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ABSTRACT

The digitalisation of school environments has been a priority for educational administrators for decades. In recent years, this has become particularly relevant under the umbrella of digital competence, on which various proposals for constructing a digitalised school have been developed. This study focuses on two aspects of digital competence configuration: First, using a critical reflective approach, it examines the development of digital competence for teachers in school environments, analysing the regulatory frameworks and models for self-perception, measurement, and certification of this competence. Secondly, an exploratory descriptive study complements the first by examining how ongoing teacher training is carried out by the Castile and León educational administration and how similar it is to previous approaches to massive digitalisation. The results reveal a school digitalisation process based on top-down connective models that are closer to socio-political than socio-educational models. Furthermore, the data shows that these models support training programmes that are partly similar to erratic past approaches, with technical approaches accounting for more than two-thirds of the continuing teacher training offered by the Castile and León Regional Ministry of Education. Consequently, training in digital competence is taking precedence over other core elements of teaching practice on which teachers should be trained.
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RESUMEN

La digitalización de los contextos escolares lleva siendo una de las prioridades de la administración educativa desde hace décadas. En los últimos años ha cobrado especial relevancia al amparo de la Competencia Digital sobre la que se han desarrollado diferentes propuestas para la construcción de una escuela digitalizada. Este trabajo pone su foco en dos aspectos de la configuración de la Competencia Digital: El primero, con una metodología de enfoque crítico-reflexivo, versa sobre la construcción de la Competencia Digital Docente en los entornos escolares analizando sus marcos normativos y los modelos de autopercepción, medición y certificación de dicha competencia. Y, segundo, complementando al anterior mediante un estudio descriptivo exploratorio, con relación a cómo la formación permanente del profesorado se desarrolla por parte de la administración educativa de Castilla y León, y su similitud con anteriores planteamientos de digitalización masiva. Los resultados ponen de manifiesto una digitalización escolar basada en modelos top-down conectivos que están más cerca de modelos sociopolíticos que socioeducativos. Además, los datos nos muestran que esos modelos sustentan programas de formación que, en parte, están teniendo similitudes con planteamientos erráticos del pasado, encontrando una prevalencia de enfoque técnico sobre el enfoque didáctico y ocupando más de las dos terceras partes de la formación permanente del profesorado ofrecida por la Consejería de Educación de Castilla y León. Y, por tanto, la formación en Competencia Digital se superpone sobre otros elementos nucleares de la práctica docente sobre los que formar al profesorado.

Palabras clave: competencia digital; formación de docentes; curso de formación; escuela; tecnología digital.

1. INTRODUCTION

‘Humans are the only animals to trip over the same stone twice.’
Popular saying

Teachers’ Digital Competence (TDC) has become a priority for the multiple stakeholders involved in school contexts. The term ‘multiple stakeholders’ should be understood holistically, encompassing internal and external educational and non-educational agents who seek to influence organisational and curricular approaches in schools from various perspectives and with different interests (educational, social, economic, political, etc.). The intensity and influence of these relationships fluctuate depending on multiple variables that occur in educational contexts. For example, over the last few decades, digitalisation has been an extremely effective way for external agents (both educational and non-educational) to promote market-efficiency discourses in schools and classrooms (Pardo Baldoví et al., 2018; Pardo Baldoví & San Martín Alonso, 2020), as well as in ongoing teacher training (Revuelta Domínguez et al., 2024). However, this market-based approach and the justification of measures and dynamics extrapolated from other fields are difficult to reconcile with the timing, forms, and aims of pedagogical approaches based on the in-depth and systematic study of educational practice.

Alongside these external and internal influences, there is a comprehensive construct of competences in the social and educational context, developed by Western governments in line with the principles of the OECD or the World Bank (Bolívar, 2008). The Sustainable Development Goals (UN, 2015) are a recent example of how these global approaches influence curriculum guidelines for compulsory and post-compulsory education. In this way, regulations are constructed under the discourse of market ‘efficiency’, taking precedence over more humanistic, social or pedagogical approaches. This results in the production of a model that favours a ‘quality’ that is difficult to measure. Although this model is based on different foundations, it can take us back to a stage that we have already experienced. At this stage, inflexible technical approaches (Tyler, 1986) distance us increasingly from achieving more targeted, contextualised, focused, and pedagogically sustainable approaches to educational practice (Stenhouse, 1987). Add to these other elements of change, such as ‘megatrends including globalisation, digitalisation, population ageing and migration’ (OECD, 2019, p. 6), and we see political and economic shifts leading us towards an environment where there seems to be more concern with showcasing cutting-edge technology than with its applicability to improving education. In other words, the focus is more on the ‘what’ than the ‘how’.

In the context of the prevailing trend towards global digitalisation, the administration as a whole is undergoing a transformation towards the establishment of a digital society (Schwab, 2023), encompassing a wide range of societal sectors, including citizens, the economy, labour, industry, administration and, notably, education. However, this transition may be predicated more on the utilisation of data than on the possession of knowledge (Kitchin, 2014). As demonstrated by the synchronised movements observed within institutions such as the United Nations, with its 2030 Agenda, and the European Parliament, it is evident that this phenomenon is in progress. The former focuses on digitalisation in its ‘SDG 4 - Quality Education’ (UN, 2023); and the latter, in a cross-cutting manner, places digitalisation as one of the important axes in the construction of the future European society and identity (European Parliament, 2006, 2018).

In short, we are faced with a common, expansive and political-economic guideline on which the different European states base their digitalisation policies (Bolivar, 2008), aimed at a process of no return to digital transformation that will allow them to play a relevant role in the changes and challenges that lie ahead. However, educators must possess a comprehensive understanding of the characteristics of school contexts and how teachers integrate digital resources, including AI, through pedagogical intelligence (Díaz & Nussbaum, 2024; Shulman, 2007) or their professional teaching knowledge (Shulman, 1986, 1987) or technological knowledge (Koehler et al., 2014; Mishra & Koehler, 2006).

The present work aims to critically reflect on the present situation of continuous professional development by the administration. To this end, the following is proposed: On the one hand, to investigate and reflect on how the integration of Digital Technologies (hereinafter DT) and the conceptual and competency frameworks that regulate them have been developed in political, social and educational contexts to date. On the other hand, to use descriptive interpretative analysis to examine how this competency and conceptual frameworks fit into the continuing education offered to teachers by the Castile and León education administration. Furthermore, the investigation will examine any disparities between the 16 teacher training centres with respect to the configuration of the courses offered and the topics that predominate in these courses.

2. METHODOLOGY

Following the objectives delineated above, the present study employs a qualitative methodology with a critical-reflective approach (Cebotarev, 2003) that presents two complementary methods of analysis.

Firstly, the objective of interpretative and critical documentary analysis was to establish a correlation between the integration of DTs and the construction of digital competence (DC) and TDC in various domains (political, social, economic, professional, educational, etc.). This allowed us to understand the context in which those working in schools make decisions. In order to achieve this objective, a documentary search was conducted, with a particular focus on the regulatory frameworks for TDC in the European and Spanish contexts. The search also encompassed previous experiences with digital technology integration in Spain and the conceptualisation of TDC in school environments.

Secondly, a descriptive analysis (Rodríguez Sosa, 2003) of the courses offered by the educational administration of Castile and León (n=7263) through its 16 ongoing teacher training centres was conducted. A rigorous examination was conducted to ascertain the proportion of courses offered that pertained to training in DT, and, within these, to identify the predominant topics. To this end, the N-Vivo programme, version 1.7.2, was utilised for word analysis. The titles of the courses offered were entered into the programme.

3. DIGITAL TECHNOLOGIES, EDUCATION AND COVID-19

The issues briefly described in the introduction give rise to the following question: What has happened, and is happening, with digital technology in the educational context and, more specifically, in the Spanish school context?

The response to this question is multi-faceted and can be attributed to a number of factors. Firstly, the introduction of ‘massive’ digital technology in an environment as complex as schools, compounded by the regional configuration of the Spanish educational model, has resulted in a considerable degree of complexity. Secondly, the integration of digital technology is widely regarded as a process of innovation, which necessitates the meticulous planning of the initiation, development and consolidation phases, with a timeline that is commensurate with their scope (Fullan, 2002; Hargreaves & Fullan, 2014); this aspect is not particularly realistic (Schwab, 2023) within a school system that is more connective than cohesive (Havelock & Huberman, 1980). Thirdly, there are barriers and obstacles to the development of change processes (Ertmer, 1999; Ertmer & Ottenbreit-Leftwich, 2010). These and many other aspects lead us into a ‘Tangled school’ (San Martín Alonso, 2009) that is difficult to access for the systematic and in-depth study of digital technologies, which necessitates attention and control of variables that can rapidly mutate or even disappear over brief periods.

In the context of the prevailing uncertainty that characterises the operation of school systems, a discernible consensus has emerged over the past five years with respect to the process of school digitalisation, understood as a process of innovation ‘in the making’. This consensus is predicated on the notion that the advent of the COVID-19 pandemic constituted a pivotal moment in this regard (Carrillo & Flores, 2020; Fazekas, 2022; Murphy, 2020; Timotheou et al., 2023; Valverde-Berrocoso et al., 2021; Voogt & Knezek, 2021). To a certain extent, the pandemic period can be regarded as a turning point in the digitalisation of schools. Initially, the process of digitalisation before the pandemic was characterised by a cautious approach, reminiscent of previous technological implementation processes. In such cases, the top-down model often encountered greater resistance than support among educational stakeholders (Rossi Cordero and Barajas Frutos, 2018). In contrast, digitalisation during the pandemic and post-pandemic has become a digital tsunami which, although forced at the outset, has been able to leave a wake that has permeated the education system structurally and, above all, school culture at all levels, including teaching practices and concepts (Pokhrel & Chhetri, 2021; Vidergor, 2023).

The education administration has been expeditious in seizing the opportunities presented by the pandemic, with a concerted effort to (re)digitalise schools through the provision of substantial technological tools and resources, with significant backing from the European Union’s Next Generation funds and the Spanish Government’s Recovery, Transformation, and Resilience Plan. This has provided schools with the opportunity to access digital resources that would be very difficult to acquire with their annual budgets, at least in such a short period.

Analyses of technology transfer and digitalisation in recent decades report on various pre-pandemic technology programmes that are of interest to us (Culp et al., 2005; Ghavifekr and Rosdy, 2015). In Spain, the Escuela 2.0 Programme was a significant attempt to digitalise schools (Area Moreira et al., 2014), even being proposed as a strategy for educational inclusion (Cerrillo et al., 2014). However, it fell far short of achieving these goals and sometimes even generated inequality (Fraga-Varela & Alonso-Ferreiro, 2023). In the regions not participating in the Escuela 2.0 programme, alternatives with analogous content but different formats emerged (San Martín Alonso et al., 2014a), underscoring inconsistencies in the placement of technology transfer processes at the organisational level, characterised by a political rather than a technical context.

The Escuela 2.0 programme represented an unsuccessful endeavour to achieve efficient digitalisation (Area Moreira et al., 2014; Area Moreira and Sanabria, 2014; San Martín Alonso et al., 2014b; Santiago Campión et al., 2013). It can now be used as a precedent for analysing technology transfer systems and their implementation in schools. This retrospective analysis prompts the consideration of whether past errors could be repeated. These include: the provision of resources without consideration of the particularities and needs of each centre and its context; the absence of structures within the centres to facilitate effective functioning; the lack of a viable maintenance plan for technological resources; and ongoing teacher training with a greater emphasis on technical skills than on didactic approaches (Area Moreira et al., 2011). The latter, ongoing teacher training, is of particular interest in this work: to reflect on whether there are tendencies in educational administration to repeat actions that consume human, technological and economic resources with little impact on improving classroom practice (Unesco, 2024).

This erratic déjà vu in education can be justified from different perspectives: humanistic, in the sense that ‘Human beings do not always know how to discern according to reason, and therefore do not learn from experience and make the same mistakes again in similar situations’ (Centro Virtual Cervantes, n.d.); political, given the short-term nature and disregard for scientific recommendations by political agents who prioritise economic and electoral criteria (Castañeda et al., 2018); organisational, due to the inflexibility of such a complex, bureaucratic system that hinders flexible models and substantial changes; or professional, due to teachers’ lack of motivation and sense of professional fulfilment (Fernández Enguita, 2009). Be that as it may and bearing in mind that the perspectives indicated are a reductionist example, reality seems to once again place ongoing teacher training in a theoretical-technical approach, far removed from the didactic reality of the classroom and prioritising political-economic criteria over pedagogical-rational criteria (Falloon, 2020).

Such is the current boom in DTs that TDC has become the first competency to be assessed and certified in the Professional Framework of Teaching Competencies, highlighting its importance for the administration and setting a precedent for the assessment and certification of professional teaching competencies.

4. CITIZEN DIGITAL COMPETENCE: THE PREAMBLE

The first steps in developing digital competence, whether in an educational context or not, lead us to consider the links between digitalisation and technology. The latter is understood as something inherent in human beings that has systematically generated both affinities and phobias throughout history (Guijarro Mora and González de la Lastra, 2015). Currently, most of the technologies in our environment are related to digital media. This has led to the Third Industrial Revolution, also known as the Digital Revolution (Rifkin, 2011), or the Fourth Industrial Revolution, which is characterised by the advent of artificial intelligence (Schwab, 2023). Some authors argue that these technological milestones indicate a change of era, and the terms ‘Information Society’, ‘Network Society’ (Castells, 1998, 2006, 2020) and ‘Digital Society’ (Polo Roca, 2020; Redshaw, 2020) attempt to describe the present historical period. This change of era is also accompanied by initiatives in the US, China, Singapore and the EU, as well as organisations such as the OECD and UNESCO, which aim to develop models to inform and govern the current and future ‘digital’ society.

As part of the development of digital competence, in 2006 the European Union made its interest explicit with a recommendation from the European Parliament committing to a shift towards a citizen competence model and establishing a series of competences for lifelong learning called Key Competences, among which ‘Digital Competence’ appears (European Parliament, 2006). Seven years later, Ferrari (2013) published DIGCOMP: The Framework for the Development and Understanding of Digital Competence in Europe, which develops a classification and description in five major groups of the skills, knowledge and attitudes desirable for the proper development of Digital Competence, which in turn presents different levels of achievement: ‘A-Basic, B-Intermediate, and C-Advanced’ (p.14). Three years later, a review was conducted, culminating in the formulation of DigComp v2.0 (Vuorikari et al., 2016). This was subsequently augmented by the incorporation of attitude levels in 2018, resulting in DigComp v2.1 (Carretero Gomez et al., 2017). Presently, DigComp v2.2 (Vuorikari et al., 2022) is in effect, with the objective of consolidating the model of specific domains and competencies incorporated in DigComp v2.0 (Figure 1), with the aim of facilitating greater specificity and comprehension of the proposed domains and competencies (Centeno and Herrero, 2023). This evolution has marked different political, economic, cultural, social, and educational lines in the European framework in pursuit of Digital Citizenship Competence, serving as the basis for Redecker’s (2017) proposal for Teachers’ Digital Competence (DigCompEdu).


FIGURE 1
REGULATORY FRAMEWORK FOR DIGITAL COMPETENCE
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Source: (Vuorikari et al., 2022, p. 67)


5. DIGITAL TECHNOLOGIES IN SCHOOLS: PAST, PRESENT, AND FUTURE

The preceding section places us within a global social framework concerning the integration of digital technology in education, a field in which it has played an active role for just over three decades (Area-Moreira et al., 2016; Escudero Muñoz et al., 2018; Fu, 2013; Law et al., 2009; Loveless, 2003; Ramírez Orellana et al., 2017, 2023; Tondeur et al., 2018; Uluyol & Şahin, 2016). In school settings, the integration of digital technology is often accompanied by top-down policies from the administration, engendering a climate of pressure on schools, teachers and students. These actors, to varying extents, endeavour to assimilate this technology within their existing operational frameworks (Cuban, 2001, 2013). Consequently, management teams are tasked with the decision-making process concerning the integration of DTs in the school environment, encompassing aspects such as the allocation of resources, software licences, and technical support. Conversely, teachers strive to incorporate DTs into their daily pedagogical practices, encompassing the utilisation of resources, materials, assessment systems, and attendance monitoring. Finally, students endeavour to ascertain the application of DTs in their academic pursuits and the extent to which their performance will be evaluated using this technology, including in areas such as presentations, homework, exams, and content (Rossi Cordero and Barajas Frutos, 2018).

In this sense, the commitment being made by educational (and non-educational) administrations to the integration of DT in its broadest sense in school contexts is a variable to be analysed, given that its priorities at the political, regulatory and economic levels reflect this, for example, explicitly in organic laws (LOE, LOMCE or LOMLOE), in their curricular derivations from compulsory stages or in TDC certifications (the latter still in its early stages of application). A further avenue for exploration lies in the analysis of publishers’ and technology companies’ interest in digitalising school materials and resources, as evidenced by recent studies (Pardo Baldoví and San Martín Alonso, 2020). Additionally, the emergence of agreements with major corporations such as Microsoft, Google, and Zoom, as well as more ad hoc technologies like Snappet, Additio, Smartboard, and Smile&Learn, which are collaborating and potentially colluding with publishers in the lucrative field of school materials and resources, warrants further investigation. In addition to the aforementioned variables, pressure from the labour market is exerted on educational institutions to provide fundamental and technical digital training, to minimise future investment in job training. In a similar vein, the pressure from certain sectors of families and education professionals who propose the integration of DT as a measure of quality and innovation in school environments (Martín-Dominguez et al, 2019) must also be considered. These are some of the many variables that must be considered when incorporating these technologies into schools.

Another salient issue pertaining to DTs arises in the field of research, specifically educational research. Since its inception, the field of educational technology has witnessed a steady rise in both popularity and scientific productivity (Cabero Almenara and Llorente Cejudo, 2008; Cabero-Almenara, 1994). Consequently, the increasing visibility of digital technology is leading to the adjectivisation of educational terms (e.g. digital education, digital resources, digital content, etc.), producing binomials that are difficult to break and which perhaps displace or blur debates, studies and reflections on other ‘non-digital’ but central to teaching and learning issues (Bolívar Botía, 2001; Doyle, 1992; Doyle and Carter, 1984; Gimeno Sacristán, 1988; Gimeno Sacristán, 2015; Stenhouse, 1987).

Notwithstanding, the integration of DTs in schools is an enduring phenomenon, poised for continued expansion and coexistence. This phenomenon is not merely a response to societal, market, and administrative demands; it is also beginning to take root in school culture, with educational policies supporting the modification of curricular and organisational aspects of the dynamics that underpin classroom practices around digital technologies (Alt, 2018; Cuban, 2018; OECD, 2015; Pardo-Baldoví et al., 2023; Sailer et al., 2021; Voogt & Knezek, 2018).

6. TEACHERS’ DIGITAL COMPETENCE: DIGCOMPEDU AND REGULATIONS IN SPAIN

Finally, to address the development of the integration of digital technology and the conceptual and competency frameworks that regulate it in political, social, and educational contexts from their inception to the present day, we must analyse the concept of digital competence in the school environment, i.e. Teachers’ Digital Competence. Verdú-Pina et al. (2023, p. 9) provide a definition based on a review of the literature, understanding it as ‘a complex professional competence that brings together a set of knowledge, skills, and attitudes that teachers must possess and mobilise simultaneously in order to use digital technologies in their professional practice’. Nevertheless, it is a complex term that is addressed more implicitly than explicitly (Hidalgo, 2024). It is more commonly glimpsed in approaches through areas and levels of competence development than in a concrete definition (Jiménez Hernández et al., 2021).

One such model is the Digital Competence Framework for Educators, or DigCompEdu (Redecker, 2017), which is perhaps the most relevant in the European and Spanish educational context. It is based on the Digital Competence Framework for Citizens (DigComp), but focuses on defining what it means to be a digitally competent teacher. The challenge of DigCompEdu lies in defining and conceptualising the features that characterise teaching in the use and integration of digital technology, and identifying the skills that teachers need in an increasingly digital world. More specifically, DigCompEdu (Redecker, 2017) details 22 competences organised into six areas such as: professional engagement (involving the use of digital technologies for communication, collaboration and professional development), digital resources (related to the search, creation and exchange of digital resources), teaching and learning (management and organisation of the use of digital technologies in teaching and learning), assessment and feedback (use of digital technologies and strategies to improve student assessment), student empowerment (use of digital technologies to improve inclusion, personalisation and active engagement of students in their own learning) and development of students’ digital competence (training students to use digital technologies creatively and responsibly for information, communication, content creation, well-being and problem solving), which serve as a reference for constructing the concept of TDC in school environments (Cabero-Almenara et al., 2020; Castañeda et al., 2018; Pozo-Sánchez et al., 2022).

Under the umbrella of DigCompEdu and its areas and levels of competence, various tools have emerged that aim to measure TDC. In the case of Spain, two are particularly noteworthy: Selfie for Teachers (Early Childhood, Primary and Secondary Education) and DigCompEdu Check-in (Higher Education), which have attempted to capture the essence of DigComp in 32 and 25 items respectively, with the aim of validating and measuring teachers’ self-perception of TDC. Selfie for Teachers, for example, has been made available to schools by the administration to establish a voluntary analysis of TDC, reporting both individual data and data for the teaching staff as a whole.

Beyond these self-perception tests, the regulatory framework established a first step through the Resolution of 2 July 2020, of the Directorate-General for Evaluation and Territorial Cooperation, which published the Agreement of the Sectoral Conference on Education on the reference framework for teachers’ digital competence. In this way, the European Council Recommendation of 22 May 2018 on key competences for lifelong learning was taken into consideration, and the Digital Competence Framework for Educators (DigCompEdu) was adapted to the Spanish education system.

The previous regulation was specified in the 4 May 2022 Resolution of the Directorate-General for Evaluation and Territorial Cooperation, which published the Sectoral Conference on Education Agreement and updated this framework. It defined digital teaching competence as ‘the integration of knowledge, skills, abilities, and attitudes that must be brought into play simultaneously to perform duties, implement digital technologies, solve problems, and address unforeseen events in specific situations as education professionals. Its final structure consisted of six areas (Figure 2), 23 competencies, three stages (A-access, B-experience and C-innovation), and two levels per stage (A1-knowledge, A2-initiation, B1-adoption, B2-adaptation, C1-leadership, and C2-transformation). In addition, this proposal includes achievement indicators and examples through statements about performance corresponding to the level of each competency.


FIGURE 2
AREAS AND SCOPE OF DIGCOMPEDU
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Source: Ministry of Education and Vocational Training (2022)


7. ONGOING TEACHER TRAINING IN DIGITAL COMPETENCE

The notion of ongoing teacher training has been a recurring topic of study in the field of education (Escudero Muñoz, 2020; Guarro et al., 2017; Mayorga-Fernández et al., 2024). In the context of an environment characterised by its complexity (Davis and Sumara, 2006; Gimeno Sacristán, 1988; Gimeno Sacristán, 2015), it is challenging for educational institutions to provide teachers with comprehensive training to address the diverse demands that emerge in contemporary society (e.g. digital, multicultural, inclusive, etc.). These demands, in various forms, necessitate that schools be responsive to the challenges that lie ahead, despite the fact that many of these challenges are highly changeable and unpredictable in the medium term.

In this sense, the integration of digital technologies is a clear example of uncertainty, where technologies appear, develop, mutate and disappear with such speed that both the administration and the centres and teachers find themselves overwhelmed and perhaps unable to respond to everything. In this study, the view is put forward that ongoing teacher training is an essential cornerstone for channelling the professional growth of teachers. It is argued that, in this regard, education administration must be able to coordinate a training process that is useful for meeting the demands of society, but also for the professional growth of its workers (Shulman, 1986, 1987).

Neither Spain in general nor Castile and León in particular have been immune to this digital avalanche. The curriculum and certification regulations demonstrate this commitment, and must be complemented by massive technology provision programmes. Similarly, ongoing teacher training has also been affected, and we find examples such as INTEF, which is largely responsible for school digitalisation through a wide range of courses, most of which are virtualised and accessible and disseminated on a massive scale nationwide. However, at a more local level, the focus is on teacher training centres (CFIE, CEP, CEPES, etc.) and their range of courses related to digital competence. These courses are organised in different ways across the country, yet they are characterised by highly similar structures.

It is at this local level that we elect to situate ourselves to carry out a descriptive-interpretative analysis of the training courses offered to teachers in Castile and León by teacher training centres, as illustrated below.

7.1. Some preliminary figures for Castile and León

For this purpose, we took a sample of all the courses registered on the platform by the Regional Ministry of Education of the Regional Government of Castile and León during the 2023–24 academic year.

These courses cover all stages of education and represent those offered through thirteen CFIE centres in the nine provinces of Castile and León, as well as three regional centres specialising in ICT, higher teacher training and language teacher training: the ICT Teacher Training Resource Centre, the Castile and León Higher Teacher Training Centre and the Language Teacher Training Centre (CRFPTIC, CSFP and CFPI, respectively).

The data indicate that a total of 7,263 courses were offered at the aforementioned 16 centres from September 2023 to July 2024, as recorded by the Regional Ministry of Education’s platform. Using the platform’s categorisation system, courses classified under the priority area of ICT in Education were selected. A total of 5,010 courses were found to be directly linked to this area, accounting for 68.9% of the total.

To further refine the analysis, all DT-related courses were compiled, and the title and centre offering them were recorded. This data enabled us to observe the distribution of the 16 centres and determine whether their offerings were similar or if any one centre might be skewing the total percentage. However, as Figure 3 shows, the relationship between the total number of courses offered and those related to DT is fairly consistent and rarely falls below 60% (only in the cases of Zamora and Soria). With the obvious exception of the Teacher Training Resource Centre for ICT (CRFPTIC), no centres were found to offer more than 75% DT-related courses.


FIGURE 3
PERCENTAGES OF COURSES RELATED TO DT BY TRAINING CENTRE
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Source: Prepared by the authors


As can be seen in Figure 3, the range of courses offered is quite imbalanced with respect to those catalogued outside the digital context. This imbalance prompted us to conduct another descriptive analysis to gain insight into how this teacher training process is being addressed. By this, we mean the analysis of the frequency of words in the course titles. Figure 4 is particularly illustrative in this regard, as it highlights the focus of the course titles, which we believe to be related to the content covered in the courses.


FIGURE 4
WORD FREQUENCY CLOUD IN THE TITLES OF THE COURSES OFFERED

[image: ]

Source: Prepared by the authors


Although ICT (902) is the most frequently occurring word in the 5,010 Digital Competence courses, other words stand out in the analysis and reveal the topics of the courses, such as Robotics (457), Digital (456), Tools (409), Radio (377) and Digital (300), among others. Other terms that appear to a lesser extent include Assessment (235), Pedagogical (88) and Competence (71), which are more related to other curricular aspects of the teaching process than to the resources themselves. This analysis of the words in the course titles shows that digital technologies are present in both generic (ICT, digital, tools) and specific (radio, video, robotics, printing) forms. However, references to the teaching method appear less frequently (learning, education, development, creation, competence, etc.). In other words, resources predominate over didactics.

8. CONCLUSIONS

This article critically and reflectively considers how ongoing teacher training in digital competence is addressed in school environments. Understanding this requires an appreciation of the political, economic and social context in which a multitude of variables shape different scenarios for the transition to a digital society.

The various documents, articles and studies on the integration of digital technologies reveal a political and economic alignment towards this integration, showing that there is no turning back from digital technology, which is here to stay and grow. This issue is emphasised even more in the school context following the pandemic, and must be considered alongside the uncertain scenario surrounding artificial intelligence.

Given this situation, this study is particularly focused on understanding, through a retrospective and comparative analysis, how educational administrations are addressing the training of their employees, what the purpose of this training is, and what approaches they are taking to certify and monitor the level of digital competence of their teaching staff. The initial results show that the training is quite technical, with digital resources forming the backbone of the programmes offered, and with a certification process that is difficult to analyse efficiently from outside the practice.

Although this descriptive study focuses on a specific Autonomous Community and period, the usual dynamics of administration in ongoing teacher training suggest that significant differences will emerge in the short term, particularly as this training model endorses a certification process at almost all levels and in most Autonomous Communities. It should be noted that ICT training accompanied by large-scale technological provision is not a new phenomenon in our country (Area Moreira et al., 2014; Area Moreira & Sanabria, 2014; Santiago Campión et al., 2013). However, some reports have already shown that integrating resources in the classroom does not guarantee improved results (UNESCO, 2024) and is even less effective in a top-down connective system (Havelock & Huberman, 1980).

We do not intend this to be understood as a criticism of all ongoing teacher training provided by the education administration. Rather, we wish to highlight the model on which it is based and the fact that certification is becoming an end in itself rather than a means of improvement. This may distort the true purpose of ongoing teacher training, which is to promote professional development and effective curriculum design and management (Doyle, 1992; Doyle & Carter, 1984; Gimeno Sacristán, 1988).

In short, the article provides an initial overview of the integration of digital technologies within a conceptual and regulatory framework based on DigCompEdu. It also examines how continuing education courses designed by the education administration are intended to help teachers acquire digital integration and teaching skills. Analysis of these courses reveals an overemphasis on technical training focused on resources and tools that is not sufficiently linked to training in the didactic design and management of curricular elements for classroom practice.
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