
20
15

2
NORDIC JOURNAL OF  
DIGITAL LITERACY

VOLUME 10

This article is downloaded from www.idunn.no. © 2015 Author(s). This is an Open Access article 
distributed under the terms of the Creative Commons CC-BY-NC-SA 4.0 License (http://
creativecommons.org/licenses/by-nc-sa/4.0/

Guidelines and Regulations for 
Teaching Digital Competence 
in Schools and Teacher 
Education: A Weak Link?
Bård Ketil Engen1

Associate Professor, Oslo and Akershus University College, Faculty of Education and 

International Studies, Norway

Bard-Ketil.Engen@hioa.no 

Tonje Hilde Giæver
Assistant Professor, Oslo and Akershus University College, Faculty of Education and 

International Studies, Norway

tonje.h.giaever@hioa.no

Louise Mifsud
Associate Professor, Oslo and Akershus University College, Faculty of Education and 

International Studies, Norway

louise.mifsud@hioa.no

AB STRA CT

Teacher education has recently been criticised for not fulfilling its obligation to 

adequately prepare teachers to utilise digital tools in the classroom. In this 

paper, we raise the question of why Norwegian teacher education does not 

prepare student teachers to integrate digital tools into their teaching as required 

by the Norwegian curriculum. We question the formal premises governing the 

development of digital competence in teacher education and how they 

correspond with the requirements of the Norwegian national education 

curriculum. To gain insight into this question, we analysed how digital 

competence is presented in the official key documents that create the 

framework for teacher education, and compared them to the requirements of the 

Norwegian National Curriculum. Our findings indicate that there is a weak link 

between the curriculum and the premises for digital competence in teacher 

education.
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INTRODUCTION

Teacher education is a complex institution that is a part of higher education and 

is closely related to schools (Jahreie, 2010). Teacher education has a double 

role: it develops both student teachers’ professional skills and their expertise 

in facilitating pupils’ learning. Therefore, constructing high-quality teacher 

education is multifaceted, requiring consideration of schools and pupils’ 

needs, and the current curricula, in order to prepare students for future teaching 

positions. Goodlad (1990) declared that ‘the education and training of teachers 

and principals must be closely tied to both the realities of schools and the con-

ditions necessary to their substantial improvement’ (p. 27). Dissatisfaction 

with schools is often transferred to dissatisfaction with teacher education, 

which is criticised as ineffective at preparing teachers for their work and as 

‘unresponsive to new demands’ (Darling-Hammond 2000, p. 166). 

Norwegian teacher education underwent a reform in 2010. The new teacher 

education system has stronger subject specialisations and two tracks: a pri-

mary/middle school track and a middle/secondary school track. A major aim 

of this reform was to educate teachers to prepare children for the future 

(St. meld. nr. 11 (2008-2009), 2009). To that end, teachers should be able to 

integrate digital tools into teaching and learning, and identify the needs of chil-

dren and youths’ digital lives (St. meld. nr. 11 (2008-2009), 2009). Despite the 

reform, teacher education in Norway has recently been criticised for not ful-

filling its obligation to adequately prepare teachers for the school environment 

when it comes to digital competence (Gudmundsdottir, Loftsgard & Ottestad, 

2014; Tømte, Kårstein, & Olsen, 2013). Tømte, Kårstein, and Olsen’s (2013) 

report focused on how future teachers are prepared to teach with and through 

digital tools. The report concluded that most teacher education institutions do 

not have a holistic approach to developing digital literacy, and that student 

teachers are not equipped to utilise digital tools (Tømte, Kårstein, & Olsen, 

2013). Gudmundsdottir, Loftsgard, and Ottestad’s (2014) findings underpin 

this mismatch between teacher education and schools when it comes to digital 

competence. However, the reports do not elaborate why future teachers are not 

prepared to teach with and through digital tools when leaving teacher educa-

tion. Yet, these concerns are far from new with regards to the situation of dig-

ital competence, and issues regarding future teachers’ repertoires for meeting 

contemporary challenges were raised a decade ago (Ludvigsen & Rasmussen 

2006).

In this paper, we focus on the formal premises and concentrate on the Norwe-

gian official governing documents in teacher education, and how these treat 

digital competence. These documents can be described as the framework of 

teacher education, guiding teaching in teacher education institutions. We raise 

the following question:

– What are the formal premises governing the development of digital compe-

tence in teacher education, and how do they correspond with the require-

ments of the Norwegian national curriculum?
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To gain insight into this question, we analysed how digital competence is pre-

sented in the official key documents that create the framework for teacher edu-

cation, and compared them to the requirements of the Norwegian National 

Curriculum (Norwegian Directorate for Education and Training – NDET, 

2006). This article is organised as follows. First, we briefly present the concept 

of digital competence that forms the basis of our analysis, before moving on to 

describe our methodological approach. Finally, we present, analyse, and dis-

cuss our data and findings.

DIGITAL COMPETENCE: SKILLS, LITERACY, AND COMPETENCE

In this article, we draw on digital literacy as a conceptual framework for ana-

lysing the premises that govern the development of digital competence in 

teacher education, discussing the use of the concepts of digital literacy, digital 

competence, and digital skills. In Norway, due to the Norwegian language’s 

lack of a direct translation of literacy, the initial debate centred on two terms: 

digital dannelse (digital Bildung) and digital kompetanse (digital competence) 

(Erstad, 2005; Erstad 2007; Søby, 2003). Recently, references to the concept 

of digital competence in policy documents in Europe have increased (e.g., 

Ferrari, 2012, 2013; Hatlevik & Christoffersen, 2013), and we have therefore 

chosen to use this term.

Digital literacy is a complex term that has been incorporated within formal 

curricula. Curricula can also be described as social practices mirroring soci-

ety’s definition of tools that are deemed essential. The concept of digital liter-

acy has been debated (Alvermann, 2002; Buckingham, 2006; Gilster, 1997; 

Johannesen, Øgrim, & Giæver, 2014; Lankshear & Knobel, 2004; Knobel & 

Lankshear, 2006; Mifsud, 2006; Tyner, 1998). Initial discussions focused on 

defining and operationalising the concept, how to approach it in learning, and 

the distinction between the manipulation of digital tools and a broader concep-

tual understanding (Allan, 2006; Buckingham, 2006; Gilster, 1997; Knobel & 

Lankshear, 2006). Tyner (1998) dichotomised literacy, presenting it as tool lit-

eracies and literacies of representation. Tool literacies are concrete and include 

the use of and skills in computers, networks, and technology, while literacies 

of representation concern facility with information and media, including criti-

cally evaluating them and identifying what they represent (Tyner, 1998). 

Knobel and Lankshear (2006) also argue for an understanding of digital liter-

acy as literacies, bringing up concerns about the understanding of digital liter-

acy as an ‘it’ literacy—a ‘capacity or ability, a skill (or set of skills)’ (p. 16), 

‘as it presents literacy as neutral and contextless’ (p. 17). Knobel and Lanks-

hear (2006) criticised ‘it’ literacy on account of it being related to consuming 

information rather than producing information. Tool literacy may be associ-

ated with a narrow understanding of digital competence, an instrumental per-

spective. The meaning of competence is not static, but changes over time, not 

only as a result of technological development, but also as social practices 

develop. An example of this can be seen in the Norwegian context, where a 
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broad understanding of the concept has been developed (Erstad, 2007; 

Johannesen, Øgrim, & Giæver, 2014; Krumsvik, 2007). This understanding 

applies a converging notion where tool, critical and learning competences are 

included. We draw on this in our analysis. 

ANALYSING DOCUMENTS

In this research, we utilised document analysis (Bowen, 2009; Silverman, 

2004) to identify, understand, compare, and analyse the treatment of digital 

competence in governing documents of teacher education (2010) and in the 

National Curriculum (NDET, 2006). For the purposes of our study, document 

analysis was deemed appropriate, as our aims are to gain insight into the 

premises governing the development of digital competence at teacher educa-

tion, and understand the consistency and/or discrepancies between digital 

compentence in teacher education and the national curriculum. The documents 

were first skimmed, both manually (reading the texts) and digitally (searching 

the *.pdfs), focusing on topics related to digital competence. This process we 

reiterated, reading the texts closely. Information was organised thematically 

according to tool competence and/or critical competence.

With regards to documents pertaining to teacher education, we have focused 

on the White Paper St. meld. nr. 11 Læreren Rollen og utdanningen (2008–

2009) (2009), as this forms the basis for the reform; the National Curriculum 

Regulations for Differentiated Primary and Lower Secondary Teacher Educa-

tion Programmes for Years 5–10, as these ‘provide the overarching policy’ 

(Regulations; Ministry of Education and Research 2010b, p. 3) for teacher 

education programmes; and the National Guidelines for Differentiated Pri-

mary and Lower Secondary Teacher Education Programmes for Years 1–7 

and Years 5–10 (Guidelines; Ministry of Education and Research 2010a), 

which have their legal basis in the Regulations and supplement the Regula-

tions. Furthermore, the Guidelines specify the scope, objectives, structure, and 

intended learning outcomes for each subject and provide the policy for teacher 

education institutions’ programme descriptions. It is the local teacher educa-

tion institutions that are responsible for detailed course descriptions based on 

the National Regulations and Guidelines. 

The National Curriculum for Primary and Lower Secondary Schools and the 

Framework for Basic Skills were analysed in order to understand the schools’ 

requirements with respect to digital competence. The Framework for Basic 

Skills (NDET, 2012) is an overarching document where the aim was to guide 

the revisions of the Norwegian National Curriculum (2006) and the objectives 

of the five basic skills.2 We studied the Norwegian versions of the documents, 

as these are the official documents. We are aware that, in presenting 

2. The curriculum identifies five skills (reading, writing, oral skills, numercy, and digital 

skills) as basic to learning in school, work, and society, and stipulates that they be incorpo-

rated into all subject-specific curricula.
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translations, we present elements of interpretation. Furthermore, they are the 

documents that teachers and teacher educators relate to. We also found that 

some official translations to English omitted parts of the text, and lacked 

specific subject details. After analysing the documents, we translated the 

relevant excerpts. The documents are listed in Table 1.

In analysing the documents, we utilised a ‘skim-read-interpret’ (Bowen 2009) 

iterative strategy. Initially we skimmed curricula for both teacher educational 

tracks (primary/middle/lower secondary) and curricula for grades 1 through 10 

for schools. For the purposes of this article, we took a pragmatic decision and 

focused on middle3 and secondary schools. We focused on how digital compe-

tence is defined in Norwegian, Mathematics, and Social Science in the seventh 

and tenth years of school in both the national curriculum and the national gui-

delines for teacher education. These subjects were chosen because they cover 

the largest amount of teaching hours during the ten years of compulsory school 

(excluding physical education). With regards to teacher education, we have 

also included the subject Pedagogy and Pupil-related Skills, as it serves as an 

overarching subject in teacher education and is the only compulsory subject. 

We read printed and digital versions of these documents, conducting both 

manual and digital searches for the following terms: digital, media, techno-

logy, tools, information, communication, basic skills, and ICT (information 

and communications technology). After the initial searches, it became clear 

that the terms digital and ICT returned the same results as searches for media 

and technology because they are used in the same sentences and phrases. 

However, the notion of technology does not always parallel that of digital, 

often referring to technologies with other meanings than digital. Readings of 

the texts found that the National Curriculum uses the terms copyright and pri-

vacy in sentences adjacent to those with the term digital judgement. Such con-

TA B L E  1  D O C UM E N T S  A N A L YS E D  FO R  T H I S  STU DY

Governing Documents for Primary and Lower 

Secondary School

Governing Documents for Teacher Education

National Curriculum for Primary and Lower Secondary 

Schools

White Paper no. 11 (2008-2009)

Framework for Basic Skills National Curriculum Regulations for Differentiated Primary 

and Lower Secondary Teacher Education Programmes for 

Years 5–10 (2010b)

National Guidelines for Differentiated Primary and Lower 

Secondary Teacher Education Programmes for Years 5–10 

(2010a)

3. Norwegian primary schooling lasts seven years. Children start school the year they turn six. 

The final three years of primary school are often referred to as the middle years (mellom-

trinn) in Norway. We, therefore, refer to these years as the middle years, or middle school.
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junctions might be overlooked in a digital search. We systematised our data by 

using a spreadsheet. 

Data were interpreted from a digital competence framework. With regards to 

the specific subjects, we juxtaposed the data from the national curriculum and 

the teacher education documents. Moreover, we established the meaning of 

digital competence being utilised, and contexualised it focusing on tool and/or 

critical competences. In doing this, we identified similarities and discrepan-

cies.

FINDINGS: SIMILARITIES AND DISCREPANCIES

Firstly, we look at digital competence in the National Curriculum, and the 

Framework for Basic Skills, as this forms the formal definition of digital com-

petence for Norwegian schools. Secondly, we analyse the White Paper (St. 

Meld 2008–2009), as this defines the role of digital competence in teacher edu-

cation. Thirdly, we examine the Regulations (Ministry of Education and 

Research 2010b) and link these to the Guidelines (Ministry of Education and 

Research 2010a), which are subject-specific. Then we analyse how these 

premises correspond with how digital competence is treated in the same sub-

jects in the Norwegian curriculum.

The premises for school were laid by the reform of 2006, identifying digital 

skills as a basic skill (2012), previously called ‘the ability to use digital tools’ 

(2006), to be integrated at all levels and all subjects throughout the school sys-

tem. The Framework for Basic Skills (2012) defines digital skills as follows:

Digital skills involve being able to use digital tools, media and resources 

efficiently and responsibly, to solve practical tasks, find and process infor-

mation, design digital products and communicate content. Digital skills 

also include developing digital judgement by acquiring knowledge and 

good strategies for the use of the Internet. (NDET, 2012, p. 12)

The term skills can indicate a limited understanding of digital competence, 

more akin to an instrumental tool literacy, and it is therefore crucial for under-

standing the concepts underpinning ‘digital skills’. This definition focuses on 

the ability to use digital tools in practical manners, emphasising processing, 

searching, producing, designing, and communicating. Furthermore, the notion 

of ‘digital judgement’ is highlighted, which refers to cyber ethics, security, and 

safety, including privacy and copyright and source evaluation. From the above 

definition, we see that the premises for school include both tool and critical 

competences.

Furthermore, in the Framework of Basic Skills’ definition, we see a dimension 

of having digital skills for achieving and supporting learning processes: 
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[…] Consequently, using digital skills is a natural part of learning both in 

and across subjects, and their use provides possibilities for acquiring and 

applying new learning strategies while at the same time requiring new and 

increased powers of judgement. (NDET, 2012, p. 12)

In addition to tool and critical competences, the dimension of learning compe-

tence is added. This dimension focuses on digital competence as a means to 

further learning. Keeping these premises for school in mind, it is interesting to 

examine how the formal documents for teacher education treat digital compe-

tence.

The White Paper (St. meld. nr. 11 (2008-2009), 2009), on which the 2010 

teacher education is based, emphasises digital competence as a basic skill to be 

integrated into all subjects (p. 13), and in doing so follows the premises laid 

down by the school reform of 2006. The White Paper also emphasises the 

importance of teachers’ competence in being able to incorporate digital media 

in their teaching, including evaluating different media for their pupils’ learn-

ing: 

It is important that teachers can assess the relevance of and make use of dif-

ferent media in dealing with pupils’ learning. This also means being able to 

familiarise themselves with ethical and legal issues with the use of the 

media. (St. meld. nr. 11 (2008–2009), 2009, p. 13, our translation)

Furthermore, the White Paper directly refers to the need for children to achieve 

the competence aims in the National Curriculum (St. meld. nr. 11 (2008–

2009), 2009). In addition, the White Paper points out that social media has 

changed pupils’ role from that of consumers to producers, and gives special 

attention to the need for children to be aware of the complex ethical and legal 

issues involved in using the Internet, which often require good judgement. The 

White Paper argues that today’s student teachers must know how these issues 

affect children and adolescents, as well as how to use new technology in edu-

cation (St. meld. nr. 11 (2008–2009), 2009). This indicates a learning compe-

tence that focuses on a didactical dimension.

In the Regulations (Ministry of Education, 2010b), digital competence was 

found twice: first, when specifying that teachers should have knowledge of 

developing pupils’ basic skills across subjects, across the curriculum and 

across disciplines, focusing on further developing students’ basic skills, and 

second, digital competence was mentioned, specifically focusing on digital 

judgement, as we saw in the White Paper, to further children and youths’ atti-

tudes in digital arenas:

[…] understand the social perspectives involving digital and media devel-

opment (safe Internet use, privacy, and freedom of expression), and be able 

to help children and youths develop a responsible attitude to digital arenas. 

(Ministry of Education, 2010b, our translation, §2)
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On a theoretical level, these two documents present a holistic approach. The 

Regulations imply a learning competence together with the other basic skills, 

but do not emphasise digital skills specifically except for digital judgement. 

The Guidelines (Ministry of Education, 2010a) were developed on the basis of 

the White Paper and the Regulations. These act as the guiding principles for 

the development of curricula at local teacher education institutions, ensuring a 

nationally coordinated teacher education. In describing the content in teacher 

education, basic skills are referred to as 

[…] both a prerequisite for the development of knowledge and a part of this 

competence in all subjects. (Guidelines, 2010b p. 9, our translation)

In the above, we see that the importance of basic skills is underlined. Further-

more, the Guidelines emphasise the responsibility that each subject has in 

attending to student-teachers’ knowledge of how to develop pupils’ basic skills 

in the subject, and the fundamental importance that these skills have for learn-

ing in general. 

The subject Pedagogy and Pupil-Related Skills is the only subject that is com-

pulsory in teacher education, spread over three years. The aim of this subject 

is to ensure the ‘necessary subject-knowledge platform, provide methodologi-

cal competence and develop skills in addressing relational and social issues to 

acquire a theoretical conceptual framework’ (Ministry of Education, 2009, 

p. 2). Furthermore, this subject also focuses on students’ knowledge of basic 

skills as a prerequisite for working with various subjects. As an overarching 

conceptual subject, it is natural to examine the premises that Pedagogy and 

Pupil-Related Skills lays for future teachers’ digital competence. 

In Pedagogy and Pupil-related Skills, student teachers should ‘have knowledge 

of digital tools’ (2010a, p. 17, our translation) in order to be able to ‘facilitate 

pupils’ learning progress and their development of basic skills’ (p. 17, our 

translation). Here the focus is both tool competence as well as learning com-

petence and being able to reflect on the didactical possibilities of using ICT. 

Furthermore, they are to have ‘knowledge about how digital tools can support 

pupils’ understanding of their own learning processes and are important tools 

in the students’ learning strategies’ (p. 19, our translation). This latter learning 

outcome for student teachers is in line with the learning competence that we 

have seen presented in the National Curriculum (2006), but from a more didac-

tical perspective.

Student teachers are also to have knowledge about the media’s influence on 

children and youths, as well as children and young people’s active participa-

tion in the media society (Ministry of Education, 2010a, p.17, our translation), 

so as to assess various tools for supporting teaching and learning, and to reflect 

on the didactic possibilities of ICT use. Critical competence is presented from 

an evaluation of various learning resources perpectives. In another reference 

to student teachers being able to develop pupils’ basic skills, the emphasis is 
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on ‘oral skills, reading and writing in order to enable them [the pupils] to meet 

[the] school’s and society’s challenges’ (p. 19, our translation). Furthermore, 

they are required to have knowledge of children and youths’ activities in the 

media society. However, digital responsibility does not appear to be included. 

We find it interesting that digital skills is left out. 

The concept of digital competence seems limited when moving from the White 

Paper to the Regulations and further to the Guidelines when referred to in the 

general part. The general descriptions in the Guidelines do not bind teacher 

institutions adequately. The White Paper’s intention is in line with the school 

reform, where digital skills are to be integrated into all subjects. 

DIGITAL COMPETENCE INTEGRATED INTO SUBJECTS

The Norwegian curriculum addresses digital competence in two areas: the gen-

eral introduction to the basic skills for each subject (on a general level) and, in 

greater detail, the competence aims for each subject, which specify how digital 

tools should be used to achieve learning outcomes. Together, these sections lay 

out the premises in detail for pupils’ digital competence. We present the three 

subjects separately, first examining the premises that the curriculum lays and 

then comparing them to those in the guidelines. 

Norwegian

In Norwegian studies, the focus in the general description is on how digital 

skills can support the learning of the Norwegian language through integration 

into teaching: 

Digital skills in the subject of the Norwegian language means the ability to 

use digital tools, media and resources to get and process information, to 

create and edit various types of texts and to communicate with others. In 

this context, it is important to have the ability to evaluate and refer to 

sources in a deliberative manner. Development of digital skills is part of 

learning to read and write in Norwegian through searching for, using and 

eventually assessing [texts], referring to digital sources in written and oral 

texts and producing increasingly complex texts. (NDET, 2013b, p. 5, our 

translation)

Here, the subject and digital skills, tool and critical competences, appear to be 

closely interconnected. Digital skills are incorporated into learning to read and 

write, and as such, digital skills and Norwegian complement each other. Dig-

ital competence is manifested through different learning activities, such as 

obtaining and processing information and creating and editing texts in Norwe-

gian. Furthermore, digital skills in Norwegian also explicitly deal with issues 

of digital judgement, including knowledge of copyright and privacy laws and 

the critical evaluation of sources:



GUIDELINES AND REGULATIONS FOR TEACHING DIGITAL COMPETENCE...  |  ENGEN, GIÆVER AND MIFSUD78

This article is downloaded from www.idunn.no. © 2015 Author(s). This is an Open Access article 
distributed under the terms of the Creative Commons CC-BY-NC-SA 4.0 License (http://
creativecommons.org/licenses/by-nc-sa/4.0/

It also involves developing knowledge of copyright and privacy law and 

having a critical and independent attitude towards different types of digital 

sources. (NDET, 2013b, p. 5, our translation)

In the competence aims for the Norwegian language, we also see a focus on 

producing, assessing, and presenting texts using various tools and media. 

Composite texts with hyperlinks are specifically mentioned as an end-of-year 

goal for the seventh year of school. Searching for information is again men-

tioned, including the ability to evaluate and select information. The skills 

referred to as digital judgement are present in these competence aims, which 

concretise the intentions of the general description, emphasising both tool and 

critical competences.

In comparing digital skills in the curriculum for schools to the learning out-

comes for Norwegian in the Guidelines, we see that student teachers are 

expected to ‘have knowledge of the current school curriculum for Norwegian’ 

(p. 30) and can use the curriculum to formulate goals for teaching Norwegian 

and develop relevant criteria for assessment (Ministry of Education, 2010a, 

p. 32). References to digital competence include knowledge of literature in dif-

ferent media and what happens in transposing a text from one medium to 

another. Digital competence is also referred to in conjuction with composite 

texts:

[U]se different digital tools in Norwegian language, to create and evaluate 

digital composite texts (p. 31, our translation)

The concept of digital judgement as described in the school curriculum is not 

mentioned under the subject of Norwegian in the Guidelines. The national 

guidelines give the Norwegian language subject primary responsibility for 

teaching the three basic skills of speaking, writing, and reading, but not digital 

skills. This is in itself interesting.

There are very few direct references to digital competence, which indicates a 

gap between the requirements laid by the curriculum and the Guidelines. 

While we see both tool and critical competence in the curriculum, we see only 

an indirect reference in refering to basic skills in general. While Norwegian in 

the curriculum takes a specific responsibility for digital skills, this is not the 

case with the Guidelines, where oral skills, written, and reading are the specific 

responsibilities of Norwegian. In learning outcomes, we see no evidence apart 

from the creation of composite texts and the ability to make use of different 

tools for teaching Norwegian. While the first is specific, the latter is more 

vague and does not require a high level of commitment. 
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Mathematics

In the general description of digital skills in the Mathematics curriculum 

(2006), the focus is on tool, critical, and learning competences, in terms of how 

digital tools can be used to support learning in mathematics:

Digital skills in mathematics involve using digital tools for learning 

through games, exploration, visualisation, and presentation. This also 

involves learning how to use and assess digital tools for calculations, prob-

lem solving, simulation, and modelling. Additionally, it means the ability 

to find information, and then analyse, process, and present data with appro-

priate tools and to evaluate sources, analyses, and results. Developing dig-

ital skills involves working with composite digital texts of increasing com-

plexity. As well, it means becoming more aware of the benefits that digital 

tools have for learning in the subject of mathematics. (NDET, 2013a, p. 5, 

our translation)

Critical competence is emphasised through the importance of finding, analys-

ing, and processing information and results, along with the critical evaluation 

of sources. The competence aims to follow up on several topics with a slight 

twist: the addition of ‘with and without digital tools’ (NDET, 2013a, pp. 7–9). 

This is interesting, as analogue and digital tools for mathematics are linked. 

Digital skills in the competence aims are visibly linked to learning mathemat-

ics, such as data collection and presentation, as well as drawing and exploring 

geometrical figures, co-ordinate systems, and maps, but there is no focus on 

aspects of digital judgement such as copyright and privacy, but only on critical 

evaluation of sources and results. Both tool and critical competences are 

strongly linked to Mathematics as a subject.

In the learning outcomes for Mathematics in the Guidelines, we found only 

two citations that refer to digital competence: 

– have knowledge about expressing themselves orally, read, expressing 

themselves in writing, and using digital tools in mathematics (p. 35, our 

translation)

– have insight into and experience using of various learning materials, both 

digital and others, and the possibilities and limitations of such teaching aids 

(p. 35, our translation)

The focus is on insight and experience in using digital tools and other teaching 

aids in the subject and knowing their potential and limitations. Compared to 

the competences presented in the curriculum, we see that tool, critical, and 

learning competences are directly linked to the Mathematics in the curriculum, 

but not in the Guidelines. The competence defined in the Guidelines is strongly 

tool-oriented, focusing on the use of tools, and with little or no focus on critical 

and learning competences. Furthermore, the focus is on the student teacher’s 

own basic skills, but there is no didactical dimension to learning competence. 
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Four of the basic skills in the curriculum are prioritised by a ‘home subject’ 

with which they are associated: mathematics covers numeracy skills, and Nor-

wegian speaking, reading, and writing skills. However, digital competence is 

neither prioritised in any of the subjects so far reviewed, nor does it have a 

‘home subject’ (Engen & Øgrim, 2009).

Social Science

The general description of digital skills in the social sciences offers a broader 

approach to digital competence. In the first part we see tool and critical com-

petences explicitly mentioned:

Digital skills in social studies means the ability to use digital resources to 

search for information, explore websites, critically assess sources, and 

select relevant information on topics in the subject. Digital skills also 

include using digital tools for presentation and collaboration to prepare, 

present, and publish multimedia products. Additionally, digital skills 

means the ability to communicate and collaborate digitally on social sci-

ence topics and to follow the rules and norms of online communication, 

including privacy and copyright laws. (NDET, 2013c, pp. 5–6, our transla-

tion)

The use of digital tools to support presentation and collaboration is mentioned 

specifically, and the rules and norms of online communication and privacy and 

copyright law are highlighted as important aspects of digital skills. Further-

more, in the competence aims, ‘netiquette’ and privacy and copyright law are 

dealt with from the fifth to the seventh years of school, as well as from the 

eighth to the tenth years. The social sciences also focus on the critical evalua-

tion of sources throughout middle and lower secondary school.The second part 

focuses explicitly on learning competence:

Developing digital skills in the social sciences involves learning to use dig-

ital tools and media to acquire academic knowledge, to express compe-

tence, and to reinforce academic information. Digital skills in the social sci-

ences are learned in a process that starts by using digital tools to find and 

create academic content. Also, digital skills include the ability to develop 

and use various search strategies, to make critical choices and to express 

academic reflection. (NDET, 2013c, pp. 5–6, our translation) 

Similar to the Norwegian curriculum, tool competence is strongly intertwined 

with learning competence. Social Science presents a comprehensive, holistic 

approach to digital competence. 

In the learning outcomes in the Guidelines for social sciences, the focus is on 

tool, critical, and learning competences from a didactical dimension:
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– can use sources and materials relevant to Social Science, developing 

pupils’ basic skills

– use and evaluate digital tools and sources for teaching, and help ensure that 

students can relate actively and critically to digital media. (Ministry of Edu-

cation, 2010a, p. 76, our translation)

It is clear that the subject has an explicit responsibility for evaluating 

sources.The other dimensions of digital judgement that are especially visible 

in the curriculum, copyright and privacy, are not mentioned here. However, 

while the learning outcomes correspond to a certain extent with the curricu-

lum, the learning outcomes are far less comprehensive and holistic. 

WEAK LINKS

The double role of teacher education means that the relationship between the 

curricula for teacher education and for schools is crucial. We conclude that 

there is an obvious disparity between the terms that the curriculum sets for the 

education of digitally competent pupils and those that the governing docu-

ments of teacher education set for the education of digitally competent teach-

ers. This disparity appears both in how digital competence is understood and 

in the degree of commitment to it. 

Our findings indicate that, firstly, digital competences fade from the White 

Paper to the Guidelines. The White Paper has a broad understanding of digital 

competences, including tool, critical, and learning competences. However, the 

Guidelines have a narrower tool focus, where critical and learning compe-

tences are more implicit and less visible and therefore less binding. 

Secondly, on a general basis, the curriculum is clear and takes a coherent, 

holistic approach to the use of digital tools and the development of digital 

skills, including digital judgement. The premises for digital competence in 

teacher education are less clear; they are somewhat fragmented and random.

Thirdly, similarities and disparities vary according to the subject. We see that 

there are disparities between the curriculum and the premises for digital com-

petence in teacher education with regards to which dimensions in digital com-

petence are underlined—tool, critical, and/or learning competences. For exam-

ple, the teacher education subjects reviewed in this paper specifically mention 

digital judgement only within the context of the social sciences,4 while these 

subjects’ counterparts in the curriculum explicitly address the topic. We see 

that, while learning competences are to a certain extent emphasised in the 

4. Digital judgement is addressed in religion, philosophy of life, and ethics; arts and crafts; and 

the critical evaluation of sources in the social sciences, religion and philosophy of life, and 

ethics.
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Guidelines, there are differences as to whether it is the didactical aspects that 

are highlighted or student learning.

To sum up, we see that digital competence in the curriculum does not corre-

spond with formal documents that form the premises for teacher education. 

Weak links between the curriculum and guidelines for teacher education imply 

that teacher education does not meet the needs of school. Furthermore, vague, 

non-binding guidelines give the responsibility for the development of local 

plans to promote teachers’ digital competence. Regional and local differences 

emerge between and within the different teacher education institutions, which 

again means that it is not ensured that all student teachers are digitally compe-

tent. Local study plans may include digital competence to a greater degree than 

the National Guidelines. Furthermore, practices in local teacher education may 

differ, and this study does not refer to practices but rather discusses premises 

that formal documents lay out for teacher education. Thus, the recent criti-

cisms aimed at teacher education (Tømte, Kårstein, & Olsen, 2013; Gud-

mundsdottir, Loftsgard, & Ottestad, 2014) appear to highlight an important 

issue. However, it is not simply a question of teacher education institutions 

failing to do their job. The problem is that formal premises for digital compe-

tence in teacher education have not been formulated. 
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