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Abstract: Teachers should not only be regarded as professionals with a large amount of knowledge
that they must transmit but are also expected to fulfil other functions and possess other qualities to
overcome the teaching challenge. This paper is aimed at designing and validating an instrument to
identify preservice teachers’ perceptions about the competencies and capabilities that a good teacher
should have. The study sample is made up of 230 university students who are in their teaching
training practises and internships in schools. According to the consulted literature, we elaborated a
questionnaire composed of 23 items that are subdivided into four dimensions: personal qualities,
training, pedagogical aptitude, and interaction. We analysed reliability (Cronbach’s alpha value
was 0.924, and, by dimensions, all values were higher than 0.75; the Orion accuracy coefficients by
dimensions were all higher than 0.88) and construct validity, obtaining a good quality of the items
(with factor loadings above 0.50), after eliminating one of them. We also obtained a high correlation
between dimensions; the lowest value is 0.87. We have therefore achieved a final instrument made
up of 22 items that helps identify the set of qualities that a good teacher must have and can serve as a
guide for the design and planning of their initial and ongoing training.

Keywords: teaching profile; measuring instrument; validation; pre-service teachers

1. Introduction

A new education law for regulating the workings and organisation of the non-
university education system in Spain has recently been approved. Although the suitability
of the changes introduced by this law is outside the scope of this study, as university
teachers and trainers of future teachers, the door to reflection on the education we deliver
to students opens once again. Such education is partly determined by the type of teacher
in charge of designing and implementing the teaching and learning processes. Hence, we
depart from the assumption that success in education largely depends on teachers’ prepa-
ration, competence, and attitude [1]. It is therefore no surprise that UNESCO itself [2–4]
stresses the extent to which investing in and improving teachers’ training as well as their
qualifications is fundamental and necessary. Accordingly, many countries engage in rigor-
ous future teacher selection processes where, in addition to pre-selection academic tests,
the profiles of the most suitable candidates are analysed.

The purpose of this study is to reflect on the qualities that a teacher should have. It
introduces the process of design and validation of an instrument aimed at identifying
the competences and capabilities that define a good teacher based on preservice teachers’
perceptions during their teaching training practises and internships in schools. The analyses
contributed by a variety of authors on the set of characteristics and competences that the
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teaching body should gather to perform their professional and academic work under the
highest quality standards are used as a basis to define a valid and reliable instrument to
specify such qualities.

Certain authors [5] draw attention to the general trend of devaluing the teaching pro-
fession for reasons such as constant changes in the area of education as a result of political
instability, the separation between theory and research and classroom practises, ambiguity as
regards educational goals, and the increasing availability of information resources and tools
that undermine the relevance of teachers’ roles as holders and conveyors of knowledge. For
this reason, other researchers [6] note that collaboration between universities and the educa-
tion system should be at the core of training programmes so that the most necessary skills
and competences that future teachers should have to become great teaching professionals can
be identified in the current education context. This approach is also supported by Graell [7],
who advocates teacher training from a holistic point of view where, rather than as a product,
education is regarded as a lifelong learning process aimed at classroom practise. Hence, the
main purpose of any training proposal should be to make the transfer of learning possible
in professional practise, bridging the gap between the academic world and the day-to-day
reality at education centres or the professional scene [8].

In this regard, it has also been noted that reflecting on the professional profile that
is being sought should be the first thing to do when designing and developing a training
programme [9]. The issue at stake is what kind of teacher we would like to have. For this
purpose, the author suggests a strategic view supported by three variables as a starting point.
The first such variable, reality, refers to the context and students we are training. The second
is knowledge, which involves reflecting upon the required competences as well as the areas of
knowledge that are promoted, developed, and assessed. Finally, what is good revolves around
the desired profile and how it materialises. From this viewpoint, the fact that a teacher’s
initial training involves more than certain studies with a specific content volume is quite
clear. In other words, the essential core of such early training would not be complete if it was
merely about conveying the subject matter [10]. Teachers themselves are the fundamental
basis for teaching; besides qualifying them to deliver knowledge, their competences and
skills prepare them to design curricular plans that accommodate the characteristics and needs
of different educational contexts and the students who are part of them. Moreover, they
should also know how to build and maintain open, flexible, democratic, and culturally rich
scenarios that foster a positive learning atmosphere while at the same time promoting their
own professional development. Along these lines, certain studies emphasize being motivated
by freedom as a key factor in teaching quality [11]. This means that, as long as their training is
appropriate, teachers are more engaged and inspired when they can make decisions regarding
classroom organisation, methodological teaching strategies, or didactic requirements. Other
authors [5,10,12] add further aspects that they consider crucial to a good teacher profile, such
as being open-natured and flexible, among others.

According to how the above-described qualities interrelate, three types of teachers
can be defined [13]: (1) technical, excessively obsessed with the official curriculum and
meeting the requirements established by education authorities; (2) reflective, for whom
teaching is a personal and interpretive task; and (3) critical, who aim educational practise
towards preparing reflective, inquiring, and intellectually inquisitive individuals. Other
authors [14] also describe three teaching profiles that encompass a broader range of traits
and characteristics based on which they direct the teaching-learning processes. The first
would be the personal and genuine teacher, who regards teaching as an opportunity for
personal growth and authenticity without neglecting the need to know his or her students,
including their personal and academic backgrounds. The second profile is defined as
the history-conveying teacher, who is characterised by enriching lessons with current
content, according to the society that provides the system’s setting; this teacher’s way
of delivering knowledge has a positive and long-lasting impact on students. Finally, the
learning motivator teacher masters the methods and techniques that foster meaningful
learning so that students may learn more and better.
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Characterising and measuring the competences and capabilities that a good teacher
should have has been a research interest in literature for the last decade, and a variety of
methodological approaches have been employed. For example, Tigelaar et al. [15], using the
Delphi method with educational experts, validated a framework for teaching competencies
in higher education that contained the following domains: the person as teacher, expert
on content knowledge, facilitator of learning processes, organiser, and scholar/lifelong
learner. Carrasco et al. [16] identified the essential qualities that a competent teacher’s
profile should encompass using written reflections from pre-service teachers. Five qualities
were obtained, which, in turn, comprised more specific traits: personal qualities related
to empathy, patience, humbleness, or proactive attitudes; pedagogical aptitude, which
entails mastery of the contents and strategies required for teaching; quality of interaction
processes with students and their families; type of training promoted; and impact of the
teaching activity on students. Moreover, certain authors [17] focused their analysis on
the characteristics that an efficient teacher should gather, understanding this as teachers
whose personal qualities lead to success while at the same time having a positive impact
on students. Their study, which relied on the participation of pre-service and in-service
secondary education teachers and employed a questionnaire with open-ended questions,
yielded seven categories for the efficient teacher profile: interpersonal relationships, lesson
management and development, planning and organisation, area expertise, professional
commitment, knowledge transmission, personal ethics, and educational innovation. Shulte
et al. [18], based on a multistage mixed-method analysis with an open-ended question
answered by college students´, identified the characteristics of effective middle-school
teachers in the USA. They found that, in addition to content knowledge, there are other
characteristics, such as emotional and social competence that are crucial. Jiménez and
Navaridas [19] developed an ad hoc questionnaire with open-ended questions to gather
the opinions of primary school students about what good teachers are like and what they
do. Their results indicate that there is no single, ideal model of a teacher, but children
tend to prefer a teacher who is approachable, sensitive, demanding, and enthusiastic, with
competences in instructional communication, interaction, planning and management of
teaching/learning, and assessment. Moreover, a study carried out by the Agència per a
la Qualitat del Sitema Universitari de Catalunya [20] through different types of surveys,
aimed at identifying aspects that should be improved in the training of the teaching talent
pool to achieve, from the point of view of those who work in early childhood, primary, and
secondary education establishments, quality teachers who meet current social demands,
emphasises that when hiring new teachers, the most valued aspects are personal, social,
and cognitive skills. This study considers that newly certified teachers are lacking in
capacities associated with problem solving and decision-making, generation of new ideas
and solutions, everyday classroom management skills, design and assessment of teaching
and learning processes, and detection and action in cases of academic or socio-familial
difficulties. A recently published study based on a survey with open and closed-ended
questions also focused on describing the characteristics that a good teaching professional
should have from the point of view of in-service teachers [21]. The study underlines
the importance of didactic and pedagogical competences while, above all, highlighting
personal skills, which are neglected in a large part of the literature. The author remarks
that the participants in her research considered this personal aspect of teaching as the
key to excellence, and it would encompass “courses of action with regulatory views of
what good education is” (p. 185), regardless of theoretical contents and the initial and
lifelong training of the teaching body. Due to COVID-19 and the promotion of virtual
teaching, some research on teachers´ digital competence has been published from the
point of view of the need to adapt teaching practises to the new reality of technological
advances [22,23]. Finally, Mellado-Moreno et al. [24], employing a validated and calibrated
questionnaire, evaluated university teaching quality in Spain. They found that indicators
of teaching quality are functions of assessment, attention to diversity, clarity, and control of
the educational process, as well as learning, teaching, and assessment resources.
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The analysis set out above places us where Sarceda-Gorgoso and Rodicio-García [25]
stood when they emphasised the efforts made through different studies and by different
authors in an attempt to define the competences and qualities to be met by future teachers.
This is why, using a reflective approach as teachers and university-teacher trainers, we
have continued to delve into the adequacy of the training provided at universities to meet
the demands of centres’ educational realities and into the ideas that our students have
about the assets that a quality teacher should possess. This is why the main purpose of this
study is to design and validate a tool to define what the competencies and capabilities of
a good teacher should be from the point of view of university students who are in their
teaching training practises and internships in schools. These students have been trained
for four years at the university for the degree of teacher in primary education. In addition,
they have been trainers and teachers in different schools for five months. Their perspective
integrates not only their experience as classroom teachers but also the knowledge learned
in the degree. This instrument should meet the required psychometric characteristics of
reliability, item homogeneity, and construct validity.

2. Materials and Methods
2.1. Population and Sample

The sample used in this study is composed of preservice teachers who are in their
teaching training practises and internships in Early Childhood Education and Primary
Education in different schools in Spain. Convenience non-probability sampling was used
to obtain a sample of 230 students, mostly women (82.2%), from seven autonomous com-
munities (Castile and León, Andalusia, Balearic Isles, Asturias, Valencian Community,
Aragon, and Extremadura); 56.1% were studying for an Undergraduate Degree in Primary
Education Teaching, 38.7% were preparing for the Early Childhood Education stage, and
the remaining individuals were enrolled in the Double Degree in Teaching. Most of the
participants had accessed university studies via secondary education pre-university courses
(73.5%), followed by vocational training (23%); only 0.9% had used the over-25 access to
university, and 2.6% had performed so through other channels. Finally, it should be noted
that 28.2% accessed the undergraduate degree with an average grade of pass, 42.6% with
very good, and the remaining part of the sample (29.2%) with a mark of nine or above.

The choice of this study sample was based on classic recommendations that suggest a
minimum sample size or ratio and current recommendations that are especially focused on
item commonalities. Regarding the former, Comrey and Lee [26] suggested that a sample
should include between 200 and 300 individuals to be considered good, while Velicer and
Fava [27] suggested that the sample should be ten times larger than the number of items.
Among current recommendations, Ferrando and Anguiano-Carrasco [28] and Beavers
et al. [29] proposed that sample size is a value that interacts with study data, such as item
commonalities. In the case of this study, such values range between 0.40 and 0.70, which
means that a sample size comprising between 200 and 250 individuals would be moderate.

2.2. Instrument

Since the purpose of this study is to provide a validated instrument designed to
identify what a good teacher is, this and the following subsections are especially important.
The instrument includes a total of 23 items that are arranged into four dimensions (Table 2):
personal qualities, pedagogical aptitude, interaction processes, and training, which are
to be answered using a 1 to 4 Likert-type scale, where 1 means total disagreement and
4 means total agreement.

2.3. Development of the Instrument

Three of the studies mentioned in the introduction [14,16,17] were used as the starting
point to develop the instrument. The reason for this choice was that they had all been
conducted using university populations and were focused, in the case of Carrasco et al. [16]
and Reoyo et al. [17], on defining the qualities that shape the profile of a competent teacher, or,
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in the case of Esteban and Mellen [14], on delimiting the different types of teaching profiles that
can be found in educational institutions. Moreover, the Undergraduate Degree in Teaching
white paper [30] was consulted to establish the teaching profile parameters that underlie
the study plans for this certificate at the different Spanish universities. Table 1 shows the
correspondence between the dimensions generated in the former three studies and the goals
defined by the National Agency for Quality Assessment and Accreditation (ANECA).

Table 1. Comparative chart of teaching profiles.

Carrasco et al. [16] Esteban and Mellen [14] Reoyo et al. [17] ANECA [30]

Personal qualities Personal and genuine teacher

Interpersonal
relationship
Professional
commitment

Personal ethics

- Professional capable of analysing the
context in which his or her teaching
activity takes place and planning it,
meeting the needs of a changing society.
- Thorough personal training.
- Self-knowledge, self-esteem, the
ability to build constructive group
relationships, and a supportive and
democratic attitude.

Training Personal and genuine teacher Knowledge of the area
Transfer of knowledge

- Thorough knowledge of the cycle or
stage where the work is to be
performed.
- Full knowledge of the subject(s) to be
taught and the ability to produce
coherent disciplinary and
interdisciplinary designs.
- Training supported by a methodology
that is suitable for the
teacher/researcher paradigm.
- Knowledge of the new training
introduced by ICT.
- Training to teach in the knowledge
society.

Pedagogical aptitude History conveying teacher
Learning motivator teacher

Lesson management and
delivery

Planning and organising
Educational innovation

- Mediator to make all activities
relevant and encourage each student’s
development in the context of
collaborative group work.
- Designer and organiser of disciplinary
and interdisciplinary tasks and
collaboration with the world outside
the school.
- Training to fulfil tutoring and
guidance functions and to assess
students’ learning.

Interaction process quality Personal and genuine teacher
History conveying teacher

Lesson management and
delivery

- Organiser of each student’s interaction
with the object of knowledge.
- Ability to seek synergies with other
social agents that may facilitate success
in the work performed at school
(families, associations, entities,
education authorities).
- Training for teamwork with the rest of
the teaching body.
- Social skills and leadership with
students.

It should be noted that these studies [14,16,17] drew from qualitative ones where
teaching profiles and the qualities that define them are the result of the definitions, thoughts,
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and opinions issued by the future teachers that made up the sample. The instrument
presented in this quantitative study was built based on dimensions and qualities that
had already been identified in previous research to, subsequently, define the items that
integrated them.

Accordingly, the instrument is based on the dimensions identified by Carrasco et al. [16]
when presenting a theoretical model that delimits each of the areas that define an in-service
teacher’s profile and that, at the same time, encompasses the qualities and profiles defined
in other studies. These are:

• Personal qualities (PQ): a set of traits that define a teacher’s personality beyond
technical or academic training and that are more associated with personality, behaviour,
and attitude.

• Training (T): a teacher’s training both in the contents and subjects he or she delivers and
in how to do them in the current context. Hence, this not only involves professional
knowledge but also the type of knowledge that it promotes.

• Pedagogical aptitude (PA): set of skills required for a teacher to develop any teaching-
learning process and functions that derive thereof.

• Interaction (I): a set of skills involved in the relationships that teachers are to establish
with their student group, other peers and professionals, families, and agents outside
the educational context so that such relations are positive and constructive.

Subsequently, the items were created based on the goals defined by the ANECA [30]
and according to their allocation to the selected dimensions (see Tables 1 and 2).

Table 2. Dimensions and items of the originally designed instrument.

Dimensions Items
A Good Teacher Should . . .

Personal qualities (PQ) PQ1.—Be able to plan his or her teaching activity and adapt it to the context in which it is delivered.
PQ2.—Be able to meet the needs of students and peers.
PQ3.—Be technically and professionally prepared to fulfil the teaching job.
PQ4.—Have democratic principles and values and a social justice mindset.
PQ5.—Be able to establish constructive group relationships among students.

Training (T) T1.—Have thorough knowledge of the education cycle or stage where the teaching activity is to
develop.
T2.—Have thorough knowledge of the subject or subjects to be taught.
T3.—Be able to coherently programme the teaching of the different subjects and know how to relate
them to each other.
T4.—Have teaching and research training.
T5.—Be familiar with the new training processes proposed by information and communication
technologies.
T6.—Be able to conduct the teaching job in today’s society, which is characterised by diversity,
innovation, and complexity.

Pedagogical aptitude (PA) PA1.—Act as a mediator so that every activity is relevant to students.
PA 2.—Stimulate students’ potential for development.
PA 3.—Be able to design and organise multidisciplinary and interdisciplinary work.
PA 4.—Be able to collaborate with the world outside the school.
PA 5.—Be able to provide students with tutoring and guidance.
PA 6.—Be able to assess students’ learning.

Interaction (I) I1.—Be able to establish student-student interactions with the purpose of expanding knowledge.
I2.—Be able to establish teacher-student interactions with the purpose of expanding knowledge.
I3.—Be able to establish relationships with external agents (families, associations, education
authorities, etc.) to facilitate students’ educational success.
I4.—Be prepared to engage in teamwork with the rest of the teachers.
I5.—Have social skills to exercise leadership among students.
I6.—Have skills to run student work groups.
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Three education experts analysed the items created for each of the dimensions, con-
sidering the initial theoretical framework. They were asked to produce an assessment
scale taking four characteristics into account: clarity, appropriateness, relevance, and suffi-
ciency [31], assessing each of the characteristics in each item with a value between 1 and
4 (does not meet the standard, low level, moderate level, and high level). Initially, each
dimension included six items. Subsequently, upon agreement of the experts, the decision
was made to, on the one hand, remove one item from the personal qualities dimensions
because of information duplication and, on the other hand, rework the formulation of
certain items to avoid technical terms or ambiguous statements [32]. Thus, the resulting
instrument is shown in Table 2.

2.4. Data Collection and Analysis to Validate the Instrument

The questionnaire was drawn up in digital format and delivered at the beginning
of the 2020–2021 academic year (September–October). The deans and directors of the
national university establishments offering Teacher Education degrees were contacted via
email, where the aim of the research was briefly explained, a link to the questionnaire
was attached, and their collaboration to distribute it among the students enrolled in the
faculty or school they managed was requested. The students should be in their teacher
training practises in schools. It should be noted that both the presentation letter and the
introduction to the assessment instrument itself provided participants with information
regarding data anonymity and confidentiality assurance by the research team. A 15-day
period was established to gather the answers. Subsequently, a reminder that the possibility
of participating was extended for a further seven days was sent. After this, the link to the
questionnaire was disabled.

As regards data analysis, precision was verified by analysing the instrument’s internal
consistency, calculating Cronbach’s alpha (α), and using IBM SPSS Amos version 26 soft-
ware. Likewise, because the variables are scalable, the reliability obtained was verified by
calculating the Orion accuracy coefficient values of the polychoric data matrix using the
Factor Analysis programme.

The goodness-of-fit of the model initially proposed based on a theoretical model
was estimated using IBM SPSS Amos version 26 software to assess construct validity.
Confirmatory factor analysis (CFA) was used as a multivariate technique to examine
internal structure according to robustness [33], implemented and interpreted based on the
indications of [34–37]: CMIN/DF between 2 and 5; GFI, NFI, NNFI/TLI, AGFI, IFI, CFI,
and GFI > 0.90; RMSEA and RMR < 0.08; PRATIO, PGFI, and PNFI > 0.70.

3. Results
3.1. Item Reliability and Analysis

Reliability was analysed considering both Cronbach’s Alpha (α) and Orion accuracy
coefficients. These two measures establish that when values are above 0.70, the reliability
of the scale is acceptable [38,39]. Table 3 shows that all the values obtained for these
coefficients, both for the full scale and each of the subscales (PQ, T, PA, and I), were above
0.70, which verifies the adequacy of precision through internal consistency on the global
scale and on each of the dimensions.

Table 3. Reliability indices.

Cronbach’s Alpha Orion

Full scale 0.924
PQ subscale 0.750 0.888
T subscale 0.773 0.899

PA subscale 0.808 0.992
I subscale 0.784 0.958
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When analysing the items, it was noticed that if item F4 (“having both teaching and
research training”) was removed, Cronbach’s alpha for the full scale increased to 0.925,
while the value of subscale F’s index dropped. This led to the decision to continue the
analysis with such an item.

3.2. Construct Validity (Confirmatory Factor Analysis)

CFA was performed using structural equation modelling, whose purpose is to analyse
the relationships between the variables and factors of the initial model based on the
consulted theory [40].

Figure 1 shows the results of the initial structural model for the measurement of
the teaching profile of teacher-to-be students based on the theoretical model and the
correspondences between the instrument’s latent and observed variables. Covariance
structure analysis is used to test whether the items under each factor adequately explain
it. This initial measurement model consists of four latent variables (PQ: personal qualities;
T: training; PA: pedagogical aptitude; and I: interaction); 23 observed variables (from
PQ1 to I6); 23 error terms (from ePQ1 to eI6), always maintaining the variable number
scheme shown in Table 2; 23 factor loadings between factors and their corresponding items;
23 regression coefficients between errors and their associated observed variables; and six
correlations between latent factors that indicate the scale’s initial theoretical dimensions.
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Figure 1. Initial structural model for the measurement of the teaching profile of teacher-to-be students.

Multivariate normality when specifying the model was tested by calculating Mardia’s
coefficient, yielding a value of 491.663, which is greater than p · (p + 2) = 21 · (21+ 2) = 483,
p being the number of observed variables [41]. After proving the non-normality of the data,
their scalar nature, and sample size, parameters were estimated using the unweighted least
squares (ULS) method, proving sufficiently robust for the case addressed since no atypical
values to compromise such robustness were found [42]. The results obtained in the initial
structural model revealed a lack of fit for certain indices in the model (see Figure 1). A possible
explanation could be the unsatisfactory loading of item T4, which was lower than 0.5 [34].
Since this was what allowed the reliability of the full scale to increase (see the Reliability and
Item Analysis Section), it was eventually eliminated.
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Attention was also paid to modification indices, since many of them revealed the
convenience of certain correlations between errors that made sense from a theoretical point
of view, which significantly reduced the value of the chi-square statistic, as can be observed
in Table 4.

Table 4. Modification indices.

M.I. Par Change

eI5 < -- > eI6 63.294 0.098
eI1 < -- > eI2 39.429 0.030
ePQ1 < -- > ePQ2 7.806 0.020
ePA3 < -- > ePA4 7.647 0.030
ePA2 < -- > ePA5 10.641 0.015
eT1 < -- > eT2 29.013 0.067

After making the appropriate modifications, the final structural model to measure the
teaching profile of teacher-to-be students was obtained. The model consisted of 4 latent
variables, 22 observed variables, 22 error terms, 22 factor loadings between factors and
their corresponding items, 22 regression coefficients between errors and their associated
observed variables, and 12 correlations: six between the latent factors that indicate the
initial theoretical dimensions and six between the errors according to the modification
indices.

The results (Table 5) show that, while there is still no statistical significance, certain
fit indices have become substantially modified, which leads to the conclusion that, if such
indices confirm the claims of the formerly mentioned authors, we would have a good-fitting
model and, therefore, a suitable measurement tool. It should be noted that all the indices
associated with incremental fit measures now have values that are higher than or close to
0.9. Being close to 0.9 leaves room for interpretation, and, therefore, an acceptable fit cannot
be confirmed. Nevertheless, it may be stated that such values would not compromise the
fit of the final structural model. This leads to the affirmation that the measurement model
is quite robust.

Table 5. Initial and final model fit indices.

Measurement Recommended Fit Initial Structural Model Final Structural Model Acceptability

Absolute fit measures

Likelihood ratio
Chi-square p > 0.05 p = 0.000 p = 0.000 Not acceptable
CMIN/DF 2–5 2.824 2.088 Acceptable
GFI >0.85 0.809 0.866 Acceptable
RMSEA <0.08 0.089 0.069 Acceptable
RMR <0.08 0.013 0.010 Acceptable

Incremental fit measures

NFI >0.9 0.755 0.894 Acceptable *
NNFI/TLI >0.9 0.801 0.898 Acceptable *
AGFI >0.8 0.764 0.828 Acceptable
IFI >0.9 0.826 0.906 Acceptable
CFI >0.9 0.824 0.905 Acceptable
GFI >0.85 0.809 0.866 Acceptable

Parsimony fit measures

PRATIO >0.7 0.885 0.887 Acceptable
PGFI >0.7 0.730 0.772 Acceptable
PNFI >0.7 0.668 0.711 Acceptable

* Acceptable, with values very close to 0.9 in the final structural model.
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Figure 2 shows a final structural model where indicators are confirmed as good
since their factor loadings are above 0.50. Furthermroe, correlations between errors have
substantial and measurable values, the smallest being 0.21. Finally, high correlations
are shown between the four dimensions, with the lowest value being that between T
and I, which is 0.87, since not every good perception of training ensures good classroom
interaction.
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4. Discussion and Conclusions

This study provides the design and subsequent validation of a questionnaire aimed
at identifying the competencies and capabilities that a good early childhood and primary
education teacher should have from the point of view of preservice teachers. The first
questionnaire designed consisted of 23 items divided into four dimensions: personal
qualities, training, pedagogical aptitude, and interaction.

CFA has made the explanation of construct validity possible, proving acceptability
and a good fit to the initial theoretical model. Nevertheless, this analysis led to the need to
remove one of the items from the initial version so that, instead of 23 items, the final model’s
questionnaire included 22 (Table A1 in Appendix A. It should also be noted that said CFA
proves the instrument’s validity and the existence and confirmation of a multidimensional
configuration capable of measuring the different dimensions that define the profile of a
good teacher with a high correlation between each other.

The tool is supported by a theoretical framework that defines the qualities that a
good teacher should have from different perspectives [14,16–21,30]. These characteristics
can be summarised as a professional who conveys knowledge while at the same time
identifying, stimulating, and contributing to the development of students ‘skills, generating
learning situations, innovating, experimenting, and promoting comprehensive training
of responsible citizens. The rigour with which the theoretical basis that underpins the
instrument has been treated has resulted in a tool with excellent overall reliability and
acceptable internal consistency.

The proposed instrument was designed to contribute to the exploration and specifica-
tion of the characteristics to be met by a good teacher and education professional. Unlike
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other tools that analyse the competences and capabilities of a good teacher [15,16,18,19],
the questionnaire presented in this article allows for the measurement of these attributes
using a 1 to 4 Likert-type scale, which allows a better quantification of those skills that
are considered most important. The results yielded using the instrument could be taken
into account when considering the passing of a new education law in Spain, especially
when this almost inevitably involves the assessment and reconsideration of the figure of
the teacher, the qualities and competences that they should have, and, therefore, the role
that their initial training plays in their future professional activity [43]. Teacher education,
student training, and practicum processes will become more effective, and future iterations
of the questionnaire will benefit from continuous improvements based on feedback and
insights. A robust and validated questionnaire will promote better learning experiences and
contribute to the overall development of educators in the field of education. Furthermore,
this questionnaire could be applied in other countries as it analyses the competences of
a good teacher that are not linked to a cultural perspective. The items included are not
conditioned by the characteristics of a specific educational system.

Nevertheless, the study has certain limitations, such as not considering respondents’
social desirability. This is why an appropriate social desirability questionnaire, such as
the Marlowe-Crowne one, should be given to the participating subjects in future studies
to detect any culturally accepted but strange behaviours that may occur [44]. Besides,
it would be advisable to analyse the suitability of the instrument for teachers at other
educational stages, such as secondary education or vocational training. Likewise, placing
the focus on the study’s limitations, it could be stated that, although the sample meets both
traditional and current requirements [26,28,29], selecting according to availability could
limit the generalizability power regarding aspects linked to sociodemographic variables.

Among the forthcoming tasks is conducting longitudinal studies to track the develop-
ment of students´ skills and perspectives over time. This will provide valuable data for
curriculum improvement and long-term programme enhancement. On the other hand, it
could be interesting to involve other stakeholders, such as practising educators, mentors,
or school principals, in the validation process to ensure that the questionnaire addresses
real-world challenges and meets the needs of the education field.
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Appendix A

Table A1. Competences and Capabilities of a Good Teacher.

A Good Teacher Should . . . 1 2 3 4

Be able to plan his or her teaching activity and adapt it to the context in which it is delivered.
Be able to meet the needs of students and peers.
Be technically and professionally prepared to fulfil the teaching job.
Have democratic principles and values and a social justice mindset.
Be able to establish constructive group relationships among students.
Have thorough knowledge of the education cycle or stage where the teaching activity is to
develop.
Have thorough knowledge of the subject or subjects to be taught.
Be able to coherently programme the teaching of the different subjects and know how to relate
them to each other.
Be familiar with the new training processes proposed by information and communication
technologies.
Be able to conduct the teaching job in today’s society, which is characterised by diversity,
innovation, and complexity.
Act as a mediator so that every activity is relevant to students.
Stimulate students’ potential for development.
Be able to design and organise multidisciplinary and interdisciplinary work.
Be able to collaborate with the world outside the school.
Be able to provide students with tutoring and guidance.
Be able to assess students’ learning.
Be able to establish student-student interactions with the purpose of expanding knowledge.
Be able to establish teacher-student interactions with the purpose of expanding knowledge.
Be able to establish relationships with external agents (families, associations, education
authorities, etc.) to facilitate students’ educational success.
Be prepared to engage in teamwork with the rest of the teachers.
Have social skills to exercise leadership among students.
Have the skills to run student work groups.
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