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Abstract: The research aimed to determine the views and expectations of pre-service teachers studying
in the field of classroom teaching, because practice teachers in practice schools, and faculty members
are responsible for courses related to teaching practice regarding teaching practice processes. The
research was designed as a case study from qualitative research designs. The study group consists of
three groups. The first group consists of 36 females and 9 males, aged between 21 and 25, totally of 45
pre-service teachers. The second group consists of 16 females and 30 males, aged between 30 and 51,
totally of 46 practice teachers. The third group consists of 4 females and 7 males, aged between 30 and
51, totally of 11 faculty members. The data was collected in writing with separate forms for pre-service
teachers, practice teachers, and faculty members. The data was analyzed by thematic analysis. The
results of the research suggest that the existing operation regarding the university-school collaboration
is insufficient and those pre-service teachers have the expectation to increase the practice courses in
terms of number and duration. It is thought that the interaction between the university and the school
should be improved in all aspects. This research is expected to be a guide for revealing expectations of
related parties and improving the process during the teaching practice.
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1. Introduction

The rapid progress of scientific and technological developments has made it imperative that
societies adopt a structure that can control change rather than adapting to this rapid change, so
expectations for education, training, and teachers have changed over time. Developed countries have
adopted strategies for identifying and resolving problems in the field of teacher training in a significant
part of their educational activities, and in this context, traditional approaches, which are insufficient to
adapt to the age in teacher training, have been replaced by new practices that have been developed in
line with scientific research to allow teachers to meet the needs of the age.

Teacher training programs are staged as; the selection of pre-service teachers, education within
the program of faculties of education (pre-service training), the appointment to the profession, and
training of teachers on the job (in-service training). The teacher training process aims to integrate
theoretically and applied courses and ensure that pre-service teachers are equipped with various
knowledge, skills, and attitudes towards the profession. Based on university-school collaboration, an
effective and productive structure of teaching practice courses in the pre-service education process is
an important factor to train successful teachers (Akdemir, 2013). Learning takes place by applying and
integrating knowledge into the real world, and most teaching theories require knowledge and skills to
be applicable for effective learning (Merrill, 2002). By their nature, teaching practice courses focus on
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creating ground for mutual exchange of ideas, interaction, and discussion between pre-service teacher,
practice teacher, and faculty member to improve teaching attitudes of all parties. Offering various
practice opportunities to pre-service teachers to apply their knowledge in meaningful contexts is
important in the process of gaining the "teaching" phenomenon (Zanting, Verloop, & Vermunt, 2001).

Teaching practice lesson that provides university-school cooperation is not a one-way process
that supports the development of pre-service teachers, but also an opportunity for teachers and faculty
members to update their knowledge and be aware of the innovations brought by the era. The benefits
of university-school cooperation in teacher training show distribution in many different fields. Edelfelt
and Coble (2004) listed the most important ones as follows: Increasing and strengthening practice-based
teaching experiences, examining learning tools, reducing cultural differences between teachers and
academics, developing teacher roles in teacher training, encouraging academics that engage in arts and
science to work with teachers, encouraging new teachers, and using technology in teacher training.
Furthermore, many studies suggest that the guidance of teachers greatly affects the professional
development of pre-service teachers studying at universities (Healy, Ehrich, Hansford & Stewart, 2001;
Saka, 2019; Toll, Nierstheimer, Lenski, & Kolloff, 2004). It is also stated that university-school
cooperation within a specific program increases the professional development and learning levels of
students, teachers, and faculty members (Grudnoff, Haigh & Mackisack, 2017).

University-school cooperation models in the literature suggest that the increasing role of
practice schools in this process is noteworthy, and it is seen that practice schools are academically
planned and regularly supported by the university (Maandag, Deinum, Hofman, & Buitink, 2007; Xie
&Huijser, 2020). In this context, it seems possible to say that the role of practice schools and practice
teachers will become more active and important in the teacher training process in the future.

1.1. University-school cooperation in teacher training programs in Turkey

According to Global Teacher Status Index (Global Teacher Status Index, 2018), Turkey ranks
7th among 35 countries in the world in terms of value given to teachers. The university-school practice
courses, which take place in the training process of the highly valued teaching profession, are extremely
important in terms of professional development.

In the updates made by the Ministry of National Education in 2017, three competency areas are
defined under the scope of "General Competencies for Teaching Profession™; “professional
knowledge", "professional skill", "attitude and values". These competency areas and general
qualifications are given in Table 1 (Ministry of National Education [MoNE], 2017):

Table 1. General competencies for the teaching profession

A. Professional Knowledge B. Professional Skill C. Attitude and Values

Al. Field Knowledge B1. Education Planning C1. National, Moral and
Universal Values

Has advanced theoretical, Plans education and training Takes national, moral,

methodological, and factual processes effectively. and universal values into

knowledge to cover the consideration.

inquisitive perspective in the

field.

A2. Field Education B2. Creating Learning Environments  C2. Approach to Student
Knowledge

Has education program and Prepares healthy and safe learning Displays a supportive
pedagogical content environments and appropriate attitude towards students'
knowledge. teaching materials for all students development.
where effective learning can take
place.
A3. Legislation Knowledge B3. Managing the Teaching and C3. Communication and
Learning Process Cooperation
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Acts by the legislation Carries out the teaching and learning  Establishes effective
regarding duties, rights, and process effectively. communication and
responsibilities as an cooperation with
individual and teacher. students, colleagues,

family, and other parties
of education.

B4. Assessment and Evaluation C4. Personal and
Professional
Development

Uses assessment and evaluation By self-evaluation,
methods, techniques, and tools participates in studies for
appropriately. personal and professional

development.

Defined competency areas set standards for training teachers with desired qualities and serve
as a reference for the regulation of the curriculum of higher education institutions in Turkey. Within the
framework of these competencies, theoretical and applied courses are renewed and updated. The
"School Experience" course, which was being applied until 2018, has been abolished due to the failure
to perform functionally and effectively and by combining the content of this course, the Teaching
Practice course has taken place in two periods as Teaching Practice 1 and Teaching Practice 2 in all
programs (Higher Education Board [HEB], 2018).

In the first semester of the fourth grade, pre-service teachers take the course called Teaching
Practice-1, consisting of two hours of theoretical content in the faculty and six hours of practice in the
practice school per week. In this course, the pre-service teacher is expected to determine the work in
the practice school within a day, prepare a daily plan (prepare the environment, materials, and
assessment tools required by the plan), apply the plan or some activities from the plan, prepare a plan
to manage unwanted behavior of a student, prepare a self-evaluation report about the practice and
prepare a portfolio that includes all the processes. In the last semester at the university, the pre-service
teacher takes the course Teaching Practice-2, which also consists of two hours of theoretical content in
the faculty and six hours of practice in the practice school. In this course, the pre-service teacher is
expected to prepare a daily plan every week, apply the prepared plan, evaluate the practice with the
practice teacher and faculty member, make corrections and reapply, and prepare a portfolio that includes
all the processes.

Generally speaking, within the scope of the updated program, a pre-service teacher studying in
the field of classroom teaching takes teaching practice lessons in both the first and second semesters of
the fourth grade during the four-year undergraduate education. These courses aim to make the pre-
service teacher take on the teacher role cognitively, affectively, and increasingly by using lesson plans
and teaching materials. Pre-service teacher is evaluated by practice teacher and faculty member at the
university through an online system (Practice Student Evaluation System) affiliated to the Ministry of
National Education.

1.2. The importance and aim of the study

An examination of the results of studies conducted on university-school cooperation in Turkey
between 2000-2010 shows that in approximately 60% of the results (22 out of 36 studies), people
involved in teaching practice reported negative opinions (Kasapoglu, 2015). It is stated that the most
basic deficiency of teaching practices is that the university-school cooperation process cannot be carried
out effectively (Arkiin-Kocadere & Askar, 2013; Kudu, Ozbek & Bindak, 2006) and that scientific
studies are needed to determine the expectations of all parties about university-school cooperation
(Atmis, 2013; Boreen, 2009). It is noteworthy that there are not enough studies involving the views of
practice teachers, pre-service teachers, and faculty members engaged in the process. With the
cooperative work of practice teachers, faculty members, and pre-service teachers, practice models that
increase professional development and learning can be created (Grudnoff, Haigh & Mackisack, 2017).
In this context, it was aimed to determine the views and expectations of the pre-service teachers in the
field of classroom teaching, teachers at practice schools, and faculty members responsible for teaching
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practice courses. For this purpose, research problems were determined as follows: What are the views
of pre-service teachers, practice teachers, and the faculty members regarding university-school
cooperation?

2. Method

2.1. Research model

In this study, which aimed to reveal the views and expectations of pre-service teachers, practice
teachers, and faculty members regarding the university-school cooperation process, the case study was
used. Case study, which is one of the qualitative research methods based on an in-depth description and
analysis of the situation (Creswell, 2015; Merriam, 2013). Thus, this design provides researchers with
the opportunity to examine real-life events closely in a certain context (Yin, 2003). In this research, the
"situation™ was determined as the participants' definition of the university-school cooperation process.

2.2. Study group

Criterion sampling was used in forming the study group of the research (Patton, 1990). In this
sampling method, the study group was formed by determining the criteria that were considered to be
important. The first criterion was choosing participants who were actively involved in the process of
university-school cooperation which refer pre-service teachers. The second group refers to practice
teachers who were working in the field of classroom teaching. The third group are referred to faculty
members who were carrying out the practice courses in the department. Accordingly, there were 45 pre-
service teachers, 46 practice teachers, and 11 faculty members participating in the study. Pre-service
teachers consisted of a total of 45 people, 36 females, and 9 males. Among them, 12 of the pre-service
teachers were third grade and 33 were fourth grade, their ages were between 21-25. However, for the
second group, 16 of the practice teachers were females, 30 were males, their seniority varied between
10-31 and above, and their ages were between 30-51 and above. For the third group of faculty members,
4 of the faculty members were female and 7 of them were male. Their seniority varied between 5-31
and above, and their ages varied between 30-51 and above.

2.3. Data collection and analysis

Separate forms have been created for pre-service teachers, practice teachers, and faculty
members to collect data. The literature on university-school cooperation was scanned, and after
obtaining comprehensive information, open-ended questions were created for the study group. To
ensure the content validity of each of the draft forms, expert opinions were received from three faculty
members from the field of classroom teaching and two faculty members from the field of educational
sciences. Accordingly, necessary arrangements have been made and each form has been tested with a
person who met the criteria in the study group to ensure the clarity of the questions. The forms consisted
of two parts. In the first part, some questions provided information gathering about the participants, and
in the second part, there were open-ended questions aimed to determine the views and expectations of
the participants regarding university-school cooperation.

During the data collection, necessary explanations were made to the participants, and
information was given about the study. The collection of data varied between 20-30 minutes. All
participants in the research were voluntarily involved in the process.

The data were analyzed by the thematic analysis method. The research data were categorized
through certain themes, sub-themes, and codes (Yildirim & Simsek, 2008). The names and order of the
pre-service teachers (in Turkish; "6gretmen aday1") in the study were coded as "OA1 ... OA45", practice
teachers (in Turkish; "6gretmen") as "O1 ... O46" and faculty members (in Turkish; "6gretim
elemanlar1”) as "OE1 ... OE11".

2.4. Validity and reliability of the study

In qualitative research, the concept of reliability is evaluated with the attention in the design and
implementation stages of the research. The concepts of credibility, transferability, reliability, and
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verifiability used in qualitative research are expressed with the concepts of internal validity, external
validity, reliability, and objectivity in quantitative research (Merriam, 2013). To ensure the credibility
of the research, expert opinions regarding the opinion forms were received and necessary arrangements
were made. As another measure, direct views of the participants were included in the study findings.
The purposeful sampling method was used to ensure transferability and attention was paid to include
all details about the research process in the research report (Lincoln & Guba, 2013). To ensure the
reliability of the research, each researcher first coded individually and then came together and shaped
the analysis process by reconciling together. Furthermore, clearly determining the role of the researcher
in the research and expressing it in detail was another measure taken to increase reliability (Miles &
Huberman, 1994). In this research, researchers actively participated in all processes. While collecting
the data, they informed the participants about their specialties and the purpose of the research. In all the
processes from the design of the research to its reporting, the researchers constantly reviewed the
integrity and consistency of the research.

3. Findings

The expectations of pre-service teachers, practice teachers, and faculty members responsible
for teaching practice courses are listed in this section under separate headings.

3.1. Expectations of pre-service teachers regarding university-school cooperation

Expectations of pre-service teachers participating in the study regarding university-school
cooperation were grouped under 6 themes. These themes were grouped as “expectations from the school
management in practice schools, expectations from the practice teacher, expectations from the advisor
faculty member, expectations from the university, expectations from the university-school cooperation”.
Findings regarding each of these themes are included in separate titles below.

3.1.1. Expectations of pre-service teachers from school management in practice schools

The expectations of pre-service teachers studying in the field of classroom teaching were
grouped in seven sub-themes as "communication, practice process, physical facilities, evaluation,
establishing coordination with parents, social and cultural events, supporting professional
development”. The most frequently expressed expectation was being perceived and valued as a
colleague by the school management. For example, a pre-service teacher with code OA31 expressed
this expectation as follows: "'l expect the principal to show us, interns, the respect that is shown to other
teachers. I would like him to evaluate my requests about the class, to evaluate my demands".

Pre-service teachers had expectations from school management in terms of communication.
Interest, understanding, effective communication, respect, and a problem-solving attitude were among
them. Pre-service teachers also wanted to practice at every grade in practice schools. The pre-service
teacher coded OA20 stated that working with students and different teachers at each grade would benefit
them professionally: "to help me see the education at all grades, to direct me to teachers who can benefit
me, to give me the necessary information about the school”.

Another important expectation of pre-service teachers from school management was getting
information about practice processes. Pre-service teachers did not want to hesitate about what they
should or should not do in their practice schools. For example, a teacher candidate with code OA3 said:
"In some cases, they should provide precise information, officially inform us what we should or
shouldn't do in the internship."

The pre-service teachers had expectations from school management in terms of physical
facilities. These expectations were stated as providing physical opportunities related to the teaching
process in the classrooms. Also, pre-service teachers expected school management to inform them about
the Ministry of National Education's Practice Student Evaluation System. For example, a pre-service
teacher coded OAG5 said, "He can plan different activities for us to develop more. For example, nothing
related to the Ministry of National Education system was shown. Our development was not handled
entirely”. In addition to all these expectations, there were expectations regarding parents, social and
cultural events, and evaluation processes.
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3.1.2. Expectations of pre-service teachers from practice teachers in practice schools

The expectations of pre-service teachers were grouped in four sub-themes as "communication,
practice process, evaluation and supporting professional development”. The most basic expectation of
pre-service teachers from teachers in practice schools was to share their experiences with them. The
expectations were intended for both in planning and relation to student and parent communication. For
example, a pre-service teacher coded OA3 said "He should give us some information that will help us
practice our profession, and give us tips and technical information about the problems we may
encounter in the future. He should structure our lecturing by giving feedback”.

Other pre-service teachers had similar views on this sub-theme. Another expectation that pre-
service teachers considered important was the support and guidance of practice teachers. Pre-service
teachers also expected practice teachers to handle feedbacks and evaluations effectively. In this context,
pre-service teachers emphasized the importance of the practice teachers observing them during the
lecture and making constructive criticism. For example, a pre-service teacher coded OA3 said, "He
should give us some information that will help us practice our profession, and give us tips and technical
information about the problems we may encounter in the future. He should structure our lecturing by
giving feedback". Pre-service teachers emphasized that these feedbacks and corrections should not be
made during the lecture, but later by meeting one-on-one. Some pre-service teachers even stated that
they were uncomfortable with the intervention of the practice teacher.

Pre-service teachers had expectations from practice teachers, as well as from school
management, about accepting and respecting them as teachers. In this context, pre-service teacher coded
OA43 said, “I expect them not to adopt the teachers' room as their own home, to introduce us as a
teacher, rather than a big brother or sister in the classroom, to tell their students that we have all the
authority when they leave the classroom, not to stand in a corner while we are lecturing and not to
compare us with other pre-service teachers, and not to leave the school when they leave the class to
us .

3.1.3. Expectations of pre-service teachers from advisor faculty members

The expectations of pre-service teachers from faculty members were grouped in three sub-
themes as "communication, practice process, and evaluation". Pre-service teachers had expectations
from faculty members to support and guide their development in the context of communication. Pre-
service teachers expected faculty members to have effective and active communication with both the
practice schools and pre-service teachers. They expected the faculty members to visit the practice
schools more frequently and cooperate effectively. For example, pre-service teacher coded OAS8 said,
"We expect them to be in contact with us and to come to our schools in some cases." emphasizing school
visits.

The most frequently expressed expectation in all sub-themes was that the faculty members
should go to practice schools more frequently, stay in communication with the school, teachers, and
pre-service teachers and contribute by observing the process. The pre-service teacher coded OA26 said,
"1 would like the responsible faculty member to inform us about what we can do every week. | would
like him to meet with our practice teacher and get information, even if he is not observing the process
at school. 1 would like the responsible faculty member to communicate more with us and guide us".

The pre-service teachers considered teaching practice as an important process for professional
development that should be focused on their development rather than evaluating the process for grading.
The pre-service teacher coded OA31 said: “I would like him to come and watch us at certain times. He
should explain how we should overcome our deficiencies rather than grading us. He should indicate
our expected outcomes and what we should do from the beginning of the year”. Pre-service teachers
also expected faculty members to share their experiences, to evaluate the reports with understanding, to
make video recordings to evaluate, and to share information by organizing frequent meetings.

3.1.4. Expectations of pre-service teachers from the university

The expectations of pre-service teachers were grouped in five sub-themes, "communication,
planning of practice process, practice process, supporting professional development and practice
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schools™. The highest expectation of pre-service teachers from the university was to increase the number
and duration of practice courses. The pre-service teacher coded OA13 said, "The time and duration of
the internship is very low. There should be an internship from the 2nd grade, not only the 4th grade".
Among the pre-service teachers, there was an expectation for the field teaching lessons to be taught in
elementary schools as applied. For example, a pre-service teacher coded OA31 said, "I think the
internship should be done in the 2nd or 3rd grade, not only in the 4th grade. Practice should be done
several times a week, for example, mathematics teaching and science teaching should be done in
practice schools. We should be asked to practice".

Pre-service teachers expected support from the university for transportation. Pre-service
teachers who have transportation problems expected the transportation of the students to be taken into
consideration in determining the practice schools or that the universities provide transportation.

Another important expectation was the university's multi-faceted communication with the
National Education Institutions and pre-service teachers, and playing the role of a bridge. The
communication sub-theme draws attention as an area that all parties have expectations for.

Good planning and control of processes related to teaching practice was another expectation of
pre-service teachers. Pre-service teachers expected the university to provide clear information, hold
seminars and observe the process. Pre-service teachers also expected to find the opportunity to practice
in different types of schools such as village schools, schools with a combined class, and qualified
schools.

3.1.5. Expectations of pre-service teachers from university-school cooperation

The expectations of pre-service teachers from the university-school collaboration were grouped
in four sub-themes, "collaboration, practice process, evaluation and practice schools". Expectations of
pre-service teachers from university-school cooperation focused on more frequent and regular
communication. Pre-service teachers expected regular interaction and communication between
university and school. They emphasized that this link should be used for mutual exchange of views and
determining common attitudes. The pre-service teacher coded OA4 expressed this expectation by
saying: "l would like to have a closer connection between the university and the school. | want a
university that supports its students and a school that responds to it". The pre-service teacher coded
OA14 also said: “University-school cooperation should be consistent. The rules given by the university
should not contradict the school. ” stating the expectation regarding the consistent and common attitude
between the two institutions. The pre-service teacher coded OA30 said, “I would like the teachers who
work at the practice schools and faculty members to get together and determine what we should do for
the term.” stating that the practice teacher and faculty member should meet to determine common
attitudes.

Similar to the findings in other themes, it was seen that pre-service teachers had the expectation
to be accepted as a teacher and a colleague. Another one of the expectations that pre-service teachers
often expressed was to minimize the practice differences between practice schools, that a common
decision regarding the activities should be implemented. The pre-service teacher coded OA24 said, .../
also expect the same practice to be valid in all schools. Because some of the practice schools challenge
the students, others let them slack off".

The pre-service teachers expected the university and the school to reach an agreement about
the flexibility for absenteeism in the case of compulsory situations. The pre-service teachers also
expected to see a common, disciplined, and problem-solving attitude from both university and school
towards issues related to practice.

3.2. Expectations of practice teachers from university-school cooperation
Expectations of practice teachers regarding university-school cooperation were grouped under
5 themes; “expectations from school, expectations from university, expectations from the Ministry of

National Education, suggestions and operational considerations”. Findings regarding each of these
themes are included in separate titles below.
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3.2.1. Expectations of practice teachers from schools for their professional development

The most important expectation of practice teachers from the school was to provide
opportunities for in-service training and seminars to ensure their professional development. For
example, the teacher coded 023 said: "Planning teacher seminars by the purpose, and covering the
issues about the problems that may be encountered during the year. Effective training between specific
groups in schools or provinces where teacher participation has been increased rather than in-service
training activities that have gone far from its purpose". It was noteworthy that teachers expected the
seminars at the beginning and end of each semester to be functional, up-to-date, and effective.

The improvement of the physical facilities, infrastructure facilities, and technical equipment of
the schools was among the important expectations of the teachers. Teacher coded 024 stated this
expectation as follows: "The physical environment of the school should be better to achieve professional
development. Schools should have sections such as a gym, meeting room, dining hall, and library. In
schools, importance should also be given to social and sports events besides lessons".

Teachers stated that school management should demonstrate a fair and democratic attitude that
provides an atmosphere of trust in the school. Also, the school management was expected to work in
cooperation with teachers and motivate them professionally. It was stated that effective communication
and peace environment in school culture would also affect teachers positively.

3.2.2. Expectations of practice teachers from the university regarding their professional
development

Teachers expected universities to organize scientific events for their professional development.
During the seminar periods, they expected the faculty members to share up-to-date information and
exchange ideas. The teacher coded O25 said, “Since teaching is everchanging, open to innovation, and
the scientific developments are continuous, universities should inform us about developments and
innovations, publish magazines containing changes and innovations and forward them to all teachers
and include sections containing teachers' views in these magazines."” stating the expectation for being
informed about scientific studies and being involved in scientific study processes. Many teachers
expected an increase of the practice hours of pre-service teachers in schools. The teacher coded O34
said; "Intern students should come to school 3-4 days a week instead of once a week, support during
school trips, exchange views with teachers who have made a name in their career". Teachers stated that
spending more time in practice schools, observing many different processes related to education, and
participating in these processes would contribute to the professional development of pre-service
teachers.

Practice teachers are expected to communicate with the faculty members and be a part of the
primary school program development process. For example, the teacher coded O3 said, "Universities
should be in constant cooperation with schools and teachers. Cooperation with teachers should be
made about program development, following new developments and teacher training."

3.2.3. Expectations of practice teachers from the ministry of national education regarding
professional development

Practice teachers expected MoNE to organize qualified and need-oriented in-service training.
They expected regular in-service training by expert instructors. The teacher coded 043 said,
"Development, research, and information-based seminars, courses and training should be provided.
Every branch should be brought together with monthly meetings. Information should be exchanged".
Practice teachers also stated that primary school programs should not be changed frequently as this
frequent change affects the education process negatively. They drew attention to the importance of the
views of teachers who are practicing in this field during the development of educational programs. The
teacher coded O5 said, "I want them to get the views of our teachers before making a change in the
educational activities, and decide whether or not to make changes accordingly. | believe MoNE should
get away from "we did it like this" attitude. If I'm to give an example, | can mention the handwriting
system.” expressing that the decisions taken without consulting teachers' views would not be effective.
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Practice teachers stated that they expected the improvement of personal rights and economic
conditions. They also expected MoNE to show that the teacher is valued more at the ministry level.
Teachers expected a fair approach in terms of assignments and conditions for being a manager in
schools. This expectation was stated by the teacher coded 042 who said, "Politics should withdraw
from schools. No more favoritism".

3.2.4. Suggestions of practice teachers for university-school cooperation

Practice teachers suggested that pre-service teachers should practice more in schools as part of
university-school cooperation. They thought that this would help pre-service teachers to associate the
theoretical knowledge with real-life and develop professionally. The teacher coded O41 said, “I would
like to see more of the interns at the school. Learning takes place with practice”.

The highest expectation of practice teachers from university-school cooperation was to increase
scientific sharing with conferences and workshops. Teachers wanted to benefit from the knowledge and
experience of faculty members and also to share their own with pre-service teachers by visiting the
university. In other words, they expected mutual sharing and interaction. The teacher coded 042
expressed it as follows: "The main factor in university-school cooperation is active teachers, and thus,
teachers in schools should stand out rather than faculty members. It should not be forgotten that the
university takes part only in teachers' academic stages. We should participate more in university
education. We should not only send interns to schools but also send practice teachers to universities
from time to time."

Practice teachers argued that university-school cooperation should not be limited to the process
of pre-service teachers coming to practice schools. They emphasized the necessity of regular and
planned exchange of views and information between teachers and faculty members. They thought that
this sharing would not be possible in a one-way perspective where only the university is viewed as an
informative institution. They also emphasized that teachers would contribute professionally to both
university students and faculty members.

Practice teachers suggested the establishment of practice and project schools in education
faculties so that both pre-service teachers and faculty members are constantly aware of the field of
application. Practice teachers thought that faculty members were disconnected from real life.

3.2.5. Evaluation of practice teachers of existing process regarding university-school cooperation

Practice teachers were asked to evaluate the existing cooperation between universities and
schools. The findings suggested that practice teachers mostly evaluated the existing situation negatively
and wanted to increase the cooperation between the university and the school. It was observed that the
teachers felt uncomfortable with the fact that the only thing they have in common with the faculties of
education is the internship process and that they wanted to have more interaction. For example, the
teacher coded O42 said, "I have never seen such cooperation. Sending trainee students to practice
schools is more of an application rather than cooperation. Cooperation is collaborative work. We could
not see the university at any stage, only the students are coming, we help in terms of experience. Just a
one-sided study”. Regarding the teacher training process, practice teachers expected the faculty
members to come to schools more often, observe and guide the pre-service teachers.

3.3. Expectations of faculty members regarding university-school cooperation

Expectations of faculty members who participated in the research regarding university-school
cooperation were grouped under 6 themes. These themes were grouped as “faculty member's attendance
at school, teacher and manager attitudes, pre-service teachers' responsibilities, process evaluation,
expectations, and methods of evaluating practice”. Findings regarding each of these themes are given
in separate titles below.
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3.3.1. Faculty members' attendance at school

Most of the faculty members in the study stated that they went to practice schools four times
during the twelve-week teaching practice. They often found the frequency of going to practice schools
insufficient. The reasons for the faculty members' failure to attend practice schools sufficiently were;
the excess course load at the university, the academic studies carried out outside of the courses,
management responsibilities, lack of time, and the intention of not overwhelming the schools. Also,
some faculty members evaluated their frequency of going to practice schools as sufficient (f = 4).

3.3.2. Perceptions of faculty members regarding teacher and manager attitudes

Faculty members stated that they encountered mostly positive teacher and manager attitudes at
practice schools (f=14). It was stated that teachers and managers were positive (f=6), interested in
themselves and practice students (f=4), friendly (f=1), helpful (f=1), moderate (f=1), and open to
academic sharing (f=1). Some faculty members stated that teachers and managers had a reproachful
attitude as faculty members attended practice schools only to run their own academic affairs or not
attended enough (f=2). For example, the faculty member coded OES5 said: "It is also possible to say that
managers generally have a reproachful attitude towards faculty members. They demand us to come to
schools more". It was also stated that among teachers and managers, some do not show enough interest
(f=1), see activities related to university-school cooperation as drudgery (f=1) and do not want faculty
members to come to schools (f=1).

3.3.3. Perceptions of faculty members regarding responsibilities of pre-service teachers

The faculty members stated that pre-service teachers took sufficient responsibility in their
teaching practices and met the expectations (f=13). It was stated that the guidance of the faculty member
was important (f=2). For example, participant coded OE10 said, "... I think we achieve very good results
when we provide good guidance”. It was stated that pre-service teachers' anxieties about the exam
(KPSS) for being appointed as a teacher prevented them from taking sufficient responsibility in their
teaching practices (f=3). The faculty member coded OE3 expressed this as follows: "The priority of the
fourth-grade students is KPSS, so this course does not achieve its purpose completely”. It was also
stated that some of the students' not internalizing being a teacher (f=1), being uninterested (f=1), and
focusing on other courses at university (f=1) prevented them from performing enough in teaching
practices.

3.3.4. Evaluations of faculty members regarding existing university-school cooperation

The faculty members generally evaluated the university-school cooperation as negative (f=13).
It was stated that there was no effective communication and functional cooperation process between
institutions (f=5). The faculty member coded OE5 said, “I think there is no effective communication
between the university and the school. | think that regular meetings should be exchanged at regular
intervals and within the framework of predetermined issues... ”. Faculty members stated that the online
system that evaluates pre-service teachers was not appropriate (f=3). The faculty member coded OE3
drew attention to this situation by saying "MEBBIS thing should either be terminated or the parties
should understand this job correctly ...". According to the faculty members, both institutions perceived
and evaluated the process of cooperation differently (f=2). The importance of establishing partnerships
in practices by reaching a consensus among institutions was also emphasized. It was stated that by doing
this, the perfunctory practices (f=1) would be eliminated. Some faculty members thought that the
process was developing (f=1) or that it was already an appropriate process (f=2).

3.3.5. Expectations of faculty members regarding university-school cooperation
The most basic expectation of faculty members regarding the university-school cooperation
was to organize meetings with teachers more frequently and exchange ideas (f=4). The participant

coded OES5 expressed the effectiveness of having planned and routine meetings as follows: "Faculty
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members and teachers should come together and hold planning and evaluation meetings at the
beginning and end of the semester. | think that forced school visits that are not functional and realistic
are not effective in the process". Faculty members stated that it would be beneficial to organize joint
events (f=2) to ensure consensus among institutions. Similarly, they stated that joint activities (f=1) and
seminars (f=1) between university and school would increase cooperation. Also, they stated that there
was no effective communication (f=3) between university and school.

3.3.6. Faculty members' evaluation methods for pre-service teachers' teaching practices

Faculty members stated that they wanted a portfolio file containing a weekly lesson plan and
report on teaching practices from pre-service teachers. The faculty members' evaluation methods for
pre-service teachers were mostly based on observation (f=4). The portfolio files were prepared by pre-
service teachers (f=3), the attendance (f=1), the teachers' views in the practice schools (f=1), and the
criteria in the MoNE evaluation system (f=1).

4. Discussion and Conclusion

There are study results that reveal that school principals have an indifferent and authoritarian
attitude regarding the practice processes (Bilgin-Aksu & Demirtas, 2006; Ko¢ & Yildiz, 2012). The
meetings of all related parties to reach a common decision about the attitude to be displayed towards
pre-service teachers, the practice procedures, and general planning will prevent such problems.
Consistent with these views in the literature, it is concluded that pre-service teachers have expectations
of being accepted and respected as a colleague by the school management, the practice teacher, and the
faculty member.

It is seen that pre-service teachers expect school management in practice schools to inform them
about the implementation and evaluation process of MoNE. Also, they want clear and regular
information meetings to be held. In fact, they expect all parties of the process to participate in these
meetings, and to adopt a common plan and attitude.

Pre-service teachers expect practice teachers to share their professional experiences about
planning the lesson and communication with students and parents, support their professional
development, and guide them. Also, pre-service teachers expect the practice teachers to effectively give
feedback and evaluate the process. In this context, pre-service teachers emphasize the importance of
practice teachers' observations, constructive criticism, and suggestions in the teaching process. Pre-
service teachers do not find it appropriate for some practice teachers to criticize them by interrupting
their lecturing. Interrupting the lecture of the pre-service teachers in this way will prevent the students
in the classroom from perceiving them as a teacher, from communicating positively, and also negatively
affect the pre-service teachers' perceptions of their own proficiency.

Another important result is that some practice teachers go out of the classroom while the pre-
service teachers are lecturing. Pre-service teachers expect teachers to observe and give feedback. In
different studies, it was also concluded that some practice teachers' guidance skills were insufficient for
pre-service teachers. The fact that pre-service teachers start seeing themselves as professionally
inadequate after teaching practice leads to the conclusion that the teaching practice processes carried
out in the context of university-school cooperation should be reconsidered (Aydin, Selguk & Yesilyurt,
2007). The different findings of this research gave consistent results. For example, while pre-service
teachers criticized the practice teachers in terms of giving feedback and evaluation, practice teachers
also stated that they wanted to receive education regarding this process. Results of other studies in the
literature suggest that the practice teachers do not work by the purpose to develop pre-service teachers
and do not give constructive feedback about their practices (Aydin, Selguk & Yesilyurt, 2007; Bastiirk,
2009; Bektas & Can, 2019; Celik & Giil, 2018; Eraslan, 2008; Gokce & Demirhan, 2005; Ozmen, 2008;
Paker, 2008). It is known that pre-service teachers need effective feedback and support from the practice
teacher or faculty member in the planning phase of the lessons (Bektas & Can, 2019; Paker, 2008).
Also, it is found that practice teachers behave indifferently towards pre-service teachers, display a
negative attitude and are insufficient in guiding them (Aytach, 2012; Bektas & Can, 2019; Ko¢ &
Yildiz, 2012; Seger, Celikdz & Kayili, 2010; Yilmaz, 2011). In this case, it may be necessary for
practice teachers to receive training on this process. Because it is known that teachers at practice schools
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have an impact on the development of pre-service teachers on many different aspects (Australian
Curriculum, Assessment, and Reporting Authority, 2019; Gokce & Demirhan, 2005; Rhoads, Samkoff
& Weber, 2013; Rozelle & Wilson, 2012; Weasmer & Woods, 2003). For this reason, it is thought that
the effectiveness of practice teachers will be effective in training pre-service teachers as qualified
teachers.

It is concluded that the most important expectation of the pre-service teachers from faculty
members is to observe the process more frequently, establish communication and interaction between
the institutions in all respects. It is concluded that faculty members frequently collected portfolio
files/reports to evaluate the teaching practice of pre-service teachers. Pre-service teachers expect the
faculty members to observe and evaluate them personally. In cases where it is not possible to make
observations, pre-service teachers expect their performances to be evaluated by micro-teaching through
video recording. Similar results have been encountered in other studies in the literature. For example,
in a study, pre-service teachers stated that the theoretical dimensions of teaching practice courses
expected to be carried out were not carried out regularly (Aslan & Saglam, 2018). In this context, pre-
service teachers are expecting to lecture under the observation of faculty members and receive feedback.
Also, they expect to develop materials for the courses, use different teaching methods and techniques
while teaching, make assessment and evaluation studies such as preparing and evaluating exams in the
theoretical courses at the university. In the state of Bavaria, Germany, every student holds a seminar
with the responsible faculty member at the university regarding their studies before and after each
practice session at school (Cetin, Uludag & Akin, 2007). Thus, the pre-service teacher has the
opportunity to share positive and negative experiences during the application that week, to exchange
ideas, and to plan for the next practice with the faculty member.

The most important expectation of pre-service teachers from the university is to increase the
number and duration of applied courses related to teaching. In many studies in the literature, it is stated
that pre-service teachers' practices are insufficient (Aslan & Saglam, 2018; Aydin, Selguk & Yesilyurt,
2007; Aytacli, 2012; Azar, 2003; Ozkan, Albayrak & Berber, 2005). This result is discussed in more
detail in the section which includes the results regarding the expectations of practice teachers.

It is concluded that another important expectation of pre-service teachers from the university is
to provide transportation support. Students expect to practice in schools that are suitable for them in
terms of transportation. Transport shortages can be a problem in relatively large cities. Considering the
frequency and time intervals of public transportation in small cities, it is only natural that pre-service
teachers draw attention to this common problem. This issue was also discussed in similar studies
conducted in Turkey. It is concluded that pre-service teachers have transportation difficulties while
going to and returning from practice schools (Aydin, Selguk & Yesilyurt, 2007; Celik & Giil, 2018;
Erdem & Erdogan, 2012; Secer, Celikoz & Kayili, 2010). Various agreements can be arranged between
universities and municipalities to eliminate this situation.

Practice teachers expect teachers and faculty members to meet and exchange information
during the seminar periods. Also, practice teachers state that they have some expectations from MoNE.
They think that the in-service training organized by the MoNE should be more functional in terms of
the fields that teachers are interested in and needed. Practice teachers, who are involved in one
dimension of the professional training of pre-service teachers, are required to receive planned, regular
and systematic training to provide qualified guidance to pre-service teachers (Bastiirk, 2010; Bilgin-
Aksu & Demirtas, 2006; Celik & Giil, 2018; Ozkilig, Bilgin & Kartal, 2008; Kudu, Ozbek & Bindak,
2006; Zachary, 2002). Because the ability of pre-service teachers to have an effective practice process
depends on the quality of practice teachers, not the richness of resources in school or other opportunities
(Kasapoglu & Yildirim, 2018). It is revealed that teachers who carry out the teaching profession are
willing to contribute to teacher training programs at universities as a guest, part-time or full-time
(Mason, 2013).

Faculty members in the study evaluate the communication and cooperation between school and
university as insufficient. In this context, they are expecting to meet to increase cooperation and
communication among institutions and joint decision-making and common attitude. In the study where
Escalie and Chalies (2016) investigated the contributions of university-school cooperation to pre-
service teachers, it was concluded that this cooperation is not always included in teacher education.

5. Suggestion for Future Research
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According to the results of the research, it is found that ensuring the effective participation of
all parties, establishing effective communication channels, and developing common planning and
attitudes through the exchange of views are seen as the most basic needs. In this direction, it is deemed
necessary for faculty members to meet more with the practice schools, exchange ideas, plan and
evaluate together. To achieve this, it is recommended to adjust the course loads, academic and
administrative responsibilities and to develop applicable methods. In this context, different applications
can be designed with the models used in teacher training mentioned in the introduction of the research
or a new model can be developed. From a renewed university-school cooperation perspective, it is
recommended that university and practice schools come together in less hierarchical ways based on
interaction, co-decision, and effort (Zeichner, 2010).

It should be ensured that practice teachers are supported with scientific activities by their
interests and need to increase their proficiency. Also, training should be planned for practice teachers
to have the equipment for guiding pre-service teachers, and practice teachers should be selected and
appointed from among volunteers who attended these training. This will change the perspective of pre-
service teachers on practice teachers and will enable them to get more efficiency from the process. It is
known that such training for practice teachers has very positive effects on teachers and pre-service
teachers (Bektas & Can, 2019). It is recommended to increase the number and duration of teaching
practice courses. Pre-service teachers facing real situations in schools and actively participating in
teaching processes can be seen as an important step in training more qualified teachers.
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