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Abstract

The aim of this research is to reveal the thoughts on the history program of the teacher candidates who have recently
graduated from the history teaching undergraduate program. In this research, a case study model from qualitative
research methods was adopted. The study group of this research consisted of 49 teacher candidates, 18 female and 31
male. The teacher candidates were senior students to graduate at the end of the 2019-2020 academic year, and they
were selected from education faculties at three state universities. Within the framework of this study, an easily
attainable method was adopted in the selection of universities and faculties, and the criterion sampling, a purposeful
sampling method, was used while choosing the study group. The data of the study were collected via e-mail
correspondence with a questionnaire consisting of open-ended questions created by the researcher. The data obtained
from the study group were analyzed using descriptive analysis. When the results of the study are evaluated in general,
it could be stated that the history teacher candidates in the study group mostly have positive opinions about their
undergraduate education. However, teacher candidates expressed that the course contents were very theoretical and
added that the number of practical courses should be increased.
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1. Introduction

History functions as a laboratory, since it provides information about the behavior of people and societies and vital
evidence from the past. (Stearns, 2009), because it helps understanding and embracing the historical heritage and
gaining a national identity (White, 1992; Watts, 1993). History offers the opportunity to control the future, as it
shapes expectations for the future with information from the past (Torp, 2014; Crabtree, 2001; Taylor & Young,
2003). In addition, it has important roles such as developing awareness of citizenship, gaining sense of social
belonging, and supporting identity development (Lorentzen, 2000; Fausser, 2000; Nair & Narayanasamy, 2017). On
the other hand, this identity development contributes to being a good citizen by improving moral understanding
(Stearns, 2009).

In order to access the laboratory of human experiences, it is necessary to learn history (Stearns, 2009), since history
handles the essence of events and it provides the transfer of important retrospective moments (Crabtree, 2001). Yet,
history is regarded as a "difficult" course in terms of the subjects it covers (Steeves, 1998), as historians do not arrest
criminals, repair highways, or perform heart transplants. For this reason, since the products presented in historical
studies are not concrete and tangible, determining their functions is more difficult and often notional than in fields
such as medicine or engineering (Stearns, 2009). However, according to Bal (2011), this state of being abstract
creates a positive effect in comprehending and visualizing the information from the past. The reason for this is that
courses usually accepted by people are preferred since they attract attention of the people and include their ways of
thinking. For this reason, while many people tend to move away from these courses, a certain part of them questions
why history should be learned and what is the purpose of it (Stearns, 2009). At this point, teachers should have the
competence to turn this into a positive effect. Regarding this, ilhan (2005) states that there are basically three field
concepts that a teacher should have. These are teaching knowledge, field knowledge and general culture knowledge
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competencies. In the teaching field qualifications established by the Ministry of National Education (2018), it has
been determined that there is no special area competency for each branch. Moreover, it is observed that the special
area competencies previously in effect for the branches were abolished as of 2018.

When the general competencies of the teaching profession recently updated by the Ministry of National Education
are examined, it is seen that there are three areas of competence that complement each other as professional skills,
professional knowledge and attitude-values by virtue of the age of change we live in. These competency areas have
eleven sub-competencies and sixty-five indicators. The sub-competencies in the field of professional knowledge are
field knowledge, field education knowledge, and legislation information. Among the sub-competencies of
professional skill competencies are education planning, creating learning environments, managing the teaching and
learning process, measurement and evaluation processes. There are national, moral and universal values, approach to
the student, communication and cooperation, personal and professional development in the sub-competencies of
attitudes and values competence. When the usage areas of all these competencies are analyzed, there are pre-service
teacher training, teaching practice, teacher candidate training process, teacher employment, self-evaluation,
performance evaluation, career development and rewarding, continuous professional development and academic
courses (Ministry of Education, 2017; Tosuntas, 2020).

Considering how history teachers are trained in the light of these general competencies of teaching profession, it is
seen that the history teaching undergraduate program goes through a process that covers eight terms, that is, four
years of education. In this program, history teacher candidates receive an education consisting of a total of 151
credits and 168 course hours (Council of Higher Education (CoEH), 2018; Turan, 2019). In the program, it is
observed that there are courses given under three categories: professional knowledge, general culture and field
education. When the course weights of these categories are investigated, it is acknowledged that the teacher
candidates receive a training covering 74 hours for field education. And also, the other courses they take consist of
56 hours of professional knowledge and 28 hours of general culture. Additionally, it is ensured that students gain
practical experience in the field by taking Teaching Practice I-II courses in the first and second terms of the fourth
year. (CoEH, 2018).

A well-trained, well-educated history teacher would undoubtedly contribute to the training of well-educated students,
given the fact that a well-trained history teacher also has the ability to transfer knowledge more easily and effectively
by knowing how to attract her/his student to class as a teacher who has discovered ways to endear his/her lesson.
Since all this would also help a teacher grow up with the desired citizenship competencies, which is one of the
primary goals of the teacher, the education a teacher receives before the service is therefore very essential (Karabag,
2010; Culpin, 2007; Nair & Narayanasamy, 2017). The history teacher themselves should also be open to continuous
development in order to train students to get to a point where they can evaluate evidences, conflicted comments, and
patterns happened in the past. As history teachers can support the creative thinking of their students as long as
teachers are open to research, questioning and learning new things. In this way, the students they train would be able
to think critically, have strong empathy skills, have a skeptical approach to information they learn, and be willing to
do research (Angvik, 2001; Lee's 1984; Ogunniyi, 2012).

While providing history teaching, the sharp distinction between content and pedagogical process should be
eliminated, and content, pedagogy training and curriculum should be well organized (Shulman,1986). For this reason,
the purpose of the methods and techniques to be used in history teaching should be oriented to have students obtain
abstract concepts, comprehend the events happened in the past, and envision the events carried to the present in the
students’ mind. (Honey, 2011). Students often have difficulty remembering events that do not have an ongoing
impact on the present day, as they are more prepared to receive information selectively (Wineburg, 2000). Hence,
they may regard history as a boring lesson from time to time (Crabtree, 2001; Nair & Narayanasamy, 2017;
Demircioglu, 2008; Fielding, 2005). However, it is possible to make this "boring" lesson dynamic and fun with
various methods that can be applied. At this point, history lesson should especially be saved from the spiral of
textbooks, classrooms and teachers. (Avct Akgali, 2015). Works and stories about military history and biographies
that can be used by the history teacher in accordance with the subject, are among the methods that can contribute to
this (Stearns, 2009). For example, making use of films and visual materials in the teaching of the subjects in the
Turkish Education History course would help to increase the effectiveness and liveliness of the course (Alabas,
2016). In addition to historical films, historical timelines, Internet, timelines, and supplementary resources can also
be used (McDiarmid & Vinten Johnson, 2000; Boadu, 2015; Nygren, 2011). On the other hand, for an effective
learning in history education, the course should be supported by various methods such as providing teaching
practices outside the classroom, utilizing oral and visual documents (Schanely, 2006; Kyvig & Marty, 2000),
utilizing museums and historical places, and implementing local history activities. And the teacher should also be
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trained with these knowledge, experience and competencies before the service (Ata, 2001; Demircioglu, 2008; Epic,
2004; Aktekin, 2009).

Many teachers are dealing with the challenges they face on a daily basis in the service. Also before the service, many
teacher training programs do not adapt to these difficulties and provide teacher candidates with sufficient experience
(Stanovich & Jordan, 2002). However, it is essential for teacher candidates to have experiences, pedagogical
competence, field knowledge as well as educators that they could take on a role for in-service training (Conderman
& Walker, 2015). Most of the difficulties experienced by recently graduated teachers arise from issues related to
classroom management and feeling of unreadiness. And when the teacher candidates are asked about this situation,
they mention that they have little experience (Kent, 2000). Hence in this direction, determining the opinions of
teacher candidates about their own undergraduate program is considered to be important in terms of completing their
professional development before the service within the scope of our research. In the literature, although there are
studies in different fields, it is thought that this study will contribute to the teaching history in terms of the fact that
there has not been a study that reveals the opinions of history teacher candidates towards the history undergraduate
program. In this direction, the aim of the research is to reveal the thoughts of teacher candidates who have recently
graduated from the history teaching undergraduate program on the history program.

2. Method

This research was patterned with the case study, one of the qualitative research methods, in order to reveal the
thoughts about the history program of the teacher candidates who have recently graduated from the history teaching
undergraduate program. Case study is an in-depth examination and description of a limited system (Merriam, 2018).
Case studies are used to describe, identify, and discover events that are supposed to have causal connections between
them (Yin, 1984). The case to be chosen as a research subject could be a person, a student, an administrator, a
program or groups such as class, school, community. Along with these, the case may also be a process that includes
application steps such as undergraduate curriculum (Creswell, 2007). In this research, history undergraduate
programs were chosen as research subject.

2.1 Study Group

The study group of this research consisted of 49 teacher candidates, 18 female and 31 male. The teacher candidates
were senior students to graduate at the end of the 2019-2020 academic year, and they were selected from education
faculties at three state universities. In the study, an easily attainable method was used in the selection of the
university and faculty, and the criterion sampling of the purposeful sampling method was used while choosing the
study group. Criterion sampling "aims to work with individuals who meet pre-determined conditions" (Yildirim &
Simsek, 2013). The convenience sample in the study was opted for, because it was easy to access, and it provided
"speed and practicality" to the research (Biiyiikoztiirk, Kilig Cakmak, Akgiin, Karadeniz & Demirel, 2008). In this
study, the selection criteria of the study group were determined as "to be a history teacher candidate as a senior year
student, and to be at the graduation stage by completing the internship at the end of the 2019-2020 academic year".
While determining the study group, the participation of students in the study was completely adhered to the principle
of volunteering.

2.2 Collection and Analysis of Data

In the process of collecting the data of this research, online education started due to the pandemic process in spring
2020. When this process started, the history teacher candidates in the study group completed the term through online
education after 5 weeks of face-to-face training, and then they graduated. Due to course of the process, the data from
the teacher candidates at the graduation stage were collected by correspondence via e-mail, since there was no
face-to-face meeting opportunity due to the pandemic. “In addition to the fact that e-mail correspondences can be
online, they can also be carried out in-depth and including multiple e-mail exchanges without the need for
simultaneous presence” (Creswell, 2018; Meho, 2006; Kazmer & Xie, 2008). The written information obtained from
the teacher candidates were organized simultaneously by two different field expert researchers besides the researcher,
and accepted as a data set.

Descriptive analysis was used in the analysis of the collected data. After the findings obtained in the descriptive
analysis are edited, they are interpreted and presented to the reader. The purpose here is to first describe the data
systematically and clearly, then to explain and interpret these descriptions, and to reach some results within the cause
and effect connection (Yildirim & Simsek, 2013). In order to the eliminate reliability of the analyses of the research
and the bias of the researcher, the coding was made with the help of two field expert researchers besides the
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researcher, and the analysis continued until all researchers agreed. The coder reliability was calculated through “P
(Consensus Percentage%) = [Na (Consensus (81)) / Na (Consensus (81)) + Nd (Disagreement (8))] X 100 formula
suggested by Miles and Huberman (1994), and 91 percent value was reached. In addition, the findings were
supported by direct quotations from answers teacher candidates (with the abbreviations such as 1HTC:1% History
teacher candidate; 2HTC:2™ History teacher candidate...).

3. Findings

This part of the study includes the findings obtained from the opinions of history teacher candidates who make up the
study group regarding their undergraduate education.

3.1 Findings Regarding the Evaluation of the Undergraduate Education They Received

The history teacher candidates in the study group were asked to evaluate their undergraduate education they received
in general. The answers given by teacher candidates are shown in Table 1.

Table 1. Evaluation of Undergraduate Education

Codes f
Qualified education 25
Positive Sophisticated faculty members 18
Field training is adequate 13
Renowned faculty members 6
I liked my field 4
Inadequate educational sciences 17
Negative Too much detailed information 8

Few practical courses
I have shortcomings for in-service 2

According to Table 1, it can be suggested that teacher candidates generally make positive evaluations about their
undergraduate education. Teacher candidates evaluated the education they received as a qualified one, and as for the
negative features, they stated that there are few educational sciences courses while too many courses with theoretical
content. Here are the answers from some of the teacher candidates:

2HTC: 1 think the field courses are adequate, however I was poor at educational sciences courses, educational
courses were always conducted in an incomplete and unsuccessful manner.

8HTC: In my undergraduate education, the field courses were very good and adequate, but I realized at the time of
the internship that the educational sciences courses fell short. By reducing the detailed information in the field
courses, applications suitable for our field can be adopted in educational sciences.

22HTC: The education I received is quite qualified. It would surely be nice to see more practical examples in
educational sciences, but I think I can meet these gaps with my own efforts.

26HTC: The education I received is definitely not merely enough to become a teacher when I graduate. Although we
received very useful information about the field from our well-equipped instructors, we should have had more
practical courses to teach.

3.2 Findings Regarding the Evaluation of Their Dream History Teacher

The history teacher candidates in the study group were asked to describe their dream history teacher. The responses
given by teacher candidates are shown in Table 2a.

According to Table 2a, teacher candidates expressed their dream history teacher as a good historian who abandoned
traditional patterns in history teaching, a teacher who can keep the interest of students alive, and has a command of
educational sciences as well as field knowledge. When the answers of teacher candidates are analyzed, it can be
claimed that they depict a teacher who is conforming with innovative history teaching, who endears history, who
tells the history enthusiastically, and who is open to innovations. In addition to this question, teacher candidates were
asked to evaluate the contribution of the education they received to their dream history teacher. The answers of
teacher candidates are shown in Table 2b.
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Table 2a. Evaluations of History Teacher Candidates on Their Dream History Teacher

—

Codes
Abandoned traditional patterns

— N
AN W

Can keep students interest alive
Combines field knowledge with educational sciences
Open to innovations

Ju—
J—

Makes people feel history

Endears history

Loves her/his profession

Delivers the lecture enthusiastically

Good historian

Aware of current events

Has a good command of technology
Enthusiastically committed to her/his work

—_ DN NN WA RO

Versatile

Table 2b. Evaluation of the Contribution of the Education they Received to Their Dream History Teacher

Codes f
Not adequate but it guided me. 16
Not adequate 13
Adequate 12
Absolutely adequate 8

When Table 2b is analyzed, it can be stated that teacher candidates generally consider their undergraduate education
adequate enough to meet their expectations from a dream history teacher. Candidates who did not find it adequate
stated that they found undergraduate education still useful in terms of guidance. Some of the answers given by
teacher candidates to both questions are as follows:

6HTC: A well-equipped teacher who has stripped herself/himself of what is often known as boring stereotype and
can keep interest of her/his students alive. The education I received is adequate in terms of knowledge, yet I also
need to improve myself.

18HTC: A history teacher who loves history, a history teacher who erases the perception of a worthless, unnecessary
lesson from minds, that is my history teacher dream I cannot say that the education I received completely contributes
to this.

21HTC: My dream history teacher should describe any event s/he tells with excitement as if s/he had experienced it,
and s/he should be able to convey this feeling to the student. Of course, my education contributes to my efforts to
become such a teacher. I also try to consolidate it by reading books in my own field.

21HTC: 1 am against the history teachers telling their lessons as stories. A history teacher should love and endear
her/his profession S/he should include more visual and audial materials in her/his lecture, arouse curiosity among
students, and also be able to use technology effectively in her/his lessons. Along with these, of course, s/he should
have good command of field knowledge and be aware of current events. I believe that the education I received will
meet these expectations.

3.3 Findings Regarding the Best and Worst Experiences of History Teacher Candidates during Their Undergraduate
Education

History teacher candidates in the study group were asked to describe their best and worst experiences during their
undergraduate education. The answers given are shown in Table 3a and Table 3b.
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Table 3a. The Best Experiences Regarding History Education in Undergraduate Education

Codes f
Close communication with instructors 16
Getting to know my field 13
Internship 7
Social events 5
To be able to teach 4
Investigating my hometown during subject on the National Struggle 3
Attending the student congress 1

Table 3b. The Worst Experiences Regarding History Education in Undergraduate Education

Codes f
Future anxiety 15

My dilemmas about my profession
That my field is underrated

Too many theoretical courses
Pandemic period

O W W 0 O

None

When Table 3a is analyzed, it is noted that the best experience of teacher candidates in their undergraduate education
is establishing communication with the instructors of the field and being able to comprehend their own fields. Upon
these answers, it is possible to indicate that undergraduate education of teacher candidates was efficient. When Table
3b is analyzed, it is noted that the worst experience of teacher candidates in their undergraduate education is future
anxiety, employment and working conditions. It has been determined that teacher candidates do not have any bad
experiences with undergraduate their education, there are only teacher candidates who find theoretical courses too
much, and who fail to realize their dreams about the graduation due to pandemic process. Here are some answers
from teacher candidates:

SHTC: My best experience was to carry out research about my hometown when learning about National Struggle.
My worst experience was not being able to hold our graduation ceremony during the pandemic period.

As the best experience, I can count the activities, excursions, social and cultural activities I participated outside of
my university education. I do not have a very bad experience that negatively affected me.

I11THTC: I do not have any bad experience. We went to other schools to do research for the educational sciences
course. The interview I had with the students and teachers there was the best experience of my education life.

19HTC: I can say that the best experience is to internalize my field by reading books and repeating courses. I can say
that my worst experience is that I was caught in a dilemma about whether I wanted to become a teacher or an
academician.

33HTC: My worst experience is that History teaching does not find the value it deserves in today's conditions. In
making this comment, I regret to say that the problem is not in the History departments, but because History is not
given importance overall. My best experience is that, after all, my students called me teacher during the internship.

3.4 Findings Regarding the Opinions of History Teacher Candidates about the Content of the Courses They Took in
Their Undergraduate Education

When Table 4 is analyzed, it can be stated that history teacher candidates have more negative opinions about course
contents. It can be discussed that the negative thoughts of the teacher candidates are mainly collected in the way that
theoretical aspect of them is more, while practical content is less. Positive evaluations of the course contents were
expressed as the undergraduate program providing a general view and equipment related to the field. Here are the
answers from some teacher candidates:

12HTC: I am quite pleased. But I find it absurd that we take Ottoman Turkish course. After all, high school students
do not have Ottoman Turkish lesson. I think the program should be prepared for us according to the lessons took by
the audience we are going to address.

27HTC: The order of some courses we take may be changed. And courses that will bring a new perspective to the
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history can be added.

32HTC: Our courses are very detailed; this is actually designed for us to master the field. But I think there are few
practical courses. Even if we know very well, it is necessary when teaching.

40HTC: There is a lot of theoretical information, yet few practical courses.

Table 4. The Opinions of History Teacher Candidates about the Content of the Courses They Took in Their
Undergraduate Education

Codes f

Provides a general view of the field 13

Provides equipment 8

POSITIVE Provides satisfactory information 6
Very detailed 6

All very fine 4
Too many theoretical courses 20

Only few practical courses 16

There are unnecessary courses 7

NEGATIVE Ottoman Turkish course is unnecessary 5
The order in which lessons are taught should change 3

Field and education should be combined 3

Innovative history teaching aspect is lacking 2

Intensity of the courses constitutes impediment for socialization 1

3.5 Findings Regarding the Opinions of History Teacher Candidates about the Courses They Deem Necessary and
Unnecessary in Undergraduate Programs

Table 5. The Opinions of History Teacher Candidates about the Courses They Deem Necessary and Unnecessary in
Undergraduate Programs

Codes

—

98}
N

Teaching practice
Private Education
Necessary Material
All field courses
Courses including Seljuk, Ottoman and Republican periods
All necessary
Compulsory elective courses
Ottoman Turkish
Unnecessary Literature courses
Introduction to university life
Entrepreneurial culture

—
— W W RO N WL IDT

No unnecessary course

When Table 5 is analyzed, the first course that teacher candidates deem necessary in the undergraduate program is
teaching practice. It was observed that teacher candidates primarily deem practical courses more necessary, while
elective but compulsory courses and courses such as Ottoman Turkish and literature unnecessary. Here are some
answers from the teacher candidates:

7HTC: Ottoman Turkish is an unnecessary course if a person is not thinking of getting a master's degree, where will
s/he use it in her/his life? Since there is language requirement while getting master’s degree, Ottoman Turkish
condition should be required there, then it should be learned. I can say that teaching practice is the most necessary
lesson of this program.

ISHTC: There is no course that I consider unnecessary. I believe every course I take has contributed to me. However,
I think that the instructors of some courses should teach them more effectively.
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36HTC: Entrepreneurial culture, introduction to university life. They did not contribute me anything, so I find it
unnecessary.

39HTC: I consider the courses involving the Seljuk Ottoman Republic periods necessary. But we also had courses
that we deemed unnecessary. For example, the introduction to university life

43HTC: Seljuk, Ottoman and the History of Republic of Turkey courses are indeed basic courses. However, I would
like also to say that I find Ancient Age course we took in the first grade unnecessary.

3.6 Findings Regarding the Evaluation of Practical Courses in Undergraduate Programs

Table 5 includes the answers given by history teacher candidates in the study group when asked about their
evaluations of practical courses in their undergraduate programs.

Table 6. Evaluation of Practical Courses in Undergraduate Programs

Codes f
Teaching practice is useful 41
They are not enough in numbers 23
Their contents are not suitable for the field 11

There are no practical courses suitable for the field

5
Inadequate teaching 3
They are enough in numbers 3

1

Their content is adequate

When Table 6 is analyzed, it can be argued that similar to previous finding, history teacher candidates regard the
teaching practice as the most useful class for practical courses in the undergraduate program, and they find the
number of practical courses insufficient, and fancy that the existing practical courses should be adapted to history
education. Here are some answers from teacher candidates:

16HTC: Not only are the practical courses few, but the content was not designed for history teachers. For example,
courses except drama and internship, community service are thought through reading and telling slides rather than
application.

29HTC: I do not think the number of practical courses is sufficient. The application area of the courses offered
theoretically to the student is quite scarce. I would say that the only practical course I have benefited from is the
teaching practice.

34HTC: I cannot say that a practical course suitable for the field has been given so far. I mean, how are we going to
explain the Ottoman Empire? Like this way, we need to see how the application will be on a special subject.
Moreover, practical courses are few, yet exams are quite exhausting. They are not learning, but memorization
oriented.

3.7 Findings Regarding the Evaluation of the Contribution of Undergraduate Education to the Personal and
Professional Development

Table 7 and Table 8 include the answers of the teacher candidates when asked about the contribution of their
undergraduate education to their personal and professional development.

Table 7. The Evaluations of the Contribution of Undergraduate Education to Personal Development

Codes f
Self-confidence 22
Doing research 15
Reading habit 13
I have matured 7
Communication skill 5
Empathy skill 3
I saw the resources for the field. 2
It has broadened my perspective. 2
Willingness to work 2
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When Table 7 is analyzed, self-confidence, researching and reading habits take the first place in the statements of
history teacher candidates on the contribution of their undergraduate education to their personal development. Here
are the answers from some of the teacher candidates:

4HTC: The great contribution of the undergraduate program for me is that it teaches how to conduct scientific
studies and it has a great contribution to the development of research-analysis skills.

I3HTC: I have gained confidence in how to learn and teach any information. I can also say that my communication
skills have improved.

24HTC: And in other field courses, I observed the resources that I can consult as reference work on a subject by
having knowledge of much information, many resources, articles and works. Thanks to this, I have gained a reading
habit.

37HTC: Since we take courses in more than one field, one’s the point of view of the goes beyond monotony. I
suddenly started to look at an event from different angles, to investigate the causes of the events better.

Table 8. The Evaluations of the Contribution of Undergraduate Education to Professional Development

Codes f
I loved my profession 31
Communicating with the student 18
My knowledge has increased 11
I looked up to my instructors 7
I have developed teaching skills 5
I learned to use historical knowledge 3

When Table 8 is analyzed, it can be implied that in their statements about the contribution of their undergraduate
education to their professional development, history teacher candidates expressed that their interest in their
profession and their communication with students increased. Here are some answers of the teacher candidates:

9HTC: While I could not previously use and interpret historical information in my daily life, now I can really see the
contributions of the past to the future, to the present.

17HTC: Our undergraduate program has a great professional contribution. Because from the first years, there is a
system oriented to give presentations in the courses. But the real experience is the teaching skill we gained as a result
of the internship practice we started in the senior year.

25HTC: We've learned that there are unknown aspects to every event in history. When we get to practice our
profession in the future, we will teach them such knowledge in order to raise conscious generations.

44HTC: First of all, my knowledge has increased. And this made me love my profession, and I saw that this
profession was just for me.

4. Conclusion and Discussion

To evaluate the results of this study aiming to get the thoughts of history teacher candidates who have recently
graduated from the history teaching undergraduate program, it can be implied that for the history program, history
teacher candidates in the study group generally have positive thoughts about the undergraduate education they
received, they just found the course contents very theoretical and indicate that the number of applied courses should
be increased. To examine in detail as sub-problems, it is possible to assert the following:

First of all, it can be said that the general evaluations of the teacher candidates in the study group pertaining to
undergraduate education they received are positive. The teacher candidates evaluated the education they received as
a qualified one, and as for the negative features, they stated that there are few educational sciences courses while too
many courses with theoretical content exist. In similar vein, Kaya, Aslan and Giinay (2013) revealed that teacher
candidates generally think positively about their departments in their study with history teacher candidates.

According to the results of the research, it has been found out that the teacher candidates also expressed their dream
history teacher as good historian who has abandoned the traditional patterns in history teaching, a teacher who can
keep the interest of students alive, and has a command of educational sciences as well as field knowledge. When the
answers of the teacher candidates are analyzed, it can be claimed that they depict a teacher who is conforming with
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innovative history teaching, who endears history, who tells the history enthusiastically, and who is open to
innovations. In similar way, Kaya, Aslan and Giinay (2013) acknowledged that the expectations of history teacher
candidates after getting to department are to improve themselves in the field of history and to become a good history
teacher. And in her study on the qualifications of a good history teacher, Culha Ozbas (2014) emphasized the
reflective history teachers who are active in the learning-teaching process, and can implement innovations in her/his
class.

In addition to the finding above, it can be argued that the teacher candidates generally consider the undergraduate
education they receive as sufficient to reach the history teacher of their dreams. Candidates who did not find it
adequate stated that they found undergraduate education still useful in terms of guidance. In the study conducted
with social studies teacher candidates, Akhan (2015) determined that they deemed the education they received at the
university inadequate for their professional competence, and expected more from the courses and the instructors.

And according to the results of the research, it is recognized that the best experience of teacher candidates in their
undergraduate education is the communication established with the instructors of the field and to comprehend their
fields, while the worst experience is future anxiety, employment and working conditions. Similarly, in a study
conducted by Erkan (2009) with history teacher candidates at various universities, it was revealed that teacher
candidates were quite hopeless about finding a job.

As for the undergraduate program, it can be asserted that teacher candidates do not have any bad experiences, there
are only teacher candidates who find theoretical courses too much, and who fail to realize their dreams about the
graduation due to pandemic process. And in their study conducted with teacher candidates, Akhan and Kaymak
(2020) also revealed that teacher candidates at the stage of graduation experienced graduation stress due to pandemic
process.

According to the results of the research, it can also be argued that history teacher candidates have more negative
opinions about course contents. It can be discussed that the negative thoughts of the teacher candidates on the course
contents are gathered in the direction of the fact that theoretical aspect are more and practical content was less.
Positive evaluations of the course contents were expressed as the undergraduate program providing a general view
and equipment related to the field. Similarly, Akhan (2015) revealed that teacher candidates expressed the fact that
theoretical courses on the Social Studies program were too many, and the practical courses were insufficient and
inadequate as a deficiency.

According to the research results, it was determined that the first of the courses deemed necessary by the teacher
candidates in the undergraduate program is the teaching practice course, and teacher candidates primarily deem
practical courses more necessary, while elective but compulsory courses and courses such as Ottoman Turkish and
literature unnecessary. Sahin, Kartal and imamoglu (2013) similarly presented that Preschool Education teacher
candidates found the application dimension of their program lacking and the theoretical content too much, and they
were compulsorily select among elective courses which were determined by the respective department. Sahin and
Kartal (2013) also indicated that the teacher candidates who evaluated the classroom teaching program found the
practice-oriented courses inadequate.

Also in this research it can be argued that similar to previous finding, history teacher candidates regard the teaching
practice as the most useful one for the practical courses in the undergraduate program, they find the number of
practical courses insufficient, and the existing practical courses should be adapted to history education. Again Akhan
(2015) discussed that teacher candidates point out that teaching practice and practical courses as ones that contribute
to their professional development the most among courses in their program, and that they wished to increase total
number of such courses. In his study, Alaca (2019) argued that history teacher candidates emphasized the importance
of the history learning by engaging, experiencing and observing it more, but the fact that teacher candidates did not
have the grasp of the effect of the methods and techniques in history teaching can be explained by the lack of
adequately observing practical examples.

Finally, it can be implied that while “self-confidence, researching and reading habits” took the first place in the
statements of the history teacher candidates on the contribution of their undergraduate education to their personal
development, in their statements about their contribution to their professional development they expressed that "their
interest in their profession and their communication with students increased". And in her study on the professional
skills of history teacher, Karabag (2014) revealed that shaping the professional knowledge and skills of history
teachers correctly would improve the quality of history lesson.

To summarize the results of this research that includes the evaluations of the history teacher candidates on their own
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undergraduate education, and that it was also attempted to explain along with the examples in the literature, it is
possible to state that the teacher candidates in the study group appreciated their undergraduate programs apart from
theoretical structures, that they had access to sufficient equipment during their field-oriented undergraduate
education, and that they made use of their education in terms of their professional and personal development. As for
the scarcity of practical courses that the teacher candidates in the study group considered lacking for their
undergraduate education, and that the contents were not formed according to their field, in the light of this study, it is
possible to suggest that the number of practical courses the teacher candidates need for the history undergraduate
programs may be increased, and that their contents may be reorganized.
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