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Abstract

Digital transformation has profoundly changed education, making it essential for teachers to develop Digital Teaching Competencies (DTC) to mediate learning in a critical, ethical, and pedagogical manner. Digital teaching agency is a key factor in pedagogically integrating technological tools and supporting student learning. The aim of this research was to analyse how digital teaching competence is integrated into the curriculum of the Bachelor of Science in Education at the University of Andorra, contrasting information from course guides with actual teaching practices through a focus group of four teachers. The study was conducted using a qualitative and descriptive approach, employing content analysis of the guides and data triangulation. The results show a discrepancy between the formal information in the guides and the actual teaching practice: teachers demonstrate greater professional commitment, creative use of digital content, active methodologies, technological assessment, and attention to inclusion and personalized learning, reflecting a high level of digital teaching agency. The guides present partial information and, in some cases, underrepresent key aspects. It is concluded that, although digital teaching competence is effectively applied in practice, the guides need to be updated to accurately reflect this reality.
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Resum

La transformació digital ha canviat profundament l’educació, fent imprescindible que el professorat desenvolupi Competència Digital Docent (CDD) per mediar l’aprenentatge de manera crítica, ètica i pedagògica. L’agència digital docent és un factor clau per integrar les eines tecnològiques pedagògicament i afavorir l’aprenentatge de l’alumnat. L’objectiu d’aquesta recerca va ser analitzar com s’integra la CDD en el pla d’estudis del Bàtxelor en Ciències de l’Educació de la Universitat d’Andorra, contrastant la informació de les guies docents amb la pràctica real mitjançant un grup focal de quatre docents. L’estudi es va dur a terme des d’un enfocament qualitatiu i descriptiu, utilitzant anàlisi de contingut de les guies i la triangulació de dades. Els resultats mostren una discrepància entre la informació formal de les guies i la pràctica docent real: el professorat evidencia un major compromís professional, ús creatiu de continguts digitals, metodologies actives, avaluació tecnològica i atenció a la inclusió i personalització de l’aprenentatge, reflectint un alt grau d’agència digital docent. Les guies presenten informació parcial i, en alguns casos, infrarrepresentada. Es conclou que, tot i que la CDD s’aplica de manera efectiva en la pràctica, les guies necessiten actualització per reflectir més fidelment aquesta realitat.

Paraules clau
Competència digital docent; agència digital docent; educació superior; DigCompEdu.

1. Introduction

In today's social context, digital transformation has prompted extensive debate about the competences required to participate fully in contemporary society. Over the past decades, access to information and knowledge has undergone a profound transformation. Digital technologies (DT) have permeated every aspect of our lives, transforming the ways we work, learn, engage in leisure activities, communicate with others, and access information.

The everyday use of digital technology has also become common among children, who frequently use tablets or smartphones from an early age, whether their own or those belonging to family members. Among adolescents, the rapid expansion of social media, instant messaging applications, content-sharing platforms, and online gaming has made these technologies a central means of communication and social interaction (Esteve & Escribano, 2019).

Consequently, digital competence (DC) has become a fundamental pillar of lifelong learning and personal development. In response, European and national educational policies have promoted its integration into both school curricula and teacher education programmes. Within the framework of the key competences for lifelong learning, the European Commission (2007) defines digital competence as the critical, creative, and responsible use of digital technologies as an essential component of digital citizenship. It is recognised as indispensable for personal fulfilment, active citizenship, and employability, and is structured around five key competence areas: information and data literacy, communication and collaboration, digital content creation, safety, and problem solving. This framework is known as DigComp, currently in its version 3.0 (Cosgrove & Cachia, 2025).

The need for strong digital competence across society presents a particularly significant challenge within education. If students are to develop autonomy and critical thinking in increasingly complex digital environments, teachers themselves must possess an adequate level of digital competence. Such competence enables teachers to exercise their Digital Teacher Agency1 (DTA) in the classroom, understood as their capacity to make autonomous pedagogical decisions and transform teaching practices through the purposeful selection and use of appropriate digital tools (Pérez-Garcías et al., 2024).

1.1. Digital teaching competence

Digital Teaching Competence (DTC) has become a key professional competence for educators and an essential component of quality higher education. It refers to teachers' ability to use digital technologies critically, ethically, and pedagogically throughout teaching and learning processes, thereby contributing to more innovative, inclusive, and sustainable educational practices (Cabero-Almenara et al., 2021; Esteve-Mon et al., 2020).

DTC extends far beyond technological literacy, encompassing a deeper understanding and a conscious, responsible application of digital technologies in educational contexts (Falloon, 2020). It is a dynamic and evolving competence that continuously adapts to technological and societal changes, requiring a comprehensive digital education grounded in values, critical thinking, and learner autonomy (Falloon, 2020). Within this perspective, teachers are no longer viewed merely as transmitters of knowledge but as facilitators and mediators of learning who integrate digital technologies in pedagogically meaningful ways (Gisbert et al., 2016; Viñoles-Cosentino et al., 2022).

This competence encompasses the technical, pedagogical, and ethical knowledge required that enables teachers to design, implement, and evaluate technology-enhanced educational practices. This perspective integrates both the cognitive dimension—related to information management and knowledge creation—and the social, ethical, and professional dimensions associated with the critical and responsible use of digital technologies (Cabezas et al., 2020; Sánchez-Caballé & Esteve-Mon, 2022). Furthermore, its development requires continuous, context-sensitive professional learning based on authentic teaching practice, combining technical expertise with pedagogical reflection on the integration of digital tools into educational settings (Cabezas et al., 2020; Esteve-Mon et al., 2020; Llopis et al., 2021).

The European Framework for the Digital Competence of Educators (DigCompEdu) represents the most comprehensive reference framework for defining, developing, and assessing teachers' digital competence across Europe (Caena & Redecker, 2019; Esteve-Mon et al., 2020; Viñoles-Cosentino et al., 2022). DigCompEdu organises DTC into six competence areas: professional engagement, digital resources, teaching and learning, assessment, empowering learners, and facilitating learners' digital competence. It also proposes a progressive competence pathway ranging from novice to expert levels. Moreover, it promotes professional learning through reflection, self-assessment, and continuous professional development, thereby supporting the identification of training needs and the design of personalised learning pathways (Caena & Redecker, 2019; Sánchez-Caballé & Esteve-Mon, 2022).

This framework has been adopted by numerous European institutions as a means of improving teaching quality and ensuring coherence between educational policies and lifelong learning objectives (Cabero-Almenara et al., 2021; Cabezas et al., 2020). Within higher education, DigCompEdu is widely recognised as a valuable instrument for assessing DTC and guiding institutional planning for professional development, support, and accreditation (Buils et al., 2024; Viñoles-Cosentino et al., 2022).

1.2. Implementation of a competency-based educational model at the University of Andorra

The University of Andorra (UdA) has undertaken a comprehensive transformation of its educational model, moving towards a competency-based approach centred on the development and assessment of professional competences. Introduced during the 2018–2019 academic year, this transformation responds to the need for a more practice-oriented education aligned with labour market demands and graduates' professional integration.

This educational model, developed by the Interdisciplinary Research Group in Education2 (GRIE), seeks to establish an institutional framework that differentiates the University of Andorra from neighbouring universities while incorporating the distinctive characteristics of each degree programme. To support this transformation, GRIE designed a methodological guide that serves as a reference framework for academic staff during curriculum development.

The adopted methodology organises learning around Modules, each structured through the resolution of complex, interdisciplinary Challenges directly connected to professional practice. Every module combines three complementary learning environments: Seminars, dedicated to the acquisition of theoretical knowledge; Guided Work, where students integrate knowledge while addressing the proposed challenge with academic supervision; and Independent Work, aimed at consolidating learning. This structure replaces the traditional university curriculum organised around individual courses. Academic staff assess the learning outcomes assigned to each module rather than evaluating individual subjects.

The definition of the competency profile for each degree programme constitutes the foundation of this educational model. Based on this profile, competencies and learning outcomes are established at increasing levels of complexity—knowledge, application, and analysis—which subsequently guide curriculum design and student assessment. Students' official academic records register achievement of learning outcomes rather than grades awarded within individual courses.

Implementing this model has also transformed the roles of educational stakeholders. Teachers increasingly act as facilitators and learning mentors, designing learning experiences that promote active student participation and the practical application of acquired knowledge. Assessment is evidence-based, using transparent performance indicators to evaluate students' competence development.

Overall, the University of Andorra has developed an innovative educational model aimed at preparing competent professionals capable of addressing contemporary labour market challenges while contributing to social development. This transformation has reshaped teaching methodologies, educational roles, and assessment processes. The University's competency-based model has been recognised by the Council of Europe as an example of good practice in competency-oriented higher education (Barrett et al., 2021).

Alvarez-Huari (2025), in a review of research published between 2019 and 2024 in both English and Spanish, highlights the urgent need to revise teacher education programmes to incorporate a comprehensive and advanced approach to DTC. Within this framework, the competency-based model implemented in the Bachelor of Science in Education3 integrates digital competence alongside other professional competencies, enabling students to combine seminar learning with guided and independent work while solving authentic educational challenges.

Within this educational structure, the development of teacher agency, and particularly Digital Teacher Agency, becomes especially significant, as it empowers educators to make autonomous pedagogical decisions while supporting students throughout their learning processes.

1.3. Digital teacher agency in initial teacher education

Teacher agency is understood as educators' capacity to act intentionally upon the curriculum by making informed professional decisions through the interaction between contextual conditions and their own beliefs (Biesta et al., 2015). Agency emerges from the intersection of individual capabilities, interpersonal relationships, and institutional structures.

Within increasingly digitalised educational contexts, Digital Teacher Agency (DTA) refers to teachers' capacity to act intentionally, autonomously, and reflectively in digital environments. Beyond simply mastering digital tools, DTA involves integrating technology pedagogically to foster meaningful student learning (Castañeda et al., 2018). According to Pinto-Santos et al. (2020), DTA enables teachers to design, implement, and evaluate digital learning experiences, contributing to student teachers' perception of their own digital competence as meaningful and transferable. This perspective aligns with Priestley et al. (2012) conception of teachers as agents of change, whereby agency involves making active professional decisions and critically reflecting on educational practice, particularly within contexts of technological and educational transformation.

Several studies have highlighted discrepancies between what curriculum documents prescribe and what occurs in classrooms, demonstrating that teachers' interpretation and enactment of the curriculum significantly influence the gap between educational planning and practice (Prendes-Espinosa & García de Carvalho, 2022). Consequently, teacher agency plays a decisive role in competency-based education by determining how curricular intentions are translated into authentic teaching practices (Tran & O'Connor, 2024).

Teachers' commitment, reflected in the design of coherent pedagogical activities that address all dimensions of students' DTC, acts as a catalyst for competence development. Pinto-Santos et al. (2020) found that educational contexts characterised by strong DTA promote higher levels of self-perceived DC among pre-service teachers while fostering autonomous and sustainable learning habits. Strengthening DTA therefore not only enhances the development of DTC but also constitutes an essential strategy for preparing future teachers capable of integrating technology critically, ethically, and creatively into their professional practice.

From this perspective, teachers' decisions regarding activity design, digital tool selection, and assessment practices can be interpreted as key indicators of DTA and may explain variations in student teachers' perceptions of their own DC (Tondeur et al., 2017).

Accordingly, the main objective of this study is to analyse how DTC is addressed within the curriculum of the Bachelor of Science in Education at the University of Andorra through information obtained from a focus group composed of lecturers responsible for teaching this competence in seminars and guided learning activities. These findings are then contrasted with previous results derived from the content analysis of the programme's official course guides.

2. Methodology

The research process was conducted from a qualitative and descriptive perspective and was carried out in two phases. In the first phase, a content analysis was conducted of the teaching guides of the modules addressing digital teaching competence, coded for the study as M1, M2, M4, and M7, within the curriculum of the Bachelor of Science in Education at the University of Andorra during the 2023–2024 academic year (Llopis & Larraz, 2024). This article presents the second phase, which focused on data triangulation through a one-hour focus group with the four lecturers responsible for these seminars or guided work activities—two men and two women. This process made it possible to compare and complement the findings obtained from the course-guide analysis. For data collection, informed consent was requested from all participants. They were verbally informed about the data processing procedures and the purpose of the study, which was exclusively related to research objectives; this information was also recorded in the session recording.

Data coding was conducted deductively, based on the European Framework for the Digital Competence of Educators, DigCompEdu (Punie & Redecker, 2017), using its areas and sub-areas as predefined categories for the analysis. The focus group was conducted in Catalan. All participant quotations presented in this article were translated into English by the authors for publication purposes while preserving the meaning and intent of the original statements (Appendix A).

2.1. Procedure

The second phase of the research began with the recording and analysis of the focus group interview. The discussion involved the four lecturers responsible for the selected course guides. All participants had more than six years of teaching experience at the University of Andorra, two held doctoral degrees, and three conducted research in the field of DT.

The focus group was audio-recorded using a mobile recording device. The recordings were manually transcribed and subsequently analysed using ATLAS.ti version 24, a qualitative data analysis software package. This software facilitated the systematic organisation and coding of the data, enabling the identification and categorisation of evidence related to Digital Teaching Competence according to the DigCompEdu framework (Table 1). Furthermore, it supported comparison between the information emerging from the focus group and the findings previously obtained through the content analysis of the official course guides.


Table 1. Codes used during the data analysis process




	DigCompEdu Area

	Sub-area

	Code






	1. Professional Engagement

	Organisational Communication

	CO




	Professional Collaboration

	PC




	Reflective Practice

	RP




	Continuous Professional Development through Digital Technologies

	PD




	2. Digital Resources

	Selecting Digital Resources

	SR




	Creating and Modifying Digital Resources

	CM




	Managing, Protecting and Sharing Digital Resources

	MPS




	3. Teaching and Learning

	Teaching

	T




	Guidance and Support

	GS




	Collaborative Learning

	CL




	Self-Regulated Learning

	SRL




	4. Assessment

	Assessment Strategies

	AS




	Learning Analytics

	LA




	Feedback and Decision-Making

	FDM




	5. Empowering Learners

	Accessibility and Inclusion

	AI




	Personalisation

	PER




	Active Learner Engagement

	ALE




	6. Facilitating Learners' Digital Competence

	Information and Media Literacy

	IML




	Digital Communication

	DC




	Digital Content Creation

	DCC




	Responsible Use

	RU




	Digital Problem Solving

	DPS








3. Results

The results obtained from the analysis of the responses provided by the focus group are presented below. They are organised according to the structure of the DigCompEdu framework and compared with the findings derived from the analysis of the course guides. The results are presented in a narrative and descriptive manner, integrating both qualitative and quantitative approaches, and including a set of excerpts as illustrative examples (Gibbs & Colston, 2012).

3.1. Professional engagement

The analysis of the course guides identified only one reference to Reflective Practice (RP), with no mention of the remaining sub-areas within this competence area. In contrast, the focus group revealed evidence of all four sub-areas being addressed with students: Organisational Communication (5 quotations), Professional Collaboration (5 quotations), Reflective Practice (4 quotations), and Continuous Professional Development through Digital Technologies (1 quotation). Examples of these areas are presented below:

WhatsApp groups are created because it is easier for them to communicate. For example, they have a WhatsApp group for the whole class, but now, for Modules 3 and 4, where they have to create a story in groups, they create smaller groups so that communication is easier for them. [Participant 2, CO]
For example, in Module 4 I have taken the portfolio from Module 1 and I ask students to share the link with the lecturers involved so that they can also see the students' work. Therefore, each group works collaboratively on its portfolio, and each lecturer can access it, review it, assess it, or add comments. [Participant 3, PC]
In Module 7, second-year students have to produce materials using AI and carry out a critical analysis of what they think the AI has generated. For me, this would correspond to the first aspect of reflective practice. [Participant 3, RP]
I work on the creation of a digital portfolio using Google Sites. On the one hand, it serves to collect students' academic work, but on the other, it also has a professional purpose, as students select which pieces of work they want to make publicly visible. [Participant 1, PD]

Teachers integrate digital tools not only to communicate with students but also to promote collaboration among colleagues and enrich pedagogical reflection. These findings indicate differences between what is formally represented in the course guides and actual teaching practice, where professional engagement is more active and diverse.

3.2. Digital resources

This competence area is represented in all the course guides, with Selecting Digital Resources being the most frequently addressed sub-area (4 references), followed by Creating and Modifying Digital Resources (2 references) and Managing, Protecting and Sharing Digital Resources (1 reference). However, a different pattern emerged from the focus group. The selection of digital resources was mentioned only once, whereas the creation and modification of digital resources became more prominent, with three references. The sub-area of managing, protecting and sharing digital resources also increased, with two references. The following quotations illustrate these findings:

In the case of audio editing, if you already have some basic knowledge of track editing, you can use a range of tools. Otherwise, you need to become digitally literate before the class. [Participant 4, SR]
We usually dedicate several sessions to online editing using the Soundtrap programme. Depending on the students' profile, we spend more or less time on it. [Participant 4, CM]
When students create a digital story, depending on the story they choose and how they develop it, we work extensively on intellectual property issues, especially if the story is adapted or modified. [Participant 2, MPS]

In practice, teachers prioritise productive and creative activities rather than simply selecting digital resources, reinforcing the idea of a more dynamic teaching practice aligned with active learning methodologies than is reflected in the course guides.

3.3. Teaching and learning

Regarding the Teaching and Learning competence area, the course guides show limited evidence: the Teaching sub-area appears only once, Self-Regulated Learning is mentioned three times, and no relevant references are found for the remaining sub-areas. In contrast, the focus group reveals broader and more diverse teaching practices: Teaching is mentioned five times, Guidance and Support once, Collaborative Learning twice, and Self-Regulated Learning twice. The following excerpts illustrate these findings:

For example, students had to create a video demonstrating that they had understood the topic of emotions and sounds, and they had to incorporate these elements into the video. [Participant 4, T]
They learn how to identify and search for open educational resources. They search for them, and this helps to reinforce their learning. They explore repositories of open educational resources so that they realise that many resources already exist and can be reused. [Participant 1, GS]
We promote collaborative learning, for example, when students have to decide which criteria they should use to select tools for creating infographics. They work on a shared table with search criteria, and everyone has access to it. They review and share information—for example, whether a service is free, whether it allows file sharing, and so on. [Participant 1, CL]
A good example of self-regulated learning is when students identify grammar or spelling rules that they need to improve. They have access to many interactive websites to support this language learning process. [Participant 2, SRL]

These findings reveal a much more intensive and diversified use of technology in teaching practice than is reflected in the course guides, where technology-enhanced teaching and learning appears less fully represented.

3.4. Assessment

Within this competence area, the course guides contain no references to any of the sub-areas. In contrast, the focus group findings reveal three quotations related to Assessment Strategies and two related to Feedback, Planning and Decision-Making. The Learning Analytics sub-area continues to be absent. The following examples illustrate these findings:

I have H5P organised so that students create the activity and configure it to be self-correcting. They also configure the feedback so that students automatically receive a message. [Participant 1, AS]
In this case, I would say they receive feedback through the Campus platform or through Drive documents, where we provide comments on their assignments. [Participant 1, FDM]

Although technology-enhanced assessment remains the least developed competence area, teaching practice demonstrates a broader incorporation of DT into assessment processes than is reflected in the course guides.

3.5. Empowering Learners

In this competence area, the course guides include one reference to the Personalisation sub-area and another to Active Learner Engagement, while no elements related to Accessibility and Inclusion are identified. In contrast, the focus group findings reveal greater attention to Accessibility and Inclusion (2 quotations) and Personalisation (2 quotations), whereas no references were made to Active Learner Engagement. The following excerpts are representative examples:

Students are required to prepare their presentations using an accessible Universal Design for Learning (UDL) format. Therefore, the presentation itself is already designed so that a screen reader can read it. [Participant 4, AI]
In language classes, AI makes this very easy because the programme adapts to the students' level and their learning difficulties. It is personalised and adjusted to each student's level. Those with greater difficulties work according to the level they have reached. This greatly facilitates inclusion. [Participant 3, PER]

The practices described indicate that teachers make a genuine effort to adapt learning materials to students' needs, going beyond what is formally documented in the course guides.

3.6. Facilitating learners' digital competence

In this final competence area, the course guides provide comprehensive coverage, with all five sub-areas represented: Information and Media Literacy (2 references), Communication (2), Digital Content Creation (3), Responsible Use (1), and Problem Solving (1). In contrast, the focus group identified only four of these five sub-areas: Information and Media Literacy (1 quotation), Digital Content Creation (1), Responsible Use (3), and Problem Solving (1), with no references to the Communication sub-area. The following examples illustrate these findings:

I think we address information and media literacy when we work on critical thinking. For example, we ask students: "You have this website, but who wrote it? Who created it?" (...) so that, when they become teachers themselves, they will also ask these questions together with children. [Participant 2, IML]
In my case, the podcast was the means through which students learned to master an applied digital tool: deciding which sounds to select, how to record them, and ensuring that they acquired resources that they could later apply in their own teaching practice. [Participant 4, DCC]
Regarding the ethical and responsible use of technology, we ask them: "If you find a video or a PowerPoint presentation on the Internet, does it belong to someone? Can you simply use it and present it as your own?" The answer is no—you must ask permission and cite the source. [Participant 2, RU]
We work on topics such as passwords and two-factor authentication. Issues of this kind, although not in great depth. [Participant 1, DPS]

In this competence area, an opposite trend emerges compared to the previous ones. The course guides provide a more comprehensive description of the sub-areas than the actual teaching practice, which focuses primarily on those areas that teachers consider to be the highest priorities.

4. Discussion and conclusions

This study examined how DTC is addressed within the curriculum of the Bachelor of Science in Education at the University of Andorra, an educational context structured around a competency-based model. Specifically, it compared information obtained from a focus group composed of lecturers responsible for developing DTC in their courses with the treatment of this competence in the official course guides.

The findings reveal a notable disconnect between the information contained in the course guides and teachers' actual practices regarding DTC, suggesting that DTA is expressed through the pedagogical decisions teachers prioritise according to contextual and educational needs (Priestley et al., 2012; Castañeda et al., 2018). Overall, the documentation underrepresents DTC compared to the practices actually implemented in the classroom, particularly in the areas of Professional Engagement, Teaching and Learning, and Assessment. The only exception is the area of Facilitating Learners' Digital Competence, where the course guides contain more references to DTC than were evident in classroom practice, suggesting that teacher agency may lead educators to prioritise those aspects they consider most relevant according to their professional judgement (Priestley et al., 2012).

The teaching practices analysed nevertheless demonstrate a high level of agency, enabling teachers to adapt the digital curriculum, incorporate digital tools and strategies, and compensate for the limitations of the formal documentation. This agency is reflected in four specific indicators: (a) the use of active methodologies supported by digital technologies (DigCompEdu Area 3); (b) the purposeful use of digital creation tools for instructional design (Area 2); (c) the promotion of critical reflection on the use of technology (Area 4); and (d) the creation of more personalised and innovative learning environments that foster students' DTC, as highlighted by Pinto-Santos et al. (2020) and Pérez-Garcías et al. (2024).

One aspect that deserves particular attention is the limited treatment of technology-enhanced assessment, a competence area absent from the course guides and only marginally represented in teachers' actual practice. This discrepancy constitutes another manifestation of DTA, whereby teachers incorporate digital formative assessment despite its absence from the written documentation. In this regard, Guillén-Gámez and Mayorga-Fernández (2019) identified shortcomings in digital assessment practices in higher education, highlighting that university teachers underutilise the potential of technological resources for assessment purposes. This finding points to the need for strengthened teaching practices supported by explicit documentation that underpins pedagogical decision-making for the benefit of students.

The findings also suggest the need to update and align the course guides with effective digital teaching practices and the DigCompEdu framework. Doing so would provide a more accurate representation of actual teaching practice and promote greater coherence between curriculum planning, implementation, and the development of DTC within the degree programme. As noted by Viñoles-Cosentino et al. (2022), Digital Teaching Competence is a dynamic construct that requires the continuous revision of initial teacher education programmes in order to respond to evolving educational contexts and demands.

This study presents several limitations. First, the analysis was conducted within a single university, limiting the generalisability of the findings. Second, a further stage of data triangulation is needed to incorporate students' perceptions of the development of their own DC, an aspect that was beyond the scope of the present phase of the research. Future studies will therefore pursue both directions: first, by exploring and contrasting students' perspectives to determine the extent to which they align with those of the teaching staff; and second, by examining whether the discrepancies identified in this study are also present in other universities and to what extent DTA effectively contributes to the learning and development of students' DC. In particular, two lines of future research are of special interest: first, a longitudinal analysis of DTA and its influence on future teachers' self-perception of DC; and second, an examination of how institutional conditions act as moderating factors influencing DTA across different higher education contexts.
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Appendix A. Original interview excerpts

This appendix presents selected original language excerpts (Catalan) from semi-structured interviews with participants in the study.


Table A. Catalan interview excerpts




	Compromís professional

	Es creen grups de WhatsApp perquè així és més fàcil per a ells poder-se comunicar, per exemple, tenen el grup de WhatsApp de tota la classe, però ara per al mòdul 3 i 4 que han de fer un conte en grup, es creen subgrups perquè així és més fàcil per a ells poder-se comunicar. [Participant 2, CO]




	Per exemple jo en l’M4 he recollit de l’M1 el portafolis i els faig donar l'enllaç als docents implicats perquè puguin veure també la feina dels alumnes. Per tant cada grup treballa col·laborativament el seu portafolis i cada mestre pot entrar, mirar, avaluar o afegir. [Participant 3, CP]




	I en l’M7, els de segon, m'han de produir coses amb IA i fer un anàlisi crític sobre el que pensen que els ha dit la IA. Per a mi això seria el primer punt de la pràctica reflexiva. [Participant 3, PR]




	Continguts digitals

	En el cas d'edició d'àudios, si tens uns mínims coneixements d'edició de pistes, pots utilitzar una sèrie d'eines, si no, has d'alfabetitzar-te abans de la classe. [Participant 4, SR]




	Normalment dediquem algunes sessions a l'edició en línia, amb el programa Soundtrap. En funció del perfil d'alumnes dediquem més o no. [Participant 4, CM]




	Amb la creació d'un conte digital, depèn del conte que trien i de com el creen, treballem molt la part de protecció intel·lectual, i més si s'ha de canviar aquest conte. [Participant 2, GPI]




	Ensenyament-Aprenentatge amb tecnologia

	Per exemple havien de fer un vídeo per a demostrar que havien entès el tema de les emocions i els sons, i havien d'incloure'ls en un vídeo. [Participant 4, E]




	Conèixer i buscar recursos educatius oberts. Els busquen i això els serveix com a reforç. Ells revisen repositoris amb recursos educatius oberts perquè vegin que hi ha coses que ja estan fetes i poden aprofitar. [Participant 1, OR]




	L'aprenentatge col·laboratiu el posem en pràctica per exemple quan plantegem en què s'han de fixar per a seleccionar eines per a fer infografies. Llavors fan una taula compartida amb uns criteris de cerca i tots tenen accés. Revisen i comparteixen la informació: aquest servei és gratuït i aquest no, aquests comparteixen format, etc. [Participant 1, AC]




	El que sí que seria regulació de l'aprenentatge és quan veuen alguna regla de gramàtica o d'ortografia que han de millorar. Tenen moltes webs interactives per a fer aquest aprenentatge de la llengua. [Participant 2, AA]




	Avaluació i Retorn amb tecnologia

	Jo (l'H5P) ho tinc estructurat perquè creen l'activitat i la configuren perquè aquesta activitat siga autocorrectiva, configuren la retroalimentació i els doni un missatge automàtic. [Participant 1, EA]




	En aquest cas et diria que [reben retorn] mitjançant la plataforma del Campus, o els documents de Drive quan els donem alguna resposta a les tasques. [Participant 1, RPP]




	Empoderament de l’estudiantat

	Se'ls obliga a fer les presentacions amb un format DUA accessible per a tothom. Per tant, la mateixa presentació ja és que el lector de pantalla faci la lectura. [Participant 4, AI]




	En llengües, amb la IA és súper fàcil, perquè clar, com que el programa s'adapta al nivell de l'alumnat, i les seves dificultats, està personalitzat i adaptat al nivell de cadascun. Qui té més dificultats treballa sobre la base del nivell que té. Això és una facilitat a nivell d'inclusió. [Participant 3, PA]




	Desenvolupament de la competència

digital de l’estudiantat

	Penso que ho fem [l’alfabetització mediàtica] quan treballem el pensament crític. Per exemple, tens aquesta pàgina web, però qui l'escriu? Qui l'ha fet? (...) perquè quan estiguin amb els infants, també es facin aquestes preguntes. [Participant 2, IA]




	En el meu cas el pòdcast era el pretext per a dominar una eina digital aplicada: quins sons triaran, com es gravaran, i que tingueren recursos per a la seva aplicació posterior. [Participant 4, CC]




	Sobre l'ús ètic i responsable de la tecnologia [els preguntem]: si trobes un vídeo o un Power Point a internet, això és d’algú? Pots agafar-ho i presentar-ho com a teu? Doncs no, has de demanar permís i després citar-ho. [Participant 2, UR]




	Nosaltres treballem el tema de les contrasenyes i del doble factor. Temes d'aquest tipus, però poca cosa. [Participant 1, RP]








_______________________________

1 The original Catalan term is Agència Digital Docent (ADD). Throughout this article, it is translated as Digital Teacher Agency (DTA).

2 Grup de Recerca Interdisciplinari en Educació (GRIE).

3 The original Catalan term is Bàtxelor en Ciències de l’Educació (BCE). Throughout this article, it is translated as Bachelor of Science in Education.
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