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Abstract 
 The purpose of this research is to determine the opinions of 
academicians teaching the internship practicum course at different universities 
and to examine the guidebooks used by universities according to set criteria. 
The sample consists of 17 academicians at 17 state universities. The data were 
collected using the qualitative research method and analysed with descriptive 
analysis. The results of the research have indicated that the academicians do 
not follow the pre-service teachers weekly and evaluate them according to the 
internship files and the opinions of their mentors. It has been also determined 
that the guidebooks used in the internship practicum are not field-specific. 

Keywords: School experience, teaching practice, guidebook, academician. 
 
Introduction 
 As an occupation that implements teaching and education, the teaching 
profession has priority among services of education and training. The teaching 
practice education received by pre-service teachers is an important component 
of pre-service education, for in pre-service, student teachers obtain an 
opportunity to put into practice in real classroom environments what they have 
learned, thereby applying their theoretical knowledge (Akyüz, 2001; Mtika, 
2008; Nonis & Jernice, 2011; Aglazor, 2017; Çelik, 2008; Carpenter & 
Balance, 2007; Allen & Wright, 2014; Alemdağ & Özdemir Şimşek, 2017; 
Eryaman, 2007).  
 When information about the significance of teaching practice at 
different universities across the world is examined, it is seen that similar 
importance is attached to it. According to National University Commission 
(NUC, 2007) and Benchmark National Commission for Colleges of Education 
(NCCE, 2015), the internship experience in teaching provides pre-service 
teachers with the opportunity to apply what they have learned in real life, to 
discover their strengths and weaknesses, thereby enabling them to acquire 
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professional skills, competence and experience, and to benefit from the 
education they have received by taking a favourable attitude towards the 
teaching profession. At the same time, the feedbacks, responsibilities, 
acquisition of different roles, and cooperation with academicians and teachers 
provided by the teaching practice promote pre-service teachers’ professional 
competence and help them socialize (cited in Aglazor, 2017; Assimonye, 
2014; Riedler & Eryaman, 2016; Clarke et al., 2014).  
 When the significance attached to teaching practicum in Turkey is 
examined, it is seen that expectations from the teaching practicum are 
expressed in similar terms in the general objectives of MNE: “It regulates the 
procedures and principles regarding the practice activities by enabling pre-
service teachers to acquire the competence to better prepare for the teaching 
profession, and use the general knowledge, as well as information, skills, 
attitudes and habits they have acquired with regard to their special fields of 
education and the teaching profession in a real education and training 
environment” (MNE, 2018, p. 1).  
 Established by the 1982 Constitution in Turkey, the Council of Higher 
Education (CHE) in Turkey became a center for planning and management 
when education institutions (2 and 3-year teacher training schools) were 
integrated into universities. In order to reform this program, a “Pre-Service 
Teacher Training Project” was implemented in 1998 and 1999 in cooperation 
with CHE and the World Bank. New departments such as social studies, 
mathematics, science, Turkish and form teaching were established as a result 
of this reform. In spite of all the regulations made, it has been observed that 
universities and the Ministry of National Education act independently of each 
other. Although internship programs were offered to preservice teachers with 
an agreement between these two institutions, these internship programs could 
not go beyond being regarded as ordinary courses and caused school 
experience and teaching practice classes to be considered insignificant and 
inefficient by academicians, pre-service teachers and teachers (Akdemir, 
2013; YÖK, 1998; Atanur Başkan et al., 2006; Şişman & Acat, 2003). 
 It should be noted that the guidance provided by both teachers and 
academicians has become an important part of the teaching practice, for pre-
service teachers perform their internship education together with experienced 
and knowledgeable teachers and academicians during the internship programs. 
However, faculty stakeholders and the cooperating school where the 
internship education is held also have an important part to play in organizing 
an efficient internship program for pre-service teachers. The availability of 
participating schools for internship, the cost of the program and availability of 
qualified teachers/mentors are some of these roles. Considering that each 
stakeholder is important in its own right, presence of a clear, understandable 
and well-prepared internship guidebook where tasks and responsibilities have 
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been properly laid out is the cornerstone of an internship program. Essential 
points such as assessment procedures and responsibilities for academicians 
and the others involved, the number of students under their supervision and 
their cooperation with the teacher at the internship school should be stated 
clearly; likewise, information about what practices should be implemented in 
what order during the process should also be stated clearly. In this way, 
assessments made during the internship practice will eliminate certain 
problems and thus render the practice better equipped (Schwille, 2008; Cain, 
2009; Hudson, 2013; Izadinia, 2016; Maynard, 2000; Hobson, 2002; Jones, 
2001; Ekizer, 2006; Zeichner, 2002; Aglazor, 2017; Ekpo, 2019). 
 The internship guidebooks should be prepared to serve as a functional 
tool for the purposes specified for each teaching practice unit. Internship 
guidebooks should play a significant role in the internship practice by 
systematizing the collaboration between mentors and academicians and allow 
for an effective evaluation of pre-service teachers by providing constant 
guidance to them, for while according to an academician or a teacher what an 
intern can investigate during the internship is clear, it may become more 
complicated and inextricable for pre-service teachers doing their internship 
(Assimonye, 2014; Kessels & Korthagen, 1996). 
 When the relevant literature is examined, it is seen that there is ample 
research investigating school experience and teaching practicum (Riedler & 
Eryaman, 2016; Clarke et al., 2014; Akdemir, 2013; Izadinia, 2016; Maynard, 
2000; Hobson, 2002; Jones, 2001; Ekizer, 2006;Yılmaz & Kab, 2013; Seçer 
et al., 2010; Yılmaz, 2019; Hurioğlu, 2016; Aytaçlı, 2012; Göktaş & Şad, 
2014; Özkılıç et al., 2008; Baştürk, 2009; Oğuz & Avcı, 2014; Sünkür 
Çakmak, 2019), but the number of studies aimed at assessing feasibility of 
internship guidebooks, which serve as useful and important guides, their 
suitability for the sample and the department as well as their functionality is 
limited (Şahin & Özkılıç, 2005; Asmimonye, 2014; Kessels & Korthagen, 
1996; Ergüneş, 2005). It is also observed that the aforementioned research is 
limited in terms of generalizability and that they attempt to determine the state 
of the field only through a single university. Therefore, interviews were made 
with academicians serving as advisers at school experience and teaching 
practice at 17 universities in Turkey and topics such as what they did during 
the internship practices, whether or not they followed a guidebook and 
functionality of those guidebooks were tried to be determined from the 
perspective of academicians. Moreover, the official guidebooks used by these 
universities were examined and an attempt was made to determine issues such 
as functionality of these guidebooks, their fitness for purpose and their 
currency.  
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Method 
 Basic qualitative research method was used in this study. Basic 
qualitative studies focus on how individuals construct realities/facts as a 
consequence of their interaction with their social worlds. Therefore, in basic 
qualitative research, researchers are concerned with what kind of meaning 
people attach to experiences, how they construct their worlds and interpret 
their lives (Merriam, 2018). 
 
The Sample 
 The sample of the study consists of academicians teaching the school 
experience and teaching practice course at 17 state universities in Turkey. An 
attempt was made to increase reliability of the study by reaching state 
universities in different regions of Turkey in determining the sample of the 
study. Participation in the study was on a voluntary basis and it consisted of 8 
female and 9 male academicians employed at 17 universities, which were 
deemed to be easily accessible. The school experience and teaching practice 
guidebooks investigated in the study, on the other hand, were requested from 
the academicians working at the said universities. The guidebooks that could 
not be obtained via academicians were reached through the websites of the 
universities. 
 
Data Collection and Analysis 
 The data of the study were collected by e-mail. A questionnaire 
consisting of five semi-structured open-ended questions was administered to 
the participants. E-mail helps conduct in-depth interviews without the need for 
synchronization and one can engage in multiple online e-mail exchanges 
(Creswell, 2018; Meho, 2006; Kazmer & Xie, 2008). As for the measurement 
tool of the study, first relevant literature was reviewed and expert opinions 
were taken. Then, expert opinions were taken again by the researchers about 
the open-ended questions in accordance with the purpose of the study and 
finally 5 questions were determined. These 5 questions had their own sub-
dimensions. This measurement tool was administered to 8 academicians not 
included in the sample. After these academicians checked items such as the 
scope of the topic, comprehensibility and manner of expression and provided 
positive feedback with regard to them, the questionnaire form was accepted as 
the measurement tool. An introduction was added to the beginning of this 
questionnaire form, specifying the purpose and content of the study. It was 
guaranteed that no information would be revealed about the participating 
university and the academicians. Then, a list was prepared of the e-mails of 
the academicians at the social studies teaching departments of the education 
faculties of universities. The questionnaire forms were sent to the e-mails list, 
which had been prepared taking into account almost all geographical regions 
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of Turkey. It was ensured that the forms were sent to 2 academicians from 
each university. It was guaranteed in the e-mails sent that participation was on 
a voluntary basis and that information about identity and institution would be 
kept confidential. There were responses to 24 of the e-mails sent. 17 of these 
e-mail responses were accepted as study data whereas the remaining 7 data 
were excluded from the study on the grounds that they were incomplete, 
contained short answers in the form of yes and no, or no explanations were 
made concerning the answers.  
 Other sources of data used in the study are teaching practice 
guidebooks. These guidebooks were requested from the academicians who 
had been contacted via e-mail. These academicians were asked to send the 
guidebooks they had been using and 12 of these academicians sent the 
guidebooks they used via e-mail again. The other 5 academicians, on the other 
hand, did not send their guidebooks, stating that they did not have them in 
computer environment. These 5 guides were obtained from the internet page 
of the relevant university and since they were based on CHE and MNE, they 
were used directly for purposes of the study.  
 The data obtained as a result of the correspondence with the academics 
and the documents reached were examined and analysed descriptively. In 
detailed descriptive analysis, authors systematically interpret what they see, 
providing a natural environment in the context of identifying a person's 
location or event (Creswell, 2018). The document analysis technique was used 
in the examination of the guidebooks of the universities. The document review 
also includes the process of obtaining permission for their use after 
determining the materials in remote locations (Creswell, 2018). 
 The data obtained as a result of the study were tested for validity and 
reliability but this was undertaken by two experts in the field in order to 
increase the validity and reliability of the study. According to calculations 
made using Miles and Huberman’s formula of (1994) R (Reliability) = [Na 
(Agreement 117) / Na (Agreement 117) + Nd (Disagreement 12)] x 100, 
reliability was at the level of 90 % and the study was proven to be reliable. 
Moreover, the findings of the study were supported through direct quotations 
from the participants (U1: University 1, U5: University 5 etc.).  
  
Findings 
1. Findings about the academicians’ views regarding whether there is a 
directive determined by the faculty concerning school experience and if 
there is one, whether or not they are following it  
 When the academicians in the sample were asked about their opinions 
regarding whether there was a directive determined by the relevant faculty 
about school experience, 9 of them answered yes, 5 responded no and 3 stated 
that they used the guidebook after some revision. When asked whether they 
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followed the guidebook found in their faculty, 10 of them said they used the 
guidebook prepared by the faculty, 1 by CHE, 1 by MNE and 1 said they used 
a blend of CHE and Faculty guidebooks. Some of the responses given by the 
academicians are as follows: “There is a directive determined by our faculty. 
I am trying to follow this directive” (U 7), “Yes, there is. I don’t follow much. 
It has become a routine” (U 8), “No, there isn’t. We follow the old directive 
by CHE and the World Bank” (U 13), “Yes, there is. I use only practicum 
headlines as models. I don’t follow the directive” (U 17), “Yes, there is. 
Though we comply with the overall rules, we usually stretch those rules for 
school experience within the school’s own conditions” (U 12), “There is no 
directive. Therefore, I do not follow one” (U 4). 
 
1.a. Findings about academicians’ opinions concerning preparation 
before class and what they do in this regard 
 When asked about their opinions as to whether they made preparations 
before the school experience class, 9 of the academicians in the sample 
answered yes whereas 7 answered no.  When the academicians were asked 
about their opinions concerning what they did in this course, it transpired that 
6 talked to the school administration/mentor in charge, 2 conducted theoretical 
classes, 1 examined directives of different faculties, 1 cooperated with the 
faculty and CHE, 1 held meetings with the students and 1 collected 
information about the school. Some of the answers given by the academicians 
are as follows:  
 “I examine directives of different schools. I create my own syllabus by 
following the instructions of the faculty and directives prepared in cooperation 
with CHE and the faculty” (U 1), No, I don’t” (U 4). No, I don’t, but in the 
years when I first began to teach this course, I made additions to and 
eliminations from the activities in the directive, for there could be activities 
that could not be performed due to the physical conditions of the school or 
other circumstances. (U11). At the beginning of the semester, I go to internship 
schools and I meet school administrators and mentors at the school. I take a 
look at the directive before the class so that I can give information to students 
(U 10). 
 
1.b. Findings about the opinions of the academicians concerning whether 
they follow their students weekly, and if their response is positive, what 
they do in this regard 
 When the academicians in the sample were asked about whether they 
supervised their students on a weekly basis, 9 responded no and 8 responded 
yes. 7 of those who responded yes stated that they exchanged ideas, 6 received 
feedback regarding what was done, 2 introduced/evaluated the process, 1 
assessed the reports, 1 received feedback via messaging and introduction to 
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the school/teacher and 1 received information about attendance. Responses of 
some of the academicians are as follows:  
 “We meet at least once every week and evaluate the reports of the pre-
service teachers concerning the activities of the relevant week” (U 14), I 
conduct a follow-up not every week but once a month to get information about 
the status of the activities the students have performed (U 11), “No, I don’t. I 
don’t follow them every week. I make a general assessment in the last week” 
(U4), “We communicate via whatsapp every week for sure. I answer their 
questions about the work they do. They may ask about points in the directive 
that have not been quite understood” (U 13), “It is not possible for me to follow 
every week due to my tight schedule” (U 7).  
 
1.c. Findings about the views of the academicians concerning how they 
make the final general evaluation of the students in the school experienc
 When the academicians in the sample were asked about their opinions 
regarding how they conducted the final general evaluation of the students in 
the school experience, it was found that 11 evaluated via the files the students 
prepared, 10 via assessments made by the mentors, 7 on the basis of their 
attendance, 2 on the basis of performance, 1 based on an assessment scale 
prepared by himself/herself, 1 from the way they taught classes, 1 in terms of 
professional qualities of social studies and 1 as a result of observations s/he 
made. Some of the responses given by the academics are as follows:  
 “It is predominantly performance-based. Participation in the practice 
and assessment of the mentors are also very important of course” (U 5), “I 
make my evaluation according to the internship files, notably views of the 
mentors at the internship school and observation notes” (U 13), “I make my 
evaluation according to a grading scale which I have created for the files the 
students have prepared and a different grading scale which I have prepared for 
the evaluation of the mentor” (U1), “ I examine their files. I evaluate them by 
checking their attendance and sometimes by contacting their mentors (U 8).  
 In general, I consider my students to be competent. Our students 
prepare a report for each week during the 14-week program (one day of 
the student, one day of the teacher, preparing examination questions 
etc.). I evaluate my students according to these reports (U 15). 
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2.  Findings about the academicians’ views regarding whether there is a 
directive prepared by the relevant faculty with respect to the teaching 
practice and if there is one, whether they follow this guidebook or not  
 When the academicians in the sample were asked about their opinions 
concerning whether there was a directive determined by the faculty or not, 13 
responded yes while 4 responded no.  When it was asked whether they 
followed the guidebook in the faculty or not, 7 it was found that 7 followed 
the directive of the faculty, 2 followed the directive of the Ministry of National 
Education, whereas 2 said there was a directive but they did not follow it and 
1 stated that s/he acted in line with their own opinion every week. Some of the 
responses given by the academicians are as follows:  
 “No, there isn’t. I follow the old directive prepared by CHE and World 
Bank” (M13), “Our faculty demands that we follow the directive requested by 
MNE. I score my students by going to the school every three months and 
listening to my students” (T15). 
 
2.a Findings about the academicians’ opinions concerning whether they 
make preparations before the teaching practice and if they do, what kind 
of preparations they make  
 When the academicians in the sample were asked whether or not they 
made preparations before the teaching practicum, 10 of them responded yes 
while 4 responded no. When the academicians were asked what kind of 
preparations they made before the practicum, it was found that 4 of them 
checked the plans every week, 4 worked in collaboration with the school, 4 
held seminars with the students, 3 made a plan after examining the latest 
regulations and 1 held interviews with the students every week. Some of the 
responses given by the academicians are as follows:  
 “I give the weekly plans to be implemented in the practicum and then 
check” (U 2). Yes, I do. First of all, I contact the administrator and guidance 
and counselling teacher of the school where my student group will go and we 
decide on the day we will go to the school to meet each other. I prepare 
beforehand the documents that the students will be required to complete 
during the practicum. (U6) 
 I hold a meeting like a seminar on the importance of the course, 
the teaching profession, taking notes during the practice, and going to 
the school in a manner suited to the requirements of the teaching 
profession. Also, I provide detailed information about what they are 
supposed to do during the school experience. (U 7) 
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2.b. Findings about the academicians’ opinions concerning whether they 
follow the students every week in the teaching practicum or not and if yes, 
what they do  
 When the academicians in the sample were asked about whether they 
supervised the students every week during the teaching practicum or not, 7 of 
them responded yes and 4 responded no. When they were asked how they 
supervised the students, it was found that 4 held seminars with them every 
week, 1 gave feedback to the students every week, 1 exchanged views with 
the mentor at the beginning of the semester, while 1 provided feedback via 
social media. Some of the responses given by the academicians are as follows:  
 “We make a point of corresponding via whatsapp every week for sure. 
I answer questions about their work. We talk online about class observations 
and the presentations they will make” (U 13), “I go to listen to and watch the 
students once every semester. I ask them to submit to me their files. I do not 
check them every week, but since they come to theoretical classes with their 
files ready, I am informed of their files” (U 10), “I go to the practice school 
every week and meet the mentors and my students. I give feedback to the 
students I have observed regarding their classes” (U 1). 
 
2.c. Findings about the academicians’ views concerning whether or not 
they make observations at the students’ schools during the teaching 
practice, and if yes, what kind of things they do  
 When the academicians in the sample were asked about their opinions 
concerning whether or not they made observations at the students’ schools, 
they stated that they made observations. On the other hand, when they were 
asked what they did in their observations during the teaching practice, 9 
responded “other”, 8 “my overall opinion”, 4 “the guide”, and 4 “my own 
conclusions”. Some of the responses given by the academicians are as follows:  
 “I make my evaluations using the class observation forms included in 
our guide book” (U 14), “By listening and saying my opinion. I score my 
students by listening. I have my own criteria of 15 items. I apply the same 
criteria here as I do in my special teaching methods course” (U 15), “I observe 
my students. I make general evaluations, making use of MNE’s pre-service 
teacher assessment criteria. I have not been fully able to use them effectively 
but active use of these criteria in each observation will lead to healthier 
evaluations” (U 1). 
 
2.d. Findings about the academicians’ views concerning how the students’ 
final general evaluations are made in the teaching practice  
 When their views were asked about how they evaluated the students in 
the practicum, it was found that 11 of the academicians evaluated according 
to the opinions of the mentor, 6 as a result of portfolio assessments, 4 
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according to the course system created by MNE, 2 according to their own 
evaluation system, 2 according to student attendance and 1 according to 
students’ enthusiasm. Some of the responses given by the academicians are as 
follows:  
 “I make a general evaluation on the basis of the mentors’ opinions, my 
observation notes, the way the files were prepared, the students’ attendance to 
classes, and their participation in the theoretical classes” (U9), “I make my 
evaluations by taking the opinion of the mentor at the practice school” (U7), 
“By taking the average of mentor assessment, class observation forms and my 
evaluation of the files they have prepared.” (U14), “I base my assessment on 
the score obtained from the evaluations of the mentor and the academician, 
drawing on the evaluation system created by MNE” (U10).  
 
3. Findings about the academicians’ opinions and suggestions concerning 
how to make the school experience and teaching practice course more 
efficient  
 When the academicians in the sample were asked about their opinions 
regarding how to make the school experience and teaching practice course 
more effective, 6 referred to assigning students to counsellors specialized in 
their fields, 5 changing the semester when the internship practice was 
performed, 5 failure in ensuring cooperation between MNE and academician, 
3 paying attention to feasibility, 3 importance attached to attendance, 2 the 
issue of conducting classes, 1 adding KPSS (public personnel selection 
examination) score to internship evaluation and 1 providing effective 
mentorship. Some of the responses given by the academicians are as follows: 
“When determining the criteria for the school experience and practicum 
classes, it should be ensured that they are realistic and feasible” (U 6). 
 It should not be implemented in the present academic semester; 
pre-service teachers should not be bothered with other courses. Like 
internships at other faculties, for example. A whole semester should be 
reserved for this course only, because the academicians’ schedules are 
not suitable to supervise and watch/listen to the students constantly. (U 
4) 
…The changes MNE has been implementing in recent years within the 
scope of teaching practice and the announcements about them usually 
remain within the confines of MNE. For example, I learn the changes 
made to the evaluation system from the mentors. They, in turn, wait for 
guidance from me but I don’t know about them in the first place. (U 1) 
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4. Findings about the examination of the school experience and teaching 
guidebooks in terms of their field-specific nature and the masthead  
 When the school experience and teaching practice guidebooks were 
examined, it was found that none of the 17 universities had a guidebook unique 
to the field of social studies teaching. It is seen that the existing guidebooks 
were created for the field of teaching in general by preparing 
explanations/examples for activities without making any distinction among 
numerical, verbal, foreign language or psychomotor fields. When the 
masthead information for these guidebooks were examined, it was found that 
7 of the universities used a guidebook prepared according to a decree law 
passed in 2011 in line with MNE Law no. 1973, 7 used a guidebook prepared 
within the scope of CHE/World Bank National Education Development 
Project Pre-Service Teacher Education dated 1998, 2 used a guidebook 
prepared in cooperation with MNE and CHE, and 1 used a guidebook prepared 
in cooperation with MNE and the faculty.  
 
5. Findings about determination of duties and responsibilities of 
stakeholders (faculty administration, faculty practice coordinator, 
department practice coordinator, practice instructor, pre-service teacher, 
directorate of national education etc.) in the school experience and 
teaching practice guidebook 
 When the school experience and teaching practice guidebooks are 
examined, it is seen that the guidebooks of 10 universities out of 17 list the 
duties and responsibilities of the stakeholders separately, whereas the 
guidebooks of 7 universities contain no information about the duties and 
responsibilities of the stakeholders. In the guidebooks of these 10 universities, 
where information is given about duties and responsibilities, some duties of 
education faculties are listed as “preparation and supervision of pre-service 
teachers, determination of academicians responsible for practicum, and 
organization of seminars and courses”; the duties of the faculty practice 
coordination office are listed as “preparation of a list of practice schools, 
holding meetings with mentors and academicians about possible problems, 
and organization of practice activities in accordance with laws and 
regulations”; whereas the duties and responsibilities of the department practice 
coordinator are listed as “informing the academicians about forms, 
observations and assessment criteria, and ensuring coordination between the 
department and the faculty”. 
 
Discussion, Conclusion and Suggestions  
 Based on a general evaluation of the results of this study, which aimed 
to determine some points such as what the academicians teaching the school 
experience and teaching practice course at state universities in Turkey did in 
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the internship practices, whether they stuck to the guidebooks or not and the 
functionality and guiding quality of these guidebooks, it can be said that there 
were directives created by faculties for the implementation of the school 
experience and teaching practice course and they followed these directives. It 
could also be said that the academicians generally came to school experience 
and teaching practice classes by preparing appropriately beforehand, but they 
did not supervise their students every week in the school experience and 
teaching practice classes. It was also found that the reports prepared by 
students, their attendance, mentor opinions and MNE assessment criteria were 
used as a basis in both school experience and teaching practice classes and that 
academicians observed their students at internship schools and made 
evaluations according to their own assessment criteria. It was suggested 
suggested that in order to make school experience and practicum classes more 
efficient, experts in the field should be appointed as mentors, internship 
semesters should be changed, and a more solid coordination should be ensured 
between MNE and academicians. It was seen that none of the guidebooks used 
were specific to the field of social sciences and that generally guidebooks 
prepared by a MNE decree law and those prepared in cooperation with CHE 
and the World Bank were used. It was determined that the guidebooks used 
generally specified the duties and responsibilities of stakeholders.  
 In the examination of the sub-dimensions, first, the academicians were 
asked whether there was a directive determined by the relevant faculty 
concerning school experience and a large majority of the academicians 
responded that they had a directive. However, it was determined that the 
number of academicians who stated that they did not have a directive or used 
the current directive after a revision was close to the number of academicians 
who said they had a directive. When the state of following the current directive 
was asked, it was found that 10 academicians used the directive prepared by 
the faculty, 1 the one prepared by CHE, 1 the one prepared by MNE, 1 a blend 
of CHE and faculty guidebooks. When asked whether the relevant faculty had 
a directive regarding the teaching practice, a large majority of the 
academicians responded that it did. It was found that while a majority of those 
having a directive followed that guidebook, some stated that although they had 
a guidebook concerning internship, they followed the directive of MNE or a 
directive which they created according to their own criteria. Apart from this, 
it was seen that there were some among the academicians who, although they 
had a guidebook, stated that they did not use the current guide. In parallel to 
the findings of the present study, Güngör (2018)’s study indicates that 
academicians evaluated pre-service teachers according to their own personal 
assessment criteria during the internship program. 
 When asked for their opinions concerning whether they made 
preparations for the school experience course, it was found that 9 of the 
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academicians made preparations beforehand, whereas 7 did not make any 
preparations. It was seen that the academicians who responded that they made 
preparations beforehand cited examples such as holding talks with the school 
administration or the mentor, conducting theoretical classes, cooperating with 
the mentor or the cooperating school, examining the directive, preparing 
materials, holding meetings and getting information about the school. When 
asked for their opinions regarding making preparations for the practicum, a 
large majority of them stated that they made preparations, citing examples 
such as checking the plans, cooperating with the school and organizing 
seminars. 
 When the academicians were asked whether or not they supervised 
their students week by week, interestingly enough, it transpired that a large 
majority of them did not follow on a weekly basis. The academicians who 
supervised on a weekly basis, on the other hand, engaged in activities such as 
receiving feedback, exchanging ideas and receiving information about 
attendance. Likewise, it was determined that the academicians did not 
supervise their students on a weekly basis in the teaching practice, either, and 
those who did engaged in activities such as receiving feedback, exchanging 
ideas with the mentor and organizing seminars. Unlike the findings of this 
study, it was determined in a study conducted by Güngör (2018) that 
academicians did not follow the activities on a weekly basis and the students 
did not generally perform all of the specified activities. Paker (2008)’s study, 
on the other hand focused, in parallel with the findings of our study, on giving 
feedback, emphasized the importance of giving feedback to pre-service 
teachers and suggested that feedback should be given in the right place at the 
right time. 
 When the academicians were asked how they evaluated the school 
experience course at the final stage, a large majority of them stated that they 
examined the files prepared by the students, received the mentor’s opinions, 
checked attendance and made assessments according to criteria set by 
themselves.  As for the teaching practice, on the other hand, a large majority 
stated that they made the final evaluation on the basis of the mentor’s opinions, 
but others also stated that they made it according to criteria such as portfolio 
examination, the course system of MNE, their own assessment system and 
attendance. In parallel with the finding of the study, it was stated in Güngör 
(2018)’s study that evaluation was made in the teaching practice course 
according to attendance to classes and students’ performance in the classes.  
 When the academicians were asked whether or not they made 
observations at the students’ schools during the teaching practice, it was found 
that all of the academicians made observations and they made their evaluations 
during these observations according to criteria such as those criteria set by 
themselves, their overall opinion and the expectations specified in the 
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guidebook. In order to make school experience and teaching practice classes 
more efficient, suggestions were made such as assigning students to specialist 
advisers in the field, changing internship semesters, ensuring coordination 
between MNE and academicians, and making attempts at feasible activities. 
In parallel with the findings of the present study, Öztürk, (2001 retold by 
Büyükduman, no date), Kılıç (2004), Paker (2008), Görgen et al., (2012) 
stated in their respective studies that not assigning students to specialist 
advisers in the field could lead to problems and pedagogical course training 
should be provided to academicians and teachers, arguing that advisers lacking 
in internship experience will not be competent in terms of quality and quantity. 
As far as changing the internship semesters was concerned, it was found in a 
study by Ünlü Saratlı (2007) that school experience course should be given 
not only in the senior year but also in the first or subsequent years of the 
university life. 
 When the academicians were asked whether school experience and 
teaching guidebooks were specific to the field, it was found that no universities 
had guidebooks specifically prepared for the field of Social Sciences 
Teaching. When the guidebooks used were examined, it was found that 7 
universities stated that they used MNE decree law as guide, while 7 
universities pointed out that they used the CHE/World Bank guidebook dated 
1998 as guide. The other universities, on the other hand, stated that they 
followed the two guidebooks or used them after a revision. In parallel with the 
findings of the present study, Hacıoğlu & Aklan (1997)’s study argued that 
the use of guidebooks prepared on the basis of common grounds without heed 
to fields of specialty could lead to some problems and demanded that guides 
should be prepared in a way that would enable raising of teachers in line with 
professional standards. Moreover, when it was examined whether the duties 
and responsibilities of the stakeholders had been specified in the school 
experience and teaching practice guidebooks, it was seen that the guides of 10 
universities specified the duties and responsibilities of the stakeholders 
separately, whereas 7 of the guidebooks did not do so. In parallel with the 
finding of the study, Şahin (2003)’s study pointed out that the duties and 
responsibilities of the stakeholders should be stated clearly. 
 In light of the results obtained from the study, it can be argued that in 
general education faculties are in need of up-to-date internship guidebooks and 
that these guidebooks should be prepared in a manner that it will be field-
specific and have appropriate directives and examples. The language of the 
guidebooks to be prepared should be clear and intelligible, and they should 
contain weekly directives, specify the duties and responsibilities of the 
stakeholders and be prepared in a way that they will help teachers, 
academicians and pre-service teachers to meet on a common ground. It is also 
suggested that the number of pre-service teachers per mentor and academician 
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should be reduced to a more reasonable figure. Moreover, appointment of 
advisers should be done on a voluntary basis on the part of teachers and 
academicians so that the training to be received by pre-service teachers will 
be more appropriate and beneficial. It can also be suggested that in the current 
system, seminars should be organized in cooperation with MNE and CHE in 
order for mentors to be better mentors for pre-service teachers and handbooks 
and brochures should be distributed to them.  
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