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Abstract

The purpose of this study was to determine novice
teachers’ perceﬁtions of the extent to which the Brock
Univérsity teacher educétion program focused on strategies
for promoting responsibility in students.

Individual interviews were conducted with ten randomly
selected teachers who were graduates of this teacher
education program between the years of 1989 and 1992, and a
follow-up group discussion activity, with the same teachers,
was also held.

Findings revealed that the topic of personal
responsibility was discussed within various components of
the program, including counselling group sessions, but that
these discussions were often brief, indirect and
inconsistent.

Some of the strategies which the teachers used in their
own classrooms to promote responsibility in students were
ones which they had acquired from those counselling group
‘sessions or from associate_teachers. Various strategies
included: setting clear expectations of students with
positive and negative consequences for behaviour (e.g.,
material rewards and detentions, respectively),

communicating with other teachers and parents, and

éuspehding students from school. A teacher’s choice of any

particular strategy seemed to be affected by his or her
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personality, teaching subject and region of employment, as
well as certain aspects of the teacher education program.
It was coneluded that many of the teachers appeared to
be controlling rude and violent behaviour, as opposed to
promgting responsible béhaviour. Recommendations were made
for the pre-service program, as well as induction and in-
service programs, to increase teacher preparedness for
promoting responsible student behaviour. One of these
recommendations addressed the need to help teachers learn

how to effectively communicate with their students.
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CHAPTER ONE: THE RESEARCH PROBLEM

Introduction
This is a study of novice teachers’ perceptions of the
extent to which the Brock University teacher education
program (B.Ed.) focused on methods of promoting
responsibility in students and their recommendations for a

future program based on current related classroom needs.
Background of the Research Problem

As a graduate student and educator, I, along with
members of various faculties of education, federations,
researchers and student teachers have held concerns about
teacher education programs in their present state.
Specifically, I feel that the teacher education program at
the University of Toronto did not adequately prepare me to
deal with the realities of a classroom in terms of problem-
student behaviour. Althoggh that program provided me with a
solid background in—content within selected instructional
subjects, it did not, in my opinion, formally or effectively
educate teacher candidates about methods of promoting

positive and responsible behaviour in children.

Although teacher education programs are developing new
standards (for what teachers should know and be capable of)

in early childhood, English language arts, art, music,



science, mathematics, social studies, guidance counselling
and several other areas (Fullan, 1993), a review of current
literature revealed that no_research had been conducted
regafding the extent to»which teacher education programs
focus on methods of promoting responsible behaviour in
students. Accordingly, no literature was available
concerning individuals’ perceptions of programs in this

regard either.
Purpose of the Study

The purpose of this study was to obtain verbal
information from novice teachers regarding the extent to
which the Brock University teacher education program focused
on strategies for promoting responsibility in students. The
study also aimed to obtain recommendations from novice
teachers about effective classroom strategies for promoting
responsibility in students, which might in turn be
“incorporated into a future teacher education program at

Brock University. -

Introduction to the Concept of Personal Responsibility
According to Evans (1990), the perceived problems in
education stem from system design, not faulty operation.

Specifically, Brown (1986) indicated that all too often
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teachers do too many things for students, tell them what to
do and exert control over them thinking it is for the
.students’ own géod.

In response to theéé problems, Clifford (1990) strongly
suggested that it is time for educators to replace the
coercive, controlling techniques with autonomy-supportive
techniques, and to introduce risk-taking opportunities into
otherwise regular classroom lessons. More specifically,
Brown (1986) recommended that it is time to

Change our priorities from direct control, aimed at

stuffing the maximum possible amount of knowledge,

skills and values into children, to motivating them to
manage their own lives--shifting the balance of our
work with children from helping to enabling, and from

support to promoting self-responsibility. (p. 26)

Lane (1989) strongly emphasized that student
responsibility and self-discipline can indeed be learned in
schools regardless of any existing negative influences in a
student’s life (e.g., pee;_pressure) and must stand beside

the teaching of reading, writing and arithmetic skills.

Definition of Personal Responsibility

Several descriptions of personal responsibility have
been presented in current literature. First, Brooks (1987)

described the twelve steps to achieving personal



4
responsibility as follows: be accountable, be confident, be
here, be on time, be friendly, be polite, be a listener, be
_é;risk=taker, bé a goal setter, be a doer, be prepared, and
be a tough worker. 1In rélation to academic pursuits, Cohen
and DeBettencourt (1983) indicated that following
directions, approaching tasks, obtaining help, and gaining
feedback and reinforcement demonstrate responsible actions.
Further, Steinberg and Elmen (1986) revealed that being
responsible means being self-reliant and resisting peer
pressure, and above all, Bray (1982) emphasized that
"responsible behaviour requires going beyond minimum
requirements to do the best job possible" (p. 1).

While these descriptions reflect certain steps required
to achieve a sense of personal responsibility, as well as
various responsible actions, certain prerequisites (e.g.,
family values and school environment) may also be
significant in the process of developing responsible student
behaviour. Regarding the school environment specifically,
teachers who have a solid educational background in the area
of promoting respongibility in students may be far better
prepared to encourage and develop aspects of responsible
behaviour in their students than teachers with little or no
training at all.-
' On-thé basis of the aforementiéned.meanings, the
following definition of personal responsibility has been

derived for the purpose of this study:



Being reliable and accountable for oneself, while
setting goals and working hard independently and with
others to échieve then, agd’respecting others while
resisting peer pressure, and exerting the highest
possible level of effort in all of these tasks to
fulfil a sense of obligation to self, family, school,

community and society.
Rationale for Promoting Responsibility in Students

The primary interest of this study was to determine
novice teachers’ perceptions of the extent to which the
Brock University teacher education program focused on
strategies for promoting responsibility in students and
their recommendations for a future program based on current
related classroom needs.

According to various researchers, a systematic
presentation of concepts and skills of personal

responsibility will:

1) improve ihdividual conduct (Brooks & Paul, 1984);
2) increase student motivation (Sadowski & Woodward,
1981) ;

- 3) . “help students come to depend on themselves
(Duckworth, 1986);
4) increase self-worth (Brown, 1986);

5) increase student involvement, self-expectations
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and liking for other students and teachers (Brady,

1987) ;

&)- impro&e academic achievement (Whelan & Teddlie,
1989) ; -

7) free up time for teachers to assist those in need

of extra help (Pendergrass, 1982);

8) have a positive effect on school climate (Brooks,
1984; Etzioni, 1983); and

9) help curb the societal problem of drug abuse
(Texas Education Agency, Austin, 1992).

In view of this comprehensive list of outcomes
resulting from the organized presentation and ultimately the
acquisition of personal responsibility skills, it is
imperative to determine whether or not instructors at
faculties of education are attending to the issue of how
teachers can promote responsible behaviour in students.
Furthermore, those classroom teachers who do attend to this
issue are likely to have numerous effective strategies for
‘promoting responsibility ip students. It was, therefore,
the aim of this study to identify some of those strategies,
and possibly incorporate them into the Brock University

teacher education program.



CHAPTER TWO: REVIEW OF RELATED LITERATURE -

Organization of the Present Chapter

This chapter has béén organized into two broad
sections, each with its own specific components. In order
to provide myself with some broader knowledge of, and deeper
insight into teacher education programs, the first section
focuses on Ontario teacher education programs and
specifically identifies the goals and structures of these
programs. Further, plans for a collaborative teacher
education program and the various components of teacher
induction programs are identified. Also, both positive and
negative perceptions of teacher education programs are
revealed by various individuals (e.g., faculty members,
federation members, researchers and student teachers).
Since, as previously mentioned, no published research was
available concerning individuals’ perceptions of teacher
education programs in the area of promoting responsibility
in students, most of the I;terature here focuses on general
perceptions of programs.

The more specific information was obtained from the
first part of interviews with four Brock University faculty
mémbers,(e.g{jMin these intgrviews, facplty members revealed
.their‘pércéptions of how the Brock ﬁniversity teacher
education program prepares teacher candidates to promote

responsibility in students). (It should be noted that the



remaining data gathered from these interviews will be
referred to in Chapter Five: Summary, Conclusions and
‘Recommendations{)

The second section in this literature review identifies
various classroom strategies for promoting responsibility in
students, while addressing both teacher and student roles,
specific subject areas into which these strategies may be
incorporated, as well as the role of parents.

It was the intent of this study to bring together the
themes presented within these two sections by incorporating
the knowledge and experience of faculty members and novice
teachers in the area of promoting responsibility in
students, into the Brock University teacher education
program, and perhaps into teacher education programs in

general.
Goals of Ontario Teacher Education Programs

The basic mandate of Ontario’s faculties of ‘education
was to prepare potefitial teachers, according to the
aforementioned Ministry of Education requirements, to
receive an Ontario Teaching Certificate and a Bachelor of

Education degree; beyond this certification goal, faculties

outlined their aims as "helping teaching candidates to
become effective and committed teachers with a strong

knowledge of educational theory, as well as classroom



9
experience" (Fullan & Connelly, 1987, p. 13). More specific
goals included service to the professional community,
4tese§rch in eduéation, professional development or in-
service programs, research and additional networks for co-
operative study, communication of research results and
broader development of graduate work (Fullan & Connelly,

1987) .
The Structure of Ontario Teacher Education Programs

According to Ingram (1989), the structure of teacher
education programs has always been rather straightforward.
Barr (cited in Ingram, 1989) indicated that teachers have
traditionally been given a solid background in pedagogy and
content, with as much practice as possible.

The focus of the pedagogical component specifically has
changed little between the 1890s and the 1980s (Ingram,
1989). Gillis (1981) revealed that common elements have
‘been:

1) history, Philosophy and sociology of education;

2) school organization, law and management;
3) teaching methods and curriculum development;
= 4) . “educational psychology andfchild development; and

5) practice teaching (p. 26).
Similarly, present Ontario pre-service programs, which

are approved by the Minister and conducted at a college,
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faculty or school of education, must include the following
components specified in Regulation 297:

Iy a cohéentrateqrstudy:in one; or a combination of
primary, junior, intermediate and senior
divisioné, or technological studies;

2) studies in education including learning and
development throughout the four divisions;

3) teaching methods designed to meet individual
students’ needs;

4) the regulations and acts respecting education;

5) a review of curriculum guidelines issued by the
Minister relating to all divisions and a study of
curriculum development;

6) a minimum of forty days of practice teaching in
schools or other environments approved by the
Minister. (p. 320)

Although the general structure of Ontario teacher
education programs, both past and present, seems fairly
constant, Watson and Allison (1992) indicated that faculties
are undergoing many changes as they deal with changing
conditions in the world surrounding them. For example,
since 1988, significant changes have been made not only in
ﬁre-servigg education admission requirements and numbers of
wpfactising faculty, but also in pléﬁs to collaborate with
other institutions and to develop effective teacher

induction programs (Watson & Allison, 1992).
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Plans for a Collaborative Teacher Education Program

~In June, 1§91, fol%qwing«diScussions with Centennial
College of Applied Arts and Technology, Ryerson
Polytechnical Institute, and the Faculty of Education,
University of Toronto, the Teacher Education Council,
Ontario (TECO) presented a proposal for the development of a
collaborative program (a program developed by members who
share in the responsibility for completing the task) for
teachers of young children to the Minister of Education and
the Minister of Colleges and Universities. Guided by a
steering committee (composed of senior staff from the three
institutions) and TECO, a work team of experts in early
childhood education developed a four-year program for
preparing teachers of young children and a model for its
collaborative implementation by a degree-awarding
institution, a faculty of education and a college of applied
arts and technology. The program was designed for
individuals who would work with two-and-one-half to seven-
year-old children in day care centres and schools.
Graduates would receive an undergraduate degree, an Early
Childhood Education Diploma, an Ontario Teacher’s
éértifica?g as well as a new document created by the
.Ministry of Community and Social Se}vices and the Ministry
of Education, for teachers of children aged two-and-one-half

through six years.
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The delivery model was created to ensure active
participation of each institution in all aspects of the
_ﬁrogram and to éncourage the sharing of resources, knowledge
and expertise. In short, this proposed program recognized
the need "for training to help childcare workers and
teachers to communicate and collaborate" (Report of the
Teacher Education Council, Ontario to the Deputy Minister,
Minister of Education and Training, 1993).

Overall, the significance of this proposal in relation
to the present study may be that it is the responsibility of
higher educational institutions to collaborate in their
efforts to develop more effective preparation experiences
for teachers, so that the teachers themselves may assume the
responsibility of collaborating with one another to improve
their effectiveness in promoting positive behaviour patterns

in students.
Teacher Induction Programs: Collaboration Within Schools

According to ROsenholtz (cited in Cole & Watson, 1991),
when new teachers become isolated in their work, "their
capacity for growth is limited almost entirely to trial and
error learnihqy "With littlg access'to_role models among
‘their péers, they rely on memories ?f gpod teachers whom

they recall from their own student experiences, instead of

gaining substantive knowledge from their more experienced
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colleagues" (p. 12). And research suggested that most
beginning teachers do need help from their colleagues in
‘EErmsAUf orientétion informatiqn; classroom management,
responding to individual differences, as well as emotional
support and encourégement (Veenman, 1984; Odell, 1986, cited
in Cole & Watson, 1991).

Although individual programs may vary, a teacher
induction program was defined by Cole and Watson (1991) as
"a formalized program of assistance and support designed to
facilitate a new teacher’s transition into teaching and
foster professional growth" (p. 7). In Ontario,
specifically, these programs aimed to encourage a view of
teaching as a long-term learning process, to enhance
teaching performance and promote more collaborative work in
the schools.

One example of the kind of collaborative work which may
occur within a teacher induction program is mentoring. Cole
and Watson (1991) revealed that in a typical mentoring
program, a beginning teacher is paired with an experienced
colleague, usually In the same school and teaching the same
subjects or grade level. The mentor then assumes various
roles such as providing assistance to the novice teacher

with classroom management and discipline, permitting

opportunities for the new teacher to get to know and observe
other teachers, providing assistance in adapting new

strategies to individual classrooms, and engaging in
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reflection about teaching practices.

In addition to novice teachers’ involvement in
Amentoring progrﬁms, Thiessen and Kilcher (1993) revealed
that they may often atteﬁd orientation activities prior to
the onset of the school year. Throughout the year,
additional school board meetings are planned to provide
these teachers with knowledge about school regulations and
resources, with training in classroom management and contact
with other colleagues (e.g., consultants or psychologists).

In some schools, induction strategies might also
include adjustments in work conditions. Specifically,
Thiessen and Kilcher (1993) indicated that new teachers may
be given reduced workloads, more release and planning time
and a higher concentration of resources in terms of
supervision and teaching materials.

As well, Cole and Watson (1991) revealed that new
teachers may learn by being involved in numerous other
activities including informal visiting, sharing resources,
‘team teaching, shared planning and peer coaching. Finally,
Cole and Watson (1991) indicated that professional growth
may well be enhanced by the effect of a combination of
diverse support strategies available in schools.

- Thus, while‘collaboration isrocpurrinq among faculties
.of educétioﬁ, colleges and other hiéher_education
institutions to improve pre-service programs for teachers,

it is also occurring within teacher induction programs to
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ease the transition from pre-service training into
children’s classrooms. Cole and Watson (1991) reported that
‘ﬁbviceﬁteachers:who participatgd‘in these programs expressed
greater self-confidence and endured fewer classroom
difficulties than those who did not participate. As well,
the experienced teachers who provided assistance to new
teachers felt that their participation in the programs was a
significant and challenging learning experience (Cole &
Watson, 1991).

Therefore, collaboration may be a key concept in the
education of teacher candidates. Specifically, if higher
educational institutions (e.g., universities and colleges)
are collaborating to improve their teacher education
programs, and teachers are collaborating with one another to
enhance the induction process, then teacher candidates may
be able to strengthen their capacities in terms of providing
children with valuable knowledge as well as skills for

exhibiting positive and responsible behaviour.
Positive Perceptions of Teacher Education Programs

In view of the recent changes which have been
iﬁplemented and the goals which have been established in
Ontario teacher education programs, various faculty of

education members perceived numerous aspects of their

programs in an increasingly positive manner. Primarily, in
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regards to admission policies, Watson and Allison (1992)
felt that faculties are seeking to ensure that candidates
VénrolLing in teacher education programs are academically
capable. For example, iﬁ 1993, 62.8% of Ontario teacher
education applicants held four-year Bachelor degrees as
compared to 55% in 1987 (Teacher Education Council, Ontario,
1993). Watson and Allison (1992) also revealed that
faculties are aiming to enrol individuals who are personally
fit for the position of teacher and representative of
minorities and natives in addition to the regular
population.

Watson and Allison (1992) further indicated that pre-
service programs have considerably diversified in the
variety of special programs and the methods of presentation.
Specifically, they expressed positive views on the co-
ordination of teacher preparation programs with first degree
programs, the collaboration among various faculties to offer
combined programs and the co-operative efforts with school
‘boards which have resulted in pre-service students spending
more time in the schools. In this regard, Fullan and
Connelly (1987) revealed that faculty members at York
University felt that their concurrent teacher education
ﬁrogramL with“114 days spent in the classroom, prqvides
‘sﬁfficiéngwpreparation for teacher Eandidates. These
members also perceived their practicum-seminars, designed to

permit student discussion about important issues which arose
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during teaching blocks, in a very positive manner (Fullan &
Connelly, 1987): Similarly, the counselling group model,
‘seen as a desiréble characteristic of .the Brock program,
organizes teacher candiaétes into groups of approximately
25, according to geographical area and school division in
which they will be doing practical assignments. In these
groups, under the direction of two faculty members
(counsellors), the students work as a team in teaching
centres within schools to evaluate and support one another
in their practical work and to reflect upon teaching
experiences in a given school week (Watson & Allison, 1992).
Faculties viewed this model in a positive way, since "it
provides a supportive environment in which professionals may
learn and grow" (Watson & Allison, 1992, p. 11).

Faculty members at Brock University also felt
positively about their teacher education program since it is
helping, to some degree, to educate teacher candidates about
methods of promoting responsibility in school-age children.
Specifically, S. Wilson (;nterview, July 7, 1993) indicated
that since the prodgtram expects its candidates to behave
responsibly in terms of classroom attendance, professional
conduct during practicum assignments and exerting a high
tevel of eff@rt during all program gctivities, thgse
.céndida£e;’may expect responsible béhaviour of this sort

from children in their own future classrooms.

The faculty members further indicated that specific
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components of the teacher education program (i.e., methods
courses, counselling group sessions, conferencing and
Apracticums) stringly encourage _.teacher candidates to develop
responsible behaviour inrtheir students. First, regarding
methods courses, R. Connelly (interview, July 6, 1993)
revealed that the problem-solving approach utilized in the
mathematics course helps to develop students’ independent
thinking abilities. Similarly, A. Elliott (interview, July
7, 1993) indicated that language methods courses, which
employ a collaborative learning approach, may enhance
students’ cooperative as well as independent working skills.
If any or both of these approaches are later used in
children’s classrooms, then the children themselves may
develop these important aspects of responsible behaviour (A.
Elliott, interview, July 7, 1993).

Secondly, the supportive environment within a
counselling group provides teacher candidates with
opportunities to discuss potential strategies for promoting
‘responsibility in children as well as previously used
methods which appeatred effective during practicum
assignments (A. Elliott, interview, July 7, 1993).

Anne Elliott (interview, July 7, 1993) also felt positively
5bout‘the’time‘she devotes to conferenqing with individual
‘céndidafeskfor similar purposes. A% well, Brock University
faculty members perceived the organization of teaching

practicums in a very positive manner. Anne Elliott
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(interview, July 7, 1993) spoke favourably about the Brock
teacher education program when she revealed that she
<fntentionally piaces teacher candidates in classrooms which
will give them opportunities to "struggle with" developing
responsible behaviour in students, so that the candidates
may be better prepared to meet this challenge during their
first year of formal teaching.

Various faculty members also maintained positive
perceptions of their graduate programs, since these programs
are expanding and becoming more specialized (Watson &
Allison, 1992). In-service professional courses are now
being offered in new ways as well. Specifically, Fullan and
Connelly (1987) revealed that faculties are willing to make
adjustments in their delivery of in-service courses, based
on the needs of their clientele; Nipissing, for example,
provides instruction through direct means, correspondence
and/or a floppy disk. Also, course materials are modified
to meet the needs and capabilities of teachers in such
‘courses as music and Frenqh as a second language (Fullan &
Connelly, 1987). -

Furthermore, Watson and Allison (1992) indicated that
faculties feel positively about their new emphasis on

research since it is now considered an essential part of the

workload of practically all faculty members.
Partnerships with other institutions are seen as

positive and powerful vehicles for change in teacher
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education programs as well (Watson & Allison, 1992).
Specifically, faculties are making stronger efforts to
»&EVe;ep and maiﬁtain consisten; working relationships with
schools and the school systems.

Lastly, members of Ontario faculties of education view
their work on "faculty renewal" (the hiring of new faculty
and the ongoing professional growth of all faculty members)
in a positive manner (Watson & Allison, 1992, p. 4).
Although the criteria at different faculties may vary, most
newly hired members combine doctoral degrees with practical
educational experience (Watson & Allison, 1992).

In consideration of these positive perceptions of
various faculties of education, it seems natural that many
aspects of teacher education programs would be perceived
positively by the student teachers themselves. To begin,
interns and co-operating teachers in the University of
Saskatchewan teacher education internship program were
surveyed to determine their perceptions of various program
components. Barnett (1992) found that interns and teachers
felt positively about the presentation of teaching tasks in
smaller, more manageable components, the opportunities to
practice limited aspects of teaching and the school
visitations by college supe;visors.v

| Next, in a study conducted by housego (1992), secondary
student teachers were assigned to one of four subject

specialization groups (mathematics, language, arts or
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physical education); PREP scale scores, reflecting teachers’
preparedness to-teach, were obtained from the total group
and subgroups a% the conclusioq of each of the three terms
in the revised University of British Columbia (UBC)
secondary teacher education program. Results indicated that
student teachers’ feelings of preparedness to teach
increased significantly in the first and second, but not the
third term. No subject specialization or gender subgroup
felt significantly more prepared to teach than any other at
the start or finish of any term in the program. Housego
(1992) revealed that overall, few student teachers felt
unprepared to teach at any point in the program.

Furthermore, in a study designed to evaluate students’
perceptions of their teacher education program, Boak and
Ellis (1991) asked Brock graduates about perceptions of
their learning in terms of knowledge, comprehension,
application, analysis, synthesis and evaluation while
attending the Faculty of Education. Findings revealed that
‘a high percentage of graduates felt positively about their
knowledge of profesSional responsibilities (92.4%),
abilities to present lessons in a systematic manner (91.8%),
skills in evaluating instructional subjects (90.5%), and

abilities to critically examine their own teaching (90.5%).

Brock graduates also felt that their professors went out of
their way to encourage and help teacher candidates with

assignments and, therefore, they viewed these professors as
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nurturing and caring individuals. Overall, 76.3% of the
Brock respondents expressed satisfaction with their programs
at the -‘Faculty 6f Education.

As well, Fullan and Connelly (1987) indicated that
teacher participanﬁs feel positively about in-service
courses. Specifically, in a survey of teachers from various
faculties, 91% felt their particular course met the
objectives and 92% decided to apply directly some of the
knowledge they had acquired during their upcoming school
year. Similarly, in his review of literature concerning
teachers’ attitudes toward in-service programs, Theis (1981)

found that teachers liked the following aspects of various

courses:
1) active involvement;
2) opportunities to teach;
3) practical information;
4) meetings which were short and to the point;
5) in-depth treatment of one concept;
6) well-organized meetings;
7) variety; ©
8) an incentive to come;
9) occasional inspirational speakers; and

10) " visiting other schools to observe other teachers.
In summary, then, various faculty of education members,
along with student teachers and graduates, expressed

positive views on specific aspects of teacher education
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programs, including admission requirements, graduate and in-
éervice courses’, research requirements of faculty members,
‘partnerships wffh other institgtions and faculty renewal.
Regarding pre-service courses, some faculty members at Brock
University felt poéitively about the degree to which these
courses focus on strategies for promoting responsibility in
children. They indicated that the problem-solving
approaches, collaborative learning activities, counselling
group sessions, individual conferences, as well as faculty
exemplary behaviours and expectations of students, are
instrumental in developing methods of promoting responsible
behaviour in children. Graduates of the Brock University
teacher education program further revealed a high level of
knowledge of their professional responsibilities, abilities
to critically examine their own teaching and general

satisfaction with the program at the Faculty of Education.
Negative Perceptions of Teacher Education Programs

According to Fullan and Connelly (1987), the
identification of concerns surrounding the restructuring of
Ontario teacher education programs depends on the
ﬁerceptiohs of those recommendingrchanges. Primarily,
'mémbers of Ontario faculties of edﬁ?atipn described several

negative aspects of their programs and in no particular

order of priority.
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To begin, Boak (cited in Watson & Allison, 1992)
stated: '"We are now being required to do more with less"
(p. 7)+ Specifically, he fglt:that faculties of education
must prioritize and do what will have the greatest positive
impact on programs and teacher candidates. Similarly,
Fullan and Connelly (1987) indicated that there is
insufficient funding for hiring qualified professors to meet
the changing needs of new curricula and teaching methods and
who are trained in doing educational research; many of these
professors also have full teaching loads which reduce their
time for conducting valuable studies and some faculty are
not rewarded (e.g., financially or through promotions) for
important contributions they make to the teaching
profession.

Moreover, additional time is needed within programs to
re-examine program components and accommodate new areas of
study being requested by the Ministry, Federations and
school boards (Fullan & Connelly, 1987). Fullan and
Connelly (1987) felt that the practical component needed to
be re-examined due To the small number, and often random
selection, of good associate teachers. Don Dworet
(interview, July 6, 1993) specifically revealed that faculty

members at Brock University do not go out of their way to

look for associates who use effective social skills teaching
models in their classrooms. In this regard, R. Connelly

(interview, July 6, 1993) also indicated that insufficient
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time is devoted to communication among faculty members about
the issue of promoting responsible behaviour in children
Adnd,‘as a resuli, this theme is not consistently presented
throughout the Brock University B.Ed. program. As well,
Fullan and Connelly (1987) revealed that little time can be
devoted to teacher induction programs because of the
overloaded pre-service curriculum.

Perhaps the biggest problem in teacher education viewed
by the faculties is that "there is no commonly recognized
model of professional education based on a continuum of pre-
service, induction, in-service, certification and graduate
programs" (Watson & Allison, 1992, p. 3). As revealed by
Watson and Allison (1992), although faculties of education
are looking for new approaches, the absence of one
collaborative model makes this task very difficult.

Next, the teachers’ federations also maintained some
negative views on teacher education programs. Primarily,
federation members felt that there is little emphasis on the
'relationship between theory and practice in pre—éérvice
training (Fullan & Tonnelly, 1987). They also believed that
education in the reduction of sex-role stereotyping and
racism occupies only a minimal part of education programs
when it,should‘occupy a more substanpia; part; pre-service
bfograms demonstrate little flexibiiity'and are not reviewed
as frequently as they should be (Fullan & Connelly, 1987).

Furthermore, educational associations (ASFO, OAAIS,
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OAEAO, 0OCSO0S) criticized programs for not having internships
for new teachers, for hiring professors with outdated
_élasgroom expefﬁence and for distancing themselves from the
Ministry, federations and the school boards (Fullan &
Connelly, 1987).

As well, various researchers revealed many problems
with the current state of teacher education programs. For
example, Goodlad (cited in Fullan, 1993) highlighted four
difficulties resulting from an investigation of 29
universities:

1) since few efforts are made to organize candidates
into "cohort" groups, students’ interactions with
peers regarding their classroom experiences are
limited to formal classes;

2) professors are confused over the mission of higher
education and their specific role within it;

3) there is a serious gap between campus-based and
school-based components of training; and

4) courses in the history, philosophy and social
foundations of education "have seriously eroded".
(p. 106)

Another study conducted by McDonald and Elias (cited in

Fullan,_1993)”reVealed these concerns:
o 1)‘ almost all teachers view %he period of transition

into the classroom as the most difficult aspect of

their career;
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2) teachers encounter many problems, once in the

classroom, ranging from pupil evaluation to
develaping consistent teaching styles to working
with parents; and

3) beginniné teachers experience feelings of fear,

anxiety and loneliness and find help in dealing
with challenging situations only through their own
efforts.

Researchers also revealed negative views on Teacher In-
Service/Additional Qualifications Courses. Specifically,
they indicated that program content and delivery often
ignore the concerns and present knowledge and skill level of
participants, and do not consider the differences among the
schools for which they are intended (Fullan & Connelly,
1987).

In addition to these concerns expressed by members of
various faculties of education, federations and research
teams, the teacher candidates themselves seemed to possess
some negative views on their teacher education pfograms. As
suggested by Ingram (1989),

Since research reveals a low correlation between
successful performance in education theory courses and
ratihgsfcf success in ﬁeachinghvit.should be expected
that education students who'coﬁsider teaching success
to be their primary goal often resent spending time on

theory, which does not appear to have a direct and
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immediate payoff in improved practice. (p. 26)

For example, one study conducted by Ross and Stewart
7(1977Y‘determinéd the extent to which -Alberta industrial
arts teachers perceived value in their specific teacher
education program in developing the competencies required
for teaching in secondary schools. Graduates from the
University of Alberta (64%) perceived their preparation as
being inadequate to teach at the senior high school level
and inadequate in relation to graduates of other programs.

Although teacher candidates enrolled at the Brock
University Faculty of Education in the academic year
1989/1990 rated their program quite high (76% overall
satisfaction with the program), these candidates expressed
concern in the areas of knowledge and application. Boak and
Ellis (1991) revealed that this reservation involved the
depth of understanding of the psycho-socio-emotional needs
of children as well as the student teacher’s ability to
assess this knowledge.

Finally, in a study involving 14 recent gra&uates of,
and students currently enrolled in, the University of
Alberta Teacher Education Program, Ingram (1989) found that
this program was heavily criticized for being "relatively

ineffective iﬁ"preparing potential teachers to deal with the
realities of the classroom" (p. 25). Specifically, the
participants frequently referred to a wide gap between the

content of education courses and the daily requirements of
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teaching. "Where," they asked, "are the information and
skills needed to6 motivate inattentive students, to interpret
“the curriculum %or thisnpartieqlar group of students, to
manage classroom routines, to evaluate students, to deal
with parents and to handle specific learning or discipline
problems?" (Intram, 1989, p. 25).

While the information and skills required to accomplish
these tasks may come gradually with formal teaching
experience, perhaps they should be targeted more directly
and throughout the duration of any teacher education
program. From the views expressed by graduates of the
University of Alberta and the Brock University teacher
education programs, it was apparent that training in the
areas of managing classroom routines, handling learning and
discipline problems and psycho-socio-emotional needs in
general was lacking in these programs.

Therefore, since the concept of personal responsibility
was previously defined as:
being reliable and accountable for oneself,'While
setting goals and working hard independently and with
others to achieve them, and respecting others while
resisting peer pressure, and exerting the highest
‘posséplé”leVel of effort in all of these tasks to
fulfil a sense of obligation t; family, school,
community and society,

then perhaps a teacher education program which focused on
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strategies for promoting responsibility would be successful
in preparing teacher candidates to effectively manage
Vélasgrooms and aeal with students’ learning and discipline
problems. Therefore, it was the intent of this study to
determine novice teachers’ perceptions of the extent to
which the Brock University teacher education program focused
on strategies for promoting responsibility in students, and
their recommendations for a future program based on current

classroom needs.

Classroom Strategies for Promoting Responsibility in

Children: Teacher and Student Roles

Several strategies for promoting responsible behaviour
in children are presented in current literature in terms of
both the teacher’s role and student activities.

First, regarding teacher’s roles, Brown (1986)
indicated that today, doctors, lawyers and teachers work
lvery hard trying to convince society that peoplewshould be
dependent upon their services, and that the boundary between
dependent behaviour and suitable use of service is poorly
defined. He suggested that one way teachers can deal with

§tudents"depéhdéncy on them is a preventative approach,

which would encourage children to grow up as responsible
individuals, who learn how to avoid needing help in the

first place.
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According to Brown (1986), one aspect of this approach
is behavioural patterning. Specifically, he revealed that
if teachers maké arrangements.for children to behave in
responsible ways, they will eventually become adults "in
whom the behavioural patterns have been transformed into
strength and character" (p. 28).

Secondly, Brown (1986) indicated that children are
incredibly responsive to adults’ expectations, both spoken
and unspoken; thus, if "teachers expect children to think,
feel and act in a responsible manner, the students will do
so" (p. 28).

Thirdly, Brown (1986) emphasized that the most powerful
method by which students learn about self-responsibility is
watching the behaviour of their teachers, parents, and
significant others; therefore, teachers can promote
responsible behaviour by demonstrating an awareness of their
own identity and autonomy, by defining for themselves
suitable values and high standards of behaviour, by acting
responsibly and by arrang;ng experiences for students which
will encourage them to become self-reliant adults. Brown
(1986) stressed, however, that this method is not simple
imitation, but one which lets children define themselves,

and develop their own strategies for coping.

Another strategy teachers may use for promoting
responsible behaviour involved assuming the role of a

helper, as opposed to a dictator, to eliminate a power
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struggle within the classroom. In this way Butzin (1984)
indicated that discipline becomes instructional and positive
»in nature, as dﬁposed to punitive or negative. Balis and
Huntér (1985) also reveéied that a teacher’s choice of words
can have a significant impact on students’ depth of
thinking; "words can be either think stoppers or think
starters" (p. 43). More specifically, Duckworth (1986)
indicated that instead of explaining to the students what
she thinks about a particular situation, she asks the
students to explain to her what they think about it and why;
using this technique, she found that students can learn a
lot from each other and may come to depend on themselves.

From this literature, it seems evident that these
strategies designed to promote responsibility in students
have the ultimate goal of developing children into adults
who are strong in the inner sense, responsive to others’
high expectations, yet self-reliant and independent. If
this is true, then it would appear that another appropriate
strategy which teachers m;ght use to develop responsible
student behaviour i®s to utilize adult principles in their
own learning, as well as in their students’ learning.

According to Knowles (1992), "andragogy" is defined as
“the art and science of helping adults (maturing human
‘beinQS)‘t;“learn" (p.- 12). 1In his éndragogical model of
learning, several adult principles are presented. First,

Knowles (1992) indicated that adults become increasingly
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self-directed as they mature. Candy (1991) described the
four principle domains of self-direction as personal
‘autonemy, desiré and ability to manage one’s overall
learning pursuits, independent pursuit of learning excluding
formal institutional support and association, and learner
control of instruction.

Secondly, Knowles (1992) revealed that adults become
ready to learn those things which are relevant to their
daily activities and problems. Thus, he indicated that
these learners must be involved in diagnosing their needs,
formulating learning objectives, designing learning
activities, carrying out learning activities through an
independent study, and evaluating their work.

As well, Knowles (1992) assumed that adults are goal-
oriented and motivated by internal incentives and curiosity.
Finally, he revealed that adults learn most effectively in
environments which are relaxed, informal, trusting and
supportive.

In addition to these principles, McMurtry Grisson
(1992) indicated that adults learn by doing and
participating; their learning is never a passive process.
Specifically, she reported that adults acquire a great deal
of knowledgefthrough interaqtion with peachers or presenters
‘éhd enjéy sharing tips, ideas and féctual information.

Therefore, if the main reasons for promoting

responsible behaviour in school-age children are to develop



34
these children into adults who are strong in the inner
sense, responsive to others’ high expectations, yet self-
reliant and indépendent, thgn“perhap5~teachers should  be
utilizing adult principles in their own learning and
ultimately in their students’ learning. In children’s
classrooms, for example, teachers may encourage increasing
amounts of self-direction in students’ learning activities
as the students mature. They might consider the planning of
lessons or projects which are relevant to children’s lives
in terms of interests (e.g., professional sports) or
problems (e.g., peer pressure). To some degree, teachers
may also involve students in planning learning activities
and evaluating their own work or the work of their peers.

As well, teachers might design and encourage a classroom
environment which is, at times, relaxed and informal, but
always supportive and conducive to students’ active
involvement in the learning process. Altogether, these
strategies may not only promote responsibility in children,
‘but they may encourage an_individual's continued responsible
thinking and behaviodur throughout adolescence and into
adulthood.

Overall, in a summary of his thoughts on how teachers

can build self-responsibility skills in students, Sparks and

Stinson (1991) suggested that teachers include students in
decision making, encourage them to be accountable, establish

achievable and mutual goals, model and then reward
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responsible and mature behaviour to build children’s self-
esteem, and always show respect. Most importantly, Sparks
rand Stinson (1951) revealed_ that teachers must understand
the significance of stuaénts' feelings, and work to create
an atmosphere of open communication, honesty and trust in
order to foster in children an attitude of responsibility
for their own actions, and a desire to deal with
consequences for all types of behaviour.

Next, the students may be engaged in numerous
activities to promote their own responsible behaviour. As
suggested by Sizer (1992), the common theme to all of these
activities is that the students are "doing the work
themselves" (p. 24).

According to L. Popp (interview, November 4, 1993), one
activity which may promote responsible student behaviour is
the inquiry process. Specifically, he revealed that the
main goals of instruction in inquiry are to develop
students’ curiosity, power and independence, as opposed to
'simply engaging in problem solving; "inquiry responds to
instruction and grows over time as ability at each stage is
developed (e.g., as students acquire the knowledge,
operation and affect learnings about inquiry)" (L. Popp,
notes, 1993)

‘ Thé ;;gblem context is first ihvestigated in a teaching
stage called the "unstructured investigation stage." At

this stage, the teacher involves the students in a series of
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varied initiating activities which require sufficient
instructional time (L. Popp, notes, November 4, 1993).
‘During-this timé, there is shared control over inquiry in
the classroom; for examéie, the teacher exerts indirect
control over the problem solving through decisions regarding
the problem context (reflecting the unit, theme or
situation). The students then maintain direct control over
inquiry through the specification of the particular area to
be investigated, as they pose their own research questions
(L. Popp, interview, November 4, 1993). It is this direct
control which may promote students’ independent working
abilities and thereby contribute to the development of
respectable and responsible individuals.

Another activity which may help to promote
responsibility in students is problem solving. According to
L. Popp (interview, November 4, 1993), problem-solving
activities have four outstanding benefits for children:

1) they move individuals toward higher levels of

intellectual performance; -

2) the intenZe concentration and engagement in these

activities result in intense satisfaction upon
solving the problem;

= 3) . this positive effect becomes attached to school

learning, and
4) problem-solving skills become a major tool of

the life-long learner (which is a central
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goal of schools).
Len Popp (notes; November 4, 1993) concluded that these
‘benefits derived from student .problem=-solving activities
contfibute to the develépment of responsible behaviour since
students will ultimately have increased levels of knowledge
and skills to offer society.

Several types of problem-solving activities
specifically designed to promote students’ responsible
behaviour were presented in recent literature. For example,
Project Real World was a self-contained activity-based
Canadian consumer science program which provided students
with organized instruction in economic living skills. It
gave students in Grades 10-12 an orientation to economic
realities, and to opportunities and challenges in society by
employing a variety of decision-making and problem-solving
activities (Federal/Provincial Consumer Education and Plain
Language Task Force [Canada], 1991).

Furthermore, in response to recent school violence,
many schools are turning to conflict resolution programs.
Williams (1991) revealed that the goal of these programs is
to help students control their anger before raising a fist
or weapon. Students are trained to mediate their own
disputes and, by doing so, are improving their skills
.ihvoivea ;ﬁ effective communicatioﬁ) teamwork, critical

thinking and problem solving (Stuart, 1991).

As well, in an attempt to prevent smoking among sixth
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graders from two schools, students engaged in interpersonal
communication, self-instruction and problem-solving
_dctivities. Schinke (1986) _ suggested .that by discussing the
causes and effects of sﬁéking behaviour, and finding
solutions to the problems associated with peer pressure,
students’ risks of starting and continuing to smoke may be
significantly reduced.

Altogether, students may be involved in a variety of
problem-solving activities within the classroom setting.

The increased levels of intellectual performance, the
intense engagement and resulting self-satisfaction, along
with the positive contributions to school climate and life-
long learning pursuits may encourage and develop positive
and responsible behaviour among students.

In addition to the inquiry process and problem solving,
students may be involved in a variety of other activities,
either independently or collaboratively (members sharing the
responsibility of completing a task), to promote their own
‘responsible behaviour.

For example, Lincoln (1992) presented one strategy
which involved the students in managing their own
classrooms. Specifically, a teacher’s mailbox was available
for student $Uggestions, a fbill qflrights and
‘réspohsibiiﬁties" was posted in the-classroom, class jobs
were undertaken by all, and a bulletin board company and an

advice-to-the-teacher card were consistently utilized.
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Secondly, in an article titled Tips for Beginners, two

methods designed to facilitate classroom management and
rinitiate student responsibilities were suggested. The first
required students to iniﬁiate schedules for making up missed
tests and completing assignments, and the second involved
students using "scorecards" to keep track of their grades
and enhance motivation.

Furthermore, Cook-Kallio (1991) recommended that
students maintain a daily record of classroom activities by
writing in a log or journal; suggested entries included
homework assignments, summaries of lessons and students’
personal comments.

Moreover, in a practicum designed to increase the
homework completion rate of sixth graders in English
classes, students were given the responsibility of designing
homework assignments which accommodated their own interests
and learning styles. May-Campbell (1991) found that
students produced creative literary pieces and '"graphic
‘representations" that far surpassed expectations, and that
these students exhibited increases in motivation, self-
esteem and pride in accomplishment. Similarly, a program
designed by Guyton and Fielstein (1989) supported the
practice of students planning and leading parent—teacher

‘conferences to promote and develop student responsibility.

Finally, a program titled Reaching Success Through

Involvement (RSI) was designed in an attempt to restructure
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and create quality cultures, through altering school roles
and expectations of students. Furtwengler (1991) disc