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Abstract 

It is considered that teacher candidates offering their expectations and solution recommendations as well as 
assessing themselves on the competence aspect will be effective on eliminating the main problems in teacher 
training. In this respect, purposeof the research is to specify the opinions of teacher candidates on how they 
evaluate themselves and the faculty in which they study regarding qualifications they possess.The sample of the 
research conducted within the scope of descriptive study is consisted of 164 junior teacher candidates. The 
teacher candidates were askedfirst to examine the qualification documents as well as to identify the basic issues, 
and to answer a written interview form. The obtained data were examined under the themes of “deficiencies”, 
“expectations” and “solution recommendations”. Considering the outcome model, it is suggested that 
in-serviceprocess should be investigated in more details with new studies on subjects such as teacher recruitment 
and career development. 

Keywords: teacher competence, teacher training, teacher candidates, teacher qualifications, practicum 
application school 

1. Introduction 

In line with developments in science and technology, changes to happen in education fieldas in all fields have 
been inevitablein our century. Education is perhaps the most importantbasic requirement needed for raising 
qualified individuals that can attunetothe developing and changing society. 

In the society of our age, it is targeted to train individuals that are critical thinkers, can make decisions 
independently, and able to produce solution to the problems. The 21st century learners should constantly renew 
themselves in the form of adapting the changes in the education field by continuously adding new ones to their 
knowledge and what they have learned. “Lifelong learning” concept that emerged due to these needs imposes 
certain responsibilities to the educational institutions and learners (Köğce, Özpınar, MandacıŞahin, & 
AydoğanYenmez, 2014). Because the function of the schools has changed in accordance with new approaches in 
education in which the extent of the learning concept has changed along with the acceptance of the concepts 
such as learning, active learning and lifelong learning. In parallel with this change, the schools that were 
previously accepted as basic resource for learning are no longer perceived as the single source; moreover, with 
the importance given to lifelong learning, the schools are expected to be institutions that need to be integrated 
with the society. The change of the qualifications that desired to be gained by the students is also one of the 
important reasons for the change in the school’s function. In line with these qualifications, in addition to 
teaching-learning process, the tasks and responsibilities of the teachers have changed (Day, 2000; ETUCE, 2008; 
European Commission, 2012; Karacaoğlu, 2008). 

Due to the fact that the role of teaching profession on country development has known by all societies today, 
countries had to review their systems again in higher education field in broad and in the teacher training 
institutions in narrow, had to assess, and had to re-structure these institutions in the light of developments 
required by the era (ETUCE, 2008; European Commission, 2011; Koster & Dengerink, 2008). Therefore, in 
Turkey, like seen in all countries, National Qualifications Framework for Higher Education in Turkey 
(NQF-HETR) (Council of Higher Education [CoHE], 2009), Teacher Qualifications (Ministry of National 
Education [MoNE], 2011, 2006) and Narrow Field Qualifications (MoNE, 2008a) were determined by the 
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related commissions by considering the competences that the graduates should have in broad and teachers in 
narrow. 

1.1 National Qualifications Framework for Higher Education in Turkey (NQF-HETR) 

European countries felt the need of structuring the higher education systems by re-evaluating them within the 
scope of common understanding, principles and approaches presented by the Lisbon (1997) and Bologna (1999) 
processes in which Turkey was included as well. Lisbon Process has begun with Recognition of Qualifications 
Concerning Higher Education of the Council of Europe/UNESCO Convention (Lisbon Recognition Convention), 
and aims to create a European Higher Education Systemassociatedwithraisingmanpower, supporting vocational 
training and lifelong learning which will meet the needs of the European knowledge society (CoHE, 2009). The 
Bologna Process is an unusual reform process that aims to create European Higher Education Area (EHEA) 
which is generated and maintained by the 47 member countries with the cooperation of many international 
organizations. It is not desired to turn the education systems of the EHEA member countries into one type higher 
education system; on the contrary, it is asked to establish a balance between diversity and unity. In other words, 
it is aimed to put the education systems within European geography in a position that is compatible with each 
other, easy to understand, and recognizable in national and international framework, and forming EHEA in 
accordance with the need of European Communities (CoHE, 2009, 2012). One of the important issues of these 
two processes is “European Qualifications Framework” which is developed with the same goal but with different 
approaches, and National Qualifications Frameworks (NQF) that is associated with these frameworks (CoHE, 
2009). NQF is a system that includes definitions and approaches that are appropriate to countries’ social, cultural 
and economic realities, accepted and applied by the higher education institutions of the countries, recognized by 
the stakeholders, and degrees may be given that are attributable (CoHE, 2010a). 

The first studies launched to establish higher education national qualifications framework in Turkey were carried 
out by the Council of Higher Education after the MinisterialSummitheld within Bologna Process in Bergen in 
2005 determining on the constitution of national qualifications framework. The members of the first Commission 
of Higher Education Qualifications was founded by the Council of Higher Educationin 2006, which were 
comprised of Council of Higher Education and Higher Education Institutions representatives, and continued their 
studies until February 4th, 2008. As a result of works executed between these dates by the Commission, NQF 
was generated by using mostly QF-EHEA (European Higher Education Area) level descriptors. After this, 
NQF-HETR’s first draft study prepared according to competencies regarding knowledge, comprehending and 
implementing what is comprehended that are required to be gained minimally at the end of every degree 
(associate, bachelor, master and doctorate) of higher education was submitted to the views and contribution of 
the relevant stakeholders. Thereafter, commission members were renewed for the purpose of maintaining NQF 
works with a wider scale, and National Qualifications Commission and Working Groups were established with 
the participation of experienced academicians from different universities and disciplines to support the 
Commission’s works. These groups have prepared the works they have done as “NQF-HETR Interim Report” in 
January 2009 and submitted it to the views of those concerned. As a result of feedback from the stakeholders, 
works have been carried out for the composition of NQF-HETR (CoHE, 2010b). 

NQF-HETR License Identifiers (Learning Outcomes) containing education and training that are generated by 
considering that all competencies present in Turkish Education System and the competencies to be developed in 
time can be identified and associated within a wholeness, were discussed in three categories; knowledge 
(theoretical, practical), skills (conceptual/cognitive, practical) and personal and professional competence (the 
competence to work independently and to take responsibility, learning competence, communication and social 
competence, domain-specific and professional competence) (CoHE, 2009). 

1.2 Teaching Profession Broad and Narrow Field Qualifications  

One of the most important elements of the education system is the teachers. Thus, it is obvious that teachers play 
a strategic role in achieving education-training objectives (Çakmak & Civelek, 2013). Accordingly, teacher 
training becomes the most important part of the education system (ETUCE, 2008). 

Reasons such as the increase of learning opportunities for students by differentiation, presence of possibility that 
learning outside the target may occur, changes in the needs of subject fields, society and individuals, have been 
increasing the knowledge, skill and qualifications that teachers must have besides their duties and responsibilities 
by changing (Karacaoğlu, 2008). In other words, the qualification and quality of education is directly 
proportional to the qualification of the teachers. Enhancing the qualificationsof the teachers is possible first with 
having knowledge the competences required to be possessed by the teacher, and then, redounding these 
mentioned competences to the teachers and teacher candidates (Arı, 2010; MoNE, 2006). 
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Competence, in general, is an integrative concept concerning what a person can do (Carr, 1993) which is usually 
approached as a strong combination of knowledge, comprehension and skill in the literature (González & 
Wagenaar, 2005; Koster & Dengerink, 2008; ETUCE, 2008). These key concepts are also true for the teaching 
profession. For example; according to ETUCE (2008) teaching competence is the ability to provide knowledge 
integration, to overcome the difficulties and to respond the individual needs of students and groups. Ministry of 
Education (2010), on the other hand, defines teacher qualifications as “the integrity of knowledge, skill, attitude 
and values” by emphasizing on the “performance expected to be shown in order to fulfill a specific task or role”. 

Due to the fact that the level of teacher qualifications will affect the learning of student and the stability of 
learning (European Commission, 2012; Executive Summary, 2008; Karacaoğlu, 2008); competencies and 
characteristics teachers must possess have been continuously discussed in Turkey as well as all over the world 
(Arı, 2010; ETUCE, 2008). Teacher education systemis varying in each country, and therefore the contents of 
qualification have been changing. In Turkey, Ministry of Education has identified teachers’ competencies in 
twogroups. These are: Teaching Profession Broad Qualifications which include knowledge, skill and attitudes 
that all teacher must have, and Narrow Field Qualifications that containing knowledge, skill and attitudes 
regarding each teacher’s own filed. The Teaching Profession Broad Qualifications consist of 6 competence areas 
(Personal and Vocational Values-Vocational Development, Student Recognition, Learning and Teaching Process, 
Monitoring and Evaluation of Learning and Development, School-Family and Community Relations, Program 
and Content Knowledge) (MoNE, 2006). In the Primary School Teaching Narrow Field Qualifications, on the 
other hand, Teaching-Learning Environment and Development, Monitoring and Evaluation, Personal and 
Vocational Development-Community Relations, Arts and Aesthetics, Development of Language Skills, Scientific 
and Technological Development, Individual Responsibility and Socialization, Physical Education and Safety 
topics are found (MoNE, 2008b). 

Education and training having a dynamic structure in all aspects requires the teacher candidates who will play an 
important role in this process to be aware of their own competences, and constantly to question and improve 
their tasks and the qualifications necessary for these duties (MoNE, 2006). Therefore, teacher qualifications are 
discussed in many studies in the literature. Some studies have compared the undergraduate programs of related 
field with the competencies specific to the area (Arslan & Özpınar, 2008; Çakmak & Civelek, 2013; 
Kurudayıoğlu & Tüzel, 2011), and in some studies the opinions of the teacher or teacher candidates was 
examined in order to evaluate area-specific narrow field qualifications (Kıldan et al., 2013; Kök, Çiftçi, & Ayık, 
2011; Coşkun, Metin, Birşiçi, & KaleliYılmaz, 2010; Karacaoğlu, 2008; Avcı & Cinoğlu, 2012; Akpınar, Turan, 
& Tekataş, 2004; Özer & Gelen, 2008). In terms of considering the literature, it is thought that teacher candidates 
who are characterized as teachers of future offering their expectations and solution recommendations, besides 
assessing themselves on the competence aspect, will be effective on eliminating the main problems in the teacher 
training system and process. In this respect, the main purpose of the research is to specify the opinions of teacher 
candidates on how they evaluate themselves and the faculty in which they study regarding qualifications they 
possess. In the direction of this purpose, answers to the following questions have been sought: i) Are teacher 
candidates find themselves competent, and what are the expectations? ii) Are teacher candidates find the faculty 
they study competent, and what are the expectations? iii) What kind of deficiencies they believe they have? iv) 
What are the solution recommendations? 

2. Method 

Qualitative research approach of case study was used in this study. As described by Creswell (2009), “case 
studies are a strategy of inquiry in which the researcher explores in depth a program, event, activity, process, or 
one or more individuals” (p. 13). The case needs not be a person “It can be whatever bounded system is of 
interest. An institution, a programme, a responsibility, a collection, a phenomenon or a population can be the 
case” (Gomm, Hammersley, & Foster, 2000, p. 23). The case in this study was the phenomenon. The sample of 
the research is consisted of 164 junior teacher candidates who study in the Primary School Teaching Program, 
Faculty of Education, Turkey. 

2.1 Data Collection Tool and Analysis of Data 

The study was conducted in three branches within the scope of students who are studying in the Primary 
Education Teaching Program and Mathematics Teaching II course. The teacher candidates were asked first to 
examine the National Qualifications Framework for Higher Education in Turkey and the reports concerning 
Teaching Profession Broad and Narrow Field Qualifications, then to assess themselves and the faculties in which 
they studied in terms of competences and sub-competences stated in these documents as well as to identify the 
basic issues, and to answer a written interview form consisted of four questions which prepared for the purpose 
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of presenting expectations and solution recommendations. The questions that were asked to the teacher 
candidates are as follows: 

In the light of three reports that you have examined; 

1) Write the competency level you find yourself in with the reasons, explain your expectations, if any. 

2) Do you find the faculty in which you are studying adequate? What are your expectations? 

3) According to you, what kind of deficiencies exist, and from which aspects (CoHE, university, faculty, 
academician, teacher candidate)? 

4) What are your solution recommendations? 

The teacher candidates participated to the interview were referred as TC1 (Teacher Candidate 1), TC2, …, 
TC164. The answers of teacher candidates were coded by the researchers who conducted the study by 
considering the similarities and differences, and were classified based on responsible-related units and 
individuals. Afterwards, the classifications and codes generated by the researchers were examined together, the 
similar ones were clarified, the discussions were made on the dissimilar ones, and by reaching a consensus, the 
common codes and themes were established (Merriam, 1988; Yin, 1994). 

3. Results 

The opinions of teacher candidates on how they evaluate themselves and the faculty where they study regarding 
the competences they have were specified under themes of “deficiencies”, “expectations” and “solution 
recommendations”. Because of the fact that the same codes were situated under different themes as well, they 
were presented under the most emphasized theme. The percentage and frequency values of the codes determined 
concerning the responsible-related unit and individuals under the “deficiencies” theme are shown at Table 1. 

 

Table 1. Distribution of the values determined upon “deficiencies” regarding teacher competences that teacher 
candidates have specified in themselves and the faculty where they study  

Codes (Frequency) 

f 

(Percentage) 

%* 

For Academicians    

Professional incompetence 126 77 

Applied courses are predominantly taught theoretically  107 65 

Lack of self-assessment 21 13 

Lack of assessment and evaluation 26 16 

Lack of technological knowledge and its usage 14 9 

Classes are taught without associating the subjects with social and daily livings  23 14 

Lack of informing on Curriculum 18 11 

For Students   

Not setting academic goals, being confined with only passing the course 11 7 

Uncaring about the areas of the course usage and not liking the course 16 10 

Not using the technology  72 44 

Lack of knowledgein one’s own field 55 34 

Lack of knowledge regarding interdisciplinary course contents  9 5 

Lack of effort for personal development (reading, etc.) 61 37 

Lack of effort for professional development (article monitoring, seminars, etc.) 57 35 

For Faculty   

Lack of physical conditions for activities regarding learning through doing and 

experiencing  

36 22 

Courses are insufficient that aim to enhance knowledge and technology literacy  68 41 

The execution of applications that support school-family-community relations are 10 6 
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insufficient  

For University   

Absence of social and cultural activities (personal development seminars, theater, cinema, 

nature trips, etc.) 

47 29 

Absence of Practicum Application School 76 46 

For CoHE   

Central placement errors  52 32 

Inadequacy of the admission criteria to the Faculties of Education 149 91 

Imbalance in the distribution of theoretical and applied courses by years 137 84 

Insufficiency of the applied courses and hours 102 62 

*: The percent value may exceed 100%, due to the fact that the answers of some teacher candidates were placed under more than one code. 

 

Table 1 shows that most of the teacher candidates have emphasized on the professional incompetency of the 
academicians. In terms of professional incompetency, they indicated that many of the teaching staff do not have 
pedagogical formation as well as unaware of the learning standards of our era. They stated that they have 
stressed on these incompetences, because these incompetences negatively impact the learning process. The views 
of teacher candidates on this subject are listed below. 

“[...] Some of the instructors that teach our classes do not even have pedagogical formation, so of course, this 
situation effects our studies. We can easily see the difference when we compare them with our other instructors.” 
(TC 83) 

“[...] Our instructors from education faculties manifest themselves with their attitudes and behaviors compared to 
our other instructors.” (TC 25) 

“Many of our instructors talk about training teachers that are appropriate to our age, however they remain 
incapable to train us in accordance with the needs of recent time.” (TC 7) 

The instructors predominantly teaching the applied courses theoretically has been interpreted by many teacher 
candidates as a deficiency. The teacher candidates indicate that information is mostly given by the teaching staffs 
with lecturing method; moreover, although the importance of constructivism and conceptual learning have been 
noted, this kind of learning is not provided to them; particularly, because of the fact that they are not receiving a 
conceptual-based education, they state that schools will experience some difficulties in terms of application and 
evaluation of this. The teacher candidates have explained this situation as follows: 

“We are asked to provide training in schools based on the constructivist approach. However, our teachers do not 
train us in this way.” (TC 12) 

“... We do not receive student-centered education, so how we can provide education of this kind...” (TC 33) 

“Lack of assessment and evaluation” code specified at above table is explained by the teacher candidates as that 
the teaching staffs do not provide sufficient theory and practice about the assessment, they do not use the 
alternative assessment-evaluation techniques, and they do not properly do the monitoring and evaluation of 
learning and development. In addition, the opinions of teacher candidates on the insufficiency of the courses 
regarding the increase of knowledge and technology literacy which was stated as a deficiency for the faculty. 

“Within the context of Fatih Project, Ministry of Education, schools have been equipped with technology; 
however, we do not know how we should do training using this technology, courses are missing on this subject.” 
(TC 114) 

“I and my colleagues feel very incompetent in making teaching with technology. Let’s say, the extra lessons have 
not been added in this regard, but at least they should teach us with the seminars.” (TC 92) 

“Central placement errors” specified under for CoHE in the tableis explained by the teacher candidates as that 
there are teacher candidates who are unqualified, inadequate, reluctant, careless and closed-minded to new ideas 
which are originated from the choice of the teaching profession not to be jobless. The main reason for this 
situation is shown to be the insufficiency of the entry criteria to the Faculties of Education. Based upon the 
different criteria, suggestions of teacher candidates are stated below. 
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“I believe the personal development of those who prefer the teaching profession must be taken into 
consideration.” (TC 46) 

“[...] Also, their psychological status should be looked at. If they are not psychologically intact, how can they 
approach to the students with patience?” (TC 51) 

Another deficiency identified for CoHEis given under the “imbalance in the distribution of theoretical and 
applied courses by years” code. Overall this imbalance was explained as the decrease on the performance as a 
result of the surplus number of theoretical courses in the first two years, and in the last two years the classes are 
more intense along with the applied courses; in fact, the concern of the Public Service Staff Selection 
Examination (KPSS). The teacher candidates have explained this situation as follows: 

“The school experience and teaching practice courses are increasing in the last year, at the same time we 
continue to take courses during this period. In addition, we study for the PPSE, in which one can we be 
efficient?” (TC 148) 

The percentage and frequency values of the codes determined on the “expectations” regarding competences of 
teacher candidates are shown at Table 2. 

 

Table 2. Distribution of the codes determined upon “expectations” regarding teacher competences that teacher 
candidates have specified 

Codes (Frequency) 

f 

(Percentage) 

%* 

For Academicians   

The teaching staffs continue to guide the candidates after they start working 64 39 

For Students   

Solving the problems concerning the application through experiencing 28 17 

For Faculty   

Communicating more with schools adhere to the Ministry of Education 35 22 

Increasing the number of elective courses present in the academic program 76 46 

Eliminating physical inadequacy in the classes of the faculty 44 27 

For CoHE   

Increasing applied courses and their hours 151 92 

Changing the entry criteria to the Faculty of Education 103 63 

Preventing the non-area placements 7 4 

*: The percent values may exceed 100% due to the fact that the answers of so me teacher candidates were placed under more than one code. 

 

Table 2 shows that many of the teacher candidates have emphasized on the stableness of the programs in the 
faculty. At this point, they gave suggestions on increasing the number of the courses such as regarding special 
field, technological field knowledge, and application, or reorganizing their contents. Some examples of teacher 
candidates’ expressions are stated below. 

“[...] When we look around, always the same courses are taught in different faculties, ok, they can be taught, but 
the faculties should be able to use their initiative regarding the request of students. For example, I want more 
lessons on how to use technology in my education and many of my classmates want the same thing as well. In 
that case, faculty should change the program content accordingly.” (TC 5) 

“[...] It is called elective course and I think it turns into a mandatory elective course. I want more applied-specific 
courses; however, I cannot find what I want in elective courses. When I speak with my friends from other 
universities, all talk about the same issue. Faculties should listen to their students and should able to take 
stepsindependently in accordance ...” (TC 132) 

Under the codes of “more communication with schools adhere to the Ministry of Education” and “solving the 
problems concerning the applicationthrough experiencing”, the teacher candidates stated that the faculties should 
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be in communication with schools affiliated to the Ministry of Education more often, because when they go to 
the schools for their home works, the teachers and administrators see them as a burden; as a consequence, along 
with healthier communication, they can overcome this problem so that the Teaching Practice and School 
Experience class which they will enroll in the senior year may proceed more sufficiently. Moreover, they noted 
that with the positive experiences obtained in the schools, they could overcome the problems that may be 
encountered during the practice.  

“[...] For example, with the aim of getting help from the teachers for the teaching lessons that we will lecture on, 
we go to schools. However, they do not help us much, they are disturbed by our presence. Seems like they are 
trying to pass us off. If this wasn’t the case, we could go to them more often and ask for information.” (TC 85) 

“Now, our teachers also say that what we do in the faculty whether lecturing or practices are all artificial, 
meaning, we do our studies in the laboratory environment. In fact, we still experience difficulties. However, I am 
aware of that the real difficulty is the real school environment; my brother is also a teacher so that I know this 
from him. […] On the other hand, there are Teaching Practice and School Experience classes in the senior year 
that we will take. Then, I think that we will gain more experience and we will find the opportunity to see 
everything in place.” (TC 72) 

One of the expectations that teacher candidates have stressed on among the elective classes was the “diction” 
class which was considered to be very important, eventually this class should be mandatory. In addition, the 
teacher candidates also mentioned on the physical inadequacies of the classrooms in the faculty, and stated their 
thoughts about this as follows: 

“It’s been one year since we have moved to this building, so it is newly built building. But I believe the 
classrooms are not appropriate to take classes. Begin with, the classrooms have echo problem. While our 
instructor is lecturing, even a low whispering makes an echo which disturbs the flow of the course. In my 
opinion, this problem should be solved. Moreover, the number of lecture hall is very few; in these lecture halls 
we can have lectures more comfortably because of both the seating arrangement and larger classrooms.” (TC 
123) 

“[...] In my opinion, the number of microscope in science labs is not sufficient, I think we need to increase the 
number.” (TC 18) 

After teacher candidates evaluate the competencies they have based on their deficiencies and expectations, they 
offered “solution recommendations” in order to be a bachelor degree graduate that has teacher competencies. 
The percentage and frequency values of the codes determined under the “Solution Recommendations” themeare 
shown at Table 3. 

 

Table 3. Distribution of the codes determined upon “solution recommendations” of the teacher candidates 
submitted in order to be a bachelor degree graduate that has teacher competencies  

Codes (Frequency) 

f 

(Percentage) 

%* 

Personal development of teacher candidates must be supported  83 51 

The number of applied classes should be increased 142 87 

Course contents should be reconstituted 63 38 

The entry criteria to the Faculty of Education should be rearranged  120 73 

There must be an Practicum Application  Schoolwithin the university 113 69 

School-Faculty cooperation should be ensured 92 56 

The teaching staffs should continue to guide the candidates after they start working 88 54 

Theoretical and practical courses should be evenly distributed according to year 97 59 

Courses regarding knowledge and technology literacy should be increased 51 31 

Training should be provided regarding teacher competencies  128 78 

Teaching staff who trains teachers should be trained as well on teacher competencies  75 46 

Cooperation with the graduates should be provided (benefiting from the experiences) 32 20 
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Guidance service should be given 19 12 

*: The percent values may exceed 100% due to the fact that the answers of some teacher candidates were placed under more than one code. 

 

Table 3 shows that the teacher candidates have emphasized on the personal development. At the point of 
structuring this, they suggested to increase the number of seminars regarding personal and professional 
development in which magazine subscriptions can be obtained and reading habits can be imposed. Besides, they 
stressed on the importance of ensuring the cooperation with the graduates. They indicated that in this way, they 
could find the opportunity to benefit from the experiences of the graduates.  

They also argued on the necessity of giving guidance service; because, teachers should be raised psychologically 
healthy, and they should learn how to treat students in unexpected situations.  

When examining Table 3, it is seen that teacher candidates have focused on the necessity of the presence of 
pre-service and in-service courses and seminars regarding teacher competencies. They also suggested that the 
teaching staff who trains teachers should be trained as well on teacher competencies. Some statements of teacher 
candidates are stated below. 

“[...] Now, just by reading, yes, we learned something about competencies. But if we were not asked to do a 
research, we would not have the knowledge of this; as a consequence, we must take a class only in regard to this 
subject. In fact, in my opinion, not only us but also our teachers should be informed.” (TC 101) 

In the solution recommendations, the teacher candidates have stated that Practicum Application School is 
necessary within the university, which will give an opportunity of constant communication between the guidance 
counselor in school and faculty member, and a productive learning environment will occur due to the fact that 
the guidance counselors will also be knowledgeable persons in their fields so that they will constitute a good 
example. They expressed their opinions on the necessity of Practicum Application School as follows. 

“[...] For example, if we had a school within our university, our instructor could meet with the teacher in the 
school at any time; we would feel comfortable when we went to the school, and would ask the questions we want. 
Because of the fact that our instructor will also give training to the teachers at one point, they will lecture based 
on constructivism in all likelihood. We can make very effective observations as well.” (TC 85) 

Finally, ensuring school-faculty partnership was offered by the teacher candidates as a solution recommendation. 
In particular, teacher candidates indicated that the teaching staff should constantly guide them in the schools, 
because the candidates cannot relate the concepts learned in the faculty with the practices applied in the schools. 
Teacher candidates also added that not to grow negative attitudes against the profession by being influenced 
from the practice teachers who are not aware of their tasks, practice teachers can continuously improve 
themselves on teaching profession through faculties organizing seminars in schools or notifying schools about 
the activities in the faculties. Teacher candidates have explained this situation as followed: 

“Our teacher at the university wants us to lecture according to constructivism. However, neither teacher in the 
school nor the students are ready for this. They are used to the classical system. Always the teacher lectures, so 
that our instructors should be a supporter and guide to us when we go to schools [...]” (TC 67) 

“When we go to schools, we see that some teachers do not really perform their profession by loving it, I think 
their jobs become like a torture to them. When we talk to our friends in the upper classes, some says that we live 
in some fantasy world. As such, we feel like becoming cold against the school. In my opinion, maybe seminars 
can be organized for the teachers or activities that are made can be delivered to them. Friends from the last year 
have mentioned that they have prepared projects on the subject of ‘Mathematics and Life’. Then, they have 
invited the teacher in their schools, I think it was good.” (TC 160) 

4. Discussion, Conclusion and Suggestions 

The opinions of the teacher candidates on how they evaluate themselves and the faculty where they study 
regarding qualifications they possess were examined under “deficiencies”, “expectations” and “solution 
recommendation” themes. Professional deficiencies specified by the teacher candidates against the academicians 
under deficiencies theme were discussed in other sources as well (Kavcar, 2002; Köğce, Özpınar, MandacıŞahin, 
& Aydoğan Yenmez, 2014). Kavcar (2002) has reported the issue on many of theinstructors of Faculty of 
Education not having pedagogical formation asthat “The Faculty of Education is seen as a place of employment 
by variety of faculty members who suffer from personnel issue”. Another professional incompetence specified 
by the teacher candidates is that “the learning standards of our age are not known by the instructors”; therefore, 
in the other studies done with the instructors, this study being in parallel with the opinions of teacher candidates, 



hes.ccsenet.org Higher Education Studies Vol. 6, No. 3; 2016 

122 
 

it is concluded that the instructors do not have an extensive knowledge on the level that expected about the 
themes and sub-themes regarding 21st century Learning Standards (Köğce et al., 2014). One of other 
deficiencies specified by the teacher candidates against the academicians is thatthe information is mostly given 
by the instructors with lecturing method, and  although the importance of constructivism and conceptual 
learning have been emphasized, this kind of learning is not provided to them. This view of teacher candidates 
also shows consistency with the determination specified in the study conducted by Noss and Baki (1996) in 
which that say “instructors should believe the conceptual knowledge as well and should give training in this 
aspect, and this view should be gained by the teacher candidates in the faculties”.  

Among the deficiencies of their own specified by the teacher candidates under deficiencies theme; not caring 
about the usage areas of the course, not liking the course, and aspects of inability to use technology were 
specified also among the 7 main mathematics teaching profession standard presented in the commission created 
by the American Mathematics Associations (Aydın, 1993). While “caring” which is one of the teaching 
profession standards is given as that the teacher candidates have understood the place and the importance of the 
mathematics in daily life; the “liking” standard was explained as really liking, appreciating the mathematics 
historically and culturally, and finding mathematics beautiful (Aydın, 1993). The other standard, “technology”, 
was indicated as that “when teacher candidates are teaching or learning, they should use technology easily” 
(Aydın, 1993). It is reported that the priority goal is to reconstitute the contents of mathematics teaching 
programs in a way which will require to use more technology as well as the importance of the standard was 
stressed on (Aydın, 1993). 

When the deficiencies, which are “imbalance in the distribution of theoretical and applied courses by years”, 
“insufficiency of the applied courses and hours”; and expectations and solution recommendations which are 
“increasing applied courses and their hours, reconstituting the course contents, evenly distribution of the 
theoretical and practical courses according to year, increasing the number of courses regarding knowledge and 
technology literacy, increasing the number of elective courses present in the academic program” presented to the 
Council of Higher Education (CoHE) by the teacher candidates were discussed within the aspect of courses and 
their contents, the prominent case is the program flexibility. This situation has been reported in the study of 
Kavcar (2002) that the standard program approach is raising a staff for particular work, so it can be perceived as 
positive, because it must be raised along with the similar programs; “however, instead all classes are determined 
by CoHE, 20-30% of flexibility can be given to the faculties”. 

Teacher candidates have specified that the school experience and teaching practice courses are intensified in the 
last year, at the same time they continue to take classes in the university, and due to the fact that they prepare 
themselves to the Public Personnel Selection Examination (PPSE), the teaching practice classes are not 
productive. In their studies, Erbilgin and Boz (2013) have presented the similar factors that reduce the efficiency 
of teaching practice course. Teacher candidates’ solution recommendation of “classes such as school experience 
and teaching practice should be evenly distributed to other years, besides the last year” is also found as a 
suggestion in the study of Eraslan (2009). Moreover, in their studies Erbilgin and Boz (2013) have introduced 
the view of that the school experience courses to be more effective, there should be a time period in which the 
teaching candidate should only do the internship without taking any classes a side.  

In terms of looking at the statements that are present among the solution recommendations of teacher candidates 
“personal development of teacher candidates must be supported, training should be provided regarding teacher 
competencies, teaching staff who trains teachers should be trained as well on teacher competencies”; it is stated 
that pre-service and in-service classes and seminars regarding teaching competencies must be present. Safranhas 
emphasized that Faculty of Education programs were not designed by considering the teaching competencies, 
and the faculties are in static structure which is far from this dynamism are the significant problems (TEDMEM, 
2014). 

Teacher candidates indicated that classes regarding knowledge and technology literacy are insufficient, so that 
they submitted the expectations and solution recommendations such as the number of elective courses present in 
the academic program should be increased, and the support must be provided to teacher candidates in order to 
enhance the technology field knowledge. Overall, they stressed on that within the context of Fatih Project, 
Ministry of Education, schools have been equipped with technology; however, they are incompetent to give 
training, as a consequence they are inneed of the support (lectures, seminar, etc.) regarding enhancing the 
technology field knowledge. 

Teacher candidates indicated that only the exams done at the entry of the profession are insufficient; moreover, 
some criteria must be considered at the admission to the Faculty of Education. This fact is present in the National 
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Teachers’ Strategy Document, in the action plans presented for the purpose improving the admission criteria to 
the programs that train teachers. The actions proposed for the entry criteria are explained as; 

“To develop encouraging tools (increase of scholarships, housing guarantee at the dorms, etc.) so that successful 
students may prefer the teaching programs, including “Teaching profession knowledge” courses module in the 
general secondary education program as an elective, and taking the performances of the students who took this 
module into consideration at the admission to the Faculty of Education, in the medium term, in addition to the 
student acceptance to the teaching training programs and central placement exam, to develop the tools and 
criteria that will be constituted by the commission which will be established among the institutions for this 
purpose” (MoNE, 2011). 

In the solution recommendations, teacher candidates have emphasized on the necessity of the Practicum 
Application School in the university, and school-faculty partnership. The necessity of the Practicum Application  
School in the university system was specified in other studies as “the instructor and practice teacher will have the 
opportunity to monitor the teacher candidates and evaluate their performances at the same time; in fact, because 
of the fact that the practice teachers will be experienced in their field and knowledgeable about the teacher 
raining, teacher candidates will have chance to gain experience within the productive and effective education and 
training environment” (Brooks, 2006; Eraslan, 2008; Penney & Houlihan, 2003). In the solution 
recommendations specified regarding school-faculty partnership, teacher candidates especially indicated that the 
teaching staff should constantly guide the candidates in the schools, because the candidates cannot relate the 
concepts learned in the faculty with the practices applied in the schools. Imig and Switzer (1996) have concluded 
in their study that in order to raise successful teacher candidates, the teacher candidate, the practice teacher and 
the relevant instructor should work together, in coordination. Teacher candidates also suggested that not to grow 
negative attitudes against the profession by being influenced from the practice teachers who are not aware of 
their tasks, practice teachers can continuously improve themselves on teaching profession through faculties 
organizing seminars in schools or notifying schools about the activities in the faculties. The actions present in the 
National Teachers’ Strategy Document, at the point of improving the teaching practice included in the 
pre-service teacher training program based on teaching qualifications were indicated as “to give mentorship 
training and certification to the successful managers and teachers who guide teaching practice in the schools in 
which the standards were defined by the Ministry of Education, to restructure the faculty-school partnership 
processes by considering mentorship practice, to make arrangements to ensure that the teacher candidates 
perform an actual practice with their mentors as full-time and in the branch in which they practice” (MoNE, 
2011). 

Training system and process of the qualified teachers specified with their teacher competencies can be modeled 
as follows within the light of the discussion mentioned above.  

 

 
 

Figure 1. Teacher training system and process 
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When the opinions of the teacher candidates on how they evaluate themselves and the faculty where they study 
regarding qualifications they possess were examined under “deficiencies”, “expectations” and “solution 
recommendation” themes, the above system and process are found. Due to the fact that personal characteristics 
of the candidates directly influence their performances in the teaching profession, in addition to the student 
selection exam, which include only multiple-choice questions, used in the entry to the Faculty of Education, the 
necessity of reviewing the successful candidates once more by considering some criteria emerges. In the 
pre-service teacher training, on the other hand, by creating awareness regarding teacher qualifications at the 
point of “professional competency of the instructor” which is one of the most important wheels that affect the 
developmental cycle of teacher candidates, improving the qualifications. It is observed in the “training of the 
teacher candidates regarding their personal development” that by liking and caring the usage areas of the classes, 
the practices that support knowledge and technology literacy become important. Based on teacher competencies, 
within the scope of “academic program flexibility”, practice being predominant, enhancing the hours and 
contents of the theoretical and applied classes come to the forefront. Looking at the school-faculty partnership 
process, the necessity of Practicum Application School play an important role on raising successful managers 
and teachers that will guide the teaching practice, and to enable the teacher candidates to gain experience in the 
teacher qualifications basis, within effective education-training environment, and under instructor guidance.  

Considering the outcome model, while the period until transferring to become a teacher is shaped based on the 
opinions of the teacher candidates; it is found that the in-service process needed to be handled with the opinions 
of the teachers. It is suggested that in-service process should be investigated in more details with new studies on 
subjects such as teacher recruitment and career development. 
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