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Abstract

Cunha’s Supervisor’s General and Specific Competencies Scale (Cunha, 2017) was designed to assess the
mentor teachers’ ideal competencies according to higher education students’ perspective. The
development of further educational/pedagogical research in this area is essential to update the existing
knowledge. This study sought to answer the question what the psychometric quality of Cunha's (2017)
Supervisor's General and Specific Competencies Scale (CGES) is by assessing the psychometric
properties, the factorial structure and the internal consistency of the Supervisor’s General and Specific
Competencies Scale. To determine this, a methodological and cross-sectional study was carried out. The
institutions authorised the collection of data and the participants completed the indispensable informed
consent form. The internal consistency study and the confirmatory factor analysis of the CGES scale,
(Cunha, Cruz, Menezes & Albuquerque, 2017) was developed using a sample consisting of 306 higher
education students, who were attending medical schools located in the centre of Portugal. 81.7% of those
participants were women with an average age of 21.15 years. The CGES scale internal consistency study
revealed the existence of three (3) Factors/subscales: 1 — generic competencies (a = 0.960); 2 — specific
competencies (a0 = 0.937) and 3 - metacompetencies (oo = 0.805). There was a 0.907 Cronbach’s alpha
coefficient for the global 20 item scale. Students who were under 19 value the supervisor's generic skills,
while metacompetencies are preferred by older students. There was a statistically significant difference
between scores. This research constitutes the first assessment of the psychometric quality of the CGES
scale measurement properties, using a sample from the Portuguese population. It shows the robustness of
the internal consistency values obtained for the different subscales and that are taken into account in the
final and global outcome. The results suggest that we should consider assessing the generic and the
specific competencies, as well as the metacompetencies, exhibited by teachers when their pedagogical
performance in the field of supervision is being assessed.
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1. Introduction

Higher education students are those who are regularly enrolled in an institution of higher education
recognized by the formal education system currently followed in their country, Portugal. In addition to the
students’ formal status, these students exhibit a range of specific characteristics: a distinct personality, the
ability to adapt to different environments, a capacity that will influence their academic performance, their
soft skills and their psychosocial development.

When they enter higher education, students are exposed to several changes that will make them
experience things differently. These changes may, on the one hand, contribute to their development,
independence and autonomy processes and, on the other hand, become a source of inadequate and/or
disturbing sensations. As such, students’ adjustment to higher education is complex and can generate
stressful situations throughout their academic life. During this process of transition that will affect the
students’ lives, the mentor teachers will play a crucial role since the will contribute to mitigate the impact
of the new demands that are part of this new reality and to ensure the normal development of these
students’ academic life (Cunha et al, 2017).

The mentoring process is dynamic, reciprocal and reflective, so all the competencies that may
enable people to act in a pertinent way when dealing with a specific situation (Le Boterf, 2003) have to be
monitored during the mentorship. If we want a student to achieve success, teachers will have to play
different roles: they will have to be mentors, advisors and supervisors. The supervisor will also be
responsible for the whole negotiation process that will involve the supervision strategies and the
supervised student, always taking into account the students’ personalities, their acquired knowledge and
the goals they had previously set for themselves. That kind of commitment will help establish a
relationship that will favour the students’ learning. The pedagogical supervision aims to ensure a learning
process that should be developed in accordance with the biopsychosocial context of higher education
students.

The supervisors’ pedagogical qualities and capacities need to be improved during their educational
path and this improvement will have to focus on all the different learning situations. (Gaspar, Jesus &
Cruz, 2011). In addition to the implementation of a mentoring practice supported by different technical
and behavioural components, the supervisors’ needs to be able to assume a self-reflection attitude and to
have highly developed observation skills so they are be able to lead students to new and relevant
knowledge.

Banha and Ciéncia (2017), citing a recent review of the literature dealing with the ideal
characteristics that mentor teachers should possess, claims that they should be able to:
provide a suitable environment for an independent, impartial and confidential discussion ...that will help
solve the problems presented by the students ...; mediate for understanding between the concerned
parties and find clues to solve the problems; assess the complaints addressed by the students and issue
recommendations that will have to be followed by the concerned parties and that will lead to the
suspension, change or transformation of those acts that negatively affect the students’ rights,
recommendations that will also lead to an improvement of the services provided; help clarify policies and
procedures ... that will be carried out in the pedagogical field and will have an effect on the school social

action programme and ... recommend the necessary and suitable changes; issue opinions on any matter
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in its sphere of action ...contribute to the preparation and updating of the students ' disciplinary regulation
and of the students’ code of conduct (p. 30)

The supervisor as mentor should possess several competencies and duties, among other
characteristics, that will enable him to meet the mentored student’s needs. Mentors must truly believe that
their knowledge and experience are more than appropriate, they must constantly strive to develop and
strengthen these competences, attending relevant training courses, in order to properly develop their
professional skills. They should also be able to maintain a close relationship with a qualified supervisor to
periodically assess their aptitudes and find the support they need to back up their own development
(Karkowska et al 2015).

In order for this relationship to be pedagogically fruitful and provide educational gains, mentors
must have supervisory competencies that will enable them to transform the didactics of the teaching and
learning process into academic accomplishments that will subsequently be transferred to the
teaching/work contexts (Cunha, 2017).

Supervision is closely related to safety and to productive professional relationships since it is an
effective way to explore issues related to professional practice, allowing teachers not only to learn from
one another, to offer support to one another, to understand how they are perceived and valued by their
peers, but also to control the concern and the anxiety caused by the tasks and functions that are part of
their professional activity (Jones, 2003, as cited in Cruz, 2012).

The supervisors’ role should include three predominant requirements that will influence their
actions and personal style of operation: the knowledge, interpersonal skills and technical competencies.
Glickman (1985, as cited in Alarcdo & Tavares, 2007) identifies three supervisory styles: the non-
directive, the collaborative and the directive. A non-directive supervisor praises the supervisees’
perspectives and opinions, knows how to encourage them and help them clarify their ideas and feelings.
Collaborative supervisors prioritise the communicational component that exists between them and their
supervisees, guiding them and helping them solve the problems they will have to face. Supervisors of the
directive type are more concerned with the discipline and the guidance provided to their supervisees,
establishing criteria and controlling their attitudes.

Supervisors will also be responsible for negotiating the supervision strategies with their
supervisees, taking into account their personality, their acquired knowledge and the goals that have been
previously set in order to establish a kind of relationship that will favour the teaching and learning
process.

This study aims to assess the CGES scale psychometric qualities, in order to assess the mentor

teacher’s competencies according to the higher education students’ perspective.

2. Problem Statement

Cunha’s Supervisor’s General and Specific Competencies Scale (Cunha, 2017) was designed to
assess the mentor teachers’ ideal competencies according to higher education students’ perspective. The
development of further educational/pedagogical research in this area is essential to update the existing

knowledge.
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3. Research Question

What is the psychometric quality of Supervisor's General and Specific Competencies Scale

(2017)?

4. Purpose of the Study

This study aims to assess the psychometric properties, the factorial structure and the internal

consistency of Cunha’s (2017) Supervisor’s General and Specific Competencies Scale.

5. Research Methods

The methodological study is part of the project “Supervisdo e Mentorado no Ensino Superior:
Dinamicas de Sucesso (SuperES)” Ref. PROJ/CI&DETS/CGD/0005 (supervision and mentoring in
higher education: Successful Dynamics) which was approved (No. 3/2017) by the Escola Superior de
Satde de Viseu (School of Public health of Viseu) Ethics Committee, a branch of the Polytechnic
Institute of Viseu, in Portugal.

This cross-sectional study aims to assess the psychometric qualities of the Supervisor’s General
and Specific Competencies Scale (CGES) to help assess the mentor teacher’s competencies according to

higher education students’ perspectives.

5.1. Participants

The non-probability sampling for convenience was formed by 306 higher education students
attending a health-related course. The majority of the participants were female (81.7%). The youngest
participants were 18 and the eldest were 42 and the average age was 21.15 years (£ 3.54 SD). Male
participants were on average older (Mean = 22.28 years + 4.21 SD) than female participants (Mean + 3.32
SD) with statistically significant differences (z =-3,058; p = 0.002).

5.2. Data collection Tools

The collection of information was carried out through the questionnaires protocol available online

that includes:

5.2.1. “Sociodemographic Characterization and Pedagogical Context” scale (Cunha, 2017),
which includes sociodemographic questions (age, gender) and other items related to the regularity of
pedagogical sessions (the way the sessions are distributed and the way they should), the place where those
pedagogical session will be conducted, the duration of each pedagogical session and the importance of

assigning a mentor teacher to higher education students.

5.2.2. The “Supervisor’s General and Specific Competencies Scale (CGES)” (Cunha, et al,
2017) (Cunha, Cruz, Menezes & Albuquerque, 2017) which aims to help assess the mentor teacher’s

competencies according to higher education students’ perspectives.
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The Supervisory General and Specific Competencies Scale (CGES) included, in its original
version, 24 items and was developed for higher education students. Its main objectives are to assess the
students ' perspectives about the mentor teacher’s competencies. It features three subscales that include 24
items created specifically for this purpose:

-"Generic competencies" consisting of 14 items (1, 2, 3,4, 5,6, 7, 8,9, 10, 11, 12, 13, 14);

-“Specific competencies" which includes 6 items (15, 16, 17, 18, 19, 20);

-"Metacompetencies" which includes 4 items (21, 22, 23, 24).

We used a Likert-type scale and the responses given to the items were rated from 1 to 5: 1 —
"Strongly disagree"; 2-"Disagree"; 3 — "Neither agree nor disagree"; 4 — " Agree" and 5 — "Strongly

agree”.

5.2.3. The Fundamentals of the Psychometric study

The "Supervisor’s Core Competencies" Scale was built from theoretical constructs. Therefore, we
chose to carry out tests of reliability and validity.

These two constructs are two related measurement properties that play complementary roles. In
fact, while reliability relates to the consistency or to the stability of a measure, validity is related to its
veracity.

Reliability means that the measurement method is accurate and that it can be verified through the
analysis of the internal consistency or of the homogeneity of the items and of their temporal stability. A
measurement instrument is said to be reliable if it does not produce significantly different results when
administered at different times to the same individuals.

A test or a measurement instrument is said to be valid if it can correctly translate what it intends to
measure. With this assumption in mind it becomes clear that reliability does not imply validity but is a
requirement to assess validity which means that to be valid, a measure should first of all be reliable
(Marbco, 2014).

The reliability studies are obtained with the determination of a Cronbach’s alpha coefficient and of
the Split-half reliability coefficient. This last method allows proving whether one of the halves of the
items from the scale is as consistent as the other half to measure the construct. The values of the
Cronbach’s alpha coefficient can fluctuate between 0 and 1. The higher the coefficient, the better. To
achieve a good internal consistency, the Cronbach’s alpha must be above 0.80 (Mardco, 2014). The
literature reviewed identifies the following reference values: above 0.9 (very good); 0.80-0.90 (good);
0.70-0.80 (average), 0.60-0.70 (reasonable), 0. 50-0.60 (mediocre) and below 0.50 (unacceptable).

For the study of this scale, we tested not only its internal consistency, but also the tri-factorial
solution that emerged from the theoretical constructs, through an confirmatory factorial analysis (CFA),
using the AMOS 24 Software (Analysis of Moment Structures). This statistical procedure is used to
confirm whether or not the hypothesized factorial structure is adjusted for the data sample we intend to
study.

We took into account, in the development of the CFA, the covariance matrix and the MLE
(Maximum Likelihood Estimation) algorithm, a method used to estimate the parameters of a statistical

model.
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Then, we followed Mar6co’s (2014) assumptions in particular:

-The study and assessment of the normality of the items: using the asymmetry coefficient (Sk) and
the kurtosis coefficient (k) and the multivariate coefficient of variation whose reference values are
respectively <= 3.0, <=7.0 and 5.0.

-The quality of the local adjustment of the model through the calculation of the lambda
coefficients (A) that will determine the factorial weights of the items and the determination of the
individual reliability of the items () with reference values of 0.50 and 0.25, respectively.

-Quality indicators of the global adjustment of the model: (a) ratio between the chi-square and the
degree of freedom (x #GL), with appropriate values below or equal 5; (b) the root mean square residual
(RMR) and Standardized root mean square residual (SRMR) have to be as low as possible, given that the
adjustment is perfect when they equal 0; as for the Goodness Fit Index (GFI) and Comparative Fit Index
(CFI) the recommended values should be above 0.90 to reflect a good adjustment; the Root mean Square
Error of Approximation (RMSEA) shows the existence of a good adjustment when it is between 0.05 and
0.08 and very good when the index value is below 0.05.

- Composite Reliability (CR) was used to study of the internal consistency of the items included in
each factor. This measure is quite similar to Cronbach’s alpha and points to values above 0.70;

-Convergent validity was used to determine whether or not the items that reflect a certain factor
are strongly saturated in that factor. Values above 0.50 are suggested;

-Discriminant validity was assessed through the comparison between the convergent validity for
each factor and the Pearson coefficient of determination (R-squared) between factors. We assume that
discriminant validity exists when the convergent validity for each factor is higher than the R-squared

between factors.

6. Findings

With regard to the Supervisor’s General and Specific Competencies Scale (CGES) original 24-
item version, the statistics (mean and standard deviations) and the correlations obtained between each
item and the global value described in table 1, shows us that the item is in agreement with the global
value. All the items presented a minimum value of 2 and a maximum value of 5 with absolute values of
asymmetry below 3 and absolute kurtosis value below 7 and a multivariate coefficient of variation of
4.039, values that suggest a normal distribution. Average indexes show that they range from 4.24 (item
24) "Provides feedback without harsh criticism" and 4.53 (item 9) "Shows empathy, patience,
understanding and willingness to engage in dialogue".

Correlative Indexes show that all items present values above 0.40 and through Cronbach’s alpha
coefficient they were considered “very good” , ranging from o = 0.971 in Items 1, 2, 3, 4, 5, 6, 7, 8, 10,
11, 12, 13, 14, 15, 16, 18, 19, 20 to a = 0.976 in Item 24 "Provides feedback without being critical".

Cronbach’s alpha values, for the global value, showed a very good internal consistency (a = 0.973).
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Table 01. Internal consistency of the Supervisor’s General and Specific Competencies Scale (CGES)

items.

N° r/ total | o without
Item Items Mean | SD item item

1 Applies/ fosters educational principles that will promote learning; 446 |.537| .825 971

2 Organises supervision sessions; 435 |.565| .768 971

3 Promotes ethical conduct at work; 4.44 |.559| .784 971

4 Fosters skills and competences to help dealing with “difference” 444 | 548 .798 971

5 Helps the trainee to manage emotions when dealing with critical situations; 449 |.556| .771 971

Supports the supervisees’ actions and responses in order to reduce stress and help
6 442 |.552| .821 971

them maintain emotions that are appropriate to the situation at hand;

Senses situations of isolation or of psychological suffering that will affect negatively
7 . . ‘ 4.48 |.550| .797 971
the supervisees’ personality or learning process;

Selects the level of intervention respecting the principles of growing autonomisation
8 . 439 [.562| .861 971
and accountability;

9 Shows empathy, patience, understanding and the willingness to engage dialogue; 4.53 |.562| .756 972

Supports the development of critical thinking as a way of promoting a continuous
10 . 447 |.556| .816 971
improvement culture;

Adapts its supervision to the organizational context and to the educational and
11 . 438 |.585| .794 971
administrative management context;

12 Uses different methods in order to provide accurate and constructive feedback; 443 | 541 .831 971
13 Is able to assess his supervisees’ competence level; 442 |.563| .840 971
14 Assesses the supervisees’ competence level; 442 | .568| .852 971

Helps the supervisees acquire and develop specific professional skills (achieving
15 . o . 4.44 |.559| 815 971
theoretical/practical interconnection);

16 Incorporates direct observation into supervision (e.g. co-working); 436 |.592| .782 971
17 Conducts and fosters peer supervision (supervisees learn from each other); 430 |.663| .665 972
18 Develops pedagogical supervision processes for specific contexts/models; 434 |.601| .822 971
19 Ensures case management supervision; 435 |.588| .829 971
20 Implements active supervision; 435 |.588| .807 971
21 Makesv the necessary adjustments in order to develop the supervisees’ learning 442 | 539 747 97
potential;
22 Is eager to learn; 452 |.562| .632 972
23 Has a captivating and supporting attitude towards his supervisees; 452 |.532| .724 972
24 Provides feedback without harsh criticism; 424 | .826| .413 976
Global Cronbach’s Alpha Coefficient 0.973

All the items presented correlations with the global factor above 0.20, so we submitted the 24
items to a confirmatory factorial analysis using for this purpose a varimax orthogonal rotation method and
the scree plot test to determinate the factors with values above 1 that should be retained.

The KMO test revealed a 0958 value and Bartlett's test for sphericity showed significant
differences (x2 = 7605. 547; p = 0.000). These results suggest that we can continue with the validation
process. The common factor variances are above 0.40, ranging from 0626 in item 24 to 0832 in item 18.

We could extract three factors which together account for 73.71% of the total variance and present
values above 1.

The first factor/subscale entitled "Generic competencies", accounts for 63.84% of the total

variance and contained fourteen (14) items (1, 3,4, 5,6, 7, 8,9, 10, 11, 12, 13,14 and 15);
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The second factor/subscale entitled "Specific competencies”, explains 5.02% of the total variance
and includes six (6) Items (2, 16, 17, 18, 19 and 20);

The third factor/subscale named "Metacompetencies", explains 4.84% of the total variance and
integrates four (4) Items (21, 22, 23 and 24).

The trifactorial structure was then subjected to a confirmatory factor analysis. Table 2 presents the
trajectories of the different items with the corresponding factors, as well as the critical ratios and the
lambda coefficients. Based on the results that were obtained, we could determine that all items are

statistically significant. The lambda coefficients that indicate the factorials weights are all above 0.50 and

therefore none of the items was eliminated. (Table 2)

Table 02. Trajectories, Critical Ratio and Lambda coefficients

Trajectories Estimate Error estimate C.R. p A
ve3 <--- vefl 993 .056 17.739 Hokk .806
ved <--- vefl .993 .054 18.328 Hokk .822
ve5s <--- vefl 976 .056 17.321 Hokk 796
veb <--- vefl 1.022 .054 18.955 Hokk .841
ve7 <--- vefl .989 .055 18.008 Hokk .816
ved <--- vefl 1.079 .054 20.140 Hokk .870
ve9 <--- vefl .985 .057 17.291 Hokk 796
vel0  <--- vefl 1.042 .054 19.414 Hokk .851
vell <--- vefl 1.060 .058 18.255 Hokk .822
vrl2 <--- vefl 1.027 .052 19.928 Hokk .862
vel5 <--- vef2 1.000 .810
vel6  <--- vef2 1.111 .063 17.736 Hokk .850
vel7 — <--- vef2 1.110 .074 14.938 Hokk 759
vel8  <--- vef2 1.204 .062 19.537 Hokk .906
vel9  <--- vef2 1.163 .061 19.150 Hokk .895
ve20  <--- vef2 1.141 .061 18.607 Hokk .878
ve2l <--- vef3 1.000 .830
ve22 < vef3 .993 .065 15.167 Hokk 791
ve23 < vef3 1.050 .060 17.545 Hokk .883
ve2d < vef3 .935 .104 8.985 Hokk .507
vel <--- vefl 1.000 .844
ve2 <--- vefl 971 .058 16.882 Hokk 781
veld < vefl 1.095 .054 20.406 Hokk .875
vel3 < vefl 1.081 .053 20.236 Hokk .871

The trifactorial hypothesized model is considered in Figure 1 in which we can witness the items
that belong to the different factors, their factorials weights and individual reliability. As can be seen in
that figure, the items grouped have saturation levels above 0.50 and individual reliability above 0.25. The
global adjustment quality of the first model proved appropriate as far as internal consistency (x2/gl =
4.236), the SRMR = 0.045 and RMR = 0.015 are concerned and inadequate for the remaining indexes:
GFI =0.781, CFI1 = 0893, RMSEA = 0.103.
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Figure 01. Initial Model with all its items

The model was refined using the modification indices made available by AMOS. The results
derived from that process are expressed in Figure 2. The analysis of the modification indices suggested
that items 4 and 14 of factor 1, and item 17 of factor 2 are correlated with other items of the same
construct. That conclusion led to their elimination since there were signs of multicollinearity problems.
The global adjustment indexes are now appropriate (x2/gl = 2.897; SRMR = 0.040; RMR = 0.013; CFI =
0940 and RMSEA = 0.079. The GFI (= 0.847) values are still quite poor.
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Figure 2. Model after the elimination of some items

Once these items were eliminated, the modification indices suggest that item 6 from factor 1
should also be eliminated since it shows signs of multicollinearity problems. Figure 3 represents the final
model. With this procedure the global adjustment indexes are now suitable for all indexes except for GFI

= (0.861 which still remains too low.
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Figure 3. Model with modification indices

Since the correlative values suggest a second order model, a hierarchical structure with a second
order factor entitled "Mentoring Teachers Competencies" (VEF4) was suggested. This structure is shown
in Figure 4. It was found that the adjusted goodness of fit indices remained unchanged. The correlations
values between the global factor and the subscales range from 0.82 (VEF4 vs VEF3), which explains
67.0% of the variability, to 0.98 (VEF4 vs VEF1) with a 96.0% explained variance
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The global adjusted goodness of fit indices are presented in table 3. It is clear that the

modifications suggested for the different models have led to a better adjustment. GFI, despite

experiencing a slight improvement, is the only value that is still too low.

Table 03. Quality adjustment index of all the models

Model x%gl GFI CFI RMSEA | RMR SRMR
Model 1 — initial model 4.236 0.781 0.893 0.103 0.015 0.045
Model 2 with modification indices 2.897 0.847 0.940 0.079 0.013 0.040
Model 3 com items that were eliminated 3.134 0.861 0.940 0.084 0.013 0.040
Second order Model 3.134 0.861 0.940 0.089 0.013 0.040

The confirmatory factorial analysis is concluded with the results obtained from the CR, AVE and

from the Discriminant Validity. It is a fact that all factors exhibit good consistency and good convergent

validity indexes since they are all above reference values. Discriminant validity is evident between all

factors but between factor 1 and factor 2 (table 4).

The stratified composite reliability (0.977) and the convergent validity (0.682) for all scales are

adequate.
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Table 04. Composite Reliability, Average Variance Extracted and Discriminant Validity

Discriminant Validity
Factors / subscales CR AVE

F2 F3
F1- Generic competencies 0.959 0.684 0.810 0.64
F2 — Specific competencies 0.938 0.752 -- 0.56
F3 — Metacompetencies 0.886 0.587 -- --

6.1. Supervisor’s General and Specific Competencies Scale (CGES) Internal Consistency

The study of the Supervisor’s General and Specific Competencies Scale (CGES) internal
consistency revealed, as it has already been mentioned, the existence of three (3) factors/subscales. With
the application of the psychometric study (table 5) we could analyse the internal consistency of the final
items that are part of the scale. For the "Generic competencies" subscale, we consider that item 9
“demonstrates empathy, patience, understanding and the willingness to engage in dialogue" was,
according to the mean values obtained, the most favourable item and that the least favourable item was
item 2 “organises supervision sessions”. The Cronbach’s Alpha coefficients obtained in the 11 items that
ranged from (o = 0.954) in item 8 "Selects the level of intervention respecting the principles of growing
autonomisation and accountability" to (e = 0.958) in item 2 "Organises supervision sessions" indicate a
very good internal consistency, with a total alpha of 0.960. The highest correlation value is found in item
8 (r = 0.853) with a variability of 74.4% and the lowest correlation is found in item 2 (r = 0.752) with a
62.8% variability. The Cronbach’s alpha for the whole Generic Competencies subscale was 0960.

As for the "specific competencies" subscale the most favourable item is item 15 "Helps the
supervisees acquire and develop specific professional skills (achieving theoretical/practical
interconnection)" and the least favourable is item 18 "Develops pedagogical supervision processes for
specific contexts/models”; however, the results indicate that the average values and the respective
standard deviations obtained are well-centred. The Cronbach’s alpha coefficients of the 5 items included
in this dimension and that range between (a0 = 0.915) in item 18 "Develops pedagogical supervision
processes for specific contexts/models” and (o = 0.934) in item 15 " Helps the supervisees acquire and
develop specific professional skills (achieving theoretical/practical interconnection)" reveal a very good
internal consistency with a total alpha of o = 0.937.

The highest correlation value is found in item 19 (r = 0.853) and the item that has the lowest
correlation is item 15 (r = 0.769) with a variability of 74.9% and 59.6%, respectively. Cronbach’s alpha
for the global Specific Competencies subscale was 0937.

As far as the "Metacompetencies" subscale was concerned, the best mean value is found in items
22 and 23 “Is eager to learn” and “Has a captivating and supporting attitude towards his supervisees” with
a 4.52 mean value and the lowest mean value was witnessed for item 24 "Provides feedback without
harsh criticism " with a 4.24 value. The Cronbach’ alpha coefficients in this dimension range between (o
= 0.710) in item 23 "Has a captivating and supporting attitude towards his supervisees " and (o0 = 0.870)
in item 24 "Provides feedback without harsh criticism" with a (a = 0.805) global Cronbach’s alpha
coefficient. These values suggest that there is a good internal consistency. The highest correlative value

obtained is found in item 23 (r = 0.743) with a variability of 66.1% and the lowest value is found for item
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24 (r = 0.486) with a variability of 32.7%. The Cronbach’s alpha for the global Metacompetencies
subscale was 0805.

Globally, the CGES 20-item scale defined by Cunha, Cruz, Menezes & Albuquerque (2017)
obtained a 0.967 Cronbach’s alpha value and the items were grouped within the three subscales as
follows:

-"Generic Competencies": 11 items (1, 2, 3, 5,7, 8,9, 10, 11, 12, 13);

-"Specific Competencies": 5 items (15, 16, 18, 19, 20);

-"Metacompetencies": 4 items (21, 22, 23, 24).

Table 05. Internal Consistency of the Final Items

Supervisor’s Generic Competencies Global Alfa 0,960
1 Applies/ fosters educational principles that will promote learning; 4.46 0.537 0.822 0.726 0.956
2 Organises supervision sessions; 435 0.565 0.752 0.628 0.958
3 Promotes ethical conduct at work; 4.44 0.559 0.784 0.655 0.957
5 Helps the trainee manage emotions when dealing with critical 4.49 0556 0755 0.643 0.957

situations;

Senses situations of isolation or of psychological suffering that will

7 . ., . . 4.48 0.550 0.794  0.672 0.956
affect negatively the supervisees’ personality or learning process;
1 he level of i i ing the principles of i
8 Selects t e level o mterventlor} 'respectmgt e principles of growing o 0.562 0.853 0744 0.954
autonomization and accountability;
0 Shows etmp?thy, patience, understanding and the willingness to 453 0562 0789 0.676 0.957
engage in dialogue;
h 1 f critical thinki f i
10 Suppovrtst e fieve opment of critical thinking as a way of promoting 447 0.556 0.842 0720 0.955
a continuous improvement culture;
A i isi h izational h
11 dapts its supervision 'to t e organizational context and to the 448 0.585 0812 0703 0.956
educational and administrative management context;
iffe hods i i i
12 Uses different methods in order to provide accurate and constructive 443 0.541 0.846 0746 0.955
feedback;
13 Is able to assess his supervisees’ competencies; 4.42 0.563 0.835 0.728 0.955
Supervisor’s Specific Competencies Global Alfa 0.937
Helps th i i 1 ifi fessional
15 elps the supervisees acquire and de\{e op specific professiona 444 0.559 0.769 0.593 0.934
skills (achieving theoretical and practical interconnection)
16 Incorporates direct observation into supervision (eg co-working); 4.36 0.592 0.815 0.674 0.926
18 Develops pedagogical supervision processes for specific context 434 0.601 0.874 0771 0915
models;
19 Ensures case management supervision; 435 0.588 0.853 0.749 0.919
20 Implements active supervision; 435 0.588 0.840 0.725 0.920
Supervisor’s Metacompetencies Global Alfa 0.805
Makes th j i lop th
21 a esvt e n’ecesse%ry adjustments in order to develop the 442 0539 0.681 0.544 0735
supervisees’ learning potential;
22 [s eager to learn; 4.52 0.562 0.699 0.573 0.724
23 Has a captivating and supporting attitude towards his supervisees; 4.52 0.532 0.743 0.661 0.710
24 Provides feedback without harsh criticism; 4.24 0.826 0.486 0.327 0.870
Global
20 Global Cronbach’s alpha coefficiente 0.967
items

First Half — 0.955

Guttman Split Half
Second Half — 0.926
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The convergent/divergent validity between the items and the corresponding dimensions is shown
in table 6. The results reveal the existence of convergent and divergent validity as we witness the

existence of higher correlative values between the items and the factors to which they belong.

Table 06. Convergent/divergent Validity of the Supervisor’s Generic and Specific Competencies items

N° It Generic Specific Meta Global
ems

Item Competencies | Competencies | competencies | Competencies

; Applies/foster.s educational principles that will 0.854% 0777+ 0.581* 0.841*
promote learning;

2 Organises supervision sessions; 0.797* 0.738* 0.532* 0.786*

3 Promotes ethical conduct at work; 0.824* 0.695* 0.564* 0.796*
Helps the trainee manage emotions when dealin

5 P & v £ 0.816* 0.668* 0.594 0.790%

with critical situations;

Senses situations of isolation or of psychological
7 suffering that will affect negatively the supervisees’ 0.831* 0.699* 0.626* 0.815*
personality or learning process;

Selects the level of intervention respecting the
8 principles of growing autonomisation and 0.881* 0.792* 0.649* 0.875*
accountability;

Shows empathy, patience, understanding and the
9 Lows empatlly, patience, & 0.828* 0.648* 0.554* 0.782%
willingness to engage in dialogue;

Supports the development of critical thinking as a
10 way of promoting a continuous improvement 0.872* 0.712* 0.581* 0.832*

culture;

Adapts his supervision to the organizational context
11 and to the educational and administrative 0.849* 0.740* 0.542* 0.818*

management context;

Uses different methods in order to provide accurate
12 . 0.874* 0.741* 0.609* 0.848%*
and constructive feedback;

13 Is able to assess his supervisees’ competence level ; 0.867* 0.764* 0.609* 0.850*
Helps the supervisees acquire and develop specific
15 professional skills (achieving theoretical/practical 0.809* 0.849* 0.582* 0.836*

interconnection);

Incorporates direct observation into supervision
16 . 0.727* 0.884* 0.573% 0.797*
(ex: co-working);

Develops pedagogical supervision processes for

18 . 0.771%* 0.923* 0.579* 0.835*
specific context/models;

19 Ensures case management supervision; 0.774* 0.909* 0.615* 0.840*

20 Implements active supervision; 0.758* 0.904* 0.601* 0.827*
Makes the necessary adjustments in order to

21 ) . ] 0.717* 0.651* 0.813* 0.777*
develop the supervisees’ learning potential;

22 [s eager to learn; 0.586* 0.534* 0.829* 0.671*
Has a captivating and supporting attitude towards

g3 | o capivaling and supporting atifude fow 0.682 0.639 0.851* 0.761*
his supervisees;

24 Provides feedback without harsh criticism; 0.365* 0.391* 0.770* 0.491*

To conclude the psychometric study, we present the Pearson’s correlation matrix between the three
competencies and the global value of the Supervisor's Generic and Specific Competence Scale. The
assessment carried out shows that the coefficients obtained are positive and statistically significant,
ranging between 0.660 in the metacompetencies, which explains a strong positive correlation, and 0.972
in the specific competencies, thus proving a very strong correlation. According to the global factor,

correlations are higher when they obtain percentages of explained variance above 35% (table 7).
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Table 07. Pearson’s Correlation Matrix between the Supervisor’s Generic and Specific Competencies

Dimensions

Subscales Generic Competencies Specific Competencies Metacompetencies

Generic Competencies -

Specific Competencies 0.858 -
Metacompetencies 0.693 0.660 -
Global Competencies 0.972 0.924 0.806

6.2. Supervisor’s General and Specific Competencies Scale (CGES) final 20-item version versus
gender and age

The statistical analysis of the scores obtained for the Supervisor’s General and Specific
Competencies Scale (CGES) global value (Cunha, Cruz, Menezes & Albuquerque, 2017) reveals that,
taking into account the total sample, there was a general fluctuation between a minimum of 2.20 for
“Disagree "’ and a maximum of 5 for “Strongly agree “, with an average of 4.41 (+ 0.45 sd).

In the generic competencies subscale, the values varied between a minimum of 2 and a maximum
of 5, obtaining a 4.44 (£ 0.47 sd) average score. The specific competencies subscale provided responses
ranging between a minimum of 2 and a maximum of 5, with a 4.36 (= 0.52 sd) mean value. For the
metacompetences subscale, the values varied between a minimum of 2 and a maximum of 5, with a 4.42
(£ 0.49 sd) mean value.

The analysis of the scores concerning the Supervisor’s General and Specific Competencies Scale
(CGES) for both genders was carried out through the Mann-Whitney U test. It was found that on the
whole and for the different factors/subscales, the mean values were lower when the respondent was a
male. However, there were no statistical differences, so we can conclude that there is equivalence
between the values found for both genders (p > 0.05).

A variance analysis was carried out to evaluate the scores variability of the supervisor's generic
and specific competencies according to the higher education students’ age group. It was found that
students under the age of 19 preferred the supervisor's generic skills, while metacompetencies are
preferred by students aged between 20 and 21 years and by those who are over 22. Young people aged
between 20 and 21 got lower scores than the older ones in all subscales and in the global scale, as well.
The values of F are explanatory and show that there are statistically significant differences when different
age groups are involved. This happens for all subscales, except for the metacompetencies subscale (p =
0.120). We applied Turkey’s post-hoc test and it proved that these differences are evident among those
who are under 19 and between 20 and 21 and in the responses they gave to the CGES generic and specific
competencies subscales and in the global scale. For the generic competencies subscale, there are still
significant differences between the younger students (< 19) and the older ones (> 22). For the remaining

subscales, statistically significant differences were not observed.

7. Conclusion

The study of the psychometric qualities of the 20-item Supervisory General and Specific
Competencies Scale (CGES) (Cunha, et al, 2017) shows that the values of internal consistency in the

three subscales and in the global score are robust. However, some limitations for the psychometric
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analysis were detected: the size of the sampling with 306 participants and the fact that the participants’
age was quite low (Mean age = 21.15 years). Those components may have influenced the results. It is
essential that future studies analyse the relationship between the variables currently studied, so that these
results may be compared to those obtained using other samples of the Portuguese population.

Social desirability was not a controlled factor and this may have influenced the answers obtained,
since the scale included moments in which the participants would have to favour auto-responses. It would
also be interesting to replicate this factorial study using broader, foreign and more balanced samples in
terms of age and students’ academic choices in which the social desirability variable would be controlled.

The discussion of the empirical results obtained from studies already published shows that
students value all of the supervisors’ competencies- generic, specific and their metacompetencies. These
results concur with the assumptions presented in Glickman’s supervisory styles (1985) cited by Alarcao
and Tavares (2007), when he states that competencies should be a pillar that supervision action should
value and that the role of the supervisor must contemplate three predominant requirements that will
determine the action and the style of the supervisor's performance: knowledge, interpersonal skills and
technical skills.

The results of this study support the importance of assigning a supervisor in higher education. This
conclusion is also expressed in the study conducted by Botti & Rego (2007) that mentions the important
role played by the supervisor on a personal and professional level.

This research constitutes the first evaluation of the psychometric quality the Supervisor’s General
and Specific Competencies Scale measurement properties (Cunha et al, 2017), using a sample from the
Portuguese population. The study shows that the internal consistency values in the different subscales and
in the global score are strong, because the evaluation of the psychometric properties, namely the factorial
structure and the internal consistency of the scale (CGES) obtained high alpha values.

The CGES scale revealed the existence of three (3) factors/subscales: 1 — Generic Competencies (o
=0.960); 2 — Specific Competencies (oo = 0.937) and 3 - Metacompetencies (oo = 0.805). The Cronbach’s
alpha value for the global 20-item scale was 0.967. The empirical results stress that students under 19
value their supervisor's generic skills, while metacompetencies are preferred by older students, and the
difference scores are statistically significant. The results clearly suggest that the generic and specific
competencies and the metacompetencies evidenced by the supervisor should be considered in the
assessment of his performance as a supervisor.

As a contribution to the pedagogical practice carried out in higher education, the results show that
it is of paramount importance that we identify the impact of the supervisor on the students’ failure/school
dropout. This knowledge is crucial since it provides the right setting to build educational contexts where
innovation will play an important role and where we will develop academic strategies and practice that
will foster a more personal and student-focused pedagogical relationship. All this could be an important
contribution to the promotion of academic success, a goal whose relevance is even greater given the

demands of current didactics.
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