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Abstract: 

This longitudinal study examines connections between 110 teachers' perceived professional 

competence acquired during professional preparation and later perceptions as schoolteachers in 

Norway. The results indicate that theoretical understanding plays an important role in 

schoolteachers’ professional competence development and that prospective and practising 

schoolteachers do not tend to perceive themselves as either good theorists or good 

practitioners. Furthermore, the results contradict research arguing that the teacher education 

programme has limited effect. Instead, the results indicate that the level of perceived 

competence acquired during professional preparation in the general teacher-training 

programme is of major importance for perceived mastery of teaching as a schoolteacher. In 

addition, the results also underscores the importance of experiencing continuing mastery of 

teaching requirements for supporting perceptions of teaching specific self-efficacy over time. 

This finding again supports previous research that has emphasised the importance of 

supporting teaching specific self-efficacy during both the period of teacher education of 

prospective teachers and the induction period of newly qualified teachers. 
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Introduction  

Schoolteachers’ perceived competence is an important explanatory factor in a variety of areas. 

Previous research has identified teachers’ perception of their own competence as a 

schoolteacher as an important predictor for pupils’ motivation and achievements (Caprara, 

Barbaranelli, Steca, & Malone, 2006; Guo et al., 2012), teachers’ professional identity 

(Canrinus, Helms-Lorenz, Beijaard & Hofman, 2012), job satisfaction (Caprara et al., 2006), 

professional commitment (Skaalvik & Skaalvik, 2007; Ware & Kitsantas, 2007) and attrition 

from the teaching profession (Hong, 2012; Klassen & Chiu, 2011). The development of 

schoolteachers’ perceived competence is therefore an important subject to investigate. 

However, few studies have examined the longitudinal effect of individuals’ perceived 

competence as prospective teachers on their later perceptions as schoolteachers (Hoy & 

Spero, 2005). This study investigates teachers’ perception of some aspects of their 

professional competence at three points of measurement. First measuring point is when they 

are prospective teachers (i.e. as teacher students near the end of their teacher education 

programme), second, as newly qualified, and third, as experienced teachers. 

Many newly qualified teachers experience a gap between competence acquired during 

general teacher education and competence demands in professional practice as schoolteachers 

(Smeby & Mausethagen, 2011). The shift from prospective teacher to professional 

schoolteacher has been characterised as a reality shock (McCormack & Thomas, 2003), a 

cultural shock (Wideen, Mayer-Smith, & Moon, 1998) and a praxis shock (Gold, 1996). 

These experiences are assumed to be negatively related to perceived mastery of teaching 

(Caspersen & Raaen, 2014) and, thereby, to the experience of possessing an adequate level of 

relevant professional competence. However, the results of Caspersen and Raaen’s (2014) 

study indicate that a supportive culture in the workplace has a greater influence on how 

individual teachers cope with their work than the amount of experience gained. Taken 
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together, these research findings suggest that perceived professional competence as students 

in the general teacher-training programme plays a minor role in perceived professional 

competence as schoolteachers and that workplace learning could compensate for 

insufficiencies in competence that appear in general teacher education. However, research on 

the longitudinal aspects of the relationship between prospective teachers’ learning in general 

teacher education and later as newly qualified schoolteachers is sparse (Richter, Kunter, 

Klusmann, Lüdtke, & Baumert, 2011). In addition, Joram’s (2007) research on the beliefs of 

aspiring teachers, practising schoolteachers and professors about what counts as legitimate 

knowledge in education indicates that whereas education professors consider research-based 

findings and general principles of teaching to be important for their education students to 

learn, many prospective and practising schoolteachers discount the validity of such material 

(p. 133). Previous studies, however, in nursing (Bonis, 2009; Evans & Donnelly, 2006) and 

psychotherapy (Orlinsky & Rønnestad, 2005) have pointed to a reciprocal relationship 

between academic theoretical knowledge and practical competence. However, few studies 

have investigated this relationship for prospective and practising schoolteachers. 

To better understand the dynamics and development of teachers’ perception of 

professional competence, it would thus be of interest to investigate the connections amongst 

perceived theoretical understanding, teaching skills and professional confidence and to 

examine how perceptions of professional competence as prospective teachers influence 

subsequent perceptions as newly qualified teachers and later as more experienced ones. Is 

theoretical understanding needed for professional confidence and teaching skills? Does 

perceived competence as a prospective teacher have an impact on subsequent perceptions as a 

schoolteacher? The answers to these two questions will shed light on both the importance of 

theoretical knowledge for professional practice and the effect of competence acquired during 
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professional preparation in the general teacher-training programme on subsequent mastery of 

teaching as a schoolteacher. 

 

Theoretical framework 

Teachers’ perceptions of their theoretical understanding, confidence in their role as a 

schoolteacher and mastery of the teaching task are put forward here as important aspects of 

perceived professional competence. Thus, it is important to understand how teachers’ 

perceptions of these aspects are related to each other over time. In the teaching literature there 

exist a huge body of research on the constitution of teacher competence and the 

knowledgebase of teaching. Furthermore, teachers’ beliefs and perception of own mastery of 

the teaching task (teacher efficacy), have been thoroughly investigated in relation to 

influential contextual factors and outcome results. However, few studies have focused on both 

the interrelationships and the longitudinal relationship between teachers’ perceptions of their 

theoretical understanding, confidence in the role as a teacher and mastery of the teaching task. 

From the literature review referred to below on teacher-efficacy, teachers’ beliefs, teacher 

specific and professional knowledge, competence and competence development, I derived 

hypotheses regarding the relationships between the indicators of perceived professional 

competence among prospective, newly educated and experienced teachers. In the following 

two sections, I elaborate upon the studies used to formulate the hypotheses that are been 

tested in this article. 

 

A reciprocal relationship between different aspects of professional competence 

Professional practice presupposes an interplay between different kinds of knowledge, skills, 

attitudes and judgement (Sullivan & Rosin, 2008). In the literature about teacher knowledge 

and competence, various aspects of propositional knowledge (Shulman, 1987), personal 
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knowledge (Day & Sachs, 2004), societal issues (Ben-Peretz, 2011) contextual knowledge, as 

well as practical knowledge and skills have been emphasised (Cochran-Smith & Lytle, 1999; 

Verloop, Van Driel and Meijer, 2001). In short, prospective teachers need to learn not only 

what and how to teach, but also how to reflect upon why-related questions linked to 

educational goals, content, methods of teaching and learning and the school’s role in society 

(Carr, 1993; Shulman, 1987; Winch, 2014). Thus, measuring teachers’ knowledge and 

competence is a complex task, involving, for example, measuring subject knowledge, 

didactical knowledge, pedagogical knowledge, teaching skills, classroom management skills, 

relational competence, attitudes, ethical reflective skills, ability to engage and motivate pupils 

to participate in the learning activities and the possession of a diverse methodological 

repertoire to draw upon when planning and carrying out the teaching task. The present study, 

however, does not measure all these aspects of teaching competence. Instead the study 

focuses on the interrelationship between perceptions of theoretical knowledge, practical 

teaching skills and professional confidence. Research has identified a close connection 

between teachers’ beliefs about education, teaching, and learning and their teaching practice 

(Fang, 1996; Pajares, 1992; Waters-Adams, 2006). However, few studies have investigated 

the relationship between teachers’ beliefs about own theoretical understanding and their 

perception of mastering of the teaching task. 

The present study is inspired by research on professional competence development in 

other professions that has uncovered a potential fruitful relationship between different aspects 

of professional competence and experience. Evans and Donnelly (2006) identified a non-static 

relationship between different aspects (i.e. theoretical knowledge, judgement and practical 

skills) of professional competence for nurses. Orlinsky and Rønnestad (2005) found that the 

possession of multiple theoretical perspectives to draw upon whilst reflecting on practice 

positively influences psychotherapists’ professional work experience. Transferred to 



6 

 

schoolteachers, these results suggest a close relationship between possessing an adequate 

level of theoretical understanding, which is both subject related and pedagogical, and practical 

skills, which include being confident in how to teach, how to motivate students and how to 

manage a class. Furthermore, they suggest that the various aspects of perceived professional 

competence are viewed as mutually reinforcing and, therefore, might be expected to be 

closely related (hypothesis 1). However, as previously mentioned, contextual factors of the 

work environment and interpersonal characteristics of individual teachers (Ben-Peretz, 2011), 

may play important roles in teachers’ perception of professional competence; however, they 

are not investigated empirically in this study.  

 

Teacher-efficacy 

Previous studies indicate that formal teaching competence alone is not a sufficient factor for 

good teaching practice and student learning as other individual and contextual factors are also 

influential (Gustafsson, 2003; Hattie, 2008). Then again, some individual competences seem 

to be more vital than others for good teaching practice; in particular, ‘teacher efficacy’ (i.e. 

self-efficacy in teaching) is considered a key issue (Bandura, 1997; Skaalvik & Skaalvik, 

2007). A large and growing body of research have revealed the positive effects of teachers’ 

teaching specific self-efficacy beliefs on teachers’ motivation, teaching and student outcomes 

(Tschannen-Moran & Johnson, 2011). 

Bandura’s (1997) social cognitive theory points to a potential positive effect of 

individuals’ perception of their own competence and capabilities in a specific area of interest 

(i.e. self-efficacy) for continual growth and feeling of mastery in that same field and similar 

fields of interest. Bandura stated that self-efficacy in a specific area affects individuals’ 

thought processes, levels of persistence, degrees of motivation and affective states regarding 

tasks within the same area, thereby influencing individuals’ performance. Enhancing 
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individuals’ self-efficacy beliefs in a specific set of tasks increases their performance levels 

on those tasks; however, those same individuals may fail in tasks that exceed their perceived 

coping capabilities (Bandura). For the teaching profession, “a teacher’s efficacy belief is a 

judgement of his or her capabilities to bring about desired outcomes of student engagement 

and learning, even among those students who may be difficult or unmotivated” (Tschannen-

Moran & Hoy, 2001, p. 783). In other words, teacher efficacy is about ‘teachers’ beliefs that 

they are capable of carrying out good teaching in the classroom’ (Christophersen et al., 2015, 

p. 2), and is identical to individuals’ perception of their teaching skills, which implies overall 

perceived mastery of the teaching task and confidence in their role as a teacher. Bandura 

claimed that these beliefs were more powerful than one’s actual abilities, thus self-efficacy 

beliefs can become self-fulfilling prophesies. In relation to occupational socialisation, 

Bandura put forth the following argument:  

The sense of efficacy that newcomers bring and further develop during the 

course of their occupational training at the beginning stage of their careers 

contributes to the success of this socialization process. Newcomers who come 

with a secure sense of efficacy learn more and perform better during the period 

of training than do their low self-efficacy counterparts. (p. 446)   

A reasonable assumption to draw from Bandura’s (1997) theory is that newly qualified 

teachers’ perceptions of mastery of the teaching task and confidence in their role as teachers 

positively influence later perceptions as more experienced teachers.  

This study focuses on perceived professional competence, which is a broader concept 

than the concept teacher-efficacy. In addition, as previously mentioned, teachers’ perceived 

theoretical understanding is an essential aspect of teachers’ perceived professional 

competence. This notion is in line with Young’s (2008) emphasis on the importance of 

theoretical knowledge for improving professional practice. Young (2008) stressed that 

file://///salina.hioa.no/idaha/Teachers%20competence/The%20impact%20of%20prospective%20teachers%20nytt%20tidsskrift.docx%23_ENREF_42
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theoretical knowledge has an explanatory power and a capacity for generalisation, which are 

essential in providing a reliable basis for moving beyond and being able to reflect upon 

particular forms of practices to improve individuals’ teaching practice. 

Based on Bandura’s (1997) theory of self-efficacy and Youngs’ (2008) emphasis on 

the importance of theoretical knowledge, it is considered essential to view professional 

teacher competence as a combination of mastery of teaching, confidence in the role as a 

teacher and theoretical understanding. In line with Bandura’s theory of self-efficacy, it is 

reasonable to assume that prospective teachers’ perceived professional competence affects 

later perceptions of their professional competence as newly qualified teachers (hypothesis 2) 

and as more experienced teachers (hypothesis 3). Likewise, perceived professional 

competence as newly qualified teachers affects their perceptions of their competence as more 

experienced teachers (hypothesis 4). 

According to Bandura (1997) there are four major influences on self-efficacy beliefs – 

vicarious experiences, verbal persuasion, physiological arousal, and mastery experiences. 

Previous research has identified mastery experiences as the most powerful influence when it 

comes to enhance prospective teachers’ and newly qualified schoolteachers’ professional self-

efficacy beliefs (Tschannan-Moran & Johnson, 2011). Research has also shown that novice 

teachers’ professional self-efficacy is positively affected by interpersonal support and 

(Tschannen-Moran & Hoy, 2007), collective work, cooperation and exchanges amongst 

teachers (Grangeat & Gray, 2008), and negatively affected by problem behaviour in the 

classroom (Christophersen et al., 2015). In line with these results, it is reasonable to expect 

that the impact of prospective teachers’ confidence and anticipation of their own professional 

competence on later perceptions as more experienced teachers is to some extent dependent on 

their work experience and the presence of appropriate support as newly qualified teachers. 

This implies that newly qualified teachers’ perceived professional competence acts as a 
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mediator between the perceived competence of prospective teachers on the one hand and that 

of experienced schoolteachers on the other hand (hypothesis 5). 

 

Aims of the study 

The main aims of the present study are to examine the relationship between schoolteachers’ 

own beliefs of possessing a sufficient amount of professional competence at three 

measurement points and to investigate if a potential mutual interdependency exists between 

the perceived competence as prospective teachers and newly qualified teachers and later 

perception as more experienced teachers (see Figure 1). Another area of interest is the 

potential existence of links between different aspects of perceived professional competence 

(e.g. theoretical understanding, mastery of the methods involved in practising teaching and 

confidence in the professional role as a schoolteacher). The following five hypotheses are 

formulated:  

Hypothesis 1: Perceived theoretical understanding, confidence in the role as a 

schoolteacher and mastery of the methods involved in practising teaching are expected to 

correlate.   

Hypothesis 2: Anticipated professional competence as prospective teachers positively 

influences perceived professional competence as newly qualified schoolteachers. 

Hypothesis 3: Anticipated professional competence as prospective teachers positively 

influences perceived professional competence as experienced schoolteachers. 

Hypothesis 4: Perceived professional competence as newly qualified schoolteachers 

positively influences perceived professional competence as experienced schoolteachers.  

Hypothesis 5: Perceived professional competence as newly qualified schoolteachers 

acts as a mediator between anticipated professional competence as prospective teachers on the 

one hand and experienced schoolteachers on the other hand. 
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Methodology 

This is a longitudinal study with three points of measurement (2003, 2006 and 2009). The 

hypotheses were tested using structural equation modelling (SEM). The model tested is a fully 

latent model; the model examines the relationships amongst three latent variables: anticipated 

professional competence as prospective teachers, perceived professional competence as newly 

qualified schoolteachers and perceived professional competence as experienced 

schoolteachers. This type of SEM allows tests of hypotheses concerning patterns of causal 

effects, and, at the same time, it can incorporate a measurement model that represents 

observed variables as indicators of underlying factors (Kline, 2005). The hypotheses were 

tested using a model-generating application of SEM, which is a blend of confirmatory and 

exploratory analyses (Kline). The hypothesised model (model 1) underwent testing 

(confirmatory analysis), and when one of the regression paths in the initial model was 

insignificant, it was removed, and the model was modified (exploratory analysis). The altered 

model (model 2) was then tested with the same data. The goal of the procedure was to 

develop a theoretical model with statistical correspondence to the data (Kline, p. 11). 

 

Sample  

The data used in this study were derived from StudData, a database for Studies of 

Recruitment and Qualification in the Professions in Norway; the data were obtained and 

handled by the Centre for the Study of Professions at Oslo and Akershus University College 

of Applied Sciences. This is a longitudinal survey of students in professional programmes and 

professionals across a range of professions.  

This study invited 467 prospective teachers in 4-year concurrent programmes 

qualifying for work in grades 1 through 10 to participate. This general teacher education 
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programme (240 European Credit Transfer and Accumulation System [ECTS] credits) 

includes 20 to 22 weeks of external placement in primary and lower secondary schools. Until 

recently, the induction of newly qualified teachers in Norway had been diverse and dependent 

on the school principal. As of 2010, newly qualified teachers are offered supervision and 

mentorship during their first year as schoolteachers. This is a voluntary arrangement, 

however, and the respondents in this study were educated before this arrangement was 

systematically offered to all newly qualified teachers. Surveys were conducted at three 

different points in time: (1) in 2003, when the prospective teachers were at the end of either 

the third or fourth year of their teacher education programme; (2) in 2006, when the 

respondents had spent, respectively, 2 or 3 years as schoolteachers; and (3) in 2009, when the 

respondents had spent, respectively, 5 or 6 years as schoolteachers. Day, Sammons, Stobart, 

Kington, and Gu (2007) identified six professional life phases for teachers (0–3, 4–7, 8–15, 

16–23, 24–30 and 31+ years of teaching). This study concerns the first two phases and the 

prospective teacher phase. I have chosen to label the different measurement levels as 

prospective, newly qualified and experienced so as to discriminate amongst them more easily 

– even though it might be argued that at both the prospective and newly qualified levels, the 

respondents could be described as novice teachers. The third level is labelled ‘experienced 

teachers’ to denote that these respondents have reached the most experienced level that is 

measured in this study; this stage might be labelled differently in other studies. 

In total, 110 schoolteachers, educated at three different university colleges in Norway, 

answered the questionnaire at all three measurement points. The response rates were 76% at 

the prospective teacher level, 34% at the newly qualified schoolteacher level and 24% at the 

experienced teacher level. In this study, only those respondents who answered the 

questionnaire at all three measurement points were included, which means that the analysed 

sample comprised only 24% of the target population. A low response rate could be 
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problematic and could lead to biased results if ‘the nonresponse is nonrandom, and if it is in 

some way correlated with the variables measured in the survey’ (Hox & De Leeuw, 1994, p. 

330). In this study, no significant differences were detected between the mean values and 

correlation coefficients of the restricted (i.e. respondents who answered the survey at all three 

measurement points) and original samples (i.e. all the survey responses), as well as with the 

mean values and correlation coefficients of the respondents from the original samples who 

were not included in the restricted sample at the prospective teacher measurement point. In 

addition, the analysis revealed similar values for standard deviation, skewness and kurtosis for 

the different samples. Furthermore, age and gender in the different samples were compared. 

No significant differences in mean age in 2003 (i.e. prospective teacher level) were detected 

amongst the restricted sample (27.1 years), the original sample (26.5 years) and those from 

the original sample who were not included in this study (26.2 years). However, a significant 

difference was found in the distribution of gender between the different groups; the restricted 

sample consisted of 81% women, whereas the original sample consisted of 73% women. No 

significant differences existed in the mean values and correlation coefficients between men 

and women at the newly qualified level. A comparison of the different samples should 

therefore indicate that the restricted sample is sufficiently representative of the original 

sample. 

 

Measurement of professional competence 

The items used in this study are part of a longitudinal survey developed by researchers of 

professional studies to map prospective teachers’ evaluations of their professional training 

during their initial education at several university colleges and their later professional 

performance. The concept of professional competence consists of both relevant theoretical 

knowledge and practical teaching skills. The items used in this study represent central parts of 
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these different aspects and are inspired by Orlinsky and Rønnestad’s (2005) research 

involving psychotherapists, especially their questionnaire ‘The Development of 

Psychotherapists Common Core Questionnaire’ – although slightly modified to suit the 

teaching profession – which should indicate sufficient content validity. However, professional 

competence is a complex matter, and it can be argued that it cannot be sufficient measured 

with just a few items, like in this study. Nevertheless, Gogol et al. (2014) found that the 

correlational patterns between single item measures and an external criteria was similar to 

those obtained with long scales, which indicate that single item measures may represent 

psychometrically sound alternatives when long scales are not available. Professional 

competence was measured with two or three items at each level. Two of the items were 

present at every measurement level, namely, ‘How confident do you feel in your role as a 

schoolteacher?’ and ‘How good is your theoretical understanding?’ In addition, at the newly 

qualified and more experienced levels, the participants were asked the following question: 

‘How well have you mastered the methods involved in practising teaching?’ Valuation of 

theoretical understanding maps to some extent the participants’ perception of the amount of 

profession-relevant codified knowledge they possess. Because theoretical understanding was 

measured with only one item, this study does not discriminate amongst different forms of 

theoretical understanding (i.e. subject-content, didactic and pedagogical theories). Both 

confidence in the professional role as a schoolteacher and the mastery of the methods 

involved in practising teaching to some degree map the participants’ perceptions of their 

practical teaching skills. However, this study does not cover all aspects that might play 

important roles in professional competence development, such as familiarity with and 

knowledge about the teaching culture and school environment. Ideally it would have been 

preferable to measure competence with several items that could capture a wider range of 

aspects of professional competence. This study, however, is limited by the fact that it is a 
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secondary analysis of already collected data. Thus, it would be of interest for further study to 

investigate the relationship between more aspects of teacher competence. 

Owing to the differences between the latent variables in the number of observed 

variables measured, the latent variables measuring professional competence were referred to 

as anticipated professional competence at the prospective teacher level and as perceived 

professional competence at the newly qualified and experienced teacher levels. It can also be 

argued that at the prospective teacher level, a kind of anticipation about the future 

development of their own professional competence and the degree of confidence in their own 

competence prior to practising as a schoolteacher are measured, whereas at the newly 

qualified and experienced teacher levels, a more genuine perceived professional competence 

is measured. The items were measured on a Likert-type scale ranging from 1 (absolutely not) 

to 6 (to a large degree) at the prospective and experienced levels and from 1 (not at all) to 5 

(to a very large degree) at the newly qualified level.  

The non-static interrelationship involving the different aspects of professional 

competence accounted for in the Theoretical framework implies that professional competence 

requires the presence of both practical teaching skills and theoretical understanding. This is an 

argument for combining the different aspects into a factor that represents what the different 

measured variables have in common, instead of dealing with them separately or simply 

adding them together in an index. The factor loadings of each latent variable were relatively 

high (range = .57–.81), indicating sufficient convergent validity (see Table 2). Cronbach’s 

alpha reliability coefficients were .65 for perceived professional competence at the 

prospective level, .76 at the newly qualified level and .74 at the experienced level, which are 

considered adequate (Kline, 2005, p. 59). The inter-item correlation was in the recommended 

range or above Briggs and Cheek’s (1986) recommendation of an optimal range of .2 to .4. 

The inter-item correlation for professional competence was .38 at the prospective level, 
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ranged from .45 to .58 at the newly qualified level and ranged from .44 to .66 at the 

experienced level, indicating internal consistency in the latent variables. The correlations 

between the observed variables were relatively high (see Table 1), and the correlations 

between the latent variables were high (see Table 3), which indicates the strong predictive 

value of the concept as measured at a certain level on succeeding levels.  

Data analysis  

The data were analysed using Statistical Product and Service Solutions (SPSS) software and 

Mplus software. Univariate normality was evaluated by checking the marginal distribution of 

each variable. Table 1 shows that the univariate distribution is in the range of normality 

(between −1 and 1 for both skewness and kurtosis) for all but one of the observed variables. 

The kurtosis of this item (2.4), however, is not excessive enough to threaten the maximum 

likelihood estimation. The missing data in this study are missing completely at random 

(MCAR) (SPSS Little’s MCAR test: chi-square = 29.163, df = 28, p = .404). In Mplus, the 

full information maximum likelihood estimation was used to deal with missing data. Table 1 

shows the input data for the SEM analysis. In the following analysis, the goodness-of-fit 

indices (the comparative fit index [CFI], the root mean square error of approximation 

[RMSEA] and standardised root mean square residual [SRMR]) are reported in addition to the 

chi-square test. A model data fit is considered good if CFI ≥ .95, RMSEA ≤ .06 and SRMR < 

.08 (Hu & Bentler, 1999). 

 

Findings 

For all the observed variables at each measurement level, the mean values are at the upper end 

of the scale, indicating that, on average, the respondents stated that they to some extent, but 

not entirely, are confident in their role as a schoolteacher, that their theoretical understanding 
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is good and that they have mastered the methods involved in practising teaching relatively 

well.  

As shown in Table 1, statistically significant correlations exist between almost every 

observed variable, indicating a close relationship between perceptions of theoretical 

understanding, confidence in their role as a schoolteacher and mastery of the teaching task. 

Table 3 shows that there are significant correlations between all the latent variables (ranging 

from .64 to .81). In addition to correlations, another necessary condition for establishing 

causal relationship is to know which event occurs first. This is a longitudinal study, with three 

years apart between every measurement level. Therefore, with certainty, one can know which 

phenomena occurs before the next one. In addition, Little (1991) argue that in order to talk 

about causal relationships in social science one have to be able to give a plausible theoretical 

explanations on the individual level for why one event affects another. Bandura’s social 

cognitive theory, presented in the Theoretical framework, points at potential positive effect of 

individuals’ perception of their own competence on subsequent perceptions of competence. 

Consequently, based on the hypothesised model, it is interesting to examine how anticipated 

professional competence as a prospective teacher affects perceived professional competence 

later on, as both newly qualified and more experienced schoolteachers. The SEM analysis of 

model 1, however, reveals that one of the estimates is not statistically significant. Alternative 

models were tested, and only when removing the latent variable ‘perceived professional 

competence as a newly qualified schoolteacher’ did the regression between anticipated 

professional competence at the prospective level and perceived professional competence at 

the experienced level become statistically significant. This result indicates that the effect of 

anticipated professional competence as a prospective teacher is fully mediated through 

perceived professional competence measured at the newly qualified level. Mediating 

relationships occur when a third variable plays an important role in governing the relationship 
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between the other two variables. Being fully mediated in this analysis means that anticipated 

professional competence at the prospective level influence perceived professional competence 

measured at the newly qualified level, which in turn influences perceived professional 

competence at the experienced level.  

In model 2 (see Tables 2 and 4 and Figure 2), the regression from anticipated 

professional competence at the prospective teacher level on the perceived professional 

competence at the experienced level is removed, and all the estimates are statistically 

significant and have good fit indices. The explained variance in model 2 is 52% for the 

variable ‘perceived professional competence as a newly qualified schoolteacher’ and 67% for 

the variable ‘perceived professional competence as an experienced schoolteacher’. Explained 

variance means what can be attributed to a specific condition (explained). The explained 

variances in this analysis is high, which indicate that for instance the anticipated professional 

competence at the prospective teacher level has a strong effect on subsequent perseptions of 

professional competence. 

The results reveal that anticipated professional competence as a prospective teacher is 

a strong predictor for later perceptions of professional competence. In addition, the effect of 

anticipated professional competence as a prospective teacher on perceived professional 

competence as an experienced schoolteacher is fully mediated through the perceived 

competence as a newly qualified schoolteacher. A change of 1 full standard deviation (SD) 

unit in anticipated professional competence as a prospective teacher predicts a change of 0.73 

SD units as a newly qualified schoolteacher and a change of 0.60 SD units as an experienced 

schoolteacher. A change of 1 full SD unit in perceived professional competence as a newly 

qualified schoolteacher predicts a change of 0.82 SD units as an experienced schoolteacher. In 

other words, when anticipated professional competence as a prospective teacher increases, the 
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analyses predicts a substantial increase in subsequent perceived professional competence as 

both a newly educated and as an experienced schoolteacher. 

 

Discussion 

The correlation analysis of the observed variables indicates that perceived confidence in the 

role as a schoolteacher, theoretical understanding and mastery of the methods involved in 

practising teaching are closely linked together at each measurement point, thus corroborating 

hypothesis 1, indicating that theoretical knowledge is important for teacher efficacy. In 

addition, the correlation analysis suggests that the different aspects of professional 

competence are closely linked across time, which points to the existence of a reciprocal 

relationship for schoolteachers involving perceived theoretical understanding, teaching skills 

and confidence in being a teacher. A similar close relationship involving different aspects of 

professional competence has also been identified for other professionals (Evans & Donnelly, 

2006; Orlinsky & Rønnestad, 2005). The results indicate that acquiring theoretical knowledge 

is positively related to teacher efficacy, which empirically support Young’s (2008) notion 

about theoretical knowledge as essential in providing a reliable basis for moving beyond and 

being able to reflect upon particular forms of practices to improve individuals’ teaching 

practice. The findings suggest that prospective and practicing schoolteachers do not consider 

themselves as either good theorists or good practitioners. Moreover, the findings support a 

mutual interdependence between different aspects of professional competence. The results 

disprove any potential claims that theoretical knowledge are of limited value in preparing for 

professional practice. Instead, the findings indicate that theoretical knowledge is essential for 

competence development. However, this study are limited by using only a small numbers of 

items. The items used in this study do not discriminate between different forms of theoretical 

knowledge (i.e. subject knowledge, pedagogical knowledge and didactical knowledge), and 
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the study does not contain information about reflective skills and various other aspects of 

professional competence. It would thus be of interest to investigate further the relationship 

between different forms of theoretical knowledge, reflective skills, confidence in the role as a 

schoolteacher and perceived mastery of the methods involved in practising teaching.  

The correlations between the latent variables (see Table 3) and the longitudinal SEM 

analysis of the relationship involving perceptions of professional competence over time (see 

Figure 2) corroborate the assumption that the confidence in and anticipation of one’s own 

professional competence as a prospective teacher has an effect on subsequent perceived 

professional competence as a newly qualified schoolteacher (hypothesis 2). The present study 

thus upholds the notion that it is important to support individuals in their belief in their own 

professional competence and teaching ability. Bandura (1997) maintained that support and 

feedback on mastery performance are likely to enhance an individual’s aspirations, motivation 

and persistence in engaging in further professional development. Bandura pointed out that 

individuals who receive feedback that persuades them that they have the capabilities to 

succeed are likely to make more effective use of the skills that they have learned.  

Both the correlations between the latent variables (see Table 3) and the results of the 

SEM analysis (see Figure 2) indicate that perceived professional competence as a newly 

qualified schoolteacher has a substantial effect on perceived professional competence as a 

more experienced schoolteacher (see Table 4), thus confirming hypothesis 4. These results 

point to the importance of appropriate support for newly qualified teachers. Tschannen-Moran 

and Hoy (2007) have found that novice teachers’ professional self-efficacy is affected by 

interpersonal support. 

The correlations between the latent variables indicate that anticipated professional 

competence at the prospective level has a substantial effect on the experienced level (see 

Table 3), thus supporting hypothesis 3. The finding show that the teacher education 
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programme can provide a valuable basis for further competence development in the 

workplace. The effect of anticipated professional competence as a prospective teacher on 

professional competence as an experienced schoolteacher, however, is completely mediated 

through perceived professional competence as a newly qualified schoolteacher, thus 

confirming hypothesis 5 (see Figure 2). In other words, even though a relatively high level of 

anticipated professional competence measured at the prospective level is a strong predictor for 

perceiving high professional competence as a more experienced schoolteacher (measured 6 

years later), it only has this positive effect as long as professional competence is also 

perceived as high at the newly qualified schoolteacher level. This indicate that even though 

previous anticipation of competence as prospective teachers has an impact on their later 

perceptions as more experienced teachers, it only has this impact as long as the schoolteachers 

continue to experience mastery of teaching requirements. Taken into account that previous 

research indicate that problem behaviour in the classroom negatively affects teacher efficacy, 

while support positively influence teacher efficacy (Christophersen et al., 2015), this finding 

again substantiates both the notion about the importance of supporting newly qualified 

teachers (Caspersen & Raaen, 2014; Grangeat & Gray, 2008; Tschannen-Moran & Hoy, 

2007) and the idea that perceptions of their own professional competence as prospective 

teachers influences their aspirations, motivation and persistence for further development 

(Bandura, 1997). In addition, it might indicate that professional competence acquired at the 

prospective level plays an important part in how newly qualified teachers are able to reflect 

upon their teaching practice and, thereby, how they are able to make use of opportunities for 

support, to engage in reflective discussions and to cooperate with colleagues (Johnston, 1994; 

Young, 2008).  
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Conclusion 

Previous research indicate that many newly qualified teachers experience a gap between 

competence acquired during teacher education and competence demands in their professional 

practice as schoolteachers (Mausethagen & Smeby, 2011). Hence, from a situated perspective 

on learning (Wenger, 1998), one can argue that the education is of limited value when it 

comes to preparing for professional practice. Instead, it is emphasised that the actual 

professional competence development starts when one is employed. The findings presented in 

this study, however, contradict this assumption. These findings indicate that perceived 

theoretical understanding and confidence in their role as a teacher as a prospective 

schoolteacher is of major importance for subsequent perceptions of professional competence 

as a schoolteacher. The general teacher education programme does not only provide 

prospective teachers with theoretical knowledge. The programme consists of practical training 

as well during 20 to 22 weeks of external placement in primary and lower secondary schools. 

However, the perceived mastery of practicing teaching as a prospective teacher was not 

measured in this study. Nevertheless, the findings presented in this study indicate that the 

general teacher-training programme provides a valuable basis for further competence 

development as a schoolteacher. 

Previous research has identified perceived teacher-specific self-efficacy as an 

important predictor for pupils’ learning outcomes, teachers’ effort invested in teaching, job 

satisfaction, professional commitment, burnout and turnover. The findings presented in this 

study extend previous research that has primarily focused on either the impact of teacher 

education programmes or the induction period of newly qualified teachers on teacher efficacy. 

First, the present study shows that a close relationship exists at every measurement level 

between different aspects of perceived professional competence, such as teaching skills, 

theoretical understanding and confidence in the role as a teacher. Second, newly qualified 
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teachers’ perceived professional competence is highly influenced by the anticipation and 

confidence in their own professional competence that they possessed as prospective teachers. 

Third, the perceived professional competence of experienced schoolteachers is highly 

influenced by their experienced professional competence as prospective teachers and, most 

important, as newly qualified teachers. These results make the perceptions of prospective and 

newly qualified teachers of their own professional competence a key feature in understanding 

further development in the perceptions of their own professional competence, which points to 

the importance of assisting, guiding and encouraging prospective teachers towards being 

professional. Accordingly, a practical implication is that the initial teacher education 

programmes should endeavour to promote teachers’ beliefs in their own professional 

competence and teaching ability—and, thereby, their aspirations for further professional 

development. With regard to students’ competence development, the findings indicate the 

importance of facilitating the positive experience of professional competence. Furthermore, 

the findings indicate that facilitating a positive experience of professional competence 

involves providing students with a solid theoretical foundation, mastery experiences and 

confidence related to professional practice. 

Finally, perceived professional competence at the newly qualified teacher level is a 

necessity for the perceptions of the prospective teacher level to influence the perceptions of 

more experienced teachers, which indicates that prospective teachers’ perceived professional 

competence has an impact on their later perceptions as more experienced teachers only as 

long as they continue to experience mastery of teaching requirements. The practical 

implications of this finding is to facilitate further mastery experience of the teaching task as 

newly educated schoolteachers, which again underlines the importance of the provision of 

appropriate support to newly qualified teachers, collegial support and cooperation. 
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The results of this longitudinal study are limited by the low response rate, although the 

current restricted sample at the prospective and newly qualified levels did not significantly 

differ on either the mean score or correlation coefficients compared with the original sample. 

Another limitation of this study is the fact that Norwegian schoolteachers receive substantially 

lower levels of feedback on and support for their teaching performance than teachers in other 

member countries of the Organisation for Economic Co-operation and Development (OECD). 

According to the OECD Teaching and Learning International Survey (TALIS), Norwegian 

teachers are amongst those who receive the least amount of feedback on their teaching 

performance from school leaders and colleagues (Vibe, Aamodt, & Carlsten, 2009): ‘Teachers 

rarely observe each other’s teaching, and only participate to a small extent in a professional 

fellowship to discuss each other’s teaching’ (p. 28). One might therefore speculate whether 

their perceived professional competence mostly relies on individual teachers’ interpretations 

of the immediate feedback they receive from their pupils. These results indicate that there is 

great potential for improvement in Norway when it comes to supporting newly qualified 

teachers and enhancing teachers’ feedback on their teaching performance, both from school 

leaders and colleagues. It would thus be of interest to investigate whether the relationship 

between Norwegian teachers’ perceived professional competence and what they actually do as 

teachers in some way differs from teachers in other countries with higher levels of 

cooperation, feedback and support from school leaders and colleagues. Another interesting 

topic for further research is the relationship involving the following: (1) perceived 

professional competence, (2) perceived opportunities for mastery experiences in teaching, (3) 

the development of the ability to discuss teaching practice as prospective teachers and (4) 

support and participation in cooperation with colleagues as newly qualified teachers. 
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Appendix A. Tables 

Table 1. Input data (correlations), n, mean, standard deviation, skewness and kurtosis for the observed variables. 

Table 2. Maximum likelihood parameter estimates for model 2. 

Table 3. Correlations between the latent variables (n = 110). 

Table 4. Results of the structural equation models. 

 

Appendix B: Figures 

Figure 1. Theoretical model (model 1) of the relationships involving anticipated professional competence as 

prospective teachers and perceived professional competence as newly qualified teachers and experienced 

teachers. 

Figure 2. Model 2. Standardised estimates for the structural equation modelling (SEM) analysis of the 

relationships involving anticipated professional competence as prospective teachers and perceived professional 

competence as newly qualified teachers and experienced teachers (n = 110). 
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Appendix A. Tables  

 

Table 1. Input data (correlations), n, mean, standard deviation, skewness and kurtosis for the observed variables. 

Variables 1 2 3 4 5 6 7 8 

Anticipated professional competence as prospective 

teachers 

        

1. How confident do you feel in your role as a 

schoolteacher? 

–        

2. How good is your theoretical understanding? 

 

.378***  –       

Perceived professional competence as newly qualified 

schoolteachers 

        

3. How confident do you feel in your role as a 

schoolteacher? 

.379***  .228*  –      

4. How good is your theoretical understanding? .394***  .330**  .448***  –     

5. How well have you mastered the methods involved 

in practising teaching? 

 

.329**  .292**  .577***  .530***  –    

Perceived professional competence as experienced 

schoolteachers 

        

6. How confident do you feel in your role as a 

schoolteacher? 

.300** .127 .526*** .354*** .334** –   

7. How good is your theoretical understanding? .365*** .295** .465*** .505*** .425*** .444*** –  

8. How well have you mastered the methods involved 

in practising teaching? 

 

.379*** .226* .504*** .434*** .386*** .417*** .655*** – 

N 109 110 104 99 98 109 109 109 

Mean 4.62 4.35  4.05 4.00 3.98 4.94 4.76 4.83 

Standard deviation .970 .759 .755 .589 .658 .905 .744 .731 

Skewness −.544  .092 −.494 .000 −.201 −1.091 −.543 −.296 

Kurtosis .074 −.303 .020 −.030 .038 2.400 1.084 −.003   

Note. Variables 1, 2, 6–8 are measured on a scale ranging from 1 (absolutely not) to 6 (to a large degree), and variables 3–5 are measured on 

a scale ranging from 1 (not at all) to 5 (to a very large degree). 

*p < .05. **p < .01. ***p < .001 level (2-tailed). 
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Table 2. Maximum likelihood parameter estimates for model 2. 

Parameter Unstd. 

estimate 

SE Std.  

estimate 

Parameter Unstd. 

estimate 

SE Std. 

estimate 

 Factor loadings  Measurement error (residual variance) 

Anticipated professional competence as 

prospective teachers → v1 

1.000  .718 E1 .450** .140 .484** 

Anticipated professional competence as 

prospective teachers → v2 

.570 .159 .522 E2 .416 .070 .727 

Perceived professional competence as newly 

qualified schoolteachers → v3 

1.000  .739 E3 .255 .050 .454 

Perceived professional competence as newly 

qualified schoolteachers → v4 

.739 .125 .698 E4 .177 .032 .512 

Perceived professional competence as newly 

qualified schoolteachers → v5 

.837 .130 .710 E5 .212 .040 .496 

Perceived professional competence as 

experienced schoolteachers → v6  

1.000  .568 E6 .550 .083 .678 

Perceived professional competence as 

experienced schoolteachers → v7 

1.171 .212 .810 E7 .188 .043 .344 

Perceived professional competence as 

experienced schoolteachers → v8 
1.116 .205 .786 E8 .202 .041 383 

 Direct effects  Disturbance variances   

Anticipated professional competence as 

prospective teachers → Perceived professional 

competence as newly qualified schoolteachers 

.583** .172 .729 D1 .144* .061 .468** 

Perceived professional competence as newly 

qualified schoolteachers → Perceived 

professional competence as experienced 

schoolteachers  

.759 .163 .823 D2 .084* .037 .322* 

 Mediated effect      

Anticipated professional competence as 

prospective teachers → Perceived professional 

competence as newly qualified schoolteachers 

→ Perceived professional competence as 

experienced schoolteachers 

.443** .147 .600     

Note. CFI = comparative fit index; CI = confidence interval; df = degrees of freedom; RMSEA = root mean square error of approximation; 

SE = standard error; SRMR = standardised root mean square residual; Std. estimate = standardised estimate; Unstd. estimate = 

unstandardised estimate. 

n = 110. Fit indices: chi-square = 20.071, df = 18, and p = .329; CFI = .992; RMSEA = .032 (90% CI, 0.000-0.093); SRMR = .040. 

*p < .05. **p < .01. p < .001 for all other estimates. 
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Table 3. Correlations between the latent variables (n = 110). 

 Anticipated professional 

competence as prospective 

teachers 

Perceived professional 

competence as newly qualified 

schoolteachers 

Perceived professional 

competence as experienced 

schoolteachers 

Anticipated professional 

competence as prospective 

teachers 

–   

Perceived professional 

competence as newly qualified 

schoolteachers 

.693*** –  

Perceived professional 

competence as experienced 

schoolteachers 

.639*** .807*** – 

Note. CFI = comparative fit index; CI = confidence interval; df = degrees of freedom; RMSEA = root mean square error of approximation; 

SRMR = standardised root mean square residual.  

Fit indices: chi-square = 19.539, df = 17, and p = .299; CFI = .990; RMSEA = .036 (90% CI, 0.000-0.097); and SRMR = .040. 

***p < .001. 

 

 

 

Table 4. Results of the structural equation models. 

 Unst. 

estimate 

SE  Std. estimate p 

Model 1      

Anticipated professional competence as prospective teachers → Perceived 

professional competence as newly qualified schoolteachers 

.554 .173 .693 .000 

Anticipated professional competence as prospective teachers → Perceived 

professional competence as experienced schoolteachers 

.111 .147 .152 .439 

Perceived professional competence as newly qualified schoolteachers → Perceived 

professional competence as experienced schoolteachers  

.640 .208 .701 .002 

Fit indices: chi-square = 19.539, df = 17, and p = .299; CFI = .990; RMSEA = .037 (90% CI, 0.000-0.097); SRMR = .040. 

Model 2     

Anticipated professional competence as prospective teachers → Perceived 

professional competence as newly qualified schoolteachers 
.583 .172 .729 .000 

Perceived professional competence as newly qualified schoolteachers → Perceived 

professional competence as experienced schoolteachers 
.759 .163 .823 .000 

Fit indices: chi-square = 20.071, df = 18, and p = .329; CFI = .992; RMSEA = .032 (90% CI, 0.000-0.093); SRMR = .040. 

Note. n = 110. CFI = comparative fit index; CI, confidence interval; df = degrees of freedom; RMSEA, root mean square error of 

approximation; SE, standard error; SRMR, standardised root mean square residual; Std. estimate, standardised estimate; Unst. estimate, 

unstandardised estimate. 
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Appendix B: Figures 

 

 

 

 

Figure1. Theoretical model (model 1) of the relationships involving anticipated professional competence as 

prospective teachers and perceived professional competence as newly qualified teachers and experienced 

teachers. 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2. Model 2. Standardised estimates for the structural equation modelling (SEM) analysis of the 

relationships involving anticipated professional competence as prospective teachers and perceived professional 

competence as newly qualified teachers and experienced teachers (n = 110). 
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Highlights: 

 

 Theoretical understanding, practical skills and professional confidence 

correlates 

 Perceived professional competence influence succeeding perceptions of 

competence 

 Theoretical understanding is important for teachers’ competence development 

 Supporting teacher efficacy is important for both prospective and novice 

teachers 

 


