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Abstract
The purpose of the current study is to determine teacher educators’ level of general subject matter competency
perception and to investigate whether this level varies depending on different variables. In the collection of the data
of the study employing the survey model, a single dimension and 106-item “scale of teacher educators’ general
subject matter competency perceptions” was used. The scale was prepared in the online environment and sent to
8200 faculty members working in education faculties all over Turkey by e-mail. A total of 789 teacher educators
responded to the scale. It was found that the teacher educators generally consider themselves highly competent in
terms of general subject matter competences. The area with the lowest competence perception level was found to
be foreign language. The teacher educators’ general subject matter competence perceptions were found to be not
varying significantly depending on their gender, type of the university where they are working (state/foundation),
academic title, discipline (educational sciences/subject area education) and teaching experience. In light of these
findings, it can be argued that these competences should be considered in the recruitment of teacher educators in
education faculties.
Keywords: teacher educators, teacher educators’ general subject matter competences, competence, teacher
training, education faculty
1. Introduction
1.1 Problem Statement
As a natural result of the rapid advancement of science and technology, global changes affect all areas of human
life. Therefore, human resources should be used efficiently. In order to respond to the demands of global change,
original education programs and qualified education processes are needed (Jusuf, 2005). Qualified education
processes require qualified teachers and qualified teachers educators are needed for qualified teachers (Goodwin et
al., 2014). In this connection, it is necessary to define who the teacher educators are.
Teacher educators are people who train teachers. Such a definition is a very general statement in terms of
determining competences for teacher educators. Thus, this general statement should be more specified (Fisher et
al., 2008) because teacher educators do not have a uni-dimensional identity. In this regard, teacher educators can be
classified as follows (Fisher et al., 2008):
•

People who provide instructional services and conduct research in higher education.

•

People who provide teaching at school and monitor pre-service teachers’ school experience.

•

People who plan advanced professional activities for school administrators or teachers and conduct
instructional activities.

•

People who design, implement and evaluate professional works for teachers in other institutions (e.g. staff in
the Ministry of Education, professional association managers).

The standards and competency requirements for teacher educators are generally determined by the central
authorities of countries (e.g. national advisory committee, accreditation commissions, ministry) and university and
school staff working with them (Caena, 2012). Those who have the competences that teacher educators should
have can take part in the development of teacher training programs (Association of Teacher Educators, 2003;
76

ies.ccsenet.org

International Education Studies

Vol. 14, No. 2; 2021

Koster & Dengerink, 2008).
The countries that come to the fore in the studies carried out abroad regarding the general subject matter
competences of teacher educators are the United States and the Netherlands. Some EU countries have developed
standards regarding the competences of teacher educators, while others are still in the process of developing. One
of the countries having teacher educator standards is the United States. As stated by Fisher et al. (2008), “Teacher
Educator Standards” prepared by the Association of Teacher Educators (ATE), which includes members from
many states in the United States at the Winter Conference Standards Clinic, consist of nine items: 1-Teaching,
2-Cultural Competence, 3-Academic Work, 4-Professional Development, 5-Curriculum Development,
6-Cooperation, 7-Community Support, 8-Teacher Education Profession, 9-Vision-related standards. In the
Netherlands, another country that comes to the fore in this regard, a professional standard model was prepared by
“the Dutch Teacher Educators Association” (Vereniging van Lerarenopleiders Nederland-VELON). In the model,
the main basic principles and competence areas of the profession are kept separate. While the basic principles are
at the centre of the model, there are competences grouped in four main competence areas around the principles.
These are:
•

Pedagogy of education.

•

Professional learning.

•

Organization and management.

•

Developmental dimensions.

As can be seen, competences required from teacher educators vary from country to country. As stated in the study
by Melief et al. (2012), the competences prepared for teacher educators in the Netherlands are used for the entry of
teacher educators into the profession. In addition, the MOFET Institute, established as an inter-university board in
Israel for the development and research of teacher education programs, uses ATE standards in the USA (Mofet
Institute, 2016).
Another remarkable dimension about teacher educators abroad is the research carried out to determine the identity
development, professional development needs of teacher educators and the problems related to the instructional
and educational policies they face. In this research, it has been revealed that teacher educators regard research as
important for them, and that the majority (83%) could do their academic research. The difficulties encountered by
teacher educators such as difficulty in attaining researcher identity, indecision regarding self-academic identity,
and failure to establish academic reliability has also been investigated. It has been revealed that they need to
develop themselves in terms of acquiring new technology related skills and being a role model for pre-service
teachers. At the same time, it has been emphasized that they need to be able to motivate pre-service teachers and
provide them with creative learning environments (Czerniawski et al., 2015; Izadinia, 2014; Martinez, 2008;
Tillema & Kremer-Hayon, 2005; Williams, 2014).
In this connection, some attempts have been made by the Ministry of National Education (2008) in Turkey to
determine teacher competences. However, there is no research in Turkey directed to the determination of teacher
educators’ perceptions of their general subject matter competences. In higher education; on the other hand, there is
some research conducted on special content competences (educational technology, scientific research etc.) of
teacher educators in education faculties. In this research, teacher educators’ perceptions of competences were
found to be high in general (Andrew, 2007; Drent & Meelissen, 2008, Holme et al., 2016; Murat et al., 2006;
Krumsvik, 2014; Özüdoğru & Çakır, 2014; Timmerman, 2009; Tümkaya & Hurioğlu, 2013; Uysal, 2013).
As there is no study investigating teacher educators’ perceptions of competences in Turkey, based on studies
abroad, it can be said that the most important factor in teacher training is the teaching staff. In this connection, the
current study is believed to make some important contributions to the determination of general subject matter
competences of teacher educators in Turkey and to the quality training of teacher educators.
1.2 Purpose of the Study
The purpose of the current study is to determine the general subject matter competences of teacher educators in
Turkey and their level of perceptions of the extent to which they have these competences.
To this end, answers to the following questions were sought:
•

What are the general subject matter competences of teacher educators according to opinions of experts on
teacher training?

•

What are the opinions of teacher educators working in institutions where teacher are trained about “the
general subject matter competences of teacher educators” determined on the basis of expert opinions?
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•

What is the extent to which the teacher educators perceive themselves as competent in “the general subject
matter competences of teacher educators” determined on the basis of expert opinions?

•

Do the teacher educators’ competence perceptions vary significantly depending on

a) The discipline in which they are working,
b) Type of the faculty graduated,
c) Type of the university where they are working,
d) Number of years spent in the profession,
e) Academic title,
f) Their state of whether having experienced the profession of teaching as a teacher?
2. Method
2.1 Research Model
The current study was designed on the basis of the survey model. The survey model is a research model aiming to
reveal a state as it is (Karasar, 2007) and is widely used in social sciences (Tanrıöğen, 2009). Thus, in the current
study it was used to describe the current state of the teacher educators’ general subject matter competences.
2.2 Population and Sample
The population of the study consists of all the teacher educators working in the education faculties of the
universities in Turkey. Swennen et al. (2010) investigated many studies and concluded that teacher educators are in
fact defined as instructors in higher education. Thus, about a total of 8200 faculty members working in all the
education faculties in the period when the scale was administered make up the population of the current study. The
scale was delivered to all the teacher educators in the population by e-mail to be filled in the electronic
environment.
In line with the first research problem, a scale was developed to measure teacher educators’ perceptions of general
subject matter competences on the basis of the opinions taken from four expert teacher educators, a literature
review conducted and the opinions of 15 teacher educators from 3 different universities (Ankara, Gazi, Hacettepe
universities).
In line with the second research question, the scale items were submitted to the review of seven experts and they
gave their opinions about the suitability of items for being items of competences, their scope and content. Then the
pilot study of the items was conducted by sending the draft scale to 212 teacher educators both in its pen and paper
format and online format and then on the data collected from this pilot study, reliability analysis and exploratory
factor analysis were conducted.
In line with the third and fourth research problems, the simple random sampling method was used to determine the
sample and at the end of about a one-month period, a total of 789 faculty members were found to have filled in the
online scale. This number was found to be sufficient with a 95% probability and +4% “tolerable error” ratio
(Yazıcıoğlu & Erdoğan, 2004). The demographic features of the faculty members having completed the scale are
given below.
2.3 Data Collection and Analysis
In order to determine the extent to which teacher educators working in education faculties in Turkey perceive
themselves as competent in training teachers, a scale developed by the researchers was used. First, the opinions of
four experts in the field of teacher training having taken part in commissions established to determine teacher
competences or having conducted research on teacher educators were sought to develop the scale. Then a literature
review was conducted and the opinions of 15 teacher educators from three different universities (Ankara, Gazi,
Hacettepe universities) were taken and as a result, the scale items were formed to measure teacher educators’
perceptions of subject matter competences. Then, the scale items designed in the form of a five-point Likert scale
were submitted to the review of a total of seven teacher educators to decide which items should be kept in the scale.
In order to determine the construct validity of the scale, the scale was first administered to 212 teacher educators
and Kaiser-Meyer-Olkin (KMO) test was conducted to determine the suitability of the data set obtained from these
teacher educators for factor analysis. The Kaiser-Meyer-Olkin value was found to be .891 and Barlett test value
was found to be p = .000. Thus, it was concluded that the data set is suitable for factor analysis.
As a result of the factor analysis, the scale was found to have a uni-dimensional structure. According to the results
of the analysis conducted on the whole scale items, the factor loadings were found to be varying between 0.795 and
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0.363. The Cronbach Alpha reliability coefficient of the scale was found to be 0.986; thus, it was concluded that
the scale is reliable.
The scale whose final form was given after the validity and reliability studies consists of 106 items designed in the
form of a five-point Likert scale (Highly Competent, Competent, Partially Competent/Partially Incompetent, Need
to be Developed, Highly Need to be Developed) was administered to 789 teacher educators and thus data were
collected.
The data collection process followed is summarized in Table 1.
Table 1. Characteristics of the data collected in the study
Source of

Sub-purpose

Sort of Data

1st

Teacher educators’ general subject matter

Teacher

Qualitative

sub-purpose

competences

Educators

data

2nd

Teacher educators’ general subject matter

Teacher

Quantitative

sub-purpose

competences

Educators

data

3rd

Teacher educators’ perceptions of general subject

Teacher

Quantitative

sub-purpose

matter competences

Educators

data

4th
sub-purpose

Data

Whether teacher educators’ perceptions of general
subject matter competences vary significantly
depending on variables

Type of Data

n

Data Analysis
Descriptive analysis,

4-15
7-212

content validity
Content validity,
exploratory factor analysis
Percentage, frequency,

789

Kolmogrov Smirnov,
Median

Teacher

Quantitative

Educators

data

Kolmogrov Smirnov, Mann
789

Whitney U, Kruskall Wallis
H

In addition, for the interpretation of the findings obtained as a result of the analysis of the data obtained from the
scale of teacher educators’ perceptions of general subject matter competences, the interval coefficient of 4/5 = 0.80
was determined and thus the intervals were set. The intervals taken into consideration in the evaluations are shown
in Table 2 (Büyüköztürk et al., 2011).
Table 2. Evaluation criteria of the scale of teacher educators’ perceptions of general subject matter competences
Response Options

Score

Score Interval

Scale Evaluation

Highly need to be developed

1

1.00 - 1.80

Very low perception of competence

Need to be developed

2

1.81 - 2.60

Low perception of competence

Partially competent/partially incompetent

3

2.61 - 3.40

Medium perception of competence

Competent

4

3.41 - 4.20

High perception of competence

Highly competent

5

4.21 - 5.00

Very high perception of competence

3. Findings and Interpretations
3.1 Findings Related to the Teacher Educators’ Perceptions of General Subject Matter Competences
With the administration of the “Scale of teacher educators’ perceptions of subject matter competences” to 789
teacher educators working in education faculties, it was attempted to determine how they perceive their own
competences. The obtained findings are shown in Table 3.
Table 3. Teacher educators’ perceptions of general subject matter competences (n = 789)
Kolmogorov Smirnov test

Competence Items
ALL THE ITEMS GENERAL (106 ITEMS)

K-S

p

0.070

0.000*

Median
4.11

*p<0.05 significant.
As can be seen in Table 3, the normality of the distribution of the whole scale was tested with Kolmogorov
Smirnov test (Taşpınar, 2017) and it was found that the distribution is normal (K-S=0,070; p<0.05). Therefore,
interpretations were made on the basis of the median values for the level of perception of each item. Thus, it was
79

ies.ccsenet.org

International Education Studies

Vol. 14, No. 2; 2021

determined that the teacher educators’ perceptions of general subject matter competences are high (M=4.11). Even
in the competences with the lowest median values, the teacher educators found themselves competent at the
medium level. When the items are evaluated in general, the remarkable findings can be summarized as follows.
The items in which the teacher educators’ perceptions of general subject matter competences were found to be at
the highest level (M=5.00) are; “Being sensitive to people, society and environment” “Establishing empathy”
“Having the determination for self-development”, “Being able to adapt to change to the degree which allows
contribution to self-development”, “Having self-confidence” “Caring about values education”. It can be said that
the teacher educators find themselves more competent in the items covering affective and personal characteristics.
The only item in which the teacher educators’ perceptions of general subject matter competences are the lowest;
that is, in which they see themselves partially competent/partially incompetent is “Establishing effective
communication in a foreign language” (M=3). Thus, the area in which the teacher educators feel themselves the
least competent is foreign language.
When the content of the uni-dimensional scale of competences developed in the current study is examined, on the
basis of the qualitative evaluation of three experts, the items in the scale are grouped under the following
sub-headings: scientific research, interdisciplinary research, specialized subject area knowledge, general culture
knowledge, educational technologies, learning-teaching process, guidance, measurement and evaluation, personal
features and values, professional development, foreign language, teacher training). As this grouping was
qualitatively performed, no classification was performed on the basis of the quantitative data. Thus, below are
given the findings and interpretations in relation to these sub-headings.
3.1.1 Scientific Research
The teacher educators’ perceptions of the items related to scientific research in the scale of general subject matter
competences were found to be M=4 for all the related items. In this regard, when the median values obtained by the
teacher educators for the following items: “using multiple perspectives in their research on teacher training”,
“conducting research by using different methods to improve the learning-teaching process”, “conducting research
on the issue of developing teaching methods, techniques and strategies” are taken into consideration, it can be said
that they feel competent in terms of conducting scientific research.
3.1.2 Interdisciplinary Research
The teacher educators’ perceptions of the competence items related to establishing connections with different
disciplines such as “relating the discipline-specific knowledge to the knowledge in different disciplines”,
“cooperating with colleagues from their own discipline or from other disciplines”, “conducting academic works
together with academicians from different disciplines”, “continuously following interdisciplinary developments
related to their own discipline” are high (M=5.00). Thus, it can be said that the teacher educators feel highly
competent in terms of conducting inter-disciplinary research and cooperating for information transfer
3.1.3 Specialized Subject Area Knowledge
While the teacher educators feel highly competent in the items related to knowledge and skill dimensions such as
“having knowledge and skills about the concepts”, “principles and theories related to their own subject area”,
“analyzing the problems concerning the teaching of subject area”, “producing new ideas about the teaching of their
own subject area”, “reflecting theories of their own subject area into their practice”, they also perceive themselves
highly competent in the item having emotional aspects “being aware of the values of their own subject area”
(M=5.00).
3.1.4 General Culture Knowledge
The teacher educators feel highly competent in the items related to knowledge required for their subject area such
as “having philosophical knowledge about their own subject area”, “having science history knowledge about their
own subject area”, “having social sciences knowledge necessary for their own subject area”, “having technological
knowledge necessary for their own subject area”, “having critical pedagogy knowledge” (M=4.00). In this regard,
it can be said that the teacher educators see themselves competent in relation to knowledge of basic sciences
required for the effective teaching of their subject area.
3.1.5 Educational Technologies
The teacher educators feel highly competent in the items related to educational technologies such as “using
technology-assisted (smart boards, web 2.0, software programs) learning environments to meet different needs of
pre-service teachers”, “making use of information and communication technologies to share information”,
“evaluating resources in technological environments (data bases, online sources etc.) in terms of accuracy and
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suitability”, “supporting participating in distance learning environments” (M=5.00). The teacher educators see
themselves competent in “using technology-assisted learning environments” and “using technology to share
information” (M=4.00).
3.1.6 Learning-Teaching Process
The teacher educators feel highly competent in the items related to the learning-teaching process such as
“developing instructional designs”, “preparing program designs” (M=5.00). In addition, they see themselves
competent in participating in relevant program evaluation studies though not as competent as in preparing
programs. This might be because the teacher educators view program evaluation as an activity requiring more
competence.
The teacher educators see themselves highly competent in “developing instructional designs to support teaching in
their subject area”, “developing instructional and program designs” and “organizing activities in line with the
course objectives”. They also see themselves competent in terms of “contributing to the works done to develop
program and instructional designs” and “evaluating programs related to their own subject area”.
The teacher educators also feel highly competent in “planning, implementing and evaluating instructional methods
and techniques” (M=5.00). In addition, they see themselves competent in “designing creative learning
environments in their own subject area”, “using different feedback strategies in compliance with course
objectives”, and “contributing to pre-service teachers’ higher order thinking skills”.
Another important element in the learning-teaching process is classroom management. The teacher educators see
themselves highly competent in terms of “having classroom management skills”.
3.1.7 Guidance
The teacher educators see themselves highly competent in “providing pre-service teachers with opportunities to
express themselves”, “interacting with pre-service teachers with different levels of development and learning”,
“creating environments for pre-service teachers to recognize their strengths and weaknesses and develop their
weak sides”, “adjusting learning strategies in a suitable manner” (M=5.00). Parallel to these perceptions, the
teacher educators also perceive themselves competent in “providing learning opportunities for pre-service teachers
having special needs in compliance with course objectives” (M=4.00).
3.1.8 Measurement and Evaluation
The teacher educators perceive themselves highly competent in “preparing different types of exam questions in
line with course objectives” and “scoring student responses in objectives ways” (M=5.00). On the other hand, they
see themselves competent in “applying the measurement complying with course objectives” and “analyzing the
results of the exam in such a way as to support the accomplishment of course objectives” (M=4.00).
The teacher educators also feel highly competent in “analyzing the effects of program, instruction and materials”,
“developing strategies to increase the efficiency in teaching on the basis of the results obtained from the evaluation
of the instruction” and “periodically revising the process of measurement and evaluation to improve the quality of
instruction” (M=4.00).
3.1.9 Personal Characteristics and Values
The teacher educators perceive themselves highly competent in the items related to personality characteristics and
values such as “struggling against injustice”, “protecting others’ rights”, “having the determination for
self-development”, “using communication skills”, “establishing empathy”, “being sensitive towards people,
society and environment”, “adapting to change enough to contribute to self-development” and “having
self-confidence” (M=5.00). The teacher educators see themselves competent in “applying leadership processes
that can improve their personal leadership characteristics” (M=4.00).
The teacher educators perceive themselves highly competent in relation to tasks related to interpersonal
relationships and communication skills such as “being a role model”, “managing individual differences” and
“developing democratic ideals”, “exhibiting knowledge and skills that can be role model to pre-service teachers”,
and “acting in compliance with the rules of ethics” (M=5.00). Similarly, they see themselves highly competent in
“guiding pre-service teachers in terms of complying with the rules of ethics”.
3.1.10 Professional Development
The teacher educators see themselves highly competent in “monitoring the reflections of social development in
relation to their profession development on school and education”. At the same time, they feel competent in terms
of “being a role model to pre-service teachers by following contemporary scientific advancements in the
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learning-teaching process” (M=4.00).
3.1.11 Foreign Language
The teacher educators find themselves partially competent in “establishing effective oral communication in a
foreign language” (M=3.00). The lowest perception of competence was found for this item. They feel more
competent in “establishing written communication” when compared to oral communication (M=4.00).
3.1.12 Teacher Training
The teacher educators stated that they are competent in items related to the task of teacher training such as
“perceiving themselves as a good teacher”, “developing suggestions for improving teacher training” and”
integrating up-to-date scientific developments in their area of specialty into teacher training programs” (M=4,00).
They perceive themselves highly competent in “having a good vision of teacher training” (M=5.00).
The teacher educators see themselves highly competent in “valuing the ideas and products of pre-service teachers”
(M=5.00). In addition, they see themselves competent in “using learning strategies in their own subject area” and
“imparting them to pre-service teachers”, “helping them relate their prior knowledge to the organization of their
new knowledge regarding the subject area” and “enabling them to develop their critical thinking skills related to
the subject area” and “providing guidance for them to develop their problem solving skills” (M=4.00).
The teacher educators perceive themselves highly competent in “explaining the national and international
problems of teacher training with an analytic and holistic viewpoint and “developing solution suggestions for the
establishment of conditions necessary for training qualified teachers” (M=5.00). In addition, they feel competent
in “organizing their instruction in such a way as to be a role model to pre-service teachers so that they can find a
balance between theoretical knowledge and practice” (M=4.00).
The teacher educators see themselves high competent in “teaching pre-service teachers how to impart course
objectives to students”. Moreover, they see themselves competent in “teaching pre-service teachers how to impart
cognitive, affective and psycho-motor objectives to students” (M=4.00).
3.2 Findings Related to Whether the Teacher Educators’ Perceptions of General Subject Matter Competences
Vary Significantly Depending on Some Variables
Analyses were conducted to determine whether the teacher educators’ competence perceptions vary significantly
depending on gender, discipline, type of the university where they are working, whether they have teaching
experience as a teacher, type of the faculty they graduated from, academic title and professional seniority. Results
obtained from these analyses are presented in Table 4.
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Table 4. Teacher educators’ competence perceptions in relation to some variables
Variables

N

Kolmogorov Smirnov Test
K-S

p

Mann Whitney
Median

U test

Mean Rank
U

p

76361.50

0.736

74021.00

0.678

16212.00

0.722

68728.00

0.092

47970.00

0.361

2.944

0.709

40916.00

0.000*

78.136

0.000*

Gender
Female

367

0.071

0.000*

4.10

397.93

Male

422

0.070

0.000*

4.13

392.45

Educational Sciences

324

0.068

0.001*

4.16

399.04

Subject Area

465

0.075

0.000*

4.09

392.18

State

744

0.069

0,000*

4,11

394,29

Foundation

45

0.151

0.012*

4.15

406.73

Yes

482

0.067

0.000*

4.08

384.09

No

307

0.088

0.000*

4.21

412.13

Teacher Training Faculties

629

0.070

0.000*

4.10

391.26

Other Faculties

160

0.072

0.043*

4.16

409.69

Discipline

Type of University

Experience as a Teacher

Type of Faculty Graduated

Academic Title
Prof.Dr.

103

0.102

0.010*

4.11

384.10

Assoc. Prof.

158

0.080

0.016*

4.10

409.60

Ass. Prof.

276

0.079

0.000*

4.07

380.19

Lecturer Dr. and Lecturer

58

0.071

0.200

4.13

402.69

Research Ass. Dr. and Research Ass.

187

0.076

0.011*

4.17

406.14

Other Lecturers

7

0.294

0.068

3.99

448.29

Ass. Prof., Assoc. Prof., Prof.

537

0.078

0.000*

4.28

444.81

Others

252

0.072

0.003*

3.87

288.87

1-10 years

298

0.057

0.017*

3.94

305.03

11-20 years

240

0.077

0.002*

4.17

429.91

21 years and more

251

0.107

0.000*

4.41

468.43

Academic Status

Seniority

*p<0.05.
As can be seen in Table 4, the normality of distribution in relation to all the variables was tested with Kolmogorov
Smirnov test and the distribution was found to be not normal. Therefore, Mann Whitney U test was used for
comparisons.
In order to determine whether the teacher educators’ perceptions vary significantly depending on gender, discipline
(educational sciences/subject area education), type of the university where they are working, whether they have
any experience of teaching as a teacher and type of the faculty graduated (teacher training faculties and other
faculties), Mann Whitney U test was run. . The result of the analysis showed that the teacher educators’
competence perceptions do not vary significantly depending on these variables (U=76361.50; U=74021.00;
U=16212.00; U=68728.00; U=47970.00; p<0.05). It can be concluded that gender, discipline, type of the
university where they are working, whether they have experience of teaching as a teacher and type of the faculty
graduated are not variables influential on the teacher educators’ competence perceptions.
In order to determine whether the teacher educators’ perceptions vary significantly depending on academic title,
Kruskall Wallis H test was run. The result of the analysis showed that the teacher educators’ competence
perceptions do not vary significantly depending on their academic title (U=2.944; p<0.05). Thus, it can be argued
that academic title is not a variable influential on the teacher educators’ competence perceptions.
Moreover, another classification on the basis of the titles of the teacher educators was made in the current study: a)
Ass. Prof, Assoc. Prof., Prof and b) other lecturers and it was investigated whether there is a significant difference
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between the competence perceptions of these two groups of academicians and a significant difference was found in
favor of the academicians in the group a (Ass. Prof., Assoc. Prof and Prof) who are more experienced.
In order to determine whether the teacher educators’ competence perceptions vary significantly depending on
professional seniority, Kruskall Wallis H test was run. The results revealed that the teacher educators’ competence
perceptions vary significantly depending on professional seniority (K-W-H(2)=78.136; p<0.05). In order to
determine the source of this difference, Whitney U test was conducted and significant differences were found
between the three levels of professional seniority. When the mean ranks and medians were examined, the group
seeing themselves the most competent was found to be comprised of teacher educators having 21 years and more
professional experience. Thus, it can be argued that with increasing professional seniority, the teacher educators
tend to see themselves more competent.
4. Results and Discussion
The results related to teacher educators’ perceptions of general subject matter competences and whether their
competence perceptions vary significantly depending on some variables are given below:
•

The teacher educators see themselves highly competent in general subject matter competences. Even in the
area in which they feel the least competent, they see themselves partially competent. Similarly, in a study
conducted by Czerniawski et al. (2015) in Belgium, Holland and Israel, it was found that the teacher
educators see themselves highly competent.

•

The fact that the teacher educators see themselves highly competent in all the subject matter competences can
also be associated with “Dunning-Kruger effect”. In other words, they may tend to see themselves better than
what they really are and to have misconceptions about themselves (Kruger & Dunning, 1999). The reason for
the difference between the questionnaire and observation findings is thought to be that the teachers did not
respond to the questionnaire items correctly due to some concerns. This might hold true for the current study.

•

The teacher educators especially see themselves highly competent in the items regarding personal
characteristics and values. In a study conducted by Grobgeld et al. (2016) in Israel with the participation of
178 teacher educators to determine the profile of these teacher educators, it was found that the teacher
educators see themselves competent in terms of personal characteristics and values and care more about their
identity of a teacher than their identity of a researcher or a member of an organization.

•

One of the most important competence areas for teacher educators according to Bourgonje and Tromp (2011)
is the competence of foreign language. In the current study, the competence items in which the teacher
educators perceive themselves as the least competent are in the competence area of foreign language. In a
study conducted by Küçüksüleymanoğlu (2007), the faculty members’ competence of foreign language was
also found to be low.

•

The teacher educators were found to feel highly competent in the items related to science and academic
ethics. However, Köklü (2003) and Özder et al. (2014) found that teacher educators exhibited behaviors not
complying with science ethics on the basis of their responses to the questions asked about themselves and
their colleagues. The existing research indicates that this difference is because teacher educators tend to state
the unethical behaviors they have observed in their colleagues rather than their own.

•

The teacher educators think that they are good role models to pre-service teachers. This finding is also
supported by the study by Timmerman (2009) and Fourie and Fourie (2015). It can be said that the teacher
educators think that they are good role models as they teach at the higher education level.

•

The teacher educators were found to see themselves highly competent in items related to technology. It can be
said that the teacher educators see themselves more competent in using technology to share information
rather than using it in technology-assisted learning environments. In their study, Özüdoğru and Çakır (2014)
reached a similar conclusion. However, Kavrat and Türel (2013) found that faculty members cannot use
technology effectively. Similarly, in a study conducted by Krumsvik (2014) in Norway, the digital
competences of the teacher educators in Norway were found to be at the basic level. This difference may be
because of the different samples used in different studies.

•

The teacher educators see themselves highly competent in the items related to scientific research. Similarly,
in their study conducted in Belgium, Holland and Israel, Czerniawski et al. (2015) found that the teacher
educators see themselves highly competent. Cao et al. (2019) conducted a study on 115 teacher educators in
two universities in China and they found that the majority of the teacher educators also see themselves as
researchers. However, as stated by Çetinsaya (2014), though the increase seen in the publication performance
in Turkey, a decrease was experienced in the number of citations accepted to be an indicator of the quality of
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publications and also the increase seen in the number of publications not cited indicate that the quality of the
publications is not at the desired level.
•

While the teacher educators perceive themselves as highly competent in relation to the processes covering
measurement and evaluation, they see themselves competent in terms of the monitoring processes concerning
the continuity of the process. Parallel to these findings, Goubeaud and Yan (2004) found that the teacher
educators conduct performance-based evaluations for the sake of the continuity of the process. Zeichner et al.
(2015) found that faculty members’ being in effective communication and cooperation increased their job
satisfaction and at the same time, their tendency to take more responsibility. In the current study, the teacher
educators’ perception of their competence to work in cooperation with their colleagues was also found to be
high.

•

While the teacher educators feel highly competent in learning to learn, they feel less competent in imparting
this skill to pre-service teachers. In their study conducted on the teacher educators in Israel and Holland,
Tillemma and Kremer- Hayon (2002) found that the teacher educators have difficulty in using self-regulated
learning, which contradicts with the finding of the current study; yet, their having difficulty in transmitting
this skill to pre-service teachers supports the finding of the current study. Donche and Van Petegem (2011)
determined that the teacher educators have different concepts in relation to learning to teach and that these
concepts are moderately associated with teaching strategies.

•

The teacher educators stated that they are highly satisfied with the task of training teachers. Van Velzen et al.
(2010) found that although the teacher educators find it difficult in their first years, they feel happy and proud
about training teachers.

•

The teacher educators see themselves highly competent in the items related to subject matter competences.
Parallel to this finding, Tryggvason (2012) also reported that the teacher educators see themselves strong in
terms of instructional qualifications.

•

The teacher educators’ perceptions of competence in planning, implementing and evaluating instructional
methods and technologies in compliance with course objectives in their subject area are high. This finding is
parallel to the finding reported by McAllister and Irvine (2000). Contrary to this finding, Arslantaş (2011)
reported that nearly 60% of the pre-service teachers think that teacher educators are not competent enough in
using teaching strategies, methods and techniques. Tryggvason (2009) noted that the reason behind the
success of Finnish inquiry-based teaching is that Finnish teacher educators provide guidance for pre-service
teachers to find their own teaching styles and that they find themselves competent in using different
instructional methods and techniques.

•

The teacher educators see themselves competent in relation to their own professional development. Similarly,
in their study conducted on 562 teacher educators in Belgium, Israel and Holland to determine their
professional learning and development needs, Czerniawski et al. (2015) found that that according to the
teacher educators, current developments in teacher training, good applications, program development,
research skills, technology and social media are areas to be mastered for professional development. And the
teacher educators see themselves highly competent in these areas.

•

As stated by Tillema and Kremer-Hayon (2005), there is a search for solutions to problem such as not being
able to reflect theory in practice and not having the reactions expected, while providing guidance to
pre-service teachers. In the current study, the teacher educators perceive themselves as competent in applying
theory into practice and providing creative learning environments for pre-service teachers to find solutions to
problems. Contrary to this finding, in the study by Tekmen and Kalelioğlu (2014), the participating
pre-service teachers mentioned weaknesses in their departments, deficiencies in the lesson plans of their
instructors, lack of experience of their instructors and lack of practice opportunities.

•

The teacher educators see themselves competent in making efforts to develop life-long learning skills in
pre-service teachers. This finding is parallel to the findings reported by Konokman and Yelken (2014). As
stated by Van Velzen et al. (2010), for teacher educators to be life-long learning individuals, courses are
organized by Mofet Institute in Israel and their professional development is supported in different ways.

•

As stated by Lunenberg and Korthagen (2003), while teacher educators are serving as advisors and delivering
their classes at undergraduate and graduate levels, they need to have the competences of qualified teacher
educators and to be qualified enough to teach teaching competences to their students. In this regard, the
teacher educators see themselves competent.

The results obtained about whether the teacher educators’ competence perceptions vary significantly depending on
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gender, discipline, type of the university where they are working, type of the faculty graduated, academic title and
professional seniority are given below:
•

The teacher educators’ competence perceptions were found to be not varying by gender and type of the
university where they are working (state/foundation); both groups see themselves competent. This finding is
parallel to the findings reported by Tümkaya and Hurioğlu (2013) and Uysal (2013). However, in the study
conducted by Ghosh and Guha (2016) on 221 teacher educators in India, it was found that the female teacher
educators are more motivated to do their job. This might be because of the samples from different
geographies.

•

The teacher educators’ competence perceptions were found to be not varying significantly depending on
discipline (educational sciences/subject area); both groups see themselves competent. Murat et al. (2006)
found that the pre-service teachers’ competence perceptions of their teacher educators vary significantly
depending on their grade level but not on their department.

•

The teacher educators’ competence perceptions were found to be not varying significantly depending whether
having experience of teaching as a teacher. Thus, it seems that having experience of teaching as a teacher is
not influential on teacher educators competence perceptions; yet, Van Velzen et al. (2010) conducted
semi-structured interviews with 11 novice teacher educators from six different countries and stated that
teaching experience or doctoral degree is a pre-requisite for being a teacher educator. Moreover, according to
Zeichner et al. (2015), for effective teacher training, cooperation of society, school and teacher training
programs is needed and, in this regard,, pre-service teachers need to gain more experience at school.

•

The teacher educators’ competence perceptions were found to be not varying significantly depending on the
faculty graduated (teacher training faculties and other faculties). This can be because; as stated by
Tryggvason (2012), subject area educators and other teacher educators are in a close interaction with each
other and this contributes to the formation of a collective identity of self-confidence and thus they become
powerful in terms of instructional qualifications.

•

The teacher educators’ competence perceptions were found to be not varying depending on academic title.
This finding is supported by Uysal (2003). But, in another classification of the teacher educators made in the
current study, the more experienced teacher educators were found to perceive themselves as significantly
more competent.

•

The teacher educators’ competence perceptions were found to be varying significantly depending on
professional seniority. The competence perception of the teacher educators having 11-20 years of
professional experience was found to be higher than that of the teacher educators having 1-10 years of
professional experience. Tümkaya and Hurioğlu (2013) also found that with increasing number of years in
the profession, the academicians’ teaching responsibility, tendency to be more scientific and to conduct
research also increased. This can be as stated by Izadinia (2014) because the teacher educators with less
professional experience generally have negative opinions about their abilities and professional identity.

5. Suggestions
Given that the teacher educators feel relatively less competent in the areas of foreign language, using technology in
education, scientific research and measurement and evaluation, priority can be given to develop related
competences in faculty members working in education faculties to improve the learning-teaching process. Teacher
educators can be provided with more opportunities to improve their command of foreign language abroad. In the
performance evaluation of teacher educators, more emphasis can be put on these competence areas. In this regard,
teacher educators can be encouraged to conduct self-evaluation in these competence areas. In addition,
teachers/teacher educator candidates can be objectively evaluated by their colleagues. Professional development
needs of each teacher educator can be determined. Research can be conducted on the competences of teacher
educators on the basis of concrete indicators such as observation results and analysis of their works.
In a larger sample, explanatory and confirmatory factor analyses of the scale can be conducted. In this way, both
the reliability of the scale can be tested and its dimensions can be determined through numerical analyses.
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