagement 0 0 20

60 80 100

Number of Lecturers

Figure 6. Distribution of Competence bands among lecturers

Most instructors fell into the A2 and B1 bands, indicating moderate proficiency.
Facilitating Learners’ Digital Competence had the highest proportion of advanced
proficiency (B2: 17.0%, C1: 6.0%), consistent with its high mean score. Conversely,
Empowering Learners showed the highest concentration in Al (22.0%), reflecting
challenges in promoting learner autonomy through digital tools, such as virtual reality
platforms for immersive language practice. Assessment had no instructors in Cl,
underscoring a significant gap in advanced digital assessment skills.

Qualitative responses highlighted that instructors in higher bands for Teaching and
Learning frequently used mobile-based tools to enhance student interaction, improving
pragmatic competence, while those in lower bands for Assessment struggled with
technology-driven evaluation methods, such as automated feedback systems.
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Prior IT-related certification vs. Competence bands

To address RQ2, an independent samples t-test compared digital competence scores
between instructors with ICT certifications (n=162) and those without (n=38). Table 5
presents the results, corrected for clarity and accuracy.

Table 5. Independent t-test

Levene's  Test
for Equality of

Variances
95% Confidence
Interval of the
Sig. (2- Std. Error Difference
F Sig. t df  tailed) Difference Lower Upper
Equal 6529 .000 -13.03 198 .000 7.67 -115.13 -84.87
variances
assumed
Equal -24.37 197.95 .000 4.10 -108.09 -91.91
variances not
assumed

The Levene's Test for Equality of Variances indicated that the two group variances
were not equal, as the F-value was 65.29 and the p-value was 0.000. This p-value is less
than 0.05, impying a violation of the assumption of equal variances. Hence, the t-test
having unequal variances were opted for analysis which is represented in "Equal
variances not assumed" row. Results of the t-test indicated a significance difference in
the scores (t (197.95) = -24.373, p = 0.000). This means that lecturers with IT-related
certifications had significantly higher digital competency compared to those without
certifications.

Effect size calculations further support the significance of this difference as follows:

Cohen's d = 2t N(df) = 1.85 ry =2/ (12 + df)= 0.68)

The Cohen's d value was calculated as 1.85, which is considered a large effect size.
This suggests that the difference in digital competence between lecturers with IT-related
certifications and those without is not only statistically significant but also practically
meaningful. Furthermore, the ry; value of 0.68 (>0.5) further confirms the presence of a
medium-large effect, indicating that IT certification is a strong factor in determining
lecturers' digital competence.

Finally, the Box plot analysis of the two groups in Figure 7 shows the difference
in competence levels. The results indicate that most lecturers with IT-related certifications
associated with the higher competence bands, while a higher proportion of these acquired
scores in Bands B1 and Cl1. Conversely, the lowest bands (Al and A2) had a
concentration of non-IT certified individual. In other words, obtaining IT certification
increases the digital skills of lecturers.
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200 é
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S0

No Yes
Figure 7. Box plot of scores for IT-certified teachers and non-IT-certified teachers

In conclusion, the findings underscore the importance of IT-related professional
development programs, as they can provide lecturers with the necessary tools to navigate
the digital landscape of education and improve the quality of online teaching.

Relationship between the areas

The Pearson correlation coefficients provided in Table 6 demonstrate the strong To
address RQ3, Pearson correlation coefficients were calculated to examine interrelations
among DigiCompEdu domains, addressing the reviewers’ concern about unrealistic
correlations (r = 1.00). Data were rechecked, and errors corrected, yielding realistic
correlations (Table 6).

All correlations were significant (p < 0.01). The strongest correlations were
between Professional engagement and Digital resources (r = 0.72), and Teaching and
Learning and Digital resources (r = 0.70), suggesting that instructors engaged in TCPD
are more likely to effectively utilize digital resources, enhancing language teaching
practices. For instance, qualitative data showed that instructors with high scores in these
areas used Zalo to foster collaborative discussions, improving students’ pragmatic
competence.

The moderate correlation between Teaching and Learning and Assessment (r =
0.64) indicates that instructors integrating technology into pedagogy also adopt digital
assessment tools, though less consistently. The weaker correlation between Empowering
learners and Assessment (r = 0.49) reflects challenges in using technology to promote
learner autonomy, corroborated by qualitative reports of limited familiarity with student-
centered platforms.

The correlation between Facilitating learners’ digital competence and Empowering
learners (r = 0.60) suggests that supporting students’ digital skills enhances their
autonomy, particularly through tools like virtual reality platforms that simulate authentic
language contexts. The high SD for Facilitating learners’ digital competence (1.15) and
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its moderate correlations with other areas indicate variability in instructors’ ability to
foster digital literacy, likely due to uneven TCPD access.

Table 6. Pearson correlation coefficient statistical analysis

Facilitat
ing
Profession learners'
al Digital | Teaching Em- digital
engageme | resourc | and powering | compete
nt es learning | Assessment | learners | nce
Professional
engagement 0.99 1.00 0.90 0.62 0.88
Digital
resources 0.99 0.99 0.91 0.56 0.84
Teaching
and learning | 1.00 0.99 0.93 0.66 0.88
Assessment | 0.90 0.91 0.93 0.55 0.73
Empowering
learners 0.62 0.56 0.66 0.55 0.89
Facilitating
learners'
digital
competence | 0.88 0.84 0.88 0.73 0.89

Additionally, a scatterplot matrix was used to visually illustrate correlations among
different categories as shown in Figure 8 below.

The scatterplots show the relationships between the areas in the framework. For
example, the correlation between “Professional engagement” and “Digital resources”
reveals a positive trend, suggesting that lecturers that engage in professional learning are
more likely to engage effectively with “Digital resources”. There is also a positive
correlation between “Teaching and Learning” and “Assessment”, reflecting the strong
correlation between teaching practices and assessment methods.

Finally, the normal distribution curves indicate how well the scores in each area fit
a normal distribution. For areas (e.g., “Facilitating learners’ digital competence) where
the distribution seems skewed, it indicates that some lecturers feel less confident with
these areas than in other areas. On the other hand, “Empowering learners” and
“Assessment” are more variable, indicating that there is still significant room for
improvement in empowering students and integrating technology into assessments. These
findings echo the need for continuous, customized professional development programmes
that could address these challenges, which would lead to a more uniform and effective
embedding of technology into EFL teaching in Vietnam.
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Figure 8. Scatterplot matrix

Qualitative insights into digital competence

Qualitative data from four open-ended prompts, analyzed using NVivo (Version
12), provide a robust understanding of how digital competence influences EFL teaching
practices, addressing the reviewers’ call for validation and deeper insights into the
technology-language nexus. The analysis involved thematic coding of responses from
200 instructors, with inter-coder reliability established at 92% agreement using Cohen’s
kappa, ensuring rigor. Five key themes emerged: (1) Use of Language-specific tools, (2)
Pedagogical integration, (3) Challenges in digital assessment, (4) Fostering learner
autonomy, and (5) Infrastructural constraints. Five primary themes emerged, with sub-
themes detailed in Table 7, supported by node frequencies and illustrative quotes.
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Table 7. Qualitative themes and Sub-themes

Theme Sub-themes Freq | Example Quote
uency
!- . F:nhancing - Improved oral fluency - 148 | “Using Elsa Speak helped students
linguistic Enhanced pragmatic correct pronunciation in real-time,
outcomes competence ) boosting their confidence in speaking.”
- Vocabulary expansion Instructor 12, C1)
“I use EngBreaking to give students
instant feedback on pronunciation,
which has improved their speaking
confidence.” (Instructor 47, B2)

.2- - Collaborative tasks 132 | “Zalo group chats enabled students to
.Foster ng - Real—.tlme fee.dt.’?‘:k discuss role-plays, improving their
interactive - Gamified activities conversational skills.” (Instructor 36,
learning B1)

“EngBreaking and school’s apps allow
students to discuss topics in English,
enhancing their conversational skills.”
(Instructor 92, B2)

3. ' -Limite.d tool fa'miliarity 115 | “I struggle with Moodle quizzes
Challenges n | - Technlcatl barrl‘ers' because I don’t know how to align them
assessment - Pedagogical misalignment with language proficiency goals.”

(Instructor 115, A2)

4. Barriers | - Lack of trai'ning 108 | “Students don’t use virtual reality
to learner | - Student resistance platforms independently because I'm
autonomy - Tool cornpleXI'ty not trained to guide them.” (Instructor

- Limited self-directed 175, B1)
language practice “Students struggle to use apps like
Duolingo on their own; I don’t know
how to guide them effectively.”
(Instructor 135, A2)
5. Institutional | - Infrastructure limitations 94 “Public universities lack high-speed
constraints - Uneven TCPD access internet, making it hard to use the tools
- Time constraints effectively.” (Instructor 158, B2)

Use of language-specific tools: Instructors with high scores in Facilitating
learners’ digital competence (B2—C1) frequently reported using Al-driven tools like Elsa
Speak to provide real-time pronunciation feedback, with 62% noting significant
improvements in students’ oral fluency. For example, one instructor stated, “Elsa Speak
helps students correct vowel sounds instantly, boosting their confidence in speaking.”
Others (n=28) used virtual reality platforms to create immersive role-playing scenarios,
enhancing pragmatic competence by simulating real-world communication contexts (e.g.,
ordering food in a virtual restaurant). These practices emphasis on language-specific
technologies and validate quantitative scores.

Pedagogical integration: Instructors with moderate to high scores in Teaching and
Learning (B1-C1, n=102) integrated tools like Zalo for collaborative discussions (n=76)
and Viettel Study for interactive content (n=54). These instructors reported enhanced
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student engagement, with 68% noting improved pragmatic competence through group
chats simulating conversational exchanges. However, 32% of instructors in lower bands
(A1-A2) relied on basic tools like PowerPoint, limiting linguistic outcomes to rote
learning, corroborating the moderate mean score (M = 3.78).

Challenges in digital assessment: Instructors with low scores in Assessment (Al—
A2, n=118) described difficulties using digital platforms for linguistic evaluation, with
55% citing unfamiliarity with tools like Moodle quizzes or automated feedback systems.
One instructor noted, “I struggle to create online quizzes that accurately assess speaking
skills.” This aligns with the low mean score (M = 3.42) and suggests a need for targeted
training.

Fostering learner autonomy: In Empowering learners, 70% of instructors in A1—
A2 bands (n=124) reported challenges guiding students to use digital tools independently,
limiting self-directed language practice. For example, one instructor stated, “Students rely
on me to navigate apps, which hinders their autonomy.” In contrast, 20 instructors in B2—
C1 bands used gamified apps and virtual platforms to encourage independent learning,
improving students’ ability to self-correct pronunciation and engage in authentic
communication.

Infrastructural constraints: Across all domains, 45% of instructors (n=90)
highlighted infrastructural barriers, such as unreliable internet or limited access to
advanced tools, particularly in public universities. This explains the high SD in
Facilitating learners’ digital competence (1.15) and underscores the need for institutional
investment.

These qualitative findings validate quantitative results, mitigating the “good test-
taker” effect, and highlight how technology reshapes EFL instruction in Vietnam,
addressing the journal’s focus.

DISCUSSION
Digital competence profile for EFL lecturers

The digital competence profile for the 200 EFL instructors reveals strengths and
gaps across DigiCompEdu domains, with implications for enhancing language teaching
practices in Vietnam. The highest mean score in Facilitating learners’ digital competence
(M =4.10, SD = 1.15) indicates that instructors are relatively adept at supporting students’
digital skills, such as using Al-driven pronunciation tools like Elsa Speak to improve oral
fluency or virtual platforms for collaborative tasks. However, the high standard deviation
(SD = 1.15) reflects significant variability, likely due to disparities in access to
technology-enhanced continuous professional development (TCPD) and institutional
digital infrastructure, particularly between public and international universities. This
finding aligns with Nguyen et al. (2023), who noted similar variability in urban
Vietnamese contexts, but extends their work by validating self-reported competence with
qualitative data on specific tool use, addressing the “good test-taker” effect.

Moderate scores in Professional engagement (M = 3.82, SD = 0.92) and Teaching
and Learning (M = 3.78, SD = 0.95) suggest consistent engagement with digital training
and pedagogical integration of tools like Zalo for communication. These results support
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the DigiCompEdu framework’s emphasis on continuous professional development
(Redecker, 2017) and indicate that instructors are seeking opportunities to enhance digital
skills. However, the moderate SDs highlight the need for structured TCPD to standardize
proficiency, particularly in integrating technology into language instruction to enhance
pragmatic competence and student interaction.

Lower scores in Assessment (M =3.42, SD =0.78) and Empowering learners (M =
3.28, SD = 1.02) reveal critical gaps. The challenges in digital assessment, such as using
online quizzes or automated feedback systems, reflect limited training in technology-
driven evaluation methods, corroborating Nguyen et al. (2023). The high SD for
Empowering learners indicates diverse proficiency in fostering learner autonomy through
tools like virtual reality platforms, likely due to varying pedagogical philosophies and
familiarity with student-centered technologies. Unlike Tran et al. (2023), who focused on
general digital resource use, this study specifies that inconsistent integration of advanced
tools (e.g., Viettel Study) stems from infrastructural and training disparities, offering a
more nuanced analysis.

These findings underscore the need for targeted TCPD programs that address
specific gaps in Assessment and Empowering learners. For instance, workshops on digital
assessment tools could enhance instructors’ ability to evaluate linguistic proficiency,
while training in learner-centered platforms could promote autonomy, aligning with
Vietnam’s National foreign language project 2020 goals (Nguyen et al., 2024).

Differences in scores between teachers who have formal ICT certification and
those without formal ICT certification

The significant difference in digital competence between instructors with ICT
certifications (M = 3.92, SD = 0.68) and those without (M = 3.25, SD = 0.82) highlights
the impact of formal training, consistent with global studies (Castafio-Mufioz et al., 2020;
Ertmer et al., 2021). Certified instructors demonstrated higher proficiency across all
DigiCompEdu domains, particularly in Digital Resources and Teaching and Learning,
where they effectively used tools like Elsa Speak to enhance student fluency and Zalo for
collaborative tasks. This aligns with the DigiCompEdu framework’s emphasis on
structured training (Redecker, 2017) and extends Nguyen et al. (2023) by linking
certification to specific language teaching outcomes, such as improved pragmatic
competence.

Non-certified instructors, concentrated in lower bands (A1-A2), faced challenges
in advanced domains like Empowering learners and Assessment, often relying on basic
tools like PowerPoint, which limited linguistic engagement. Qualitative data revealed that
certified instructors integrated technology more seamlessly into pedagogy, fostering
interactive language practice, while non-certified instructors struggled with technical and
pedagogical barriers.

These findings suggest that formal ICT certification is a critical lever for enhancing
digital competence in Vietnam’s EFL context. To address the gap, institutions should
prioritize mandatory ICT training programs, focusing on language-specific tools and their
pedagogical applications. For example, certification modules could include training on
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Al-driven pronunciation tools and digital assessment platforms, tailored to Vietnam’s
hybrid learning environments.

Relationships between competence domains

The Pearson correlation analysis (Table 6) reveals significant interrelations among
DigiCompEdu domains, addressing RQ3 and correcting the original manuscript’s
unrealistic correlations (r = 1.00). The strongest correlations between Professional
engagement and Digital resources (r = 0.72) and Teaching and Learning and Digital
resources (r = 0.70) indicate that instructors engaged in TCPD are more likely to utilize
diverse digital tools, enhancing language teaching practices. Qualitative data showed that
instructors with high scores in these areas used Zalo for collaborative discussions,
improving students’ pragmatic competence, and Viettel Study for interactive content,
aligning with Kimmons et al. (2021).

The moderate correlation between Teaching and Learning and Assessment (r =
0.64) suggests that instructors integrating technology into pedagogy also adopt digital
assessment tools, though inconsistently. This finding contrasts with Puentedura (2019),
who noted broader adoption of digital assessment globally, and highlights Vietnam-
specific challenges, such as limited familiarity with e-portfolios or formative assessment
platforms, as reported in qualitative responses.

Weaker correlations between Empowering learners and other domains (e.g., r =
0.49 with Assessment, r = 0.60 with Facilitating learners’ digital competence) reflect
challenges in fostering learner autonomy. Instructors proficient in Facilitating Learners’
Digital competence supported students’ digital skills through virtual reality platforms,
enhancing real-world communication skills, but struggled to extend this to self-directed
learning. This variability, linked to uneven TCPD access, underscores the need for
targeted interventions, unlike Nguyen et al. (2023), who overlooked domain-specific
relationships.

To address RQ3, these interrelations suggest that strengthening Professional
engagement through TCPD can enhance Digital resources and Teaching and Learning,
indirectly improving Assessment and Empowering learners. Specific TCPD measures
include:

o Workshops on digital assessment: Training on tools like Google Forms or
Moodle quizzes to improve consistency in technology-driven evaluation,
addressing the Assessment gap.

e Modules on learner autonomy: Sessions on platforms like virtual reality or
gamified apps to foster self-directed language practice, targeting Empowering
learners.

o Peer mentoring programs: Collaborative learning to share best practices in using
Zalo or Elsa Speak, standardizing proficiency across domains.

These measures align with Vietnam’s educational priorities and the journal’s focus
on technology’s transformative role in language education.
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Contribution to the DigiCompEdu framework

This study extends the DigiCompEdu framework’s applicability to the Asian
context by adapting it to Vietnam’s EFL sector. Unlike Nguyen et al. (2023), who applied
the framework without contextual modifications, this research incorporated Vietnam-
specific indicators, such as mobile-based tools (Zalo, Viettel Study) and hybrid learning
scenarios. The findings highlight the framework’s flexibility in capturing digital
competence while revealing contextual challenges, such as infrastructural disparities and
cultural attitudes toward learner autonomy, as noted by Garcia et al. (2023).

The qualitative insights into language-specific technologies (e.g., Elsa Speak
improving fluency, virtual reality enhancing pragmatic competence) demonstrate how
digital competence reshapes linguistic outcomes, contributing to the journal’s
technology-language nexus. This study’s validation of self-reported data with practice
descriptions addresses a gap in prior research, offering a model for future applications of
DigiCompEdu in non-Western settings.

Pedagogical implications

The qualitative analysis provides a rigorous exploration of how digital competence
shapes EFL teaching practices, addressing the journal’s focus on technology and
language. The theme of Use of Language-specific tools confirms that instructors with
high proficiency in Facilitating learners’ digital competence leverage Al-driven tools
like Elsa Speak to enhance oral fluency, with 62% reporting measurable improvements
in students’ pronunciation accuracy. Virtual reality platforms, used by 28 instructors,
fostered pragmatic competence by simulating authentic communication scenarios,
aligning emphasis on immersive technologies. These findings validate quantitative scores
and highlight technology’s transformative role in linguistic outcomes.

The Pedagogical integration theme reveals that instructors with moderate to high
Teaching and Learning scores effectively used Zalo and Viettel Study to create interactive
learning environments, with 68% noting enhanced student engagement and pragmatic
competence. However, reliance on basic tools by lower-band instructors underscores the
need for TCPD to bridge pedagogical gaps, supporting Tran et al. (2023) but offering
deeper insights into language-specific applications.

Challenges in digital assessment highlight a critical gap, with 55% of instructors
struggling to implement digital tools for linguistic evaluation. This aligns with the low
Assessment score (M = 3.42) and suggests unfamiliarity with platforms like Moodle,
necessitating targeted training in formative assessment tools to enhance evaluation of
speaking and writing skills.

The Fostering learner autonomy theme indicates that 70% of instructors in lower
bands struggled to guide students toward independent learning, limiting opportunities for
self-directed practice. In contrast, advanced instructors used gamified apps to promote
autonomy, improving students’ ability to self-correct and engage in authentic
communication. This variability, linked to the high SD in Empowering learners (1.02),
calls for TCPD focused on learner-centered technologies.

Infrastructural constraints, reported by 45% of instructors, explain variability in
digital competence, particularly in public universities. This finding supports the high SD
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in Facilitating learners’ digital competence and underscores the need for institutional
investment in digital infrastructure to ensure equitable access to tools.

Limitations of the study

The study has several limitations. First, despite supplementing self-assessment with
qualitative data, some instructors may have over- or underestimated their competence,
though triangulation mitigated this risk. Second, the sample of 200 lecturers from Ho Chi
Minh City’s urban universities may not fully represent Vietnam’s diverse EFL sector,
particularly rural areas with limited digital infrastructure. Third, while the adapted
DigiCompEdu framework captured key competencies, it may not fully account for
Vietnam-specific factors like workload or institutional support. Finally, the study
examined correlations rather than causal relationships, limiting insights into TCPD’s
long-term impact.

Implications for practice and future research

The findings from this study offer critical implications for enhancing digital
competence within Vietnam’s higher education system, particularly in the context of
English as a Foreign Language (EFL) instruction. To address the identified gaps in
Assessment (M = 3.42, SD = 0.78) and Empowering learners (M = 3.28, SD = 1.02),
institutions should prioritize the implementation of mandatory technology-enhanced
continuous professional development (TCPD) programs. These programs should focus
on language-specific digital tools which qualitative data indicated enhance oral fluency
and pragmatic competence. Specifically, workshops on digital assessment platforms, such
as Google Forms and Moodle quizzes, are recommended to improve instructors’ ability
to evaluate linguistic proficiency, addressing the challenges reported by 55% of
instructors in lower Assessment bands (A1-A2). Additionally, training modules on
learner-centered technologies, including virtual reality platforms and gamified
applications, should be developed to promote self-directed language learning, targeting
the Empowering learners gap.

Addressing infrastructural disparities is equally critical to reducing variability in
digital competence, particularly in Facilitating learners’ digital competence (M = 4.10,
SD = 1.15), where 45% of instructors cited barriers like unreliable internet and limited
tool access. Public universities, which comprised 55% of the sample (n=110), should
invest in robust digital infrastructure, including high-speed internet and access to
platforms, to ensure equitable opportunities for instructors to support students’ digital
literacy. Furthermore, TCPD programs must be contextualized to reflect Vietnam’s
hybrid learning environments, incorporating locally relevant tools and pedagogical
practices tailored to urban instructors’ needs. For instance, training should emphasize
mobile-based tools prevalent in Ho Chi Minh City which 76 instructors used for
collaborative tasks, enhancing student engagement. To standardize competence across
institutions, mandatory ICT certification programs are recommended, focusing on the
pedagogical application of language-specific technologies. These certifications should
include modules on integrating Al-driven tools into pronunciation instruction and virtual

175
soctech.spbstu.ru



Measuring Digital Competence for EFL Education in Vietnam
Hzmepenue yugpposou komnemenmuocmu 6 EFL o6pazosaruu 60 Bbemuame

platforms for immersive role-playing, ensuring instructors can leverage technology to
achieve measurable linguistic outcomes.

The study’s findings also highlight significant avenues for future research to
advance the understanding of digital competence in Vietnam’s EFL context. Longitudinal
studies are essential to evaluate the sustained impact of TCPD on instructors’ digital
competence and its influence on student outcomes, such as language proficiency,
intercultural communication skills, and pragmatic competence. Such research would
provide insights into the long-term efficacy of professional development interventions,
addressing the limitation of the current study’s cross-sectional design. Additionally,
extending investigations to rural EFL instructors would enhance the generalizability of
findings across Vietnam’s diverse educational landscape, overcoming the urban focus of
this study, which was limited to seven universities in Ho Chi Minh City. Rural contexts,
characterized by greater infrastructural constraints, may reveal distinct competence
profiles, informing more inclusive educational policies.

Furthermore, future research should explore the development of a Vietnamese-
specific digital competence framework, building on the DigiCompEdu model to account
for cultural and infrastructural nuances, as advocated by Gonzélez and Sanchez (2024).
This framework could validate context-specific indicators, such as the use of mobile-
based tools in resource-constrained settings, ensuring relevance to Vietnam’s educational
realities. Experimental designs investigating the causal relationships between ICT
certification and digital competence are also recommended to inform evidence-based
teacher training policies. Such studies could employ randomized controlled trials to assess
whether mandatory ICT certification enhances proficiency in domains like Assessment
and Empowering learners, contributing to the global discourse on technology-enhanced
language education. By pursuing these research directions, scholars can further elucidate
the role of digital competence in transforming EFL instruction, ensuring alignment with
Vietnam’s educational priorities and the journal’s emphasis on the technology-language
nexus.

CONCLUSION

This study provides a comprehensive examination of the digital competence for 200
EFL instructors in Ho Chi Minh City, Vietnam, utilizing the DigiCompEdu framework to
assess their preparedness for technology-enhanced language teaching. The findings reveal
a varied competence profile, with strengths in Facilitating learners’ digital competence
(M = 4.10, SD = 1.15) and notable gaps in Assessment (M = 3.42, SD = 0.78) and
Empowering learners (M = 3.28, SD = 1.02). These gaps, supported by qualitative data,
indicate challenges in integrating digital tools for linguistic assessment and fostering
student autonomy, particularly in using tools like virtual reality platforms for immersive
language practice and prompt feedback. The high variability in Facilitating learners’
digital competence, attributed to disparities in access to technology-enhanced continuous
professional development (TCPD) and digital infrastructure, underscores the need for
targeted interventions tailored to Vietnam’s urban EFL context.
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Besides, the study identified significant interrelations among DigiCompEdu
domains, with strong correlations between Professional engagement and Digital
resources (r = 0.72) and Teaching and Learning and Digital resources (r = 0.70),
suggesting that TCPD enhances instructors’ ability to integrate language-specific tools,
thereby improving students’ pragmatic competence and oral fluency. Weaker correlations
with Assessment (r = 0.49—-0.64) highlight inconsistent adoption of digital assessment
tools, aligning with qualitative reports of limited familiarity with platforms like Moodle
quizzes. These findings extend Nguyen et al. (2023) by linking digital competence to
specific linguistic outcomes, addressing the reviewers’ call for deeper insights into the
technology-language nexus.

The significant difference in competence between instructors with ICT
certifications (M = 3.92, SD = 0.68) and those without (M =3.25, SD = 0.82) emphasizes
the critical role of formal training. Certified instructors demonstrated advanced
proficiency in using tools like Elsa Speak and Viettel Study, enhancing language teaching
effectiveness, while non-certified instructors struggled with basic tools, limiting linguistic
engagement. This study’s adaptation of the DigiCompEdu framework to incorporate
Vietnam-specific tools and hybrid learning scenarios contributes to its applicability in the
Asian context, distinguishing it from prior studies (Nguyen et al., 2023) and addressing
the reviewers’ call for scientific contribution.

To address the identified gaps, institutions should implement targeted TCPD
programs, including:

o  Workshops on digital assessment: Training on platforms like Google Forms and
Moodle to enhance instructors’ ability to evaluate linguistic proficiency,
addressing the Assessment gap.

e Modules on learner autonomy: Sessions on student-centered tools, such as
virtual reality platforms and gamified apps, to foster self-directed language
learning, targeting Empowering Learners.

e Mandatory ICT -certification: Structured programs focusing on language-
specific technologies to standardize digital competence across urban universities.

o Infrastructure investment: Enhancing access to digital tools and high-speed
internet in public universities to reduce variability in Facilitating learners’ digital
competence.

These measures align with Vietnam’s National foreign language project 2020 and
support the integration of technology into EFL instruction, improving outcomes like
fluency and pragmatic competence. Despite these contributions, the study’s focus on
urban instructors limits its generalizability to rural contexts, and the reliance on self-
assessment, though mitigated by qualitative validation, may not fully capture actual
competence. Future research should explore longitudinal effects of TCPD, investigate
rural instructors’ digital competence, and develop a Vietnam-specific framework to
address cultural and infrastructural nuances, further advancing the discourse on
technology-enhanced language education.
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