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Abstract: Technology proliferated in our daily lives, including in the educational system. To make good
use of it, it is so important that teachers have the best training in its use and possibilities. The main
objective of this study was to analyze the different methods of training for future primary school teachers
and assess the efficacy of the methods. We used SCOPUS, and Web of Science databases to carry out
this systematic review and we followed the PRISMA statement. Two authors independently conducted
the literature search, and then, they reached a consensus. A total of 13 relevant articles were selected to
be analyzed in detail. Our results showed that the training programs carried out improved the digital
competencies of students of primary education degrees. Moreover, they improved the knowledge of
theoretical content, improved linguistic competence and fostered cooperative work and creativity. In
conclusion, we encourage teachers, not only future teachers but also current teachers, to take these types
of training programs in order to improve their digital competency, which is a necessity in current society.
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1. Introduction

The invention of the telephone and the telegraph in the second half of the 19th century
could be considered the starting point of the technological revolution. Thenceforth, the
creation of the internet and its extension to the global population produced unstoppable
changes in the way we communicate, work, and learn.

This proliferation of information and communication technologies (ICT) in our daily
lives lead to a major interest in their application to education [1]. ICT can be defined as
technologies that facilitate several ways of communicating and supporting the production,
storage, and usage of information [2]. ICT includes mobile phones, laptops, web appli-
cations, digital games, computers, tablets, social media, and digital tools, among others.
Their use in education may be seen as a positive and potential tool. Easy access, portability,
or immediacy can be described as advantages of ICT [3]; however, the most important
ones in education are (a) the improvement in learning engagement, (b) support to learn
actively and collaboratively [4], and (c) fostering creativity, communication, and critical
thinking [5]. In fact, ICTs had a significant impact on the educational achievements of stu-
dents, since their use in education made it possible to access multiple learning resources [6]
and improve teaching materials, resulting in more attractive or interactive lessons [7]. In
addition, technologies in the classroom favor more individualized teaching and flexibility
and autonomy on the part of students [8].

It is necessary to explore the differences in the development of ICT because of several
factors. Accessibility can be considered the most important one. Data from the National
Institute of Statistics [9] show that 90% of families in the European Union and 96% of Spanish
families had internet access in 2021. These are good percentages. Nevertheless, strong
differences between areas exist. Rural areas are not in equal conditions in relation to the
number of resources and social, cultural, and educative activities [10]. Consequently, they do
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not have the same accessibility and availability of technological tools. In fact, a systematic
review of this topic found that there were persistent and growing differences between urban
and rural areas [11], even though rural people most need connectivity in order to foster their
inclusion [11]. Despite these disparities, Morales [12] affirmed that rural schools with internet
access used ICT more than urban schools because of teacher involvement.

Teachers are a strong factor in technological transformation; however, some of them are
resistant to digital innovation [13]. In this resistance, we can find two reasons: the innovation
poses potential changes from an accommodated status or the innovation conflicts with their
own beliefs [14]. Unfortunately, it is believed that teachers’ resistance will continue to exist in
the following decade [15]. It is due to the establishment of school identity and culture [16],
which are very related to system effectiveness [17]. School cultures accommodate teacher,
and so, any change is perceived as a challenge to the leadership’s entitlements [13]. With the
inclusion of technologies, teachers are required to implement and apply new ideas which
they are not be accustomed to. Moreover, they feel less motivated to change if they are
only receivers instead of contributors to it [18]. Hart and Laher [19] affirmed that teachers
accept changes if they have freedom and free expression. In this sense, teachers’ attitudes
significantly affect the success of the educational system [20].

Technological integration in education depends on not only the attitudes but also the
aptitudes of teachers [19]. We verified this during the lockdown because of COVID-19. The
schools were closed, and so, emergency remote teaching was established [21], provoking
several challenges for people involved in the educational system [22,23]. In this context,
distance learning was essential [24] because educational opportunities provided not only
learning opportunities but also affected mental and physical well-being [25]. In fact, many
teachers were forced to learn the use of different platforms in order to communicate
with students and families; for instance, Google Classroom, Zoom, e-mail, or Canvas,
among others [26]. Teachers may have been prepared to understand and use online and
blended-learning tools [27,28] because the successful use was determined by how the
teacher integrated ICT within the teaching and learning process [29]. It is necessary to
differentiate the concept of online education from distance education, since the first refers
to a synchronous process in which the teacher and students coincide in time [30], while
the second gives the student the opportunity to control the time, space, and pace of their
learning [31]. However, the teacher training in digital competence studied in this research
is mainly aimed at the integration of technology in face-to-face teaching, although the
educator must know how to adapt to non-face-to-face educational situations for reasons
such as COVID-19.

On the other hand, training, which at first glance seems the most logical thing in
our society, can be affected by cultural, social, and individual differences [32,33]. These
differences make teachers perceive technology in different ways, and the use of ICT is
strongly determined by their own thoughts. Actually, the results of Dele-Ajayi et al. showed
that the use of ICT inside the classroom was not among the worries of teachers [1]. To
sum up, teachers’ attitudes toward educational technologies are decisive in innovation
and technological change resistance [34]. This finding indicates that they prioritize other
tasks, initiatives, and activities over the use of ICT. For this reason, educators in training
must become digital learners who consider new technologies to be ideal tools to improve
teaching practice and student learning [35]. Thus, future teachers see their role modified
since they now become content facilitators, resource designers, researchers, or managers
of new learning communities [36]. Therefore, teaching digital competence must be one
of the basic competencies of teachers in the 21st century. This necessity for initial ICT
training can be based on the TPACK model (technological pedagogical content knowledge),
sustained in teacher training due to the interaction of the disciplinary, pedagogical, and
technological components [37]. This model, as an ICT training strategy, is an ideal means
for the training of future teachers and the inclusion of ICT in the teaching–learning process,
since the teachers in training acquire the necessary knowledge to include technologies in
their educational practice effectively [38].
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Teachers’ awareness is necessary of the need to train and update their technological
knowledge since they are and will continue to be part of our society. In this sense, Pariente
said that solution must be considered from the field of teacher training (initial and permanent
training) including six stages: training in the pedagogical use of ICT, skills in the use of
software and hardware, didactic training, the adaptation of materials, production of materials,
and evaluation [39]. Additionally, the five areas of digital competence that every teacher
must have, which are information and digital literacy, communication and collaboration,
content creation, security, and problem-solving, must be considered [40]. Thus, educators
must know how to identify and analyze information, interact in digital environments, create
their own content using digital resources, be able to adopt cybersecurity measures to protect
their information, make responsible use of technologies, and solve technical problems by
making creative use of technology.

In this sense, previous research investigated the level of digital skills of educators, and
they found that there were differences between the skills in different areas [41]. Teachers
were highly qualified in areas of communication and information [42], but they had diffi-
culties in content creation [43], security, and problem-solving [44,45]. Moreover, differences
between gender [46–48] and age [49,50] were found; men perceived themselves as more
competent than women and younger people had higher self-perceived digital skills than
the elder. In general, there was a mix of results, some of them said that future teachers per-
ceived their level of digital skills as beginner users [51] and others felt very competent [52].
The problem is that there is a mismatch between their technical and pedagogical skills [53],
and so, people who thought that they had good digital skills found it difficult to integrate
ICT into their lessons [52].

Compiling all these areas, some frameworks were created in order to establish stan-
dards for educators. For instance, we can find “a guide for teachers and other profession-
als” [54], “UNESCO’s ICT Competency Framework for Teachers” [55], and “the European
Digital Competence Framework for Educators” [56], among others.

For all the reasons mentioned before and considering that digital competence is a
key competence that people have to develop throughout their lives [57,58], we considered
it essential to carry out a systematic review of the training programs related to digital
competencies for future teachers of primary education in face-to-face lessons.

Objectives

The main objective of this study was to analyze the different methods of training
digital competencies for future primary school teachers and verify whether they work.

Specifying this aim, we present some research questions that will be answered in the
resulting epigraph.

RQ1: What is the distribution over time of studies selected that examine programs to
support the development of digital competence?

RQ2: What type of programs were used in the articles selected?
RQ3: Does training improve digital competencies?
RQ4: What other variables were studied?

2. Materials and Methods

In this article, a systematic review was carried out following the recommendations of
the Preferred Reporting Items for Systematic Review and Meta-Analyses 2020 (PRISMA) [59].
The study, materials, and data included in this article were not preregistered.

2.1. Literature Search

Literature Search was developed from November 2022 to January 2023, in order to
compile a list of relevant studies. The databases used were SCOPUS and WoS (Web of Science).
We searched for relevant articles about training digital competencies programs for future
primary school teachers, as we think they are important skills that teachers must develop.
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To achieve our goal, we used a specific search string in both databases. The terms
included were chosen by two researchers independently. The search string used was:
“teacher” AND (“primary school” OR “primary education” OR “elementary school” OR
“elementary education”) AND (“digital competence” OR “digital skills”). They were
selected to define the general lines of this research. We did not apply publication date
limitations with the aim of identifying the major number of suitable studies [60]. However,
language limits (Spanish and English) and type of scientific production (articles for scientific
journals) limits were set.

2.2. Selecion Process

Regarding the search string mentioned before, a total of 280 articles were identified.
They were imported to a Word file to identify duplicated studies. At first, the search was
run by title, abstract, and keywords. Two researchers chose relevant articles, which resulted
in 62 articles, independently. The following inclusion criteria were determined for the
selection of the articles:

• Regarding the language, English and Spanish studies were accepted;
• Regarding the type of scientific production, articles published in scientific specialized

journals were included;
• Regarding the type of research, experimental and quasi-experimental studies were

accepted;
• Regarding the sample, articles whose sample was future primary school teachers were

accepted. Most of them were students of the primary education degree;
• Regarding the objectives of the studies, articles whose objectives were related to digital

competencies were accepted;
• Regarding access, we accepted articles which we can access to in a complete way;
• Regarding the results shown, articles that studied the digital competencies of teachers

after an intervention program were accepted;
• Regarding the variables studied, articles that studied digital competencies were included.

Moreover, some exclusion criteria were adopted:

• Studies in languages other than English or Spanish were refused, even though their
abstracts were in Spanish or English;

• Studies in gray literature were excluded;
• Descriptive and analytical studies were refused such as systematic reviews;
• Studies with students in primary school and teachers of other educational stages’

samples were refused;
• Studies which we could not access completely were refused;
• Articles where digital competence was measured without intervention programs were

refused;
• Validation of questionnaires and analysis of the curricula of primary education degrees

were refused.

Finally, the two researchers assessed the articles chosen for eligibility by reading the
whole text. Applying the same criteria, 13 articles were included in our systematic review
at the end. Figure 1 shows the selection process.

2.3. Data Collection Process

A total of 13 studies were analyzed in detail to collect data. Two researchers com-
piled data in a table independently, and then, a third researcher validated the data. The
information compiled was the name of authors, publication date, objective(s), variable(s),
instrument(s), sample, country, intervention description, and results.
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3. Results

Firstly, we present the characteristics of the studies selected in Table 1.
In response to the first research question: What is the distribution over time of studies

selected that examine programs to support the development of digital competence?
A total of thirteen articles were analyzed in detail, nine of which corresponded to the

last five years, demonstrating the importance of digital competence in the teaching-learning
process and the need for future teachers to develop it to face the emerging challenges of
their profession. It is important to say that the research methodology did not impose a
year’s restriction. In addition, since 2019, there were more studies on programs to improve
the digital competence of teachers due to the need to successfully address the educational
changes caused by the COVID-19 pandemic. Figure 2 shows the evolution of the number
of articles published and selected.
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Table 1. Characteristics of the studies selected.

Authors Objectives Sample Country Variables Instruments

Martínez-Pérez et al., 2022 [61]

To develop a training proposal,
under the innovative

architecture of the T-MOOC, to
improve the level of Digital

Competence of teachers
in training

313 students of Primary
Education Degree
X = 20 years old

Spain

Digital competencies: selecting
digital resources; creating and
modifying digital resources;

managing, protecting, and sharing
digital resources; teaching; guiding;

collaborative learning;
self-directed learning.

− Digital Teaching Competence
Questionnaire
“DigCompeEdu”

− Content Questionnaire: Digital
Resources and Digital
Pedagogy

Ciriza-Mendívil et al., 2022 [62]

To evaluate the effectiveness of
a program based on the
TPACK model for the

development of DCE in the
field of social sciences by

integrating content,
pedagogical, and technological

knowledge in
cooperative settings

235 students of Primary
Education Degree

X = 19.4 years old (SD = 1.59)
Spain

Digital competencies for teaching
(content knowledge (CK);

pedagogical knowledge (PK); and
technological knowledge (TK))

− Pre- and post- questionnaire
with 13 items about knowledge
of ICT

Gómez-Gómez et al., 2022 [63]

To check whether the remote
emergency teaching-learning

process resulting from the
COVID-19 pandemic has led

to changes in the mood of
teachers and students

information

575 persons (487 students of
Primary Education Degree;

and 88 teachers)
Teachers 18–48 years old
Students 18–38 years old

Spain

− Demographic characteristics
− (internet connection and type of

devices)
− Academic and non-academic

factors before and during the
emergency remote modality

− Stress factor

− Ad hoc designed questionnaire
with 15 items

Domínguez-Lloria et al., 2021 [64]

To evaluate the effectiveness of
a digital application for the

development of competencies
of primary education

undergraduate students.

21 students of primary
education degree
X = 24 years old

Spain
− Teamwork skills
− Competence acquisition
− Student satisfaction
− Transversal competencies

− Teamwork Skills Questionnaire
− Ad hoc evaluation rubric to

evaluate competence
acquisition

− Ad hoc survey about student
satisfaction

− Individual field diary
− Observational register

Ortega et al., 2020 [65]

To evaluate the effectiveness of
an online training program

based on the effective
e-learning + model for the

development of digital
competencies of primary

education degree students.

109 students of primary
education degree Spain

− Digital competencies (navigation
and resolution of problems; legal
provision, copyrights, and
licenses; development and
creation of content; and
interaction and management of
digital identity)

− Questionnaire with 49 items
about digital competencies
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Table 1. Cont.

Authors Objectives Sample Country Variables Instruments

Pérez and Hernández-Sánchez,
2020 [66]

To evaluate the effectiveness of
an inter-university

specialization program about
digital competencies based on

the effective
e-learning methodology.

109 students of primary
education degree Spain

− Communicative competence
− Digital competence (information

access, communication, creation
of content, security, and
resolution of problems).

− Questionnaire with 49 items
about digital competencies

Gómez-Trigueros, 2019 [67]

To evaluate the effectiveness of
a program based on the
combination of outdoor

education and the use of GIT
to achieve

geospatial competencies

195 students Spain − Digital competencies
− Geospatial competencies − Pre- and post-questionnaire

Sáez-López et al., 2018 [68]

To analyze the attitudes and
practices related to interactive
videoconference (ICV) using
Skype through project-based

learning (PBL) and
collaborative learning in
educational settings to

evaluate the benefits of using
educational technology and
active methods in education.

71 people Spain
Digital competencies (teachers’

attitudes; and practices regarding
the use of ICT)

− Questionnaire for the
dimension attitudes and
practices by teachers

− Systematic observation for the
dimension PBL in learning
processes

Huertas, 2018 [69]

To evaluate the effectiveness of
a program of creation of

content for the development of
teaching digital competence.

36 students of primary
education degree Spain

− Cooperative learning
− Digital competence
− Creativity
− Motivation and engagement

− Unstructured interviews.

Gallego-Lema et al., 2016 [70]

To analyze how ubiquitous
technologies learning

impacted on the
teaching-learning process in

the primary education degree.

65 students of primary
education degree Spain

− Digital competence
− Educative perceptions of teachers

− Semi-structured observation
− Questionnaire
− Individual interviews face to

face.
− Grupal interviews face-to-face

(focus groups)
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Table 1. Cont.

Authors Objectives Sample Country Variables Instruments

Del Moral et al., 2016 [71]

To determine the level of
communicative, narrative, and
digital competencies acquired

by first-year primary
education degree students

through the design of
digital stories.

143 students of primary
education degree Spain

− Communicative competence
− Narrative competence
− Digital competence

− Rubric with 28 items to
evaluate acquired
competencies (12 items related
to communicative competence;
6 to narrative competence; and
10 to digital competence)

− 3 levels were established
(high = grade between 7 and 9;
medium = grade between 5 and
6; low = grade between 1 and 4)

Ortega-Tuleda et al., 2015 [72]

To develop basic digital skills
in university students that will

impact their professional
development while providing

a service to the community

193 students of primary
education degree Spain − Digital competence

− Media skills

− Questionnaire in which
students evaluated the degree
to which they believed they
had acquired the competencies
of the subject through
traditional practice (TP) versus
practice with serving learning
(SL) methodology

Villalustre and del Moral, 2014 [73]
To exercise skills to convey

messages and values through
hypertextual language

167 students of primary
education degree
18–33 years old

Spain
− Digital competence
− Narrative competence
− Creative competence
− Didactic competence

− Evaluation rubric to determine
the level of competence
acquired by students (low,
medium or high)
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Answering the second research question: What type of program has been used in the
articles selected?

We could not define a specific program because each article followed a different
one. However, some similarities can be seen (see Table 2). For instance, refs. [62,67] used
the TPACK model which includes technological, pedagogical, and content knowledge.
Refs. [65,66] used the same training program between them too. Unfortunately, this last
program was not described in the article. Lastly, we found some articles which used
methodological strategies such as project-based learning [71,73], having a similar final task
related to the creation of stories and service-learning.

Table 2. Description of the intervention programs.

Authors Intervention Description

Martínez-Pérez et al., 2022 [61]

Effectiveness of a didactic experience with T-MOOC
EG: the formative and innovative environment is created with T-MOOC through
the Moodle platform, in which e-activities are developed, such as the creation of
concept mapping, a blog, or learning communities.
There was no control group.

Ciriza-Mendívil et al., 2022 [62]

Effectiveness of a didactic proposal in a social sciences teaching course based on
the TPACK model.
EG: working with content and technology for the development of historical
thinking through structured collaborative work on problem-based learning.
There was no control group.
Duration: 4 sessions of two hours each in the social sciences subject in both
Spanish and English with students in the second year of primary grade.

Gómez-Gómez et al., 2022 [63]

Effectiveness of a university specialization program about digital competencies.
EG: The training program.
There was no control group.
Duration: 1 session before the lockdown and another one during the lockdown,
specifically at the end of the second quarter of the course.

Domínguez-Lloria et al., 2021 [64]

Effectiveness of a digital application called Miro.
EG:
1. Research and Fieldwork.
2. Brainstorming and Selection of Ideas.
3. Designing Creative Learning Resources.
4. Creation of Creative Learning Resources.
There was no control group.
Duration: 5 weeks.

Ortega et al., 2020 [65]

Effectiveness of an inter-university specialization program about digital
competencies.
EG: The training program.
CG: Nothing was provided

Pérez and Hernández-Sánchez, 2020 [66]

Effectiveness of an inter-university specialization program about digital
competencies.
EG: The training program.
There was no control group.



Educ. Sci. 2023, 13, 461 10 of 18

Table 2. Cont.

Authors Intervention Description

Gómez-Trigueros, 2019 [67]

Effectiveness of a didactic experience based on the TPACK model and
Outdoor Education.
EG:
1. Theoretical classroom sessions, in which they have presented and developed

the conceptual, procedural, and pedagogical contents of the geographical
subject from a didactic dimension.

2. Practices that have been proposed through the Outdoor Education strategy and
in which GIT has been used.

There was no control group.

Sáez-López et al., 2018 [68]

Effectiveness of a project called Adelie Penguins, Connecting Antarctica
EG:
− Use of the website penguinscience.com
− ICV to interview a researcher called Cape Royds through Skype.
− Group work on the Edmodo platform.
− Publishing a blog on the Blogger website.
There was no control group.
Duration: 3 months.

Huertas, 2018 [69]

Effectiveness of Plotagon, a digital tool for creating content.
EG:
1. Groups creation
2. Establishment of the conditions for the creation of animated videos.
3. Develop of animated videos.
4. Ideas exchanges.
5. Viewing and evaluating of the videos.
There was no control group.
Duration: two sessions of 1.5 h per session.

Gallego-Lema et al., 2016 [70]

Effectiveness of ubiquitous technologies learning.
EG:
1. Technological readiness.
2. ICT and ubiquitous learning at the University.
There was no control group.
Duration: 27 sessions, more than 54 h.

Del Moral et al., 2016 [71]

Effectiveness of a project based on the creation of digital stories.
EG: the creation of a digital animation micro-relay using the program
Xtranormal-3D Storytelling Online Movie Maker.
The students had to create 3D animations: scenery, actors, sound, and script.
There was no control group.
Duration: 6 sessions.

Ortega-Tuleda et al., 2015 [72]

Effectiveness of a teaching innovation project based on SL.
EG 1 and EG2: each group of students had to organize a project that responded to
the needs posed by the teachers at a school.
There was no control group.

Villalustre and del Moral, 2014 [73]

Effectiveness of a project based on the creation of digital storytelling.
EG:
1. To write the literary script in which values are promoted.
2. Design a storyboard.
3. To use a computer program for editing the scripts.
4. To create a digital narrative using the stop-emotion technique.
5. To add sound elements with Audacity software.
6. To elaborate a didactic guide on digital storytelling.
There was no control group.
Duration: 1 school year.

EG: Experimental Group; CG: Control Group; T-MOOC: Transfer Massive Open Online Course; TPACK: Techno-
logical Pedagogical Content Knowledge; GIT: Geographical Information Technologies; ICV: Interactive videocon-
ference; ICT: Information and Communication Technologies.

Regarding the third question: Does training improve digital competencies? Table 3
shows the impact of training on digital competencies.

penguinscience.com
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Table 3. Results about digital competencies.

Authors Results

Martínez-Pérez et al., 2022 [61]

There were improvements in:

− Using different internet sites and searching strategies to find and select a
wide range of digital resources (AVG = 1.96; SD = 0.924).

− Creating their own digital resources (AVG = 2.05; SD = 0.961).
− Securely protecting sensitive content (AVR = 2.38; SD = 1.031).
− Considering the use of digital resources as an opportunity to implement

innovative pedagogical strategies in your teaching practice (AVG = 2.67;
SD = 1.122).

− Considering the supervision of your future students’ activities and
interaction with ICT (AVG = 3.15; SD = 0.937).

Ciriza-Mendívil et al., 2022 [62]

− The students’ responses to the pre-test evidenced a generic knowledge of ICT.
However, the post-test responses showed a positive trend, as students
identified possible ICT resources to be used in the teaching of history in
primary education.

− Confusion between ICT resources and ICT equipment made by the students
was observed.

− ICT-related knowledge (technological knowledge; technological content
knowledge; and technological pedagogical knowledge) improved after the
implementation of the program.

Gómez-Gómez et al., 2022 [63] − Increased perceptions of teachers (18.2%) and students (12.1%) on the
improvement of their digital competence.

Domínguez-Lloria et al., 2021 [64]

− There was an improvement in the mastery of the competencies (adaptability,
coordination, decisions, leadership, and communication) between pre- and
post-test but the difference was not significant.

− Students perceived that they improved their digital competencies. Moreover,
they realized that technological knowledge is essential.

− Students felt that there was a lack of knowledge about using ICT before the
intervention program.

Ortega et al., 2020 [65]

− At the post-test, there were significant differences in levels of digital
competence (p < 0.05).

− There were significant differences in navigation, legal provision, copyrights
and licenses, and interaction and management of digital identity between
groups in favor of EG (p < 0.05). In the case of the development and creation
of content, there were significant differences in the creation of videos
(p = 0.02) and the use of digital edition programs (p = 0.005), but there were
not significant differences in the websites management or the creation of
audio (p > 0.05).

Pérez and Hernández-Sánchez, 2020 [66]

− Scores were better in the post-test than the pre-test in all the items of the
following variables: navigation, development, and creation of content. Most
of the items in interaction and management of digital identity had better
results in the post-test.

Gómez-Trigueros, 2019 [67]

− There was an improvement in digital competence and technological
pedagogical knowledge after the intervention.

− There was progressive training of participants in technological resources
throughout the intervention.

Sáez-López et al., 2018 [68]
− 75.7% of teachers agree that students of primary education degrees improve

their digital competence by working with ICV and PBL, because it is
attractive and motivating.



Educ. Sci. 2023, 13, 461 12 of 18

Table 3. Cont.

Authors Results

Huertas, 2018 [69]
− Participants rated the intervention very positively. They affirmed that it

allowed them to improve their linguistic competence in the English language,
creativity, and digital competencies.

Gallego-Lema et al., 2016 [70] − Students acquired a digital competence highly satisfactory. They developed
their abilities to be autonomous in the process of creating content.

Del Moral et al., 2016 [71] − 78.7% of students achieved a high level of digital competence.

Ortega-Tuleda et al., 2015 [72] − The acquisition of digital competencies was higher in SL than in TP.

Villalustre and del Moral, 2014 [73] − 57% of future teachers achieved a high level of digital competence after the
intervention program.

AVG: average; SD: Typical deviation; ICV: Interactive videoconference; ICT: Information and Communication
Technologies; PBL: Project Based Learning; SL: service-learning; TP: traditional practice.

The results of this study showed that further training in educational technology is re-
quired for the acquisition of key competencies by teachers [61]. Prior to the implementation
of the programs, the students of primary education degrees had generic knowledge about
ICT [62], and even they felt that there was a lack of knowledge about the use of ICT [64].
However, the students’ results after taking part in the programs showed an improvement in
the mastery of digital competence [63,67,70,71,73], including the development of technological
knowledge (TK), technological content knowledge (TCK), and technological pedagogical
knowledge (TPK) [62]. Additionally, we observed progressive training of students in tech-
nological resources [67]. Moreover, they were aware that knowledge about educational
technological tools was essential for their future teaching practice [64].

Martínez-Pérez et al. [61] affirmed that students acquired strategies for searching the
Internet, strategies to safely protect sensitive content, and skills to create their own digital
resources. These skills can be used in the teaching of history in primary education, or any
other subject [62]. According to Ortega et al. [65], there were improvements in navigation,
interaction, and digital identity management skills. They also learned to develop and create
content and to use digital-editing programs, but between the pre-test and post-test, there
were no significant differences in the management of websites or the creation of audio.

Finally, in response to the fourth research question: What other variables were studied?
The most studied variables in the analyzed articles, after digital competence, were

linguistic competence [66,69,71,73] and creativity [61,69,71,73], in four of thirteen articles
each. They were followed closely by problem-solving skills [65,66,72] and cooperative
work [61,64,68]. The other variables studied can be seen in Table 4.

Table 4. Variables studied apart from digital competence.

Variable Frequency

Cooperative work/collaboration group 3
Creativity 4

Intercultural skills 1

Learning theoretical content 2

Critical think 1

Independent work skills 2

Problem-solving skills 3

Skills (work, personal, intellectual, and emotional skills) 1
Linguistic competence 4
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4. Discussion

This systematic review provided an analysis of the effects of programs aimed at
improving the digital competence of future primary education teachers. Throughout this
research, we found several types of programs that made use of active methodologies to
develop and improve teachers’ digital competencies.

A result that we want to emphasize is the increase in the number of articles found
since 2019 up to now. The main cause of this finding could be the role of the COVID-19
lockdown. In fact, the studies selected for this article showed that the development of
digital competence in teaching was a growing need since the context of the COVID-19
pandemic. Moreover, forced digitalization was one of the most impacting modifications
during the lockdown.

On the one hand, we can highlight how teachers and students acted in this situation and
what problems they faced during the distance education in lockdown. Saifullah et al. [74]
affirmed that the provision of support to both teachers and students was an essential decision
for a successful transition from face-to-face to emergency distance learning. However, they
had to cope with an increase in workload [75], low mood [76,77], or stress [78,79]. Moreover,
motivation decreased, they had worse attitudes toward the online modality, and they were
dissatisfied with the development of online lessons [80]. The reason for these feelings was
COVID-19, which forced teachers and students to transition to an emergency educational
system in a very short time, affecting their personal and pedagogical objectives [81].

On the other hand, although insufficient digital competence among future teachers
existed before COVID-19, and it was limited to the manipulative use of ICT [82–84], the
issue of educational innovation became urgent after the lockdown because of COVID-19.
Nevertheless, the implementation of ICT in the educative system cannot be considered
an innovation in itself, since innovation is not only educating teachers to use digital tools
but also acquiring several competencies that allow them to strengthen learning [85]. In
view of this, Cabero-Almenara and Palacios-Rodríguez [86] defended the need to rethink
other ways of training for future teachers, so as to acquire competencies with which they
have to face the current demands of society, such as the virtual teaching modality. In this
sense, in order to train future teachers as digitally competent individuals, an extensive
intervention program is important [87], as our results show. Training programs are a good
option during education degrees, as the results of this systematic review endorse, but what
is more important is permanent training [39]. All the articles found had the same sample:
future teachers. What happened with teachers in service? They also have to learn how to
use ICT properly.

In addition, Papanikolaou et al. [88] affirmed that the acquisition of digital compe-
tencies by teachers in training is essential to ensure the use of new technologies in their
professional practice and to enrich the teaching–learning process. This statement confirms
that we need training for educators in general, and for pre-service and in-service teachers.

In this sense, our results showed that the TPACK model had good results in the training
of digital skills since they increased several knowledge that favored the development of
teachers’ digital competencies [62,67]. These are in line with other authors who affirmed
that the knowledge types and their integration increased when they used this model [89–91].
We can say that they will become “digital experts”. It is true that, nowadays, pre-service
teachers use ICT in their daily life and are known as “digital natives”, which makes
them have positive results in technological knowledge [92,93]; however, their pedagogical
knowledge is not as advanced. Moreover, García- Valcárcel and Martín del Pozo [94]
affirmed that the lack of content knowledge had a negative impact on the teaching–learning
process and on the digital competence of future teachers. These are the reasons why the
educational process must include proposals applied to specific didactic, technological, and
content problems [95]. So, we propose to develop an integrated intervention program.

Furthermore, project-based learning and service learning were used in some of the
articles selected [71–73] and obtained good results. On the one hand, in service learning
(SL), students learn, and, at the same time, they transform the world around them [96].
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Students develop social competencies while they are involved in their learning process [97].
On the other hand, project-based learning (PBL) fosters motivation for knowledge search
and production [98]. Students must obtain a final product through several tasks they
resolve [99]. Both strategies are increasing in popularity in the education system from
preschool to university. Our results show that they improved the technological knowledge
and digital skills of future teachers; furthermore, SL makes students face learning difficulties
and overcome them and make students foster their own reliance [100] and PBL fosters
critical thinking and creativity [101], and so, they are very important aspects for teachers in
the technological environment.

5. Conclusions

The integration of new technologies in education depends mainly on the attitudes and
aptitudes of teachers. Therefore, future teachers must be trained as digitally competent
individuals in order to eliminate the barrier to digital tools in education. Teachers are a key
element in technological transformation since their attitude towards educational technologies
is a determining factor in responding to educational innovation and technological advances in
today’s society. However, the level of digital skills is very low among teachers; they consider
themselves to have some knowledge about ICT but they do not know how to use it properly.
Even those who believe they have good digital skills showed difficulties in integrating ICT
into their practical classes. This is due to the fact that most intervention programs aimed at
teacher training in digital competence are usually limited to instrumental issues. The use of
technology is then discussed in more classical aspects of the teacher profile, such as being an
expert in technological content, but the implementation of innovative pedagogical practices
that consolidate the use of ICT in the classroom is ignored.

Thus, digital literacy, as a process of acquiring competencies to understand and manage
technologies, must be present in the university training of teachers. The main objective of
this study was to analyze the effect of different programs on the development of the digital
competence of teachers, with the purpose of determining whether or not they improve it. We
only found articles where training programs were developed for future teachers, and so, we
extend our offer to people who create intervention programs for educators to foster teachers
who are working at schools at this moment undertaking a digital training course. There is
no specific intervention program that everyone uses, each researcher carried out a different
one and all of them produced good results. The TPACK model was one of the most used
in the studies selected. It includes all the things that teachers have to know: technological,
pedagogical, and content knowledge. This training strategy will make teachers use ICT in their
educational practice effectively. Moreover, it could be included in every single intervention
program as content to teach. Nevertheless, as mentioned before, all the studies showed an
improvement in the digital skills of future teachers after an intervention program. Not only
the generic knowledge about ICT but also the five areas of digital competence evaluated in
some European and Spanish frameworks are fostered. Some studies showed improvements
in the following specific areas: information and navigation, communication and collaboration,
content creation, security, and problem-solving. They represent the digital competence that
every citizen must obtain in the technological environment we live.

Finally, this systematic review could have important educational implications, espe-
cially after the situation experienced in the COVID-19 pandemic, in which technologies
played a fundamental role and were the only possible way to respond to the teaching-
learning process, based on distance education. Some programs exist and have good results,
now it is time to identify the weak points and resolve them.

6. Limitations

A systematic review is a proven method in social science research. Moreover, we
followed the PRISMA methodology, which is a great method in social science research
because of its transparency and openness to suggestions and comments.
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Nevertheless, some limitations can be found, like in any research method. This study
focused only on articles published in scientific journals, without considering other research
such as gray literature. This was due to the scientific rigor that specialized journals follow
during the publication stage; for instance, the peer review. Language limitation is added.
In addition, it is important to say that every single article selected was carried out in Spain,
which could be another limitation, taking into account that these projects were developed
in the same environment.

On the contrary, the strength of this review was that it brought together a collection
of studies that showed the effectiveness of different training programs during the degree,
studying digital competencies.
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