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Technologies have become part of our daily 
lives in such a manner that it is difficult to 
consider living without them. Rapidly evolving 
technologies create many surprising changes 
to our private and work lives. Novel words 
such as wireless, browsing, downloading, and 
uploading, blogging, networking, cyberspace, 
hyperlink, VR, or old ones that expanded 
their meaning such as cloud, cookie, file, 
firewall entered our vocabulary and are now 
considered to be common knowledge. We are 
talking about generations like Gen Z or digital 
native to refer to those born after the year 
2000 and who have witnessed technology 
advance faster than ever. Efforts are being 
made to understand the consequences 
of such development and to anticipate 
appropriate paths to support progress.  

1.1. DIGIWELL – a 
toolbox to improve 
digital well-being of 
university teachers
This workbook has been created as a part 
of EU-funded Digital Well-being in Higher 
Education (DIGIWELL) project, which seeks to 
improve university teachers’ digital well-being 
through capacity building and mentoring. 

The project idea emerged during covid 
pandemic, which forced teachers in 
universities and elsewhere to transfer to 
emergency remote teaching suddenly 
and unexpectedly. Questions related to 
technology’s possibilities but also drawbacks 
arose. DIGIWELL project was born out of 
observed need to develop tools and methods 
to improve university teachers’ well-being 
in relation to their work and technology.  

This workbook contains theoretical knowledge 
about well-being, work engagement, 
and technostress, as well as exercises and 
instructions for activities which can be 
applied into practice in the context of the 
DIGIWELL mentoring program. In addition, 
the reader will be presented case studies, 

discussion guidelines, self-assessment tools 
and other resources that can be utilised in 
improving digital well-being in universities. 

The DIGIWELL mentoring and peer learning 
toolbox consists of this 1) workbook, 
which contains instructions to set up a 
mentoring program in universities and 
explains the theoretical background behind 
digital well-being and mentoring as a 
method, 2) a booklet which contains more 
condensed and practical info to utilise 
during mentoring, and 3) an online course 
that can be used as a self-learning tool or 
as a part of the mentoring program.

THE DIGIWELL 
PROJECT AIMS TO…

1) To raise the awareness in higher 
education institutions (HEIs) about 
the need to implement strategies 
to increase well-being of teachers.

2) Provide tools for teachers to 
support both work engagement and 
learning engagement as well as their 
digital well-being and resilience.

3) Develop teachers’ digital 
competences in the context of 
the emerging trend of integrating 
technologies in teaching and learning.

In a nutshell, the concept of digital well-
being in this workbook refers to positive as 
well as negative effects of technology to an 
individual. In the context of everyday life this 
can relate to phenomena like monitoring 
screentime, hate speech, negative effects 
of social media, or blurring boundaries of 
private and public life or added well-being 
through increased connectivity to family 
members and friends. Nevertheless, the 
DIGIWELL project focuses on digital well-
being in the context of work life in universities.  

One way to define digital well-being is to see 
it as “a subjective individual experience of 
optimal balance between the benefits and 

1  Introduction
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drawbacks obtained from mobile connectivity. 
This experiential state is comprised of affective 
and cognitive appraisals of the integration 
of digital connectivity into ordinary life.” 
(Vanden Abeele, 2021, p. 938). A theory of 
dynamic system of digital well-being by 
Abeele (2021) stresses the balance between 
connectivity and dysconnectivity, and 
experiences that arise out of interactions 
between persons, devices, and contexts. 
(Vanden Abeele, 2021, p. 946) Büchi (2021, p. 
4) describes digital well-being as concerning 
“individuals’ affect (e.g., positive emotions), 
domain satisfaction (e.g., one’s relationships 
or job), and overall life satisfaction in a social 
environment characterised by the constant 
abundance of digital media use options.”

The workbook can be used by academic 
and non-academic staff from universities 
in order to understand more about the 
topic of digitalisation as an ongoing process 
with multiple consequences in professional 
and personal life, and well-being including 
how it is defined and what factors have 
an impact on it, digital competences and 
teaching methods in current university 
teachers’ working environment.

How to utilise the 
DIGIWELL toolbox?

The workbook can be taken as a manual 
with theories, definitions and classifications 
related to well-being alongside with examples 
and case studies that seek to support for 
mentoring activities. The workbook aims 
to increase understanding of the impacts 
of technology use in professional activities 
and how it interferes with well-being.

The booklet is a “pocket” tool that allows 
you to retrieve useful information briefly. 
It is concise and focuses on guiding self-
assessment or inter evaluation of digital 
well-being as well as brief recommendation 
meant to help to improve the level digital 
well-being. It can be used by mentors in 
their interaction with mentees or as a self-
help guidebook by anyone interested to 
improve their own quality of (working) life.

The online course helps people to find 
information about the same topic, this 
time having the opportunity not only to 
read materials, but also to watch relevant 

videos, to test exercises and to select 
content applicable to their own activities.

Structure of the workbook

The first chapter explains the concept of 
digital transformation and how technological 
change affected the way we work on a more 
general level. 

Chapter two focuses on digitalisation  
of higher education on a more general level.  
It looks at the impacts of digitalisation in 
higher education institutions and its influence 
on teaching and learning. The reader is 
introduced to online, blended, and hybrid 
learning requirements and to digital 
competences needed to be mastered  
by a skilled teacher.

Chapter three presents the central concept 
of the book – well-being – and explains how it 
relates to work engagement. It also analyses 
pros and cons of technology use by revealing 
research results on technostress, IT resilience 
and digital competencies of teachers and 
students alike.

Chapter four presents practical ways  
to set up a mentoring program and offers 
sample of interventions that are meant to 
reduce technostress and increase digital 
competences of academic professionals.  
The chapter goes more into practical 
knowledge on the subject and links the 
workbook with other resources available for 
potential mentors or university professionals.

Chapter five presents concluding remarks.

1.2. Digitisation, 
digitalisation, and 
digital transformation
Many have highlighted the fact that 
technology moves forward a lot faster than 
the knowledge that attempts to delineate 
theory or to explain its consequences at 
socio-economic levels. Such difficulties are 
related to challenges in defining digitalisation 
– a concept upon which there is still debate 
(Brennen & Kreiss, 2016; Bloomberg, 2018).  
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In the last five to ten years, scholars 
have made several attempts to review 
literature to collect relevant knowledge on 
digitalisation and different perspectives 
that have reached consent (Kraus et al., 
2021; Parviainen et al., 2022; Plekhanov, 
Franke & Netland, 2022; Reis et al., 2020).

Three interlinked concepts related to 
technological change have been defined and 
elaborated: digitisation, digitalisation, and 
digital transformation. The term digitisation 
has already been defined since the mid-1950’s 
and it refers to the conversion of analogue 
data into digital form using the binary number 
zeros and ones. It can be considered as the 
“father” of the concept of digitalisation, which 
can be seen as a process of implementing 
and using digitalised information. Digitisation 
is a process that has both symbolic and 
material dimensions. We can debate how 
objective, or material digital information is 
compared to the analogue version of the same 
information (such as a paper photograph 
versus a digital photo, a book versus an 
audio book, a map versus a navigation app 
such as google earth, or tangible money 
versus a bank card), but at some extent 
the digitalised version still has a material 
interface. That is why digitalisation refers 
to the process of using digital information 
and digital technologies and is less about 
material forms of objects or relations between 
objects and people. Digitalisation has come to 
broadly refer to the structuring of many and 
diverse domains of social life around digital 
communication and media infrastructures. 
So, a broader definition is given by Brennen 
& Kreiss (2016, p. 1), and to them digitalisation 
refers to “the adoption or increase in use 
of digital or computer technology by an 
organisation, industry, country, etc.”

Digitalisation is also described as the 
transformation of existing socio-technical 
structures that were previously mediated 
by non-digital artefacts or transformation 
of relationships into ones that are mediated 
by digitised artefacts and relationships 
with newly embedded digital capabilities 
(Thorseng & Griot cited by Reis et al., 2020).

Digitalisation “represents the integration 
of multiple technologies into all aspects 
of daily life that can be digitized” (Gray & 
Rumpe, 2015, p. 1319). Examples offered by the 
authors are smart homes and smart cities, 

also transferring fragile artefacts into digital 
forms, and Big Data analysis that facilitate 
prediction and explicative models to emerge. 

Another definition is provided by Legner 
et al. (2017), who describe digitalisation as 
“the manifold sociotechnical phenomena 
and processes of adopting and using (…) 
[digital] technologies in broader individual, 
organizational, and societal contexts” (p. 301). 
According to these scholars, digitalisation 
is distinguishable from digitisation, which 
refers to the technical process of transforming 
analogue signals into digital ones. 

Digital transformation is considered by 
some experts to describe the changes 
that companies need to make in order 
to implement digitalisation, especially 
strategies and organisational changes 
(Bloomberg, 2018). Parviainen, et 
al. (2022) see digital transformation 
related with four levels of change: 

• process level (that implies changing 
 from manual work or manual   
 manipulation of objects to digital tools), 

• organisation level (changing from  
 old practices to up-to-date services), 

• business domain level (changing  
 roles and values in ecosystems) and 

• society level (changing society structure).

THREE INTERLINKED 
CONCEPTS RELATED 
TO TECHNOLOGICAL 
CHANGE HAVE 
BEEN DEFINED 
AND ELABORATED: 
DIGITISATION, 
DIGITALISATION, 
AND DIGITAL 
TRANSFORMATION. 
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Digital transformation also entails internal 
efficiency (increased quality of products or 
services, improved efficiency in production 
or processes, better management of 
resources, monitorisation of process and 
results, improved accuracy and so on). A 
second viewpoint that digital transformation 
can be tackled is by looking at the external 
opportunities: surpassing competition by 
introducing digital technologies, collaborate 
to and integrate other business models, 
improving visibility or extending the market. 
A third dimension that is also directly 
connected to digital transformation is 
disruption, which refers to financial costs, 
the continuous upgrading of technologies, 
becoming overly dependent on specific 
platforms or apps, changes in human 
resources characteristics (people being 
fired or being constantly tested for digital 
skills), lack of demand, being overrun by 
competition, and examples may continue. 

There are benefits and opportunities in 
digital transformation no doubt, but there 
are also costs and losses. Regardless of 
the level of analysis, digital transformation 
usually starts with analysing the current 
state of technologies and available 
resources, moves to defining the new goal 
and the necessary steps to be reached and 
finally advances to acting on the plan and 
starting the implementation of change.

1.3. Digital 
technologies  
at the workplace
Digital competitiveness ranking is an 
index calculated as a combination of 
the quality of education and science in 
countries, the development of Internet and 
communication technologies, financial capital 
in the IT industry, as well as the regulatory 
environment and the level of readiness 
to use digital transformation. In a recent 
study, digital competitiveness ranking was 
associated with perceived happiness and 
human development index in 61 countries. 
The results support the conclusion that 
digitalisation is a significant contributor in 
improved quality of life, moderate to high 
correlation being measured between digital 

competitiveness ranking of the country and 
the earlier mentioned criteria for well-being 
(happiness and human development index). 
The authors asserted that regulations, policy 
measures and conditions of digitalisation 
along with social-economic factors, are 
also good predictors of well-being besides 
digitalisation itself (Fzi, Gring & Szendrei-Pl, 
2022; Kryzhanovskij, Baburina & Ljovkina, 2021). 

The European Agency for Safety and 
Health at Work (EU-OSHA) commissioned 
a Flash Eurobarometer in April 2022 with 
the aim of collecting data on the use of 
digital technologies at the workplace, 
physical and mental health of employees 
and their perception on how occupational 
safety and health was managed at 
their workplace (OSH Pulse, 2022). 

Data was collected from all EU countries, 
plus Norway and Iceland, from more than 
27 000 participants. Across all countries, 89 
percent of respondents replied that they use 
at least one of the digital devices listed in the 
survey (laptops, tablets, smartphones and 
other portable devices; desktop computers, 
broadband technology to access the Internet, 
followed by wearable devices such as smart 
watches, smart glasses, activity trackers or 
other [embedded] sensors). Digital devices 
are also used by all type of businesses and 
sectors of economic activity. 52 percent 
of respondents across the EU answered 
that the use of digital technologies in their 
workplace determines the speed or pace 
of their work and 33 percent stated that 
these technologies increase their workload. 
Other occupational and health related risks 
introduced using technology and identified 
in the study are solitary work – over four 
in ten respondents (44%) say that digital 
technology results in them working alone; 
19% of respondents mentioned reduced 
autonomy; and almost four in ten respondents 
(37%) felt that the use of digital technologies 
increases surveillance of them at work. 

From this broad view of digitalisation and 
its’ consequences on people’s health at 
their workplace a narrower perspective 
but closer to the purpose of the project 
is to look at the impact of digitalisation 
in higher education institutions. 

As probably expected, higher education 
intuitions (HEI) must be a driving force in 
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everything that means innovation,  
advance in science, modern technologies,  
and positive change. But it is impossible  
to refer to HEIs in integrum and to consider  
them only from the angle of the final  
desirable output without weighing up  
all dimensions and factors that are involved 
in HEI as complex organisations strongly 
entangled in life of society. COVID-19 
pandemic was perceived in many HEIs as 
an earthquake which shook the existing 
ways of teaching and learning and imposed 
rapid transformation especially in adopting 
digitalisation in a fast forward manner.  
It wasn’t easy, and questions were raised  
about how digital transformation can  
be implemented most successfully.  
Teachers, students, and management 
representatives in HEIs are no strangers 
to digital tools (computer-mediated 
communication, interactive whiteboards, 
apps) or learning management systems 
(Moodle, Blackboard), but the willingness 
to use them and the efficacy of the 
results are still under scrutiny. 

In the post-COVID world digitalisation in 
higher education institutions has become 
a subject of controversy. There were those 
who embraced online classes and all 
sorts of digital tools used for teaching and 
learning and those who mostly focused 
on shortcomings and negative physical 
and mental health effects and pleaded 
for reducing digital tools to the minimum 
(Fűzi, Géring & Szendrei-Pál, 2022). 

Research exploring perspectives on 
digitalisation in HEIs after the year 2020 
and the quarantine period, came across a 
recent expectation formulated by teachers 
and students alike, naming it “holistic 
well-being” (Kryzhanovskij, Baburina & 
Ljovkina, 2021). By this term, respondents 
imply that physical/emotional/mental/ 
social well-being is a condition, which 
must be satisfied along with digitalisation 
immersion in HEI culture. Without being 
concerned and sensitive to the effects of 
digitalisation on well-being, no steps into the 
future are believed to deserve the costs. 

Negative effects go beyond the risks  
on well-being. Lack of infrastructure,  
financial costs of the devices, lack of digital 
competences, lack of time to keep oneself 
updated to new developments in IT are only 

some of them. Not to mention intrusion of 
technology in the privacy of life (with all the 
options of location and activity logs registered 
in real time) or the new forms of cheating 
at exams, that students came up with and 
that took the unprepared evaluators by 
surprise (Fűzi, Géring & Szendrei-Pál, 2022). 

What first might be seen as an obstacle can 
actually be a gain. For example, digitalisation 
and digital transformation may, in the 
beginning elevate frustration and difficulties 
due to lack of digital competences, but, as 
a necessary adaptation to change, people 
start to develop skills and knowledge and 
expand their range of proficiencies.

Information and digital literacy are  
mandatory requisites of graduates and 
mandatory skills of contemporary educators. 
Digital literacy refers to “the awareness, 
attitude and ability of individuals to 
appropriately use digital tools and facilities 
to identify, access, manage, integrate, 
evaluate, analyse and synthesize digital 
resources” (Martin, 2006, p. 155). The level of 
information and digital literacy alongside 
effort and performance expectancies of the 
users have an impact on the use of digital 
technologies: the better the skills, the more 
often they will use technology (Venkatesh 
et al., 2003; Nikou & Aavakare, 2021).

Digitalisation is considered already  
a common good and is mostly taken for 
granted, but it does not mean that it has 
reached its full potential. The negative 
effects are still studied, and new options and 
necessities are rising such as the need for 
open and cross-functional (crossdisciplinarity) 
digital collaboration, alongside rapid need 
for technology adaptation policy, and 
increased expectation of performance due 
to efficiencies of more IT use (Nurhas, 2021). 

Alongside digital technologies also the fields 
of artificial intelligence and automation, 
robotics and virtual reality evolve, sometimes 
in close dependency with each other, 
sometimes in leaps of one domain or 
another. It is important to raise awareness 
of the complexity of the phenomenon 
(it is considered as the Fourth industrial 
revolution, World economic forum, 2016) 
with cyber-physical systems shaping the 
future of humankind and to focus both on 
opportunities as much as on danger.
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This chapter focuses on digitalisation in 
higher education, and how it changes 
learning and university teachers’ work. 
Further on the central questions for teacher’s 
work relate to blended learning, digital 
learning environments and challenges of 
hybrid teaching which are also discussed.

2.1. Transition  
to a hybrid 
education system
Holding a teaching position in a higher 
education institution comes with many 
challenges, like keeping up with the state-of-
the-art research and offering that knowledge 
to students. The Bologna process has been 
the most influential change in higher 
education systems in Europe, bringing the 
focus of education on student-centred 
learning, competence development and 
learning outputs for a better adjustment to 
the labour market. However, the COVID-19 
pandemic introduced new practices in 
teaching in the higher education institutions, 
with online teaching becoming more 
widespread (Ramirez Anormaliza et al., 
2015). This involved a massive conversion 
of the professionals involved in education 
to digitally competent staff (Bonfield et al., 
2020) leading to the hybrid educational 
model that combines in-person learning 
with online education (Gnaur et al., 2020).

Universities not only provide transfer of 
knowledge and competence from professors 
to students, but they are also called to 
expand their activities as critical players in 
promoting changes at economic and social 
levels. Thus, this major change in the way 
educators face teaching and learning is 
due to the rise of the post-pandemic digital 
society, within which they are required 
to take the lead in developing digital 
capabilities. Digital competences are imposed 
as essential abilities for most jobs of the 

future by what Schwab (2017) defines as the 
Fourth Industrial Revolution: integration 
of various technologies in all workplaces 
leading to a globalised digitalisation.

The European Union’s Digital Agenda 
(European Commission, 2014) stated even 
before the changes brought about by 
the COVID-19 pandemic that, in future, 
basic digital competences in the form 
of information and communication 
technology (ICT) skills will be needed for 
most of the jobs and higher education 
institutions are the ones to instil them in 
the younger generation, hence the need 
of fostering digital skills in both educators 
and students (European Comission, 2018). 
Online learning during the pandemic proved 
that educators’ digital competences at all 
levels but especially in universities increased 
in terms of both quality and quantity to 
cover the need to use digital tools to deliver 
courses to students forced to take up 
online learning in an unprecedented global 
learning experiment (Zimmerman, 2020).

Thus, as higher education became more 
digitalised it required a change in the 
students’ profile in terms of their capacities 
to interact with the content or teaching 
resources, with the teachers themselves, and 
even with the other students, be they virtual 
or face-to-face encounters. These aspects 
demand a new teaching model, a hybrid 
one, where students are responsible for their 
own learning and the teachers/professors are 
the resource-person to turn to for specific 
information. Online learning offers the student 
the liberty and freedom of choice regarding 
the learning sources and even the scheduling 
of learning activities. Academia has had to 
overcome its resistance to the use of new 
technological devices, resistance caused 
by the anxiety of a deficiency in knowledge 
and competences and by stepping out of 
the comfort zone, the professors needing to 
develop a new competence – that of “meta-
change”, defined as the ability to manage the 
internal change while the situation is always 
changing (Bauman, 2005). Teachers in higher 

2 Digitalisation of  
higher education  
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education are challenged by the shifts both 
in terms of knowledge development and the 
means of transferring knowledge to students 
in a way that competences are formed, 
going beyond simply sharing information.

The responsibility of bridging competences 
developed during formal training and the 
labour market requests has always been that 
of the universities, which in the context of 
an ever increasingly complex labour mar-
ket, which now is even more globalised and 
digitalised highlights the need for change at 
the core of the education system, universi-
ties transitioning from an old-style role of just 
transmitting information to a wide-ranging 
role as entrepreneurial hubs taking part in the 
economic development of regions (Wakkee et 
al., 2019), integrating traditional research and 
teaching activities with present-day endeav-
ours regarding technological development 
and knowledge management. Also, univer-
sities are major players along with the other 
social and economic stakeholders in society.

The main outcome of this global learning 
experiment (Zimmerman, 2020) caused by 
the COVID-19 pandemic is the rise of the 
hybrid teaching system which has remained 
as proof of the hardships we survived from 
as well as proof that teaching and learning 
can keep up with the changes in society 

better than it was expected. Teaching and 
learning online prepared, sometimes through 
a crash course, some of the teachers and 
the students for the new hybrid system, 
which should make the best of both worlds, 
analogue and digital. Others had already 
digitalised their teaching and learning, the 
pandemic type of education only capitalising 
on and enhancing existing competences.

2.2. Changing 
requirements of 
university teachers
Turning to a new education system pressures 
teachers to develop skills unnecessary before 
but essential now, such as digital skills for 
being able to run a class as well as specific 
online class dynamics management skills. 
With professors seen as guides and mentors 
(in the student-centred paradigm), only 
designing the paths of learning, their digital 
competences are paramount. The digital 
language is the lingua franca in our digital 
society therefore being a teacher nowadays 
implies having good digital communication 
skills to match those of the digital-native 
students. Not all universities were lacking 
digital solutions before the COVID-19 
pandemic, some even offering online courses 
in the form of MOOCs which was possible by 
having already enclosed ICT in their teaching 
and learning processes. However, in most 
off-line institutions, the pandemic called for a 
rapid adjustment supported by investment in 
ICT, reviewing their pedagogical paradigm and 
updating the competences of those involved 
in this process and the material conditions of 
the classrooms necessary to encompass the 
technological advancement required by the 
integration of ICT tools, laying the foundation 
for hybrid learning spaces where discourse, 
formats, tools, people, and contexts are mixed 
(Núnez-Canal, de Obesso & Perez-Rivero, 2022). 

The hybrid model represents a “learning 
approach that combines both remote 
learning and in-person learning in order to 
improve the student experience and ensure 
learning continuity” (UNESCO, 2020). It may be 
applied in various forms: flipped classrooms, 
synchronous teaching via different platforms 
for video conferences, asynchronous classes 

HOLDING A TEACHING 
POSITION IN A HIGHER 
EDUCATION INSTITUTION 
COMES WITH MANY 
CHALLENGES, LIKE 
KEEPING UP WITH  
THE STATE-OF-THE-ART  
RESEARCH AND 
OFFERING THAT 
KNOWLEDGE  
TO STUDENTS. 
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with assignments for students to do at 
their own pace, having compulsory remote 
components used by teachers to provide 
teaching, learning, and assessment. In view of 
universities’ meta-change competence, this 
hybrid model presents itself as suitable due to 
its flexibility and ability to adapt to a changing 
environment (Núnez-Canal et al., 2022). 

Universities have been forever changed and 
being a higher education teacher in the hybrid 
system requires developing new pedagogical 
skills specific for the new education system. 
Although introduced by a crisis, digital educa-
tion has proved to be the answer to a question 
not asked yet, about the effective globalisa-
tion of learning and the possibility for univer-
sities and university personnel to step up to 
the challenge of the new digital society and 
even promote it. In the digital society, digital 
competences are essential, and the hybrid 
teaching model offers most advantages. In 
this context, Gnaur and his colleagues (2020) 
argue for the obligation to offer educators 
programmes of life-long learning to support 
their new needs, so that they feel empowered 
to grow personally and professionally and 
teach in the new digital environment. Lack of 
digital skills may lead to negative emotions 
regarding online teaching (as it happened to 
part of the teachers when they were forced 
by the pandemic to turn to online teaching 
without appropriate preparation). During 
the pandemic crisis, the least digitally skilled 
educators had negative responses to online 
programs whereas more digitally trained 
teachers perceived digital skills as helping 
even from a pedagogical point of view, digital 
competence evolving from a simple instru-
ment to a crucial pedagogical component of 
the portfolio of teacher competences at all 
levels (Portillo et al., 2020). We cannot fathom 
higher education outside technological evo-
lution and teaching cannot be detached from 
the advancements in all other scientific areas, 
the teaching profession evolving alongside the 
digital society and the digital-native students. 

Digital competences should be viewed from a 
holistic perspective, with professors covering 
three fields: teaching using ICT resources 
“thoroughly”, teaching “about” digitalisation 
and “promoting” the development of digital 
competence among students (Gibb, 2002). 
As always, the professors’ role is paramount 
for this new paradigm, the educator 
offering the background on which students 

develop their own interests and abilities 
within a specific framework. The ICT skills 
are transversal competences, applicable 
throughout work-life contexts therefore 
are set as the main goals for all educational 
systems in Europe (European Council, 2018).

The design of the online teaching activities 
differs from the traditional ones, as the context 
is changed. Specific strategies should be 
adopted for online teaching: laying a solid 
ground for efficient teaching, learning, and 
assessing learning outcomes, in a medium 
that can foster these efficiency, assuring 
the existence of a unity in terms of mutual 
cognitive encounter and social interactions 
within the teacher’s presence; new 
technologies should be introduced gradually 
and the educational experience should be 
reconsidered using the feedback received 
by the teacher (Núnez-Canal et al., 2022).

Online teaching requires appropriate 
pedagogical modernisation in seeing the role 
of teaching – teachers become designers, 
education being a design profession in which 
educators select the activities, resources, 
and elements to create the best learning 
process for the student in which ICT plays a 
main role (Warr & Mishra, 2021). The figure 
of the educator has changed, the focus now 
being on their ability to employ the student-
centred paradigm to hybrid education. 
The educator’s responsibility is to design 
and monitor students’ learning, whereas 
concept learning is, as it has always been, the 
students’ responsibility. The accountability 
for personal and professional development is 
transferred to the students, thus autonomy 
and responsibility being promoted.

The integration of technology in educational 
contexts relies on specific key elements: 
teachers’ attitude towards technology 
and propensity to use it in class, teachers’ 
digital competences and teachers’ access 
to technology to solve day-to-day problems. 
These elements can be incorporated into 
the will, skill, tool -model of technology 
integration, constructed as an explanation of 
what really happens when encompassing ICT 
in education (Christensen & Knezek, 2008).

Professional digital competence for teachers 
can be described as comprising the ability to 
integrate and use technology for educational 
purposes as well as having a set of generic 
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skills suitable for all situations, both personal 
and professional, as well as specific teaching-
profession skills (Lund, Furberg, Bakken & 
Engelien, 2014). Teaching can no longer be 
separated from technological development 
and the integration of technology in teaching 
can be fostered by tackling with the barriers 
that may hinder it: first order barriers, 
pertaining to the educational context in 
terms of resources, training, and support, 
and second order barriers, namely factors 
depending on the teacher’s conception on 
their abilities as teachers and their perception 
of the technology value (Ertmer et al., 2012). 

A new educational paradigm, the 
competence-learning approach, has been 
proposed to merge education with the 
requirements of the contemporary digital 
society (Núnez Canal et al., 2022), even before 
the introduction of the hybrid system. The 
authors define competence as the ability 
to answer to demands or perform tasks 
successfully, the competence covering 
knowledge and skills and the ability to face 
complex demands by putting such skills into 
action in specific situations, as well as using 
psychological resources, skills, and attitudes. 
One of the key competences for lifelong 
learning is the digital competence (European 
Council, 2006) therefore the educators’ 
digital competence plays a key role in the 
development of digital skills in students.

Being a teacher in a higher education 
institution in the digital age requires the 
development of specific competences – both 
the competence to use digital solutions 
and that of being able to maintain a work-
life balance when using these solutions. 
Attitude is the major contributor to 
professors’ adaptability to the new learning 
context as it offers the basis for developing 
digital competence (staying up to date 
with the state-of -the art development 
of technology in the specialty domain as 
well as in the use of everyday technology 
in teaching). A positive attitude towards 
technology and its use in classrooms, be 
they physical or virtual ones, offers the 
background for developing students’ digital 
competences. Such a positive attitude is 
fostered by the support professors receive 
when integrating ICT in teaching.

2.3. Student 
perspective on 
blended learning
Blended learning refers to “learning that 
is facilitated by the effective combination 
of different modes of delivery, models of 
teaching and styles of learning, and founded 
on transparent communication amongst 
all parties involved with a course” (Heinze 
& Procter, 2004, p. 11). Traditional face-to-
face teaching can be combined with online 
modes of learning “drawing on technology-
mediated instruction, where all participants 
in the learning process are separated by 
distance some of the time” (Siemens et 
al., 2015, p. 62). The concept of blended 
learning highlights an integrated plan to 
utilise and combine face-to-face and online 
learning in optimal ways, instead of adding 
technological elements to existing course 
plans (Cleveland-Innes & Wilton, 2018, p. 6).

Research on learning environments imply 
that there is a need to recognise formal, 
non-formal and informal learning and how 
learning environment supports all these 
three perspectives (Wilson & Cotgrave, 
2016; Sjöblom, Mälkki, Sandström & Lonka, 
2016). With digital learning environments 
a special focus must be paid to the 
student engagement, self-efficacy and 

UNIVERSITIES HAVE 
BEEN FOREVER 
CHANGED AND BEING 
A HIGHER EDUCATION 
TEACHER IN THE  
HYBRID SYSTEM 
REQUIRES DEVELOPING  
NEW PEDAGOGICAL  
SKILLS SPECIFIC FOR  
THE NEW EDUCATION 
SYSTEM. 
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Brain research suggests that to improve 
learning, we need to emphasize four 
different areas: Attention, Generation, 
Emotions, & Spacing (Davis et al. 2014).

The area of attention reminds us 
that you should take a single focus 
of attention in learning sessions 
and not to multitask. To keep your 
attention, it is good to change to a 
discussion or some other refreshing 
practice at least for a moment 
approximately every 20 minutes.

Generation means act of creating 
your own connections to the new topic 
that you have been learning about. 
You should share those connections, 
too. Regarding remembering what 
you have been learning, even wrong 
answers are valuable when you receive 
some relevant and timely feedback. In 
generation you imagine what you have 
just learned and its relevance in a social 
context. Students should be generating 
their own connections instead of 
teacher telling them the connections. 

Emotions belong to learning. 
Positivity is better than negativity 
when emotions are in question, but 
they both help learning. However, 
too much emotional arousal can 
interfere with attention, which can 
hinder learning. Without focus, it is 
always harder to learn, and positive 
emotions are better in that regard. 
They also have good effect on creativity, 
insight, and expanding perception.

Spacing means having some space 
(usually a day or more) between 
learning and review sessions – time 
between initial and subsequent 
learning. Spacing can also take just a 
few minutes as a filler task in between. 
The ideal minimal gap between 
study sessions includes some sleep. 
Revisiting what you have learned 
three times, with some days between 
each session, brings memory up even 
60%. (Davis et al., 2014, p. 2–10.)

HOW TO HELP STUDENTS 
TO LEARN?

motivation since these tend to have a 
huge influence on successful learning.

Research on higher education students’ 
learning engagement has been conducted 
more and more (Bond & Bedenlier, 2019; 
Henrie, Halverson & Graham, 2015; Kahu & 
Nelson, 2018; Nkomo, Daniel & Butson, 2021; 
Wiseman, Kennedy & Lodge, 2016). Student 
engagement is a multifaceted concept 
and crucial for learning and development 
(Henrie et al., 2015; Kahu, 2013). Student 
engagement can be seen related with the 
immersive experience, too. Gamification 
and game-based learning models try to 
increase the engagement to the learning 
process (Kangas & Ruokamo, 2012).

However, students value feeling safe 
even more than having the gamification 
integrated to their learning. Teacher’s 
pedagogical practices are crucial in this. 
Learning experiences need to include 
feeling valuable and respected. Student 
who feels confident that they will pass the 
exam and that their learning process is 
supported by the teacher, also will experience 
better well-being (Voss & Kruber, 2006). 

In the digital learning environment student’s 
self-efficacy becomes central together 
with student’s digital competence. The 
areas where self-efficacy has a strong 
influence are group work, using different 
learning resources, and teacher–student 
interaction (Prior et al., 2016). When COVID-19 
pandemic has weakened, there has been 
a lot of discussion on the balance between 
F2F learning and distance learning, the 
learning practices that work well as well as 
the student well-being (Cesco et al., 2021; 
Hawley et al., 2021; Kaparounaki et al., 2020).

Finally, the key to learning is motivation. 
Motivation – especially internal motivation 
– is about competence, relatedness, and 
autonomy (Deci & Ryan, 2000). Learning 
experience needs to add feeling of 
belonging to the group of learners. Learning 
assignments and learning materials need 
to have meaningful connections to the 
learner. When student is having sense of 
competence there are more motivation for 
learning. With autonomy there is a feeling 
that student can participate in decision 
making on the ways of learning and ways of 
living (Lonka, 2020; Hattie & Yates, 2014).
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Well-being as a concept is a psychological 
construct concerned with how people 
think about and feel about their life, about 
what they have, and what happens to them 
(Maddux, 2018). These evaluations of one’s 
own life are subjective and not correlated 
with objective economic well-being as 
defined by economists. So, irrespective of 
objective life conditions (such as income 
or access to medical services), some 
people live meaningful and life full of joy, 
while others tend to be unhappy and 
unsatisfied. People subjectively evaluate 
their lives and domains such as marriage 
or career both now and for longer periods 
(Diener, Oishi & Lucas, 2003, p. 404). 

Subjective well-being (SWB) is “the experience 
of joy, contentment, or positive well-being, 
combined with a sense that one’s life is good, 
meaningful, and worthwhile” (Lyubomirsky, 
2013, p. 32). There are two major conceptions 
on SWB. Hedonic conceptions emphasise 
happiness and life satisfaction as indicators 
of well-being and state that SWB is the 
balance between the extent of experiencing 
pleasant and fulfilling events, on one side, 
and unpleasant events on the other side. In 
this view, what matters is how much one 
person enjoys his or her life and feels good 
about it (Maddux, 2018). From this perspective, 
a person with high SWB experiences more 
positive affect than negative affect and is 
satisfied with his or her life (Diener, 1984). 
The second major conception views WB as 
a eudaimonic construct and tries to capture 
the core aspects of what it means to live 
a good life, including achieving and fully 
exercising our capacities and potential (Ryff, 
2014). Among these core aspects, different 
authors mention self-acceptance, positive 
relations with others, personal growth, 
purpose in life, environmental mastery, and 
autonomy (Ryff, 1989), positive emotions, 
engagement, meaning, positive relationships, 
and accomplishment (Seligman, 2011). 

Independent of its conceptualisation, 
empirical studies have consistently shown 
that subjective well-being promotes success 

in many life domains. People with higher 
subjective well-being are more altruistic 
and active, have better conflict-resolution 
skills, and are more confident in their 
abilities (Lyubomirsky, King, & Diener, 2005). 
In organisational settings, people with 
greater well-being tend to display creative 
thinking more often and are likely to earn 
more money (Diener & Biswas-Diener, 2008) 
and report higher overall job satisfaction. 

But the most relevant outcome of living 
a happy and meaningful life seems to be 
related to physical and mental health. People 
with greater well-being are for example 
less vulnerable to catching viruses and 
infections (such as the common cold) and 
when they do they report fewer symptoms. 
They also experience better physical health 
and live longer than people with lower 
levels of well-being. (Diener, Pressman, 
Hunter & Delgadillo- Chase, 2017) 

One key question when discussing well-
being is “What leads to well-being?” On 
the one hand, life circumstance theories 
affirm that a person’s life circumstances 
lead to SWB, so people with advantageous 
circumstances will have greater SWB than 
those less fortunate. The life circumstances 
that are considered to contribute most to 
well-being are life experiences (minor or 
major, positive or negative) and favourable 
or unfavourable socio-demographic factors 
like socioeconomic status, education, living 

3 Digital well-being  
and technostress

ONE KEY QUESTION 
WHEN DISCUSSING 
WELL-BEING IS 
“WHAT LEADS TO 
WELL-BEING?”
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conditions, and physical health (Lyubomirsky 
& Dickerhoof, 2010). From this perspective, 
overall SWB is the result of satisfaction with 
different life domains (career, family, living 
conditions, health, etc.). On the other hand, 
dispositional theories propose that SWB 
results primarily from people’s tendency to 
appraise life circumstances and life events 
as being positive or negative (Lyubomirsky & 
Dickerhoof, 2010). Such tendencies are genetic 
predispositions, linked to temperament. From 
this perspective, people high in neuroticism 
(the general disposition to experience 
negative emotions such as anxiety and 
depression) usually report lower levels of SWB 
as they are more prone to interpret life events 
in negative ways and to experience negative 
emotions more intensely in relation to 
negative life events. More extroverted people 
(more socially outgoing and active) generally 
experience more positive emotions and 
report greater SWB than introverted people. 
Of course, extrovert people engage more in 
social interactions and the quality of social 
relations is a predictor of SWB. Agreeableness 
is also positively associated with SWB, people 
who are considerate and easy to go along 
with, and more likely to have harmonious 
relationships also report greater SWB. 
People high in conscientiousness (organised, 
responsible, perseverant) report higher levels 
of SWB than those low in conscientiousness. 
That is probably because highly conscientious 
people tend to be more persistent in 
achieving goals, are more physically active, 
are better in delaying gratifications and all 
these lead to success in life (Maddux, 2018). 

What we know so far is that both objective 
life circumstances and personality traits 
influence SWB, but their effect is mediated 
by how people think and interpret, in a 
subjective manner, the life experiences. 
Individual perceptions of specific life 
domains are partly the results of general 
disposition or temperament. Therefore, for 
assessment of subjective well-being not 
only the subjective evaluations of specific life 
domains should be taken into consideration, 
but also objective life circumstances and 
internal predispositions that may predict 
people’s emotional, cognitive and physical 
reactions to those life circumstances.

When discussing the subjective well-being 
of teachers working in Higher Education, 
we should also take into consideration the 

characteristics of organisational culture in 
universities which count as circumstances 
that impact individual perceptions of the 
work domain in people’s lives. Across the 
globe, universities have become increasingly 
business-like with a strong focus on 
productivity and performance, especially 
research productivity. In many countries, 
the performance rankings determine the 
allocation of public resources and research 
fundings and are also used to recruit fee-
paying domestic and overseas students. 
The competition between universities for 
recruiting students and for performance 
rankings is now at a global level. All these 
aspects lead to competing demands for 
both teaching and research activities, 
competition among peers to succeed 
in academia and pressure to publish 
and win research grants (Maican, Cazan, 
Lixandroiu & Dovleac, 2019). Working under 
such pressures may lead HE teachers to 
experience high levels of stress which, in 
turn, may negatively impact their mental 
health and well-being (Truta et al., 2023).

So far, most studies on HE teachers’ well-
being focused on general antecedents as the 
one previously mentioned. Less attention 
has been given to specific antecedents like 
digitalisation in HE. For the past two decades, 
ICT applications have become fully integrated 
in teaching, research, and in every other 
aspect of teachers’ work in the form of school 
networks, communication and collaboration 
apps, e-learning, cloud and VR technology, 
and others. There is a broad body of literature 
on the integration of technology in teaching 
(Howard & Mozejko, 2021; Scherer & Teo, 
2019; Wilson, Ritzhaupt, & Cheng, 2020) and 
on technology acceptance (Maican, Cazan, 
Lixandroiu, & Dovleac, 2019), which shows 
that technology is an invaluable resource 
but also a job demand that may affect 
teachers’ well-being. More attention should 
be given to how working in a competitive 
culture marked by digitalisation may affect 
subjective well-being. What specific aspects 
of digitalisation in HE may negatively impact 
how teachers perceive and evaluate their 
lives? And how could we integrate the 
digital resources available in universities 
worldwide to help teachers to better cope 
with the demands of a digital society. 

Work engagement refers to enjoying one’s 
work and dedication to it, which at best 
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produces well-being also in digital working 
context. Work engagement differs from 
the concept of flow, which refers to a peak 
experience while work engagement is a more 
permanent state of being. In a workplace that 
is characterised with high work engagement 
better work methods are actively developed, 
colleagues are helped and supported. The 
experience of work engagement is described 
as genuine well-being and enthusiasm, 
which at best creates a cycle of positivity. 
Even tasks that are laborious feel meaningful. 
An increase in work productivity is also a 
positive effect of work engagement of an 
employee. When engaged to work it is easier 
to feel moments of flow. (Hakanen, 2021)

3.1. Technostress 
and well-being
The ubiquity of technology has contributed 
to the increased complexity of work 
and nowadays many digital skills are 
mandatory to complete work-related 
tasks (Venkatesh et al., 2003). 

Digitalisation and technology use, especially 
information and communication technologies 
(ICT) open new possibilities to work from 
distance (telework) or alongside team 
members in virtual networks, not at the 
organisation location, at hours that expend 
more flexible than the rigid 9 to 5 traditional 
hours. Nevertheless, the flexibility creates 
challenges like role conflicts, and disturbed 
work-life balance (working at irregular hours, 
longer than customary and resting less). 
Expectation from the employer to be always 
available via emails/phone, or for online 
conferences alongside with the temptation to 
frequently check for notifications, comments, 
tasks, feedback (as laptops and smartphones 
are brought home from work) may impair the 
health and emotional state of the employee.

These observations are in line with literature, 
that has showed how ICTs create stress by 
forcing the employees to learn constantly 
to be up to date with the technology, it’s 
functionality and options (Ragu-Nathan 
et al., 2008; Tarafdar et al., 2015). 

The concept of multitasking that was 
introduced in our language to signify the 
ability, or necessity to manipulate more 
than one source of information at the same 
time, give way to new phrases like digital 
hassles or cyber hassles (Weiser, 2014). 
They designate a new form of daily hassles 
like being left unseen (when the receiver 
read your message but do not write back) 
or being unfriended or rejected when you 
have sent a friend request. Studies show 
that such situations have a negative impact 
on the person (Campisi et al., 2012)

Not only words and psychological construct 
are introduced, but also, new theories are 
derived to cover the impact of technology 
in our life. The Person–Technology (P-T) fit 
model is derived from Person–Environment 
fit model and is looking at the match 

WORK ENGAGEMENT 
CONSISTS OF THE FOLLOWING 
ELEMENTS (HAKANEN, 2021):

1. Versatility and development of 
work tasks. Development at work 
and the opportunity to use one’s own 
strengths and expertise increases 
faith in one’s sense of ability.

2. Independence. The possibility 
of independent work instead 
of dictation encourages 
innovation-oriented activities.

3. Immediate feedback on work 
performance. Immediate feedback 
on one’s activities is important to 
wellbeing. In addition, immediate 
feedback on the work directs goals 
and ways of doing work in the future.

4. The relevance of the task. 
Work has a wider meaning 
and has, for example, a positive 
impact on other people’s lives.  

5. The team’s common goals, 
shared vision, and work tasks. 
Sharing knowledge and expertise 
between team members support 
team’s social relations.

6. Psychological safety. Tolerance  
and acceptance encourage being  
truly present, so the employees 
don’t have to fear negative 
reactions from others.
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between person and the technology to better 
understand the effect of technology use on 
people (Ayyagari, Grover & Purvis, 2011). 

The P-T fit model consists of three 
components: technology characteristics, 
stressors, and strain. Technology 
characteristics refer to features and 
properties of ICT used (portability, 
instant connectivity, processing speed, 
screen resolution sensitivity, additional 
improvements). Stressors represent elements 
or conditions that create stress (intensive 
usage, diminished privacy, overwhelming 
access to information). Strain refers to the 
physiological, psychological, and behavioural 
consequences of stress that are observed in 
individuals (from back pain or stinging eye to 
sleeplessness and irritability and low mood). 

A term that brings technology and stress 
even closer together is techno-stress, defined 
as “inability to cope with new computer 
technologies in a healthy manner” (Brod, 
1984 apud, Ragu-Nathan, 2008, p. 418). This 
wider term is an umbrella that covers two 
types of factors: techno-stress creators and 
techno-stress inhibitors. It is important to 
understand them, in order to introduce 
measures that may diminish their impact on 
health and well-being or to design conditions 
that enforce techno-inhibitors’ effects. 

Tarafdar, Pullins, & Ragu-Nathan (2015) 
define five techno-stress creators, and 
three techno-stress -inhibitors:

Techno-overload refers to the demand 
ICTs impose on users to work faster and 
longer, to manage excess information 
and features, to comply with continuous 
flow of organisational requirements. 

Techno-invasion describes the intrusive 
effect of ICTs in situations where employees 
can be reached anytime and are expected 
to be connected to organisational networks, 
to respond instantly, even if it’s non-
work time, or surveillance issues due to 
possibility to be located or checked your 
connectivity and activity logs, disturbing 
the work-personal time balance.

Techno-complexity refers to the ever-present 
progression of digital technology that leads 
users to feel insufficiently trained or to lack 
confidence in their digital skills. Due to the 

complexity of the apps or technologies 
people feel left behind by colleagues 
who are perceived more competent 
and because of that push themselves in 
learning and understanding ICTs, an effort 
that sometimes exceed their resources in 
energy and time. It can also include hassles 
and complications in operating ICTs. 

Techno-insecurity is generated by 
the fear of losing their jobs due to the 
advance in technology, machines being 
able to take over their jobs, or other 
people who are higher qualified.

Techno-uncertainty describe situation 
when individual fail to keep up with all 
the changes and upgrades of technology 
so that they must constantly learn and 
educate themselves about new ICTs, this 
urge generating anxiety. It also refers to the 
situations when someone must constantly 
check and verify policy concerning ICT use 
without being briefed by the organisation 
responsible, again causing anxiety.

Technostress inhibitors are represented by 
literacy facilitation, technical support provision, 
and involvement facilitation, considered 
internal and external mechanism that can 
contra-balance the techno-stress creators. 
Organisations might offer training and 
technical support, inform their employees 
regarding digital transformation that are 
implemented, take into consideration their 
feedback, introduce change gradually, and 
so on. Multitasking, telepressure (email, 
job-related messages, notifications), work 
overload, task complexity, role overload 
(frequent in education) are all stressors. 
Autonomy, opportunities for development, 
organisational support are resources that can 
reduce stress (Reif, Spieß & Pfaffinger, 2021).

Pfaffinger et al. (2020, p. 26) are using the 
expression digitalisation anxiety to describe 
“feelings of tension and discomfort with 
respect to the emergence of new technologies 
and the integration of those technologies in 
all aspects of daily life”. Anxiety is triggered 
by an affluence of errands that are constantly 
coming in while a person does not consider 
themselves prepared to manage them or 
having enough time to get everything done 
in a satisfactory manner. Plus, the feeling of 
urgency and the lack of understanding and 
support from work, aggravate digitalisation 
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anxiety. Digitalisation anxiety included 
concerns with unpredictable consequences 
for living and working within society, 
increasing organisational expectations for 
employees, self-imposed pressure and a 
perceived loss of personal control. However, 
it is good to keep in mind, that digitalisation 
as a process was not only related to negative 
outcomes. In one survey, digitalisation of 
the work environment evoked positive 
feelings for about half of the respondents, 
while the other half mentioned negative or 
ambivalent feelings (Pfaffinger et al., 2020). 

Interventions meant to reduce digitalisation 
anxiety can be initiated at a societal level 
(such as legal regulation concerning access, 
use and warnings for population when 
using digital technologies, and increase the 
awareness of IT immersing in all aspects of life 
– for example being aware that your location 
may be exposed, picture seen by unknown 
people, history of online searching used by 
merchandisers, and so on). Another level of 
intervention is the organisational one with 
measures such as clarifying expectations 
regarding employees’ temporal availability, 
improving communication about changes 

regarding new technologies, setting safety 
measures to protect data and physical and 
mental health of the employees, offering 
trainings to support individual learning 
needs, and job descriptors that include 
technology use. The third level is individual 
level activated by setting boundaries for 
one’s own work, participating in trainings 
offered by the organisation, or finding 
your own opportunities, taking personal 
measure to reduce information overload 
and work demands after working hours. 

Another body of research focused on 
availability stress resulting from beliefs 
about others’ expectations that the 
individual should respond and be available 
by digital means to the demands that 
come from social or institutional groups/ 
persons (Steele, Hall, Christoferson, 2019, 
p. 5). Failing to do so (to be available) 
generates guilt, anxiety, and fear of negative 
consequences, mostly because pressure is 
installed by hierarchical upper positioned 
people, who exert their position power 
(Licoppe & Smoreda, 2005) and normative 
pressure. The outcome is a decreased 
well-being of the person under stress.

Once again, the impact of such situations 
is not clear cut. Instead of talking only 
about availability stress, researchers are 
considering the mobile connectivity paradox 
(Vanden Abeele, 2021, p. 934). The paradox 
encompasses both autonomy and loss of 
control.  One can decide where to work, 
can locate and access information and 
professionals that have similar interests 
as they do, to collaborate and exchange 
practices. All the same that person could 
feel undecided if they had opted for the 
best course of action, or if the solution they 
reached is final. Some more shortcomings 
are the possibility to be tracked or contacted 
by anyone, your privacy be invaded. There 
is also the pressure to acknowledge all the 
requests that are addressed to you. That’s 
why technology is both a job demand 
and a job resource (also paradox).

Piszczek (2017) suggested to see technology 
as a neutral tool, that may become useful 
or damaging depending on who and how 
is used. Individual preferences (to integrate 
work in daily activities and to be flexible 
about where or how much tasks you bring 
home, or to separate work and family time 

ANOTHER BODY OF 
RESEARCH FOCUSED 
ON AVAILABILITY 
STRESS RESULTING 
FROM BELIEFS ABOUT 
OTHERS’ EXPECTATIONS 
THAT THE INDIVIDUAL 
SHOULD RESPOND 
AND BE AVAILABLE 
BY DIGITAL MEANS TO 
THE DEMANDS THAT 
COME FROM SOCIAL 
OR INSTITUTIONAL 
GROUPS/PERSONS.
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and have clear boundaries between them) 
and organisation expectations (clear or 
fade regulations, pressure, or support, and 
so on) are those to confer significance 
of technology use. One of the solutions 
that accommodates many options is 
that organisations should keep after-
work hours electronic communications 
formally low, but to allow employees to 
decide for themselves either way.

Even though complex outcomes of 
technology use should be studied taking 
into consideration many individual and 
organisational variables, there are results 
that connect general categories such as 
demographic characteristics to technostress. 
For example, younger students tend to 
experience lower level of technostress 
compared with their teachers, and among 
the last category the older the teachers, the 
higher the level of technostress (Hauk et al., 
2018) and female students tend to feel higher 
technostress than male students (Upadhyaya 
& Vrinda, 2021). Also, level of education seems 
to be inversely related with technostress 
(Wang et al., 2008; Upadhyaya & Vrinda, 2021).

The relation between technostress and 
academic life has been also intensively 
examined. A weak association was 
uncovered between techno-stressors and 
the psychological well-being of learners, with 
techno-insecurity having the greater impact 
on psychological well-being, while techno-
uncertainty has the least effect, followed 
by techno-overload and techno-invasion 
(Asad et al., 2023). The authors consider that 
students, as young generation representatives, 
can adapt easier to the constant change 
in apps and digital tools upgrading and 
consider them an extension of their means 
to communicate, so the uncertainty is less 
reflecting in their well-being. There are also 
studies that found a contradictory result: 
techno-invasion and techno-overload being 
the larger contributors to technostress in 
students (Upadhyaya & Vrinda, 2021).

Qi (2019) argues that sometimes technologies 
are a blessing while students are using 
these technologies for personal interest or 
entertainment, and a curse when students 
use ICTs intensively for teaching and learning 
purposes. The study grounded the hypothesis 
on this opposition (technology use is a friend 
when young people is using it for personal 

purposes and an enemy when they are 
asked to use it for school) but failed to prove 
it at least in case of smartphone as mobile 
devices used by students for academic 
purpose, since no significant correlation 
was found between smartphone usage 
in learning and technostress creators.

Not only students were investigated, but 
also teachers. Techno-stress negatively 
impacted teacher’s life and performance 
(Aktan & Toraman, 2022, p. 10429–10453). 
Other study also indicated that there is a 
negative impact of technostress on academic 
productivity (Upadhyaya & Vrinda, 2021) 
or academic performance (Qi, 2019).

In order to increase well-being and to 
reduce the impact of techno-stress, internal 
resources such as technology self-efficacy and 
performance expectancy in teachers have a 
positive role when activated (Truta et al., 2023).

Information system (IS) literature recently 
became more substantial with a new 
framework on techno-stress creators – 
trifecta theory (Tarafdar, Cooper & Stich, 

THE AUTHORS CONSIDER 
THAT STUDENTS,  
AS YOUNG GENERATION 
REPRESENTATIVES,  
CAN ADAPT EASIER TO 
THE CONSTANT CHANGE 
IN APPS AND DIGITAL 
TOOLS UPGRADING 
AND CONSIDER THEM 
AN EXTENSION OF 
THEIR MEANS TO 
COMMUNICATE, SO 
THE UNCERTAINTY IS 
LESS REFLECTING IN 
THEIR WELL-BEING. 
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2019). The authors try to include both sides 
of digital technology immersion in our life, 
the positive one as well as the negative 
ones. The perspective of interpreting 
technology use only as the cause of aversive 
condition might be at hand but is limited 
and neglects the potential that technology 
use brings to development of a person. 
After a throw-out review of literature, new 
constructs were recommended, embedded 
in transactional model of stress:

• Techno-Eustress is felt in contexts when  
 individuals appraise IS as challenging  
 or exciting, and experience consequent  
 ‘good’ stress, and the outcomes  
 of using technology are positive. 

• Techno-Distress is felt in contexts  
 when individuals appraise IS as a threat  
 or a risk, resulting in facing ‘bad’ stress,  
 and consequences are negative.

• Design of Information Systems  
 for facilitating techno-eustress  
 and for mitigating techno-distress.

Techno-eustress intervene when persons or 
organisations see the use of digital technology 
as a chance to improve, to became better, 
more competitive, rewarding, a tool that 
contribute to making your life easier and  
more pleasant, interesting, and fulfilling. 
In order to experience techno-eustress, 
individuals are open to experience, 
flexible, competent in IS use, intrinsic 
motivated and organisations cultivate 
innovation, emphasis employee’s well-
being and customer satisfaction.

Techno-distress occurs when people  
see ISs as demanding all their time and 
energy, too complex, when they feel lost 
in the complexity of technology, lacking 
possibilities to make decisions or to control 
the requirements of using technology. 
Organisations can make things worse 
when they impose permanent connectivity 
and monitor all decisions, and do not offer 
support or training. By doing so, people are 
dissatisfied with their work, fail to comply with 
requirements, experience burnout, and so on.

PICTURE 1. Wordcloud for question ‘What do you think technostress means? from DIGIWELL mentor training session.
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Information system (the third component of 
trifecta theory) might be designed to tackle 
technostress to increase techno-eustress: 
apps and devices can be designed with 
increased functionality, intuitive manuals and 
commends, opt-out options, friendly or even 
exciting interface, integrated feedback options.

In conclusion the same authors that used 
to discuss the dark side of technology use 
(Tarafdar et al., 2011) are now focusing on the 
bright side of technology (Tarafdar, Cooper 
& Stich, 2019). They emphasise that new 
generations are coming, those who no longer 
accept working in cubicles, or from 9 to 5, 
but who frame technology revolution as an 
opportunity to engage in telework, virtual 
team, and will treat work and life activities 
with more flexibility and will emphasise 
more on the bright side of technology.
 

3.2. IT Resilience and 
emotional regulation
As technology is increasingly present in 
everyday life, it is necessary to investigate 
effective individual characteristics in 
counteracting technostress. In this 
context, Klesel, Narjes & Niehaves (2018) 
propose IT resilience as a new construct 
that can be considered a mechanism 
for adapting to technostress. 

Resilience is a positive psychological state 
of personal development that implies: 
the confidence to undertake and make a 
considerable effort to succeed in difficult 
tasks; a positive attitude towards current and 
future success; focusing on the objectives 
and readjusting the ways to achieve them in 
order to succeed; sustaining and bouncing 
back to achieve success when faced 
with various adversities (Luthans, Avolio, 
Avey & Norman, 2007). Starting from this 
perspective, Klesel et al. (2018) argue that IT 
resilience is a set of individual characteristics 
that allows people to assimilate external 
influence factors induced by information 
technology and perceived as negative and 
return to an initial state of well-being. 

The authors initially suggested that IT 
resilience is characterised also by self-
efficacy, positive attribution, the ability to 

pursue goals and to bounce back in adverse 
situations. In more detail, self-efficacy 
represents the ability to trust oneself and 
adapt to different work situations involving 
various technologies, whether it is stress or 
challenges arising from difficult tasks or errors. 
A positive attitude towards finding solutions 
to various problems or tight deadlines, as 
well as adaptability to technology-induced 
stress defines the positive attribution. 
Resilience also means one’s capacity to 
persevere towards their goals, by focusing 
on technological objectives and readjusting 
the ways to achieve them by developing 
structured plans. To be able to bounce back 
and to continue your way to succeed when 
faced with technostress and adversity can be 
done by building supportive social networks 
and maintaining the work-life balance.

Therefore, IT resilience does not mean being 
invulnerable to the negative effects arising as 
a result of modern technologies indispensable 
to professional work but having the ability 
to overcome and manage technostress.

Following an exploratory factor analysis, the 
researchers cited show that IT resilience 
is a multidimensional construct that 
includes the following three dimensions: 
bouncing back, self-efficacy and coping 
mechanisms. A person’s ability to recover 
from technology-induced stress, survive 
this adversity and return to their previous 
level of functioning represents their ability 
to bounce back, while self-efficacy is given 
by the ability to believe in one’s own abilities 
and to work with various technologies in any 
situation. One must develop their coping 
skills which allow them to manage negative 
aspects and problems related to the use of 
technology using humour in analysing various 
situations and calling on social support.

These results highlight the fact that positive 
attitude and social support favour resilience, 
people’s ability to bounce back and cope 
with technostress in their lives and are 
consistent with other research presented in 
the specialty literature (Sharma & Sharma, 
2016; Smith et al., 2008; Windle, 2011; 
Winwood, Colon & McEwen, 2013). IT resilience 
is a psychological concept that must be 
taken into consideration, along with other 
biological aspects, when applying a human-
centred design based on the importance 
of reducing technostress (Riedl, 2013).
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Physical or mental health, resilience and social 
relationships are influenced by how a person 
manages their emotions. Emotion regulation 
includes the voluntary or automatic effort to 
choose the emotions and the context in which 
they are allowed to be experienced, as well 
as the way to express them (Mauss, Bunge & 
Gross, 2007). It consists of the ability to initiate, 
preserve, and modulate the occurrence and 
the intensity of subjective experiences and 
physiological processes that accompany 
the emotion. People learn to inhibit their 
emotional impulses and delay reward by 
internalising behavioural norms and standards 
(Denham, 2007). Emotion regulation is learned 
through experiences that involve human 
interaction, behaviour modelling, and various 
learning situations. Avoidance, expressive 
suppression, distraction, rumination or 
worry, cognitive reappraisal, problem solving, 
acceptance and mindfulness are the most 
used emotion regulation strategies.

Studying the association between various 
emotion regulation strategies used to man-
age the negative emotions, Naragon-Gainey, 
McMahon & Chacko (2017) found people’s 
tendency to resort to several strategies simul-

taneously and grouped them into the follow-
ing categories: emotional disengagement, 
aversive cognitive preservation and adaptive 
commitment. More specifically, emotional 
disengagement refers to the distraction and 
avoidance by which one tries to experience 
more pleasant emotions by focusing their 
thoughts and attention elsewhere to escape 
from the present. Sometimes people stay in 
repetitive negative thoughts regarding their 
own failures or self-blame, ruminating hence 
being fixed on negative emotions (aversive 
cognitive preservation). Looking for solutions 
to real-life problems or accepting a situation 
that cannot be changed to achieve flexibili-
ty and experience more pleasant emotions 
represents an adaptive commitment.

The authors argue that the most beneficial 
strategies are those aimed at adaptive 
engagement, while the others may be useful 
in certain contexts, such as: exploring options 
and finding solutions to personal problems 
that can be facilitated by intensively thinking 
about one’s own problems and analysing 
them in depth. Emotional regulation aims 
to decrease the intensity and duration of 
dysfunctional emotions, and grouping 
strategies into narrower categories provides 
people with effective ways and tools to 
regulate their own emotions. The way people 
experience and regulate their emotions 
is based on attachment, that extremely 
important, permanent, innate human 
need for survival, which involves four major 
components: people’s need to be seen, to feel 
safe, soothed, and secured (Siegel, 2014). Thus, 
emotional regulation is influenced by the 
anxious attachment (constantly seeking the 
other to obtain emotional comfort or support), 
the avoidant attachment (pattern of mistrust), 
or the secure attachment (source of resilience).

Anxious individuals perceive that their own 
emotional expressions are inconsistently 
responded to, and they are not convinced 
that the attachment figure will be available 
when they seek support. Thus, they are 
always more prone to separation anxiety, 
longing for intimacy, preoccupied with the 
relationships they have, and worried about 
the other’s ability to love them back as much. 
As a result, they develop an exaggerated 
emotional expression strategy, especially for 
negative emotions because these capture 
the attention of those around them. They 
also tend to focus on exacerbating negative 

THEREFORE,  
IT RESILIENCE DOES 
NOT MEAN BEING 
INVULNERABLE  
TO THE NEGATIVE  
EFFECTS ARISING AS  
A RESULT OF MODERN 
TECHNOLOGIES 
INDISPENSABLE TO 
PROFESSIONAL WORK 
BUT HAVING THE 
ABILITY TO OVERCOME 
AND MANAGE 
TECHNOSTRESS.
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emotions because they coincide with their 
desires to achieve closeness to others and 
exaggerate attachment needs. At the same 
time, they strongly emphasise the feeling of 
vulnerability and helplessness as well as the 
seriousness of the threats in order to make 
the entourage offer more attention, comfort, 
support, and protection. While intensifying 
their negative emotions and focusing on 
internal cues of distress, these individuals 
underestimate their own resources and 
overestimate danger, which causes their 
own anxiety to become hyperactive. Thus, 
the context that preserves the perception of 
the threat even after its disappearance and 
the feeling of vulnerability manifested in the 
face of real or potential dangers are created.

Avoidant people expect to be turned down 
if they ask for help or comfort and do not 
trust that their requests will be answered. 
They try to limit closeness to others because 
they perceive intimacy as synonymous 
with the loss of personal independence. 
Sometimes they make considerable efforts 
to become emotionally independent and 
live their lives without the love and support 
of others (Bowlby, 2011). Because they had 
experienced repeated rejections of their 
emotional expressions and in order not to 
feel ignored or belittled, they developed 
strategies to hide their emotional expression. 
In their view, fear, sadness, anger, shame, 
guilt, rejection, betrayal, or separation 
represent real dangers and a lot of personal 
vulnerability. As a result, they tend to block 
or inhibit these emotions, as well as the 
emotional reactions arising because of 
rejection, betrayal, or separation from others 
because such potential or real threats favour 
the emergence of undesirable attachment 
needs that predispose to vulnerability 
(Fraley & Shaver, 2000). They make every 
effort to avoid consciously experiencing 
and expressing unpleasant emotions or 
reacting emotionally by resorting to various 
strategies such as: suppression, distraction, 
or suppression of action tendencies. These 
defences greatly reduce the probability that 
the emotional experience will be integrated 
into existing cognitive-affective structures 
that can determine the modification of the 
learned pattern and allow the subsequent 
use of the information in a social context.

While anxious people often ruminate (which 
accentuates distress) and fear that others will 

not respond promptly to frequently expressed 
needs for love, comfort, or support, the 
avoidants trust only themselves, are sceptical 
of the intentions of those around them, and 
prefer to distance themselves emotionally 
and cognitively. These attachment patterns 
are maladaptive because they prevent them 
from experiencing the interdependence, 
support, and trust necessary to maintain well-
being and resilience. In this way, frequent 
activation, suppression of unpleasant 
emotions and non-modification of distorted 
representations about oneself and others are 
favoured, which causes them to feel unsafe 
in interpersonal relationships. Because they 
have not learned to regulate their emotions 
or distress and have not discovered their 
own internal resources to handle demanding 
events, they are much more vulnerable 
in terms of physical and mental health. 
Memories associated with anxiety or sadness 
are accessed quickly by the anxious and rarely 
by the avoidant. At the same time, the former 
very rarely resort to suppressing thoughts 
related to separation and the latter often 
resort to this emotional regulation strategy, 
which causes them to feel overwhelmed, 
especially when the material to be 
suppressed is seconded by a cognitive load 
(Goldberg, 2000; Mikulincer & Shaver, 2019).

Secure individuals trust that the attachment 
figure is attentive to their needs and responds 
with affection by providing comfort when 
faced with difficult situations. They feel 
comfortable in privacy, are warm, loving, and 
willing to bravely explore various new contexts 
of life. As a result, they allow themselves 
to express themselves directly and openly 
because they trust that the others are 
receptive and supportive of their own needs. 
They are also optimistic, rarely resorting 
to dramatic appraisals of danger because 
they are confident in their abilities to cope 
with the inherent difficulties of everyday life. 
Most frequently, they express their feelings 
freely without distorting them and use 
constructive emotional regulation strategies 
such as: problem solving, re-evaluation 
or seeking support from others. Research 
results prove that they are more resilient 
when facing life’s challenges because the 
secure attachment style helps them survive 
the moments of negative emotional charge, 
regulate their emotions, adapt socially, and 
maintain their mental health (Mikulincer & 
Shaver, 2016; Shaver & Mikulincer, 2002).
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DIGIWELL toolbox  
for digital well-being

4
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The DIGIWELL toolbox consists of mentoring 
program for university teachers and other 
personnel, a booklet that summarises 
key elements of digital well-being and 
which can be used as a tool in mentoring, 
and digital well-being e-course.  

4.1. Mentoring 
program for  
digital well-being
The challenge of technostress straining our 
well-being is a complex issue to mitigate. 
Many causes of technostress can be traced 
back to structural issues and changes in 
society as mentioned in earlier chapters. To 
deal with one’s own digital well-being can be 

challenging, especially if there is no available 
support network that can help utilise changes 
in work or personal life. Mentoring programs 
can be a useful method of enacting changes 
in an organisation (Klinge, 2015), and it can 
provide individuals with the tools they need 
for sustained change (Boyatzis, 2007). In this 
chapter we will look at what mentoring is; how 
the practice of mentoring relies on enabling 
and facilitating learning in mentees; and lastly 
how The Booklet: Pocket Guide to Digital 
Well-being can be used as a potential tool in 
mentoring others about digital well-being.

Mentoring can be understood as a reciprocal 
relationship between a more skilled, and 
often more experienced, “mentor” and the 
inexperienced “mentee” or “protege” (Klinge, 
2015). Strengthened social bonds, and further 
developing competencies are some of the 
benefits that both the mentor and mentee 

Mentor benefits Mentee or protégé benefits Organization benefits  
and outcomes

Learning partner

Knowledge

Skill enhancement

Cognitive rejuvenation

Feedback

Expanded awareness  
of environment

Creativity

Sense of purpose  
and fullfillment

Knowledge

Skill enhancement

Supportive feedback

Assimilation into the culture

Sense of cohension, 
responsibility, and itegrity

Awareness of political 
environment

Sense of power and confidence

Creativity

Leadership development

Higher earnings

Personal values clarification

Advancement of 
underrepresented groups

Increased job satisfaction

Greater influence  
in the organization

Improved job performance

Productivity

Cost-effectiveness

Improved recruitement

Talent pool development

Career and life planning

Career satisfaction

Increased organizational 
communication  
and understanding

Increased trust

Maintaining motivation

Improved strategic planning

Creativity

Employee enthusiasm

Collaboration

TABLE 1. A Model of the Consequences of Mentoring in a Learning Organisation (Klinge, 2015)

4 DIGIWELL toolbox  
for digital well-being

https://digi-well.unitbv.ro/results/result-3-the-booklet/
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enjoy from such a relationship (see table 
below from Klinge, 2015 for more benefits). 
For mentorships to work, the social bond 
between the mentor and mentee needs 
to be strong. For this reason, mentorships 
have been likened to a “work marriage”, 
considering the amount of work and time the 
two participants will need to dedicate and 
spend with one another (Kalbfleisch, 2007). 

Formal mentoring programs usually feature 
a set of goals that are aligned with a wider 
organisational strategy (Baugh & Fagenson-
Eland, 2007). Clear goal-making can also 
serve to illuminate what type of mentors are 
needed, and hence what the mentees are 
supposed to learn. Voluntary participation 
is often associated with higher satisfaction 
with the program. As such, good mentees 
often express a willingness to learn, curiosity, 
work engagement and good communication 
skills, whilst good mentors need good 
interpersonal skills (Hale 2000 referenced 
in Baugh & Fagenson-Eland, 2007, p. 261). 
Matching the mentees with an appropriate 
mentor is an important step in making 
sure the relationship doesn’t fail or become 
dysfunctional. Using the participants input 
can lead to more favourable matching, 
because mentors and mentees with aligning 

values and interests can help establish a 
more functional relationship in the short 
run. Scheduling regular meetings and 
opportunities to interact, where expectations 
and goals are clarified, can also help establish 
a functioning mentor-mentee relationship 
(Baugh & Fagenson-Eland, 2007).  

According to Ambler, Cahir, and Harvey 
(2017), mentoring in higher education exhibit 
a lot of the same effects as other mentoring 
programs (enhanced learning culture, 
career development and friendship,) as well 
as similar drawbacks when the mentoring 
relationships become dysfunctional 
(unhealthy power dynamics, resentment, 
and lack of personal growth). Seeing as 
though the needs of universities are highly 
diverse, mentoring programs ought to be 
specifically adjusted to what the institution 
needs. This is why Ambler, Cahir, and 
Harvey (2017) view mentoring programs as a 
spectrum that can be adjusted using three 
steps, that are detailed in the figure below.

The adjusted mentoring programs can also 
take several forms that may be appropriate 
depending on institutional needs. Mentoring 
programs can take different forms: one-
on-one mentorships can be facilitated 

The three-step spectrum approach to mentoring guide

Step 1 beginning Step 2 building Step 3 concluding

1.1. Select a potential 
mentor
1.2. Make initial contact
1.3. Establish:

purpose
style, duration  
and regularity  
of meetings,
timeframe for  
the relationship,
confidentiality 
agreement,  
and
no-fault, no-blame 
procedure

2.1. Mentees should
be proactive in acquiring 
new skills and knowledge,  
and
accept responsibility  
for decisions and actions

2.2. Mentors should
provide informations, 
constructive feedback  
and guidance, and 
actively listen

2.3. Mentors and mentees  
should:

engage in critical  
thinking and reflection,
complete task by  
agreed times, and
maintain confidentiality

3.1. Mentors and mentees 
independently complete  
a reflection on key learnings 
and key outcomes
3.2. Mentors and mentees 
collaboratively share 
these final reflections

TABLE 2. Retrieved from Ambler, Cahir, & Harvey, 2017, p. 16
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with a formal program if they don’t form 
informally between individuals in a working 
environment; group mentoring involves 
a group of mentees all working with one 
mentor; and peer mentoring can be two 
colleagues or a small group who help each 
other; online mentoring basically looks like 
one-on-one mentoring or group mentoring 
but facilitated through digital platforms; 
compound mentoring means that one 
mentee has many mentors who are chosen 
based on their expertise in specific areas.

Learning in mentoring 
relationship

As learners, the mentor and mentee are 
expected to be self-directed. This means that 
learning activities, and the mentor-mentee 
interactions cannot be purely instructional. 
Instead, the mentee and mentor ought to 
work collaboratively to figure out how to 
improve their practice, and solve problems 
(Knowles, 1984 referenced in Chinnasamy, 
2013). Building the ideal learning environment 
for the mentor-mentee relationship to grow 
(McGowan, Stone & Kegan, 2007) strikes 
the balance between self-directedness 
and instruction. As such a good learning 
environment includes elements of confirming 
environments that hold and affirm us, 
acknowledge our struggles, and seek to 
accept and understand us; contradicting 
environments that push us to let go of what 
we find comforting, they seek to elevate 
us from established practice. Ideally these 
complement confirming environments as 
opposed to outcompeting them; continuous 
environments that are stable, reliable, and 
predictable, allow us more easily adjust to 
them. Leaving these environments may be 
difficult but will remain after departure if 
we were ever to return. This especially refers 
to leaving the mentor-mentee relationship 
to become colleagues again. It can be 
argued that in practice the above means 
learning what the mentee (and by extension 
mentor) needs to feel safe, challenged, and 
secure in the relationship. This will in turn 
facilitate productive learning experiences 
between the mentor and mentee.

Knowing how learning between individuals 
work can enhance the mentors practice, 
because the central goal of the mentor is to 
help the mentee learn. In the sociocultural 

learning theory, the importance of social 
interactions for learning is emphasised. In 
this perspective learning is situated in social 
and cultural context, and knowledge is 
first developed through social interactions 
before it is internalised by the individual. 
Learning and development first take place 
interpsychologically, socially between 
people, and then intrapsychologically, 
through an inner process in the individual 
(Vygotsky, 1978). Thus, the most important 
arena for learning in this theory, is through 
conversations with others. Via language, 
learners have access to unique tools for 
developing and communicating knowledge. 
This means that we don’t need to experience 
everything ourselves because we can acquire 
knowledge through what others tell us 
about their experiences (Sälsjö, 2006). 

The zone of proximal development is a 
concept in sociocultural learning theory that 
orients training towards future learning. This 
means refraining from retreading already 
acquired learning, but instead focusing on 
learning skills and abilities that have yet 
to be acquired but are nonetheless within 
reach. It challenges the assumption that 
education or training should be adapted to 
the learner’s level of understanding indicated 
by what level of problem solving the learner 
is able to manage alone. Thus, the zone of 
proximal development refers to the distance 
between the results of problem solving that 
the learner can manage alone and what 
the learner can manage when receiving 
guidance form a more competent other 
(Vygotsky, 1978) or in our case, a mentor.  

“Scaffolding” is a process developed by 
Wood, Bruner and Ross (1976) that can be 
used to support learning in the zone of 
proximal development. In teaching situations, 
scaffolding is used by the teacher to help their 
pupil solve a problem or meet a challenge 
by themselves. This is done by allowing the 
pupil to do as much as they can and only 
helping when they cannot achieve something 
on their own. This way the teacher provides 
a “scaffold” to support the pupil, and by 
gradually removing the scaffold the pupil 
strengthens their skills to the point where 
they no longer need the added support. This 
can be used in mentoring the same way by 
having the mentee to do as much as possible 
by themselves, and by gradually reducing 
the scaffolds, they learn how to achieve 
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something they can’t do on their own yet. 
Scaffolding consists of six actions the 
mentor can execute to support learning and 
problem solving in their mentees (Wood 
et al., 1976). The first action is the most self-
evident and consists of “getting the learner 
interested in the activity, and to follow 
the task’s requirements”. As a mentor this 
involves getting the mentees involved and 
interested in the subject of digital well-being 
and the tools to improve their own digital 
well-being. The second is “reducing degrees 
of freedom,” which means reducing the 
number of acts required to reach a solution. 
This means limiting task difficulty by doing 
parts of the task for the mentee and allowing 
the mentees to gradually master more 
and more of the tasks “sub-components” 
as their skills develop. The third action is 
“direction maintenance” or keeping your 
mentees motivated and on the right track. 
The fourth scaffolding activity is “marking 
critical features”, which means pointing out 
the most important features in the task or 
problem-solving process to the mentees. The 
fifth involves “frustration control”, meaning 
the mentor helping the mentee make the 
learning process less stressful for the mentees. 
The last action is demonstration or modelling 
the solution to a task, showing the mentees 
what the ideal act or performance would be 
(Wood et al., 1976). This involves completion 
and explanation of a solution partially 
executed by the mentees themselves.

In addition to scaffolding, another key to 
supporting the mentee in their zone of 
proximal development is to aid in developing 
their self-efficacy. This refers to the mentee’s 
belief in their own ability to succeed, 
which can be cultivated through vicarious 
experiences, observation, feedback, and 
previous experiences of mastery (Bandura, 
1977). In practice this often means showing 
how something should be done before 
the mentee tries it themselves, giving 
encouragement and feedback upon 
failure or praise upon mastery. This can 
also involve helping them interpret failures 
as learning opportunities, by drawing on 
earlier experiences of mastery or focusing 
on what they did right as opposed to what 
they did wrong. It is important to remember 
that some forms of progress and mastery 
can show themselves very quickly, while 
in other cases it can take months before 
progress is apparent (Boyatzis, 2007). What 

is important to keep in mind then, is keeping 
track of the goals that have been set and 
the milestones that have been reached.

As the mentee feels mastery and can draw 
upon that experience when meeting new 
challenges, they may start to feel motivated 
by the possibility of succeeding. This means 
that they may become more comfortable 
viewing failures as learning opportunities, 
and in general will have more confidence 
in their own abilities to succeed (Bandura, 
1977; Lillemyr, 2016). This motivation to 
approach success has been associated 
with well-being to a greater degree, and 
it is a good idea to help them maintain 
this motivation, though it is not unusual 
for it to wax and wane in the long run.

Every mentee is most likely going to have 
a different experience mastering new 
technologies and digital tools. This means 
that not all mentees are going to be equally 
comfortable with being challenged, however. 
If one is met with enough failure, it is not 
unusual to want to steer away from the 
possibility of failing in the future (Bandura, 
1977; Lillemyr, 2016). This can be for many 
reasons; one is that failures can be attributed 
to one’s own skill. For instance, whenever a 
mentee fails, they might gradually become 
more convinced that it is because of their 
own inadequacies. Feelings of inadequacy 
are not good for self-efficacy and might even 
lead to the mentee in question suspecting 
that others view them as inadequate, as 
those feelings of inadequacy start to become 
internalised (Bandura, 1977; Lillemyr, 2016).

Mentors who are met by a mentee who is 
more afraid to fail then they are motivated by 
success, may need to find tasks that are more 
easily achieved to build up their mentee’s 
confidence (Bandura, 1977; Lillemyr, 2016). 
This will be required before giving them 
tasks that are more challenging. After a while 
the mentee can become more comfortable 
with their own skills after learning that 
failing is a part of learning and improving.

To set up a formal mentoring programme 
for an institution of higher learning involves 
finding what goals the mentoring should 
aim for and how that aligns with institutional 
needs. This can help determine what type 
of mentoring programme is the most 
appropriate, whether the mentoring should 
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purely be one-on-one mentorships or if 
something like peer mentoring or online 
mentoring would be more appropriate 
(Ambler, Cahir & Harvey, 2017). 

4.2. Booklet as  
a tool for mentoring
This section will provide an example of 
what a mentoring case might look like and 
how the booklet might be used to support 
the mentor and mentee in this work.

The booklet is made as an instrument to 
support mentors in developing their mentees 
digital well-being. It can also be used to 
structure workshops and inform about how 
to improve one’s own digital well-being. 
It consists of a self-assessment tool that 
guide the user to reflect about their current 
relationship to digital tools and technology 
in their work and personal lives. The booklet 
also consists of compact descriptions of 
what technostress and digital well-being 
is, as well as guidance and exercises on 
how to improve or maintain well-being.

The self-assessment tool is designed to help 
the user reflect and determine what areas 
of their digital well-being can be improved 
upon. It is comprised of three areas, that all 
include three levels. The areas represent an 
aspect of digital well-being, and the levels 
are meant to communicate to the user 
where they might need support, if they can 
manage but improve, or if they are capable 
and ready to support their colleagues. 
Reflection prompts are provided in the 
booklet to help the users place themselves 
on a level in each of the three areas.

Digital Competence can be understood 
as the confident, critical and responsible 
use of digital technologies for learning 
at work (Vuorikari, Kluzer & Punie, 2022). 
This means that if you have high digital 
competency, you can critically find, safely 
store and share data and technology 
to solve problems in your work. 

Digital Social Support consists of the 
networks and peers a given individual has 
access to when in need of help and support 
in their work environment. Colleagues who 
have good social support share negative 

and positive experiences when working 
with technology, and overall contribute to 
making a supportive work environment 
(Cannon & Edmonson, 2005; Sjoblom, 2020). 

Digital Mastery can be understood as the 
“perception of one’s abilities to cope with 
the requirements of digital work (Busse, 
Busse, & Schumann, 2022).” This means 
that individuals who have high Digital 
Mastery will feel stronger self-efficacy, 
have stronger beliefs in their own abilities 
and will be less flustered by increased 
digitalisation or the introduction of new 
technologies in the work environment. 

Level 1 individuals who find themselves at 
this level may experience that they struggle 
more than their peers when using technology 
at work. They only use the digital tools they 
must and need help understanding how 
to use the tools. In general, they struggle 
to use and are afraid of new technology.

Level 2 individuals who find themselves 
at this level may experience that they can 
handle the technical challenges of the 
everyday and feel comfortable solving 
simple problems with and using technology. 
For these individuals, new technologies 
can be stressful to adapt to, but they learn 
new skills and technologies when they 
need. In general, they know which tools 
are appropriate and how to use them. 

Level 3 individuals who find themselves 
at this level may experience that they 
have an easier time using technological 
tools in the everyday and have an easier 
time picking up new technologies 
and skills. These individuals may find 
themselves helping their colleagues, and 
do not struggle as much adapting to new 
technologies and practices at work.

When reading we encourage you to engage 
with the example by thinking about how you 
might approach this mentee. It is encouraged 
to read over the learning theories again or 
go back to any part of the workbook for 
reminders on what digital well-being is 
and how it works. This is a very idealised 
circumstance, but the case is meant to 
illustrate how a mentoring relationship can 
be used to improve the individual’s digital 
well-being by identifying problems, reducing 
stress, and encouraging mutual support.

https://digi-well.unitbv.ro/results/result-3-the-booklet/
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Ed is an instructor/educator at your institution. He uses active 
learning classrooms (ALCs) and other digital tools in their day-to-day 
life and “I hate every minute of it!” he says. He describes technical 
equipment as “being uncooperative” and “typically doesn’t work”. 
This attitude leads him to feelings of dread associated with teaching 
or working with digital tools and equipment. Finally, Ed admits that 
he eventually finds solutions to his struggles with technology, but 
he feels little mastery and that his colleagues rarely step up to help 
him very much, this makes him feel alone with these struggles.  

The mentor sets off time to meet Ed regularly to pin down 
where exactly he needs to improve.  The mentor realizes that 
Ed’s descriptions of his struggles line up with descriptions of 
digital mastery and social support at level 1 even though he may 
be digitally competent at level 2. Using the booklet, the mentor 
and mentee can establish a shared language to define and 
talk about Ed’s struggles. Ed often struggles to communicate 
what his problems are, which makes helping him difficult for 
his colleagues. Ed can overcome a challenge, but he rarely 
feels mastery due to frustration and lack of recognition.

The mentor can now prepare tasks for Ed to improve his situation, 
now that the mentor knows what their mentee is struggling 
with. These tasks mostly involve learning how to identify 
problems and communicating them effectively, starting with 
more basic tasks before the more complex ones. Eventually 
Ed displays skills that suggests he is ready for more complex 
tasks, and thus require less direct help from the mentor.

To supply Ed with appropriate challenges, the mentor 
finds someone more skilled for Ed to spar with. This allows 
Ed and the more skilled partner, Henri, to develop their 
communication skills and digital competencies.

To find Henri, the mentor had to use the booklet to identify what 
a more digitally skilled person could be described as. Looking at 
digital competence, social support, and mastery at level 3, he found 
that Henri matched that description. Henri uses digital tools in his 
work every day and enjoys it because the technology lets “me excel 
at my work”, Henri also enjoy helping others use new tools because 
“in the long run, these tools can really improve how we all work!” 
In time and with instructions from the mentor, Henri can use the 
booklet to find a common ground with Ed, identify where they both 
may struggle, and how to overcome those struggles together.

EXAMPLE: HELPING ED THE MENTEE
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4.3. Digital  
well-being e-course
Digital well-being online course is a tool 
to foster digital well-being. The course is 
designed to be completed independently 
by university teachers and does not require 
any additional support. However, it can 
also be integrated into the mentoring if 
necessary. In this way, individual units can 
be discussed in the mentoring session or the 
worksheets from the course can be used and 
reflected on together. For this reason, the 
didactic concept, structure, and content of 
the course are discussed here. The individual 
units are outlined so that mentors can get 
a picture of them and decide whether and 
how to use the course in mentoring.

Since the members of the target group 
are university teachers, they can also 
integrate parts of the online course or 
exercises or further material into their own 
teaching with students in order promote 
the digital well-being of students, discuss, 
and reflect on results together. Although 
the online course is designed sequentially, 
the information sheets, exercises and 
worksheets can also be used flexibly. They 
offer help with the concrete implementation 
of different techniques. Mentors can 
use the resources in different ways: 

• Mentors can look for ideas  
 to give suggestions. 

• They can use the single online- 
 course units to inform mentees  
 about the theoretical background. 

• They can select exercises to work them   
 through with mentees, or even to set   
 homework and discuss and reflect with   
 the mentees. The exercises are formulated  
 to be self-explanatory. This has the  
 advantage that they can also be used  
 outside of a mentoring programme. 
 In a mentoring programme, it is    
 advisable to introduce the information   
 and exercises in advance, to discuss   
 the purpose together and to reflect  
 on the course of the exercises together.

• The online course can also be used   
 in a group setting. Mentees can discuss  
 and reflect together based on the  
 individual results of the exercises. 

• All materials can be used for a more  
 in-depth discussion of the topic. 

The course provides a set of tools for 
promoting digital well-being for the target 
group of university teachers. Thus, the 
course addresses the project objective: 
strengthening the well-being in the context 
of digital transformation by helping teachers 
to cope efficiently with techno-stressors to 
overcome digital fatigue and disengagement.  

The course addresses the following questions: 
Is there anything we can do ourselves to feel 
more comfortable with online teaching, with 
screen work, to better cope with the stresses 
that online teaching brings? How do we stay 
calm when digital teaching demands a lot 
from us? What makes us feel satisfied? How 
do relationships succeed in digital teaching? 
How can individual potentials and strengths 
be promoted? How do people become more 
resilient?  The course provides suggestions on 
how to remain relaxed and productive despite 
stress. In eight learning units, participants learn 
what constitutes digital well-being. The units 
support them with exercises and reflections 
to find out how participants can increase, 
maintain, and develop their digital well-being. 

The guiding principles of (1) ease of 
access, (2) flexibility, and (3) continuity 
/ sustainability after the end of the 
project is implemented as follows:

• The course should be made available 
 to a broad target group. The course is  
 usable in the sense of an Open    
 Educational Resource (OER), it is linked   
 via the Digital-Well-being-Project-website. 

• No registration or similar is required.  
 No data of the users are stored. 

• The course allows for flexible, independent  
 learning of the content (Czerwinski &   
 Tasche, 2021). This means, for example,  
 the exercises are available as worksheets.

• According to Clausen et al. (2023) an   
 important barrier to join online courses   
 is lack of time. Therefore, the course   
 provides training in a short time frame.  
 The scope will be based on the digital   
 literacy courses described in Czerwinski  
 and Tasche (2021). 

• Keep the supervision of the course as  
 low as possible. The course should be  
 kept sustained over a longer period. 

https://digi-well.unitbv.ro/
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Eight units on Digital Well-being topics can be 
worked on for eight weeks, each at the start 
of the week in about 15 minutes. The exercises 
can then be “tried out” over the week. The 
units can also be worked on in a different way 
(e.g., every day for a week) or stretched out 
(every second week). The aim should be that 
the participants develop a kind of routine in 
which they integrate the work on the course 
units into their daily or weekly structure.  Each 
unit begins with an introductory remark on 
the content and aim of the unit. Beyond the 
core content, each unit also links to in-depth 
information on external websites, e.g., videos 
with lectures. Each unit contains worksheets, 
exercises or even suggestions for self-reflection. 

In the learning units, insights and exercises 
from resilience research and well-being 
therapy (e.g., Fava, 2016) are conveyed and 
applied to specifics of digital work in higher 
education. Based on findings from positive 
psychology (see for example Frederickson, 
2004, 2013), “well-being happiness” (positive 
emotions and satisfaction) and “value 
happiness” (autonomy, sense of meaning, 
positive relationships, self-worth, competence, 
and personal growth; see for example 
Deci & Ryan, 2008; Ryff & Keyes, 1995) are 
promoted (cf. Hausler, 2022).  The content 
structure is based on scientific models 
on the topic of well-being in general. In 
each module, the general aspects are then 
adapted to the specifics of digital work, digital 
collaboration in higher education teaching.

The units cover the following contents:

1. Introduction to digital well-being and 
positive psychology: The unit provides an 
insight what digital well-being is, and which 
role Positive Psychology plays, it offers a self-
assessment to find out more about one’s own 
personal digital well-being. Finally, the unit 
show which topics are covered in the following 
units. On the foundation of general principles 
of positive psychology this unit looks at what 
digital well-being is, how technostress can 
affect digital well-being. The unit includes a 
self-assessment-tools as well as exercises like 
a strength inventory or a positive day review.  

2. Advantages of positive feelings: This unit 
addresses the question of why it is important 
to promote positive feelings and to recognise 
positive aspects and frameworks in everyday 
situations. Experiencing positive feelings 

is a central building block for well-being. It 
is less about the intensity and more about 
the frequency. One effect of experiencing 
positive feelings is that our attention changes 
(see for example Broaden-and-Build-Theory, 
Frederickson, 2004). We discover new 
possibilities, develop confidence, are more 
creative. In this way we can build up more 
resources. In addition, the unit informs about 
the challenges of digital work (e.g., arising 
negative emotions, digitalisation anxiety or 
availability stress) as well as about tools that 
can help to develop positive emotions and 
thus increase digital well-being. The unit 
contains exercises how to focus more on the 
positive things, how to deal with oneself and 
negative emotions when they arise, or how 
to pay more attention to one’s own needs. 

3. Positive feelings and mindfulness: 
Mindfulness is a form of attention in which 
we kindly perceive the present with all our 
senses without judging. Mindfulness is a basic 
attitude that is suitable for strengthening 
resilience. It helps to recognise and regulate 
feelings, reduces stress, and promotes positive 
emotions. Mindfulness plays a crucial role in 
(digital) well-being. Through mindfulness, 
however, we can develop a conscious 
approach to digital media and counteract 
stress factors. The unit looks at core elements 
of mindfulness (intention, attention, attitude, 
gratitude). It discusses mindfulness practice in 
the world of work and mindfulness in digital 
teaching. The unit includes exercises like a 
gratitude exercise that helps to consciously 
find a few moments each day to reflect on 
things you are grateful for and recognise 
the small joys or Mini-Detox-practices. 

4. Long-term psychological well-being: This 
unit is about how we express our values in our 
actions and set appropriate goals or shape life 
so that it makes sense to us. This area includes 
positive relationships with oneself and others, 
self-determination or autonomy and a sense 
of meaning, as well as competence or self-
efficacy (Bandura, 1977) and personal growth 
or resilience. Basis is the Self-Determination-
Theory by Deci and Ryan (e.g., 2008) and the 
concept of psychological well-being by Ryff 
and Keyes (1995). The Self-Determination-
Theory suggests that human motivation 
and well-being are influenced by the degree 
to which our basic psychological needs for 
autonomy, competence, and relatedness are 
met. Self-determination theory could be used 
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to explore how different forms of technology 
use may impact well-being by fulfilling 
or hindering these needs. The exercises 
included in this unit encourage to think 
about one’s own values within digital work, 
the think about how to discover the meaning 
of activities and how to develop one’s own 
abilities, and to reflect on one’s own skills. 

5. Autonomy and meaningfulness: Be-
sides the need for closeness and connection, 
however, we also need distance, freedom, 
and scope for decision-making. The central 
questions are: What do I want? What do I 
not want? This means knowing needs, rep-
resenting needs and setting limits, it needs 
the ability to deal with conflict. The unit pre-
sents some strategies to deal with difficult 
situations, they help to move from an attitude 
of powerlessness to one’s own power and 
to keep inner control even when everything 
seems to collapse externally. This unit is about 
how we express our values in our actions and 
set appropriate goals or shape life so that it 
makes sense to us. The unit also specifical-
ly addresses challenges in digital teaching, 
such as experiencing loss of control in digital 
work due to flexibility, openness, accessi-
bility, etc. It addresses the question how to 
regain autonomy and control. Furthermore, 
the unit explain some strategies for avoid-
ing or reducing zoom fatigue. The exercises 
in this unit reflect on challenges, feelings 
of helplessness and being overwhelmed, 
and deal with the training of self-efficacy.  

6. Positive relationships and self-accept-
ance: A basic human need is the need-to-
belong (Baumeister & Leary, 1995). Humans 
need positive relationships. Positive relation-
ships are characterised by respectful, trusting 
interaction. They give a sense of connection 
and belonging and are important sources 
of recognition, appreciation, understand-
ing, support and importance. Digital teach-
ing requires and enables a different way 
of forming working relationships between 
teachers and students. Information about 
students is only available via the learning 
management system, but at the same time 
more data may be available (datafication, 
learning analytics). The exercises in this unit 
address how to form and benefit from pos-
itive relationships (in a digital environment).

7. Competence and personal growth: To feel 
good, we need competence and personal 

growth. When we have the impression that 
we can influence our environment, that 
our actions make a difference, that we can 
choose and shape the environment, we feel 
high self-efficacy. When we look back on 
experiences of success, we are also more 
likely to expect that we will succeed again. 
It is central that we know our strength, 
values, and goals as precisely as possible. 
Especially when confronted with new tasks 
or with new demands in a (digital) work 
environment, the experience of competence 
suffers. The exercises in this unit ask how new 
requirements a frustrating effect do not have, 
but rather how the experience of competence 
can be promoted precisely through 
confrontation with new requirements.

8. Conclusion: Pathways to resilience: Resil-
ience is the ability to re-evaluate situations 
as challenges and opportunities for growth. 
It is not about denying or trivialising neg-
ative situations. Rather, it is about accept-
ing the situation compassionately, using 
one’s strengths, being able to cope with 
negative feelings, getting support when 
needed, re-developing oneself and being 
able to focus on positive aspects. There-
fore, this unit serves as a kind of summary 
and addresses the training of resilience. 

The online course contains complementary 
online resources like links to in-depth 
information on external websites, e.g., 
videos with lectures, are integrated as well 
other materials such as worksheets, the 
workbook, the booklet, a glossary, literature 
recommendations for in-depth discussion etc.

RESILIENCE  
IS THE ABILITY  
TO RE-EVALUATE 
SITUATIONS AS 
CHALLENGES AND 
OPPORTUNITIES  
FOR GROWTH. 

https://digi-well.unitbv.ro/
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4.4. How was  
the mentoring 
program developed?
The creation of the mentoring program 
started with an assessment of the current 
situation in different universities through a 
quantitative survey that sought to understand 
which factors affected the digital well-being 
of the teaching staff in different countries.

After the survey the mentors were recruit-
ed in the participating universities. Some 
of these professionals had background in 
managing different types of intervention 
and training programs related to well-being, 
and some had done research on employee’s 
well-being and technostress, some mentors 
had specific experience as e-learning coor-
dinator or facilitator, and some did not have 
any specific expertise related to technology.

Before the face-to-face training of the men-
tors, the project staff organised an introductory 
meeting remotely with the mentors-to-be to 
gather preliminary wishes and expectations for 
the training. Challenges related to technology 
use in each university were also mapped. In 
addition, the participants were asked to read 
and comment the draft of this workbook as a 
background reading before the training session.

The three-day mentoring training took place in 
Helsinki in March 2023. The aims of the train-
ing were to share experiences about digital 
well-being methods in different countries and 
to acquire knowledge and skills to support 
colleagues in their digital pedagogical issues. 
The participants had opportunities to share 
experiences and to learn from each other.

The themes that were covered during the 
three-day training were well-being and dig-
ital well-being; technostress; research on 
well-being; mentoring; digitalisation in higher 
education institutions; sharing experiences 
on digitalisation; sharing good practices on 
digital well-being; and discussion on needs 
of the mentors-to-be. These themes of the 
training are further explored in this workbook. 

After the training session held in Helsinki, the 
mentors were later contacted and asked to 
give feedback to develop to program further.

What kinds of challenges 
did the DIGIWELL mentors 
recognise on their campuses?

The mentors who participated in the 
training program were asked to describe 
challenges related to technology on their 
campuses. The problems mentioned were 
technology not working the way it was 
expected or students having difficulties using 
e-learning platforms; blurring of boundaries 
between work and private life; effects of 
notifications and messages to concentration 
and productivity at work and outside work; 
negative attitudes towards technology like 
technofright (what if it doesn’t work?) and 
technoscepticism (it probably won’t work) as 
well as resistance towards online teaching 
from the teaching staff and students more 
generally; employees not understanding 
the motivation behind using certain tools 
or systems; challenges in maintaining 
digital skills and capabilities; and practical 
difficulties and growing demands related 
to hybrid. Some also mentioned as a 
problem outdated or manual processes 
or practices that should be digitalised.

The collaborating universities also worked 
to establish a shared understanding of what 
the mentor and mentee’s role and function 
are supposed to be. This was discussed 
both in general terms but also considering 
each institutions needs and context. The 
workshops included brainstorming sessions, 
group discussions and roleplay. Ideas and 
impressions of what makes a mentorship 
successful were shared. The consensus 
was that to be a successful mentor one 
needs to be open-minded, adaptive, patient 
and a good listener. These skills allow for 
a functional basis where the mentor can 
gather necessary information and build 
trust with the mentee before acting.

In another exercise, institutional needs 
and barriers were shared. The shared 
challenge for every institution was a 
concern surrounding time and resources. 
Another challenge for some institutions 
is that they lack a platform for mentoring 
that can initiate mentor-mentee pairing 
and resources to support their work. Other 
concerns that were mentioned were lack of 
ICT to support cooperation and lack support 
from leaders and adequate resources.
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DIGIWELL project was born out of observed need to develop tools and methods 
to improve university teachers’ well-being in relation to their work, technology, 
and digital transformation. The concept of digital well-being in this workbook 
refers to positive as well as negative effects of technology to an individual.

Digital transformation is a process that implies changes meant to increase 
efficiency of work at different levels: individual, organisational, and societal. 
It generates more competitivity, creates opportunities, but it also introduces 
disruptions. Use of digital technology can have an impact on people’s 
health, well-being, life-work balance, and career choices. The necessity 
to adapt to technology is a two bladed sword – it promotes development 
and causes frustration and costs such as financial and personal.

In higher education, well-being of teachers and staff may be influenced by 
the pressure to constantly adjust to new technologies. Also new teaching 
requirements and competences increase demands in teaching. The hybrid 
educational model combines in-person 
learning with online education where 
students are responsible for their own 
learning has emerged. Specific digital 
competences should be developed 
both by students and professors for a 
better adaptation to today’s society.

Use of technology and digital tools impacts 
all aspects of well-being outlined by PERMA 
model (Seligman, 2011): Positive Emotion, 
Engagement, Relationships, Meaning, 
and Accomplishment. Well-being reflects 
how people subjectively think and feel 
about their life, what they have, and what 
happens to them. Another side of well-
being in digital context is techno-stress 
(Tarafdar, Pullins & Ragu-Nathan, 2015) which consists of phenomena like 
techno-overload, techno-invasion, techno-complexity, techno-insecurity 
and techno-uncertainty. Higher education institutions could offer support 
to teachers and help to decrease technostress with the means of digital 
literacy facilitation (meaning support for being up to date), technical support 
provision, and involvement facilitation (so that no one is left alone). 

Many causes of technostress can be traced back to structural issues and 
changes in society. Mentoring programmes can be used as an effective 
way of organisational change. To improve and maintain digital well-
being at work is a collective effort and it cannot be achieved alone. 
For mentoring to work, formal mentoring programs should be aligned 
with a wider organisational strategy and goals of the institution.

MENTORING  
PROGRAMMES CAN  
BE USED AS AN  
EFFECTIVE WAY OF 
ORGANISATIONAL  
CHANGE. 

5  Summary
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