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ABSTRACT 

The purpose of this audy was to examine student teachers' perceptions of their 

professional socialization. This examination of audent teachers' opinions was conducted 

in relation to models of professional sociaiization. Two models were used to examine the 

student teachers' concerns: the induction model which outlines clear expectations of 

students and is demanding; and the reaction model which more fieely accommodates their 

needs and is more flexible. There were three aspects of the rnodels that were used to 

examine the student teac hers' perceptions: h o  wledge, skills, and values. 

The 1 992 Quality of Student Life Survey in the Faculty of Education at the 

University of Manitoba was used as the data source. This s w e y  kvas comprised of two 

parts: a set of close-ended questions and one open-ended question. The open-ended 

question provided the data for this study. In total, 532 student teachers responded to the 

Sunrey, of which 2 12 completed the open-ended question. The student teachers were 

either in the four-year undergraduate progr- the two-year afier-degree program or one 

of the integrated programs. The analysis of the data involved coding and classifjkg data 

b themes and using a grounded. theoretical approach. 

The results of this study indicated that the student teachers had serious concerns 

about the knowledge? skills, and attitudes that they acquired in their programs. As 

students, they reacted to demands of their programs and thus, developed attitudes rather 

than professional values. Specifically, they devalued theoretical knowledge, but expected 

more pedagogical knowledge in their courses. Also, the student teachers wanted more 

relev-ant skills for the classroom and they wanted more opponunities to practice these 
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skills through increased nudent teaching tirne. Many student teachers felt that the Faculty 

had a poor image among students in other fàculties. In addition, they expected more 

guidance, respect, and support fkom the Student Services personnel and their professors. 

Shce the student teachers wanted both direction and responsiveness fiom their fàculty, the 

synthetic model is probably most appropriate for examining student teachers' concerns. As 

its name suggests, this balanced model not only represents studem teachers' concem, but 

also, contributes to their preparedness to teach and their self-esteem and thus, it 

contributes to a higher quality of public education than either of the other two models. 

It is recornrnended that a follow-up survey on student teachers' perceptions of 

t heK professional socialization be conducted, kno wing t hat this Quaüty of Student Life 

Survey was administered almost ten years ago. This initiative can assist the Faculty of 

Education to know if student teachers' perceptions and concerns have changed and to 

what extent have they changed. By administering another survey, hopefùlly. the Faculty 

can continue to enhance the quality of its programs and the profesdonal socialization of its 

student teachers. 
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CHAPTER 1 

INTRODUCTION 

The public school system in Canada has undergone a variety of pedagogical 

reforms and curriculum changes over the past two decades. Some of these include 

muhiculturally-based curricula, computer-assisted leaniing, provincial standardized tests, 

and problem-based learning (Ghosh & Ray, 1995; Nikiforuk, 1 993). However, educat ional 

analysts, govenunent officiais, and the general pubiic continue to criticize the public 

school system for king  ineffective and substandard. Two of the overriding concerns are 

that young Canadians will be unprepared for post-secondary education and wiil lack the 

basic knowledge and fundamentai skills for success later in He. 

Guppy and Davies (1 999) emphasize these two important concems. They refer to 

a Maclean's Special Report which suggested that "across Canada, thousands of alarmed 

parents have declared war on provincial public education which, they maintain, are doing a 

poor job of teaching their children" (FenneU, 1993, p. 28). In fact, according to Guppy 

and Davies (1 999, p. 267), dissatisfaction with public education has continually increased 

arnong parents since the 1 970s. This dissatisfaction ~ 4 t h  public schools has encouraged 

some parents to seek alternatives such as charter schools. home schooling, elite private 

~chools~ and private reügious schools (Guppy and Davies, 1999, p. 267). In 1998, for 

example, Statistics Canada reported that 5.3 % of elementary and secondary students were 

enrolled in private schools compared to 2.4% in 197 1. In addition, the Ontario Home 

Schools Organization (2001) clairned that between 1% to 2% of aU Canadian children are 

presently home schooled. Initially, these percentages of home schooled children may seem 
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trivial; but, compared to  the early 1990s, the percentage of home schooled chüdren has 

dramatically increased. Furthemore, the fiict that parents have formed national and 

provincial organizat ions indicates that this schooling alternative is becoming better 

established and a more viable option for many children. Overaii, many parents beiieve that 

their initiatives to reform public education wül provide better quaiity teaching for their 

children, and thus wiii improve student motivation, interest, and leaming. As Guppy and 

Davies (1 999, p. 267) state, "ihe critics of public education also highlight the growing 

search for alternatives to  the public school system as indicators of public disaffection." 

Therefore, it seems that there is considerable evidence that the public school system is not 

doing its job properly, thereby encouraging parents to seek schooling alternatives that will 

provide their children with a better quaiity of education. 

I f ,  in fact, the quality of public education is questionable, then what specifically are 

the concems and problerns? Nikiforuk (1 993, p. 16) argues that the greatest problem for 

public education is that schools have become "a place for aii things." He argues that public 

schools have placed a tremendous emphasis on non-acadernic activities which has 

subsequent ly undervalued the basics of educat ion, reading, writ hg,  and mat hematics. 

Nikiforuk (1993, p. 90) fùrther contends that, "schools have replaced humanism and 

tradition for global viilages, universalism, and technology". In other words, he claims that 

basic knowledge and skiiis in reading, writing. and arithmetic, the essence of a good 

education, are less prominent in schools since the emphasis has increasingly been placed 

on non-acadernic activities. Similady, Krarner ( 1992) suggests that schools have spread 

themselves too broadly, thereby allowing subject knowledge to "...[give] way to courses in 
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filmmaking, driver education, and marriage and f h d y  Living" (p. 2 12). 

Both Kramer (1 992) and Nikiforuk (1993) would probably agree that it is 

challenging for schools to compete with the lure of television, media, and computers 

because they offer chddren glamorized values compared to t hose t hat are tradit ionally 

connected to public schools. Nevertheless, Kramer (1 992) and Nikiforuk (1 993) argue 

that schools must be directive and genuine in order to combat aspects o f  technology that 

ofien appeal to and benefit pupils in transient ways. Specincally, Nikiforuk's ( 1 993, 

p. 1 16-1 17) central claim is that schools need to be refocused on doing fewer things, but 

doing them better. By doing so, he argues that schools can reclaim their purpose of 

educating pupils in ways which wiU truly benefit them and assist them in their future 

endeavours. 

Yet, what does k i n g  directive and genuine mean for public education? In a recent 

article about the quality of public education, Schofield (200 1 ) describes the goals of  a 

smail public school in Nova Scotia. The goal o f  this particular school is '30 ensure that 

kids Ieave the classroom feeling successful. ... the goal is no? just to teach children to read 

and wi te  ... success in the classroom is also a way of building confidence3(p. 28). 

Nikiforuk ( 1 993) would compliment the school's initiative for not just teaching the basics, 

but for accornpanying basic knowledge and skilis with a support system that build 

students' characters. Indeed, Nikifonik ( 1  993) would agree with this school's motto for 

providing an education and teaching values: "sticking to the basics is meant to inspire the 

sou1 as weU as the brain" (p. 28). 

Nikiforuk (1 993, p. 1 10- 1 12) also argues that king directive and genuine in 

3 



xhools begin with minllnipng cultural fads and whims, and evoking a deeper sense of 

cornmunity through teaching and learning. In order to achieve this end, schools require 

competent and enthusiastic teachers. Indeed, Kramer (1 992, p. 222) emphasizes the 

importance of teachers in the education of pupils by stating that: 

"the single most important factor in an individual's education is his reachers. 
Al1 of us remember particular individuals who intluenced and inspired us and 
gave direction to our lives. Not buiidings, programs, curricula, philosophies of 
education, but men and women who by virtue of their personalities and theu love 
of some discipline, some book, some kind of learning, opened the world to us, and 
showed us things that we had not seen before. Nhar we need ifwe are to touch the 
rninds of children, rescue the public schooi system and the democracy it should 
nourish, are inspiring teachers ". 

Acknowledging that teachers' roles are crucial in the development of students' abilities to 

learn, it is important to ask: How are faculties of educat ion preparing student teachers to 

become effective and competent teachers? Indeed. this study will focus on the approaches 

that faculties of education use to professionaily sociaiize their student teachers. First, the 

dimensions of teacher education emphasized in teacher education programs wiIl be 

identified. Second. the process by which these dimensions are imparted or instilied in 

student teachers will be examined. 

THEORETICAL PERSPECTIVE 

Dimensions of Teacher Education 

Goodlad (1 990) States that teacher education programs must include three 

important professional dimensions: knowledge, skills, and values. Goodlad ( 1990, p. 23 7- 

239) stresses the importance of professional knowledge for student teachers; more 



specifïcaiiy, he refers to the appropriate balance of general studies in discipline or major 

courses with professional audies in education courses. However, there has been 

considerable debate about ho w educat ion programs should be smictured. Regardless of 

how these programs are organized. an under standing of t heir discipline and professional 

courses is central to the preparation of student teachers. In k t ,  the Holmes Group 

Executive Board Report (1986, p. 46), a very influentid report on teacher education in the 

United States, commented that: 

'ieachers should know their subjects thoroughiy and have the intellectual qualit ies 
of educated, thoughtful, and well-infonned individuals ... 'Vust as there is role for 
higher education to play in building matunty and disciplinary knowledge in the 
ans and sciences, there is a role for professional education to play in strengthening 
prospective teachers; understanding or responsibility; developing their ability to 
engage students in academic leaming; and cooperatively guiding their eventual 
induction into the classroorn.. .". 

Evidently, one of the roles of teacher education programs is to teach appropriate 

and effective professional skifls to student teachers. Indeed, Goodlad (1  990) states that the 

professional skills of teachers are best acquired through the appropriate rnethods courses 

and practice teaching. He emphasizes the importance of methods courses for student 

teachers to learn teaching skills. This allows them to reconstruct knowledge so that it is 

relevant for their pupils. Goodlad's (1 990) overall c l a h  is that when field experiences are 

congruent with faculty classes, student teachers c m  apply the appropriate skills and thus 

feel that they wiil be prepared to teach. 

In addition, Goodlad (1 990' p. 23 1 ) argues that professional values must be clearly 

articulated throughout teac her education programs. Specificaily. he argues t hat teachers' 

values are important to their entire careers. He states that there are reasonable 



expectations of the teaching profession that are based on well-established vaiues such as 

honour and respect (p. 186). For instance, Goodlad (1990) States that teachers need to be 

honourable to their profession by understanding the goals and objectives o f  teaching and 

thus promising to maintain a productive leamhg environment for their pupils. He argues 

that teachers are responsible for stirnulating their pupils' minds and teaching them to be 

good citizens by teaching thern strong and positive values. 

Similarly, Boyer (1990, p. 8) also emphasizes the importance of the professional 

values of teachers. He agrees with Goodlad ( 1990) by stating that knowledge and skills 

are essential qualities for effective teachers. Boyer (1 990, p. 8) contends that the 

appropriate values convey an openness and respect arnong pupils and teachers which, in 

tum. inspire pupils to be motivated to learn. In essence, teacher education prograrns are 

generally focused on imparting the knowledge, developing the skills. and instilling on the 

values necessary for students to function as teachers. These programs, considered 

generally, can be conceptuaiized from the perspective of  two models of socialization. 

Professional Socialization Models 

The literature on the professional socialization process outiines two models that 

are prevalent in transfonning student teachers into full-fledged professionals--the induction 

model and the reaction model. The induction model, proposed by Menon, Reader. and 

Kendail ( 1 95 7), claims that the profession and the professional school act as  interrelated 

social unit s suc h that professional roles are expiicit ly identified and thus institut ionalized. 

More specifically, the profession at large expects its professional school to h p a r t  the 

requisite knowledge, skills, and values to students. In this way, students are expected to 
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accept the perspectives of their professors and to clearly identw with the profession 

during their professional education, not only &er they enter it. 

With the induction model, the meaning that students construct about their 

professional education stems fiom the objectives established by their professors in the 

professional school rather than as a resuit of their own individual initiatives. Therefore, 

with this model, the professional school exerts significant control over the professional 

knowledge, skills, and values of students. Merton et al. (2957) argue that the induction 

model treats students as professionals in training. This belief suggests that the transition of 

students into their workplace is eased since they iden@ wit h professional expectations 

during the early stages of their education. 

The reaction model, unlike the induction model, asserts that professional schools 

exist as separate entities f+om the parent profession. Becker, Geer, Hughes, and Strauss 

( 1 96 1  ) suggest that the interests and role expectations of full-fledged professionals and 

students fbrther each groups' dflerent concems and needs. As proponents of the reaction 

model, Becker et al. ( 1  96 1) argue that students' behaviour and attitudes develop as a 

result of adapting to their professional schools' dernands. In this case, student learning 

emerges from a broader scope where knowledge is generated by and shared with peers 

and professors. 

The major difference between the induction and reaction models of professional 

socialization hinges on the social control of students' behaviour. The induction model 

claims that, in order to maintain mutual understanding about knowledge, skills, and values 

among professionals and students, the school controls its students' professional 
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interpretations. In contrast, the reaction model suggests that the extent to which students 

react to the schools' demands helps them formulate their own interpretations of the 

process and collectively shapes how they are socialized into the profession. With this 

model, students have more flexjbüity over their own behaviour and attitudes. As Becker 

(1961, p. 1 1) States, 'the focus of the reaction approach is on audents, not on the 

professional ro le. " 

As mentioned, the basic tenets of both the induction and reaction model can be 

appüed to teacher education prograrns. In fact, these two competing models are relevant 

to teacher education programs because they are each based on two dimensions of 

pro fessional socializat ion, "dernandingness" and 'tvmth". 

The Dimensions of "Demandinaness" and "Wannth" 

"Demandingness" refers to the degree to which student teachers are academically 

or cognitively challenged. "Warmth" refers to the degree to which they are socially 

supported as they undergo significant changes as prospective teachers. "Demandingness?' 

suggests that relatively high. acadernic expectations are placed on student teachers in their 

courses and practica. Also, tkie concept implies that student teachers are expected to 

comply with the noms, values, and attitudes of the profession. In iàct, the 

"demandingness" of teacher education programs ümits the student teachers' flexibility in 

foming their own interpretations about teaching that deviate fiom institutional 

expectations. Furthemore, faculties of education estabiish professional standards by 

having certain expectations of student teachers. Overall, student teachers are required to 

accept new roles that require that they change their attitudes and behaviour in becoming 
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teachers. 

In light of the demands placed on them in tàculties of education, student teachers 

must feel supported by the faculty and particularly by other student teachers, professors, 

and their collaborating teachers in order to gain confidence and develop integrity. In order 

to feel prepared as teachers, student teachers must feel that the fàculty respects their needs 

as individuals. This dimension of professional sociaiization is referred to as "warmth"; that 

is, the measures that faculties o f  education take to ensure that student teachers feel valued 

and respected in their professional programs. In addition to how student teachers are 

treated, facilitating their own creativity and intuition is equally significant. Since the 

teaching profession requues that teachers rely on their own persona1 initiatives and 

because no two pupiis or classroom situations are identical, teaching is considered an 

individual art, one in which "personal predispositions are not only relevant, but, in fact, 

stand at the core of becoming a teacher" (Lortie, 1975, p. 79). Thus, in order to provide 

for the effective sociafization of teachers, faculties of education must demonstrate 

sufficient social support for their own student teac hers. 

Knowing what socialization models are applicable to teacher education, it is 

important to ident% the aspects of each mode1 that are inherent in most teacher education 

programs. Overali, the dimension of "demandingness" is emphasized more with the 

induction approach than with the reaction approach. First, teacher education programs 

clearly outline to student teachers what courses they need to take in order to learn the 

appropriate knowledge, skills, and values (Goodlad, 1990, p. 237-239). Professors use 

didactic methods that indicate to student teachers the particular knowledge needed for 
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theù chosen profession. Therefore, faculties of education foiiowing this model will not 

allow theù student teachers to decide the amount and type of knowledge that is 

appropriate for their preparation as educators. 

Second, fàcult ies of education insist on outlining the essential skills of the 

profession. In this regard, students' assignments are highly-structured to help them 

develop the skills expected in classrooms. The assumption is that the fàculty knows best 

about what experiences challenge and prepare student teachers. Therefore, professors 

place high expectations and strict conditions on t hese assignments which develop the 

required skills for student teachers. 

Lastly, another example of how "demandingness" is king more prevalent than 

'%mnth" in the induction model is the expectation that student teachers are aware that 

certain values are associated wit h their professionai work. Indeed, faculties of education 

emphasize professional values to student teachers, even before they enter the profession. 

By doing so, student teachers begin to construct their identities as educators as well as 

align themselves with the objectives and standards of the profession. For instance' in 1987, 

the Ontario Ministry of Education developed a position paper which clearly stated that it is 

the responsibility of faculties of education to provide experiences for student teachen to 

acquire professional values. Fullan and Connelly (1987' p. 5 1)  stated: 'ihe concepts of the 

professional and the profession are extremely important because they must incorporate 

professional autonomy as well as public and professional accountability." 

Therefore, with the induction model? little opportunity exists for student teachers 
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to challenge or alter their programs' demands and expectations. Due to the social control 

exerted by the Faculty following this model, audent teachers have less flexibiiity in their 

programs. In fàct, in acquiring professional knowledge, skills, and values, fàcuities of 

education ofien allow for only minimal decision-making and adaptation on the part of 

student teachers. Thus, "warmth" is minimized in the induction model, as it is more 

fàculty-directed than student-directed. 

In contrast, there are also aspects of the reaction model that are inherent in teacher 

education programs. In this regard, the dimension of 'ïvarmth" is emphasized more with 

the reaction model than with the induction model. As the model claims, students learn to 

adapt to the demands of their school through their own ways of finding support. These 

support mechanisms ailow students to feel respected, and thus c m  be considered as the 

w m t h  dimension. Fust, since al1 student teachers endure similar experiences and 

demands, there is interest among student teachers to share their experiences. Again. this is 

a reactive response whereby student teachers with mutual interests and goals unite and 

work together to support each other and provide multiple perspectives about their 

experiences. In this way. student teachers help each other deal with the demands of their 

programs and gain greater insights into their future careers. The use of cohorts in teacher 

education programs, for exarnple, encourages student teachers to support and challenge 

one another. These cohons emphasize the belief that knowledge can be CO-constructed 

rather than only directly taught or imparted by professors. 

Second, the nature of teaching suggests why particular aspects of teacher 

education are more consistent with the dimension of '\varrnth" than the dimension of 
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"demandingness." It is widely believed that student teachers need to learn th2 process of 

refiection in order to becorne effective teachers (Schon, 1987). In other words, student 

teachers must realize that the profession is built on a constant evduation, improvement, 

and renewal of their educational practices. Therefore, student teachers mua engage in 

reflection in order to improve their teaching. This is a process where the teachers require 

personal initiatives, genuine efforts, and their own time to make changes to their teaching 

approaches and attitudes. 

Finally, it is well-known that student teachers' initial experiences with practica may 

be stressful and overwheiming (Clifton, 1 989). As they are placed in the environment, 

student teachers must learn to cope with the demands o f  the classroom and the school. 

This is a extremely reactive and adaptive process. In spite of the knowledge and skills 

learned in their teacher education courses, student teachers still require their own personal 

time and efforts to fully appreciate the challenges inherent in their chosen careers. Student 

teachers find ways to cope with thek school's demands by seeking "warrnth" in the 

Faculty. In this regard, the reaction mode1 allows student teachers to initiate and seek out 

support. Also. the fact that teaching values individuality, creativity, and spontaneity. as 

Lonie ( 1975) and Nias (1 986) c l a h  suggests that student teachers search for 

opponunities to rnake sense of their profession. independent of their school's demands. 

Thus, the "demandingness" is rninimized in the reaction mode1 as this model can be 

considered more student-directed t han faculty-directed. 

Since both the induction and reaction models are usefùl in understanding how 

student teachers are socialized into the teaching profession, then what model is evident in 
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the Faculty of Education which 1 am examining? In addition, how much "dernandingne~s'~ 

and "wmth"  are perceived by the student teachers in their teacher education prograrns? 

These questions wiil be addressed by examining the perceptions of undergraduate 

education students about their professional sociahtion as weli as their needs and 

concerns in the Faculty of Education at the University of Manitoba. Their perceptions, 

provided in the open-ended section of a Quality of Student Life Survey (vide Ciifion, 

Roberts, Welsh, Etcheverry, Hasinoff, & Mandzuk, 1992), refer to both the 

"dernandingnesss" and "warmth" dimensions as they apply to knowledge, skills, and 

values. Thus, the research question that will guide this study is "What model of 

professional socialimtion helps us best understand the student teachers' concems 

and needs?" A grounded, theoretical approach will be used as the research procedure in 

order to analyze the data. 

In 1993. the Faculty of Education, University of Manitoba compiled The Report of 

the Task Force on Initial Teacher Education Prograrns, referred to as the TITEP (vide 

Hughes, Inine, Jansson, Long, & Stapleton. 1993). The intent of this extensive report \vas 

to examine how teacher education in the province could be enhanced in terms of what 

teachers needed to know and how they could be prepared effectively. In fact, following 

the 1 992 Quality of  Student Life Survey, the TITEP was a broader examination of ho w 

student teachers could be more eflectively socialized into the profession. On a smaller 

scale. this thesis will also examine the components of teacher education and ways to 

socialize student teachers. 



THE SIGNIFICANCE OF THE STUDY 

This study is significant for three reasons. Fim,  this study is significant because it 

will provide a theoret ical understanding of ho w student teachers experienced their teac her 

education program in one Faculty of Education. Furthermore, the theoretical perspective 

wiil provide a broader understanding about ho w teac her educat ion affects the professional 

socidization of student teachers. 

Second, this study is significant because it investigates and interprets the 

perceptions of student teachers in their Faculty of Education. This study is worth pursuing 

because rnany of the student teachers' concerns were acted on by the Faculty of Education 

and, as a resuh, changes were implemented to the program. Furthermore, it is important to 

acknowledge the perceptions that student teachers have about theù preparedness to teach 

because they \ v i l  be, in fact, our fùture educators. 

Finally, this study is significant because the knowledge gained wili allow the 

Faculty of Education at the University of Manitoba to acknowledge its improvements and 

successes in t-hg to improve the teacher education program over the last ten years. Also, 

the research conducted for this study may identfi orher changes that need to be 

implemented in order to fimher improve the socialization of its student teaches into the 

teac hing profession. 



THE LIMITATIONS OF THE STUDY 

Even though this audy is significant in a nurnber of ways, it stili has some 

limitations that must be recognized. Fust, this study is limited theoretically because t only 

identifies the induction and reaction models as Wcrming teacher education programs. In 

reality, teacher education programs are more complex than what is represented by two 

contrasting models. Indeed, other models may be more applicable than the two used to 

initially fiame this study. 

Second, the study is a "snapshot" of one Faculty of Education at one point in tirne. 

Therefore, generalizability to other faculties of education is ümited and tentative. AIso, 

since the data for this study were collected in 1992, it may have limited applicability to the 

present state of flairs in this particular faculty of education and, of course, in other 

faculties of education. 

Finally, there was no triangulation of research methods in this study. The anecdotal 

comments sewed as the only source of data. It is possible that other insights might have 

been possible if these student teachers were interviewed on a one-to one basis or if they 

participated in focus group discussions. Also, there was no cornparison of the 1992 

student teachers' comments with comment s fiom current st udent teac hers. 



OVERVIEW OF THE STUDY 

Chapter 1 has presented an introduction to the audy by identifjing some current 

issues in the Canadian public education and articulates the context of the research 

question. Also, this chapter has introduced major aspects of the literature on the 

professional socialization of student teac hers. Specificaily. the induction and reaction 

models were identsed as king applicable, at least t heoret icaily, to teacher educat ion 

programs. Both models were briefly discussed in terms of "demandingness" and 

"warrnth". In this case, "dernandingness" was defined as the academic challenges and 

expectations placed on student teachers, while '%armth" was d e h e d  as the support and 

respect provided to student teachen by their faculty. The chapter also discussed the 

strengths and Limitations of this particular study. 

Chapter 2 reviews the literature on the professional socialization of student 

teachers in greater detail. This chapter begins by addressing, once again, some current 

criticisrns of public education and by discussing popular alternatives. The nea section is a 

discussion of what faculties of education are actually doing in their programs to produce 

competent and effective teachers. The final section describes how student teachers can be 

professionally socialized through particular models. These models discuss the different 

levels of "demandingness" and %armth" that are appropriate for the professional 

socialization of student teachers. 

Chapter 3 consists of two major parts. In the first part, the methodology of the 

study is explained. Specifically, the instrument used to acquire the data and the research 

procedure used in this study are described. In the second part, information on the sarnple 
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of students and the methodology of the study are explained in detaii. These data reveal the 

audent teachers' perceptions about the quality of their professional socialization, 

conceptualized as professional knowledge, teaching skills, and attitudes. 

Chapter 4 discusses the results of the study, and thus suggests an alterative rnodel, 

a synthetic model for fàculties of education to follow as they sociaiize their student 

teachers into the profession. This suggestion d consider ways that teacher education 

programs can ensure that professional standards are established and respect for student 

teachers is enhanced. In this regard, the model recornrnended in this final chapter explains 

ho w faculties of educat ion can challenge their students cognitively, yet socialiy support 

their affective needs. At the end of the chapter, implications for practice and suggestions 

for funher research are discussed. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

In this chapter, recent criticisms of public education, popdar schooling 

alternatives, dimensions of teacher education, and professional socialization models are 

discussed. Most recently, there have been several criticisms of public education that have 

been expressed by members of the general public. In general ternis, these criticisms are 

based on significant changes to the social, economic, and political contexts of society. An 

obvious dissatisfaction with public schools is illustrated by the increasing nwnber of 

parents who are seeking alternatives to public schooling for their children. Parents have 

sought options for the5 children's education through private xhools, home schooling, and 

leaming centres. The increasing number of f ~ l i e s  choosing these alternatives suggests 

that parents and the general public are dissatisfied with the quality of public education, and 

indùectly that they are concemed about the quality of the teachers, most of whom have 

been educated in faculties of education. Thus, it is important to know more about how 

teachers are actually prepared in faculties of education. It is also important to understand 

the professional socialization models that are implicit in teacher education prograrns. 

CRITICISMS OF PUBLIC EDUCATION 

Several criticisms have been made about the primary purpose of public education. 

It appears that as society grows more complex through social, econornic, and political 

forces, principals and teachers in public schools feel the need to respond by providing 

students with a broader range of choices and options. In other words, the changing nature 
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of society has stimulated public schools to bener prepare audents for their futures in ways 

other than by emphasizing the basics of education. As Lewington and Orpwood ( 1 993, 

p. 3 1-32} aate, "collectively, these forces have had an enormous influence in m o d w g  

the goals and purposes of schoohg and, not coincidentally, in altering the perception of 

Canadians about the quality of the education system." Consequently, in order to 

understand some of the central criticisrns of public education, it is necessary to analyze the 

changing social, econornic, and poiitical contexts of  society that affect the functions of 

schook. 

The Social Context 

Today, the social make-up of Canadian faMlies is significantly more diverse than it 

was two or three decades ago. In 1998, Statistics Canada reported that 63.6% of ail 

families were headed by dual income parents while the 1996 Census revealed that 26% of 

all them were single parent families, and more than 33.3% of them were blended families. 

The prevalence of dual income parents, single parenthoodo and step-parents often creates 

stressfil situations in which children possess greater needs and bring more persona1 

pro blems to their educational environment. "Changes in other institutions, such as the 

family. [means] that schools [have] little choice but to take on a larger role. Youth who 

are troubled. hungry, violent, or confused bring this baggage into the classroom. and their 

learning is affected" (Ghosh & Ray, 1995, p. 13 1 ). Similady, Lewington and Orpwood 

( 1 993, p.34-3 5) argue that schools become social service agencies in order to cope with 

f e l y  problerns that may obstmct the motivation and leamhg of their pupils. Naturally, if 

teachers devote considerable tirne and effort to the persona1 needs of pupils in their roles 
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as family counseliors, personal advisors, or fàccüitators, then they will be detracted fiom 

their primary responsibility of teaching and ensuring that students learn the curriculum. 

The growing ethnic and racial diversity of Canadians also significantly affects 

public education. In 1960,3% of the population of Canada were visual rninorities as 

compared with 1997 when more than 12% were visible rninorities. Today, especially in 

large provinces, such as British Columbia and Ontario, public schools welcome students 

who speak many dflerent languages and practice diverse cultural traditions. The crucial 

question, however, becomes how to address this social diversity within the curriculum. 

The concern regarding cultural and linguistic diversity in the curricula is similar for 

American public schools where ethnic diversity has also increased dramatically during the 

last century (Reyes, Velez, & Pena, 1993). They suggest that criticisrns arise as "students 

of colour" feel limited by the curriculum defined in narrow ways and not f?om a broader 

cultural and linguistic perspective. The concern about the cumculum refers to its 

relevancy and how it is delivered to students (Reyes et al., 1993). In other words. if 

students are unable to connect their school curricula to their lives, then they rnay devalue 

learning and they rnay lose interest in school. Critics argue that when the curriculum better 

suits the needs of diverse students, more of them will be committed to learning (Reyes et 

al.? 1993). Ghosh and Ray (1 995, p. 129) express a sirnilar Mew when they state that: 

gg...cumculum is not equally accessible and relevant to many young people across 
the spectrum of socioeconomic and cultural backgrounds, vocational aspirations, 
geographic locations, abilities, and interests. This is an issue of national concem, 
given the social status and economic importance that our society assigns to 
educat ional attainment." 

As Ghosh and Ray (1 995. p. 130) claim, one viable solution for addressing 
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divenity is the construction of a 'hiore inclusive c ~ c u l u m . "  In this respect, "inclusive" 

means that the curriculum takes into account a broader range of Canadian experiences, 

such as historical accounts of immigrants besides those of British and French heritages, the 

accomplishrnents of women, and various social classes, not j u s  that of the elites. 

Nevertheless, critics argue that when the curricula is more and more accessible and more 

relevant to more students, it places greater dernands on teachers. In other words, in order 

to address greater social and cultural diversity of students, 

"...schools are expected to deüver an array of comrnunity and social 
services .... Teachers are now a part of the front h e  for identifjing and raising 
awareness about problems related to health, fàmily violence, child abuse, racism, 
and poverty, and continue to provide a liaison between children and other 
professionals such as police, immigration officers, psychiatrkts, social workers, 
and career counseliors"(Ghosh & Ray, 1995, p. 130). 

Critics ackno wledge that not only do t hese additional expectations demand 

considerable tirne and effort on the part of teachers, they also affect the structure and 

content of academic cumculum. Also, in order to effectively construct diverse curricula to 

include minority students, teachers may need to teach in ways that recognize diverse 

cultures while not alienating students from other cultural groups. However, this approach 

has k e n  criticized by many parents. Again, Ghosh and Ray (1 995, p. 170- 1 71) examine 

controversies in Ontario, one of Canada's most ethnically diverse provinces, where ethnic 

leaders often claim that public schools do not meet their expectations. At the same tirne, 

non-minority parents who live in minority comrnunities also oppose public schools that 

clairn responsibility for teaching rninority languages and use public h d s  for cultural 

interests (Ghosh & Ray, 1995. p. 170-1 7 1). 



People who criticize social diversity in the development of the curriculum do so 

fiom two central beliefs identified by Friesen (1 983). He suggests that protectors of the 

school beîieve ".. . t h  in a pluralistic society it was impossible to handle the divergent 

moral concepts of al1 groups, and secondly.. . that the school's obligation was to reflect 

what the rnajonty of citizenry demanded" (p. 29). For this reason, some individuals rnay 

view the school as an institution where consensus of attitudes and similarity of ideas 

should be projected through a narrow set of objectives. This concem is paramount among 

critics who believe that the curriculum that serves a broad range of objectives rnay 

minimize core acadernic knowledge, skiils, and values. These concems question the eaent 

to which the curricula can be stretched before they become unfocused and incoherent 

(Ghosh & Ray, 1995, p. 1 3 1 ). 

The Econornic Context 

Similar to the social impacts, technological innovations have transformed the 

economic rnakeup of the workplace, and therefore, the ways individuals are prepared for 

their jobs. Today, new technological advances have altered the jobs of alrnost half of the 

Canadian population (Lewington & Orpwood, 1993, p. 35-36). The importance and use of 

cornputers, for example. affect how children are educated in schools. Consequently, youth 

need to l e m  not only how to use this new technology, but also how to use it innovatively 

in order to gain ernployment in a cornpetitive global economy. For this reason. in 1992, 

the Canadian Task Force On Challenges in Science, Technology and Related Skills 

reported t hat : 



" the success of resource-based industries will be inextricably linked to the 
development of people and the application of technology. ..The future of our 
rnanutàcturing industries.. . will depend on successfùl innovation through the 
application of technology and the development of people" (p. 4). 

Evidently, the fùture direction of the economy depends upon the skills and knowledge that 

the education system imparts to its students. 

On this note, Lewington and Orpwood (1993, p. 36-37) argue that rnany leaders in 

the corporate sector expect public schools to incorporate specific skills in their programs 

in order to produce well-trained and innovative workers for the new economy. In fact, 

Robertson (1 998) reports that Canadian schools spend billions of dollars on computers in 

order to help connect every student, teacher, and classroom to the vast amount of 

information that is available through the Intemet. Although it is cornmendable for schools 

to foster the growth of knowledge for its students and teachers, Robertson (1 998) also 

questions the effect of technology on the major tasks of schools. She says: 

"Canadians certainiy agree that education is more than just information without 
skills, or skills without cornmon sense, or common sense without critical thinking, 
or critical thinking without creativity, or creativity without ... and so on. The rnany 
tasks of education compete daily, not just in the minds of education ministers and 
parents, but for tirne and attention in the classroom. Technology intervenes in this 
cornpetition in panicular, predictable ways. Since information is the tool that 
seeks, finds, stores, organizes, cornmunicates, and packages information, it is 
hardly surprising t hat information tasks jump the queue in technology-centered 
classroom~'~ (Robertson, 1998, p. 1 37). 

It seems that technology can prevent pupils fiom reaching their own conclusions 

about the purpose and meaning of information. In other words, the powerful ability of 

computers to present voluminous, well-packaged information can hinder the intellectual 

dewlopment of  students. For instance, the thinking, initiative, creativity, stimulation, and 



motivation of pupils may sufFer and be replaced by the l u e  of technology. Robertson 

( 1 998, p. 1 38) suggests that the ability people have to access information through 

technology ofien leads to a fâlse assumption. Pupils may believe that learning with a 

computer automaticaiiy enhances the quality of their leaniing and help them acquire vast 

arnounts of information quickly. In this regard, they rnay not gain a broad knowledge base, 

but they may simply accept information without seriously thinking about it. These 

criticisms of technology are extremely important because they suggest that as a classroom 

tool, the computer can potentiaîly control the leaming abilities of pupils. 

Another significant criticisrn of technology in the classroom involves the 

availability of qualified computer personnel to assist teachers (Ghosh & Ray, 1995, p. 5 1). 

Since students may have dficulties in using computers, they depend on their teachers and 

computer experts for solving technical problerns. Ho wever, t his becomes problemat ic if 

teachers are not computer literate. For instance, ifteachers do not know a considerable 

amount about technology or if they have no little for it, then the successfiil use of 

computers in the classroom may be hindered significantly. 

Some parents and educational critics also question the long-term effects of 

computers on children. They believe that striking a balance between core knowledge and 

technological sküls is a difficult task. In support of this belief, Ghosh and Ray (1995' p. 

5 1)  state that, 

"[parents] worry that their children rnay become computer-dependent and 
therefore, they will not leam basic literacy and numeracy skills ... The tendency to 
blarne the education system or the teachers is strong." 



As the general public criticizes what transpires within schools, they also cnticize 

what transpires outside schools that affect the administration of schools. 

The Political Context 

Within the polit ical context, the general public is becoming increasingly concemed 

about educational reforms and the decisions of school boards. Lewington and Orpwood 

( 1 995, p.39-40) claim that the public is dissatisfied with school boards, often referred to as 

the political elite, who make decisions fiorn a distance thereby affecthg those on the fiont 

lines of education such as teachers and school administrators. In other words, rnany people 

question the practical implications of school board rhetoric. However, school boards may 

argue that financial restrictions prevent them fiom doing their jobs adequately. 

Holrnes (1 998) criticizes the financial restraints of school boards which fund public 

schools. "Ontario is the only province in Canada that is still permitted ... a high degree of 

local fùnd-raising for education. In al1 other provinces, either school fùnding is essentialiy 

centralized or else the local financial autonomy is in practice rather slight" (Holmes, 1998, 

p. 26). In other words, with provincial governrnents restricting the spending powers of 

school boards and implementing budget cuts, it is not surprising that public education has 

k e n  criticized. In short, if school boards are becoming isolated f+om their constituents and 

have minimal financial autonomy fiom governrnents, it is questionable whether or not they 

cm maintain their p r i m q  responsibilities to schools. 

It has been suggested that the impact of school boards on public education might 

be minimized if they were reduced in number (Lewington & Orpwood, 1993, p. 40). This 

is a contentious issue as the nature of the comrnunities oflen warrants that school boards 

25 



fùnction differently fiom one another. For instance, some communities are more ethnicdy 

diverse or econornicaliy disadvantaged than others. If so, school boards in these areas 

need to make specXc provisions for schools and audents. In this regard, school boards 

stmggle to make decisions that benefit all students equally. One recurring suggestion to 

irnprove the role of school boards in public education involves delegating specific duties to 

particular bodies. Lewington and Orpwood (1 993, p. 4 1 ) suggest that if school boards 

focus on constructing general educational objectives and allow principals of individual 

schools to decide on the means of achieving the objectives. then they can hopefully 

function more collaboratively and efficiently. 

Overall, the objective of pubiic schools is to provide students with the appropriate 

combination of knowledge, skilis, and values for their fiiture success. However, when the 

goals of schools are diverse as a result of the changing social, economic, and political 

contexts, it becomes more difficult to balance ail these goals with core academic 

knowledge and skills. As Lewington and Orpwood (1993, p. 48) claim, "schools are 

burdened with contlicts over what knowledge and skills are worthwhile, disagreements 

about how to promote self-esteem and disputes over values and beliefs." Acknowledging 

that schools have competing agendas, where do core knowledge and skiils fit? This is a 

difficult question as it seerns that many critics favour equality of educational opponunity 

rather than student achievement. Krarner (1992), for example. suggests that difTerent 

leaming opportunities be afforded to students with varying levels of focus and motivation 

since the goal of pubüc schools appears to be promoting equity, not teaching and leaming. 

Furthemore. Kramer (1  992, p. 11 2) argues that a narrower detinition of a 
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teacher's job could prevent the confusion that ofien exists in the minds of teachers about 

school objectives. She suggests that teachers are to be seen as educators of "...reading 

and writing sküls, of history, science, math, îiterature - not as social workers, baby-sitters, 

policemen, diagnost icians, drug counsellors, and psychot herapist S." Nikiforuk ( 1 993) 

agrees with Kramer (1 992) when he States that personal needs and interests in 

enwonmental awareness, cornputer training, sexual orientation, and global peace have al1 

been given excessive attention in public schools at the expense of basic learning. 

Kramer (1993, p. 212) suggests that, at present, education faculties ofien focus on 

rninor issues such as emphasize instructional strategies educational psychology, and 

pedagogical philosophies rather than major issues such the knowledge base in science, 

mathematics, history, and literature. In essence, she questions the curriculum of teacher 

education and the way teachers are taught by their professors. Krarner ( 1  993, p. 2 13, 3 17) 

also suggests that faculties of education tend to emphasize that teachers are responsible 

for the collective interests and needs of their pupiis and thus their roles as teachers 

becomes misunderstood as caregivers. The consequence of over-accommodating the 

specific interest of pupils is evident in the extensive range of courses that are now offered 

in schools and faculties of education such as farnily life studies, work placement, and film 

making now available in schools (Kramer, 1992, p. 2 11). Thus, there is little surprise that 

the general public is dissatisfied with the quaiity of public education when core knowledge 

and skilis seem to be de-emphasized while the persona1 interests of pupils seem to be 

emphasized. 



POPULAR SCHOOLWG ALTERNATIVE3 

M e n  the general public believes that public schools cannot do their designated 

tasks weil, many parents begin to look for alternatives. Parents and even some educators 

recognize that alternatives need to exist for those who are dissatisfied with the s tatu quo 

in the public school system. Fnesen (1 983, p. 30-3 1) in fàct, suggests that: 

"alternative schools in Canada are here to stay. We have corne a long way f?om the 
nineteenth century idea of a single school system seeking to provide the same 
experiences for all chüdren. Educators have accepted the principle that different 
leamhg environments, programs, and methods must be used to educate today's 
children. Parents disillusioned with the apparent lack in the monolithic system have 
sought alternatives and found them Even local systerns bosses (trustees) and 
govemment bureaucrats have conceded to the development o f  alternative forms of 
schooüng.. .The underlying issue emerging fiom a consideration of why different 
schools might be desirable does not merely stem fiom a dissatisfàction with the 
way things are. Stated positively, it is a value issue." 

In other words, many parents believe that public education does not serve their children's 

needs and have begun to seek alternatives to public schools. As a result, popular schooüng 

alternatives such as private schools, home schooling, and leaniing centres have becorne 

more cornmon in recent years. 

Private Schools 

Friesen's (1 983, p. 3 1 ) historical view of education suggests that, as various 

immigrant groups settled in Canada, each had its own vision of what schools were 

supposed to do. Essentially, many of these schools became private schools. "Many were 

developed along religious and ethnic lines, some were intended to raise political leaders 

for the nation, and some were so exclusive that no more than a mere handfiil of select 

citizenry were able to attend them" (Friesen, 1983, p. 3 1). In other words, untü the 



twentieth century when the concept of universai education emerged, schooüng had 

specific purposes and not ail children had the sarne opportunities (Friesen, 1983). Today, 

private schools are stiil considered exclusive schooiing alternatives based on their 

relatively high cost, competitive academic requirements and ofien isolated geographical 

locations (Friesen, 1983). 

Some supporters of private education believe that in a democracy, people should 

have the right to choose their education (Bergen, 1989). They believe that private schools 

will diversify how education will be offered to students, thus preparing them for a 

pluralistic and competitive country. A question that needs to be asked is: What do private 

schools offer in contrast to public education? Bergen (1989, p. 101) suggests that many 

parents support private schools because they serve ". . .the social fbnct ion of bringing 

together the children of politically and hancially prorninent M i e s . "  Moreover, Bergen 

(1 989) argues that attending private schools dl increase as long as people perceive that 

the programs of public schools are unsatisfactory. Nikiforuk ( 1 993) îurther argues that 

private schools offer parents and children a better quality of education based upon a 

superior moral climate in contrast to what they see as the "moral chaos" in many public 

schools. According to Bergman (1999, p. 77), parents opt for private schools because 

they attempt to provide balanced programs which public schools often lack. He claims the 

attractions of private schools include ?.. a student dress code, strong emphasis on self- 

discipline, academic achievement and physical fitness ...". Therefore, the belief is that these 

children emerge with a strong foundation in academic subjects, yet they are also 

appropriately prepared for the future. However, there is mot her schooling alternative that 
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is difTerent fiom private schools in that it operates out of the home and is highly 

individualized. 

Home Schoolinq 

A second popular schooling alternative is home schooling. Nikiforuk (1 994) 

argues that the major reason parents choose to  home school their children is a desire to 

strengthen M y  values and bonds through strong reügious beliefs which they believe few 

public schools honour. Gorder (1985. p. 36-37) explains home schooling in a broader 

sense. He says that parents cite social, academic, moral, psychologicai, or religious 

reasons for choosing this alternative type of education Clearly, parent educators have their 

own reasons and motivations for home schooling their children. However, the one 

constant seems to be that, at least in part, the moral and social values of public schools 

conflict with their own. Home educators claim that the nurturing and natural envuonment 

of the home helps children think more positively and creatively about their education than 

if they remained in the public schools (Gorder, 1 985, p. 38). It seems that even though 

parents might lack the training, it is compensated through their affective involvement with 

their children. Gorder ( 1 985, p. 38) suggests that "emotion is inseparable fiom the 

leaming process, and the success of that learning process depends on the kinds of 

emotions that develop between a teacher and the student .... The emotions shown at home 

are warm and secure." Similarly, Meighan (1 995) claims that because individuals live in 

an information-rich society, parents are able to take responsibility of their children's 

education by using information that is available around them. He States the parents 

legitimize their stance by stating that they are "... ' fiers'  or 'leaming site managers', \ h o  
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help arrange the leaming program and may ofien operate as feliow leamers, researching 

alongside their children, rather than as instructors" (Meighan, 1995, p. 285). 

Furthemore, in order to st irnulate leaining, NikZaruk ( t 994, p. 1 20) daims that 

parents capitalize on the advantage having fewer students and the fhiiiar and 

personalized settings of their homes to assist them in educating their own cMdren. The 

home is used to accommodate the leaming styles of specifk chiidren in contras to the 

classroom where these dserences cannot always be addressed. This is usefùl as parents 

consider their children who require different light conditions, food, and types of 

cornpanions for efficient learning (Meighan, 1995, p. 283). Overall, parents attempt to 

develop their children's interests and talents as well as increase their self-awareness 

through the positive values associated with the home as an effective educational 

environment. Learning centres are other highly, individualized ways of teaching and 

learning that provide parents with opportunities to enhance their children's academic 

achievement. 

Learnina Centres 

Leaming centres have becorne popular educational supplements to public 

education over the past. few decades. According to Sylvan Leaming Systems Inc.(2000b), 

there are presently 900 Sylvan Leaming Centers throughout North Amenca and Asia. 

These centres and others use diagnostic tests to assess the leaming difficulties of students. 

With this knowledge, teachers emplo yed in these centres customize leamhg programs for 

their clients (Sylvan Leaming Center, 2000a). These centres c l a h  that their individualized 

programs not only improve the grades of students, but also their self-esteem. Indeed. the 
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goal of learning centres is that learning is more than an academic process; they provide a 

sociaiization process in which nurturing and other personalized services are important 

aspects (Sylvan Leaming Center, 2000a). Parents who enroll theù children in leaming 

centres comment on the academic improvements of their chüdren, but also they note the 

greater interest and self-confidence their children deveiop generally (Sylvan Leamhg 

Systems Inc., 2000b). If their self-report s are any indication, learning centres can capitalize 

on individualized senices and enhance the motivation and interest of their clients. 

Many individuais beiieve that leamhg centres are invaluable to students who have 

learning disabilities such as Attention Deficit Disorder or Attention Deficit Hyperactivity 

Disorder (Sylvan Leamhg Systerns Inc., 2000b). It appears that children with learning 

difficulties benefit more from learning centres than they do nom public schools that often 

struggle to balance the needs of special needs students with the needs of other students. 

Again, the individual attention offered to these pupils with special needs seem to make a 

difEerence in their learning abilities and self-esteem ... L e d g  centres capitalize on the 

unique challenges and barriers of each child, thereby building greater self confidence in 

students who may not be integrated into the public school system because of lack of tirne 

and conflicting interests with others students. 

Acknowledging the many criticisrns of public education, some question how 

teachers are educated and prepared for the teaching profession. Some people may believe 

that teachers receive inadequate preparation while they are student teachers at faculties of 

education. Other people may not believe that the issues discussed above indicate that 

teachers have been inadequately educated in faculties of education. Thus, it is essential to 
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ident* and understand the dimensions of teacher education that are ûiherent in the 

pro fessional socialization of st udent teachers. 

THE THREE DIMENSIONS OF TEACHER EDUCATION 

Educational analysts have typically conceptualized teac her education using three 

important dimensions: knowledge, skills, and values. In fict, Di11 ( 1 990, p. 238) state that, 

'ihe task of de fining the kno wledge, skills, and values essential to teachmg must be 
central to schools [fàculties] of education. But it c m  become so only if these 
schools [faculties] honestly conf?ont their fundamental mission. They must clar@ 
their primaiy calhg to be schools [faculties] of teaching." 

In order to be successful, faculties of education must set out their mission by explicitly 

outlining and effectively teaching the knowledge, skills, and values that they want their 

student teachen to learn. It is equally important for faculties of education to S o m  

student teachers why they must learn these particular things. An explanation of this kind 

provides student teachers with some direction for their education and hopefùliy for their 

careers. Thus, what specifc kuowlea'ge. skills, a t ~ d  values are important tu teacher 

educariot~ atld whv are these dimetniotis importattt for the professiot~al socializatioti of 

student teachers? 

Kno wledge 

Evidently, what teachers know and how they apply themselves as educators is 

rooted in various bodies of knowledge. Shuhan (1 987) has developed a well-known 

typology that is representative of a specialized knowledge base for teachers. He identifies 

seven categories that represent the essential areas of teacher knowledge. The categories 
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include: 1) subject knowledge, 2) pedagogical content knowledge, 3) general pedagogical 

knowledge, 4) curriculum knowledge, 5) knowiedge of learners and their characteristics, 

6) kno wledge of educat ional conteas, and 7) kno wledge of  educational ends, purposes, 

and values. 

Arnong these seven categories of knowledge, some are particularly signiticant for 

teacher education programs and thus the following categories are the focus of t his section: 

subject knowledge, pedagogical content knowledge, and theoretical knowledge. The focus 

of many educational reports and analysts has been to discuss effective ways to incorporate 

these areas of knowledge into teacher education programs (see Holmes Group Executive 

Board, 1986; Goodlad, 1990; Sarason, Davidson, & Blatt, 1986). Therefore, al1 these 

areas are, or should be, important dimensions of teacher education programs. 

Subject Knowledne. Combs, Blurne, N e w m ,  and Wass (1974, p. 1) note that the 

earliest conceptions of good teachers were as scholars. In other words, being well- 

informed about a teachable subject was considered to be the most important characteristic 

of good teachers. Even today, although most people believe that good teachers must 

know more than theù subject knowledge, it is undeniable that a strong knowledge base 

functions as the foundation for good teaching. Therefore, the first source of knowledge 

outlined by Shulman (1 987) is subject knowledge. Shulman and Sykes (1 986, p. 15) 

explain that subject knowledge requires teachers to: 

*-... go beyond knowledge of the facts and concepts of a domain. It requires 
understanding the structure of the subject matter ... We expect that the subject 
matter knowledge understanding of the teacher be at least equal to that of his non- 
teaching colleague. And in certain essential ways it must go well beyond that lay 
understanding." 
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Shulrnan (1 987) further notes that subject knowledge rests on two main foundations: 

literature in the subject area and the historical and philosophical background o f  the 

subject. In this regard, student teachers must leam the significant ideas, examples, and 

skills of the disciplines they will, in the îùture, teach. They must also learn the historical 

and philosophical perspectives of their subjects. These perspectives, in turn, form a b a i s  

for their subject knowledge. 

Student teachers acquire their subject kno wledge fiom fàculties other than faculties 

of education. I f  student teachers acquire their subject knowledge from experts in other 

facuities who are not consciously emphasizing ways to teach the subjects at various grade 

levels, do student teachers learn the knowledge required to teach elementary and 

secondary level pupils? Murray and Porter (1996, p.25) contend that "...since the 

traditional academic majors are geared towvards graduate study or entry-level employment, 

it does not induce in students the kind of basic subject matter understood to be necessary 

for an effective teac her." The concems about academic disciplines for prospective teac hers 

was fùrther explained by the Holrnes Group Executive Board (1986, p.29) when the 

Commission wrote that contemporary acadernic majors: 

"...fail to elaborate the structure of the disciplines, their origins and goals, and 
gives criteria which cause some issues to be studied deeply and others to be rnerely 
interesting or trivial. This limited focus does not provide an adequate grounding 
... for professional teachers at al1 levels who must find and present the most 
powveful analogies and generate ideas in a way that both preserves the integnty of 
the discipiiiary knowledge and teaches students to understand the subject." 

Teacher education programs have provided general directions concerning their 

students teachers' subject knowledge. Moreover, many experts on educational change 



have recommended that fàculties of educat ion out line specific discipline courses and 

requiremmts for student teachers so they are comptent to teach their subjects 

appropriately (see Holmes Group Executive Board, 1986; Fullan & Connelly, 1987). 

Clearly, then, the importance of subject knowledge for student teachers cannot be taken 

for granted. The responsibilities of  student teachers are grounded in their comprehension 

of the subject matter that they will eventually teach. In other words, in order to teach 

something, student teachers first need to know it thoroughly. Once this is accomplished, 

they can focus on teaching their subjects in effective and dynamic ways. 

Pedagoeical Content Knowledge. As teacher education programs emphasize 

subject knowledge, they also complement that knowledge base with pedagogical content 

knowledge. Shulman (1 987, p. 4) defines pedagogical content knowledge as "... the 

blending of content and pedagogy ...p edagogical content knowledge goes beyond 

knowledge of subject matter per se to the dimension of subject matter knowledge for 

teaching." In other words, student teachers must learn to reformulate their subject 

knowledge into a teachable subject. This is a distinguishing expectation for student 

teachers compared to ot her students in the same discipline. 

Shulman ( 1986) explains funher that teachers must learn to teach their subject 

areas in ways that are most comprehensible to students. He suggests that using the most 

powefil examples, analogies, illustrations, demonstrations, and explanations in disciplines 

are essential to developing teachable subjects. For this reason, student teachers need to 

understand how subject matter c m  be presented in ways that are meaningful for pupils. As 

Combs et al.(l974) suggest, it is insufficient for teachers to simpiy present Facts; teachers 
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must discover meaning in the knowledge they have in order to assist their students in 

identifLing that meaning . The value of teachers constructing meaning about knowledge 

leads to the formation of the pupils' o~vn pwposes, interests, values, goals, and attitudes. 

This is a personal process in which pupils seek to understand the material for themselves, 

but under the guidance of a thoughtful and well-educated teacher. 

Teachers can, of course, help students connect meaning to knowledge in a myriad 

of ways. Tickle (2000), for example, suggests that teachers need to constantly relate to the 

rapidly changing dimensions of society such as advancing technology, multiculturalism, 

globalizat ion of infonnat ionl and the need for specialized knowledge. For these reasons, 

Tickle (2000) argues that subject rnatter is made meaningful to students when knowledge 

is referenced to society's cultural characteristics that students know. Tickle (2000) States 

that teachers c m  bring meaning to thei teachiig subject by using current technologies to 

teach the material and to keep abreast of current information. Also, it is beneficial for 

students, in preparation for a particular career path, to acquire knowledge that 

inco rporates specific disciplines for a specialized kno wledge base. Clearl y, t eacher 

education program have the important task of showing student teachers how to make 

their disciplines understandable and relevant to their pupüs. 

Theoretical Knowledne. While it is important for teachers to acquûe a strong 

knowledge base in theû subjects and to know how to teach their subjects, knowledge 

about the context in which they teach is also significant. This knowledge base represents 

the theoretical foundations to the profession which provides some guidance about the 

directions and missions of teaching. According to Shulman ( 1 987). this theoretical base is 
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divided into three sub-categories: knowledge of learners and their characteristics, 

knowledge of educational contexts, and knowledge of ends, purpose, and values of 

educat ion. 

Fùst, knowledge about students and their characteristics is essential information 

for al1 teachers. Grossman (1 994, p. 654) elaborates that knowledge of learners "includes 

knowledge of learming t heories, the physical, social, psychological, cognitive develo pments 

of students; motivational theory and practice; and ethnic, socio-economic, and gender 

diversity among students." In the face of considerable diversity among pupils, teachers 

must demonstrate flexible and multifàceted understandings of knowledge so that 

appropriate alternative explanations of concepts, ideas, and principles can be imparted to 

them (Shulman, 1 987). Beyond this, it is the teachers who must adequately explain the 

purpose and rneaning of particularly difficult concepts and ideas. As Tamir ( 1985) States, 

teachers need to recognize concepts that have cornmon rnisconceptions. He argues that 

knowledge about learners requues an in-depth assessment of how pupils learn most 

effectively as well as knowing what teaching approaches and class exercises are most 

suitable. 

Second. knowledge of various educational contexts such as the classroom. the 

govemance and financing of school districts, local comrnunities, regions, cultures, and the 

farnily greatly influence the teachers' roles and the conduct of schoois (Shulman, 1987; 

Grossman, 1994). Teachers are expected to teach with respect to particular boundaries: 

appropnateness o f  rnaterial in ternis of complexity and sensitivity to pupils as well as to 

school and comrnunity standards. Teachers also need to consider various external factors 
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that can potentiaiiy affect learning. More specifically, as numerous extemal fàctors such as 

the Eunily or cultural differences create considerable stress for students, teachers need 

greater awareness of how to handle pupils and accommodate their needs with the 

appropriate resources. 

F W y ,  teachers require knowledge of educational ends, pwpose, and values. As 

Shulman ( 1987) explains, kno wledge of the schoohg process refers to the philosophical, 

sociological, historical? and ethical foundations of education that form essential knowledge 

for teachers. This knowledge provides student teachers with a broader perspective on 

education as they attempt to become effective teachers. In these capacities, teacher 

education programs must demonstrate to st udent teachers that theoret ical kno wledge can 

affect and hprove their pedagogical knowledge and they must emphasize the two types of 

knowledge are not mutualiy exclusive. 

Overail, the knowledge base of teachers is extremely broad and cornplex. Teachers 

are expected to effectively understand and teach many types of knowledge that wviil 

eventually have a positive effect on pupil understanding. Ho w do teacher education 

programs incorporate al1 these knowledge bases that educational experts deem so 

significant to the professional soc ialization of teachers? Furt hermore, if some of t hese 

knowledge bases are not fully developed, will teachers be less prepared? As Shulman 

( 1987) claims, the overlap arnong most of the knowledge bases creates difficulty for 

teachers. Specificaliy, the pedagogical content knowledge of teachers is contingent on 

knowledge of leamers and their characteristics. Similarly. general pedagogical knowledge 

depends on what is taught, the subject knowledge. Faculties of education are always 
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lirnited by resources and t h e  to train their students in dl these areas. Therefore, it is the 

task of professors to seek ways to integrate the various knowledge bases into their courses 

by emphasizing the most important aspects of these knowledge dimensions which overlap 

and seem essential to the professional socialization of  teachers. Similar to having a weU- 

developed knowledge base, student teachen also need to acquire skills that will enhance 

the quality of teaching. 

Skills 

Olsen (1 973) distinguishes between knowledge and skills. While knowledge is 

conveyed through speech, prht, pictures, and film, skiils are taught through direct 

coaching. Therefore, teachers' skills refer to their abilities and actions in using their 

subject and pedagogical knowledge to actuaiiy teach pupils. Teachers need to perfect 

their pedagogical skills so that they are suitable for pupüs of varying ages, capabilities, and 

backgrounds as well as appropriate for dflerent subject areas. Therefore, student teachers 

must learn to create productive learning environments for pupils by using at least three 

fundamental skills: classroom management skills, cornrnunicat ion skills, and technological 

skills. 

Classroom Management Skills. Tickle (2000) argues that particular classroom 

management skills of teachers are necessary to allow the educational experiences to be as 

productive as possible for students. These organization sküls "..depend on dispositions and 

the capacity [of teachers] to judge the organization opponunities of particular situations 

that involves observation, assessment of evidence, decisiveness, and possibly risk-taking" 

(Tickle, 2000, p. 48). Teachers must learn to transform their classrooms into learning 
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environments that maWnize their pupils' interests. Furthemore, Good (1 990, p. 4 1-42) 

states that good management skills are important in becoming effective teachers. He 

suggests that teachers can make their intentions clea. in the classroom through their 

management skills. In this regard, students are made aware of the objectives of the 

teachers and teachers can monitor their O wn progress and efficiency in the classroom. It 

seems that classroorn management skius are buiit upon improvisation, intuition, and the 

perceptiveness of teachers. In other wordq there are certain aspects of teaching that 

cannot be prepared and thus require teachers to be spontaneous. Therefore, it is sornewhat 

questionable that all these skills can be mastered by student teachers during their years in 

teacher education prograrns. They rnay begin, but they may not master how to effectively 

manage a classroom. As student teachers acquire the skills to organize classroom, they 

must also learn to communicate effect ively \vit h pupils. 

Communication Skills. Combs et al. (1 974) contend that how pupils understand 

subject material depends largly upon the communication skills of their teachers. He states 

"the student's grasp of content will be determined in large measure by the success of the 

instructor in comrnunicating it. Communication ... is a skiil to be learned in its own right, 

and it has not occurred until something happens in the learner "(p. 55). By this comment, 

Combs et al. (1974) mean that subject rnatter is relatively useless d e s s  it is 

communicated effectively to students so that they acquire the desired knowledge or skills. 

A h .  an essential aspect of communication skills involves constructing meaning for 

students. As Combs et al. ( 1974, p. 56) also state, "communication is not just a matter of 

presenthg data. it is a fbnction of discovery and development of meaning." In essence, 
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audents will not leam effectively if they are bombarded with information. There needs to 

be meaning and purpose associated with knowledge for pupüs to understand and learn 

effectively. How is such a task accomplished? 

Effective conimunicat ion skills stem fiom teac hers' pedagog ical reasoning skills. 

Shulman (1 987, p. 15) defines pedagogical reasoning as the process of reformulating 

subject knowledge "Uito forms that are pedagogically powerful and yet adaptive to the 

variations and abiiity and background presented by the students." The purpose of 

pedagogical reasoning skills is also noted by Howey and Zimpher (1996, p. 493-494) who 

state that these skiils must be leamed by teachers themselves. They note that the wisdom 

and reasoning of experienced teachers is imparted to prospective teachers, yet individual 

teachers must exercise their own judgments because of the personal~ed nature of 

teaching. In order to teach meaningfully, teachers are required to endure a cyclic set of  

intellectual activities that constitutes the pedagogical reasoning process. Shulman (1  987) 

States that the process begins with teachers understanding their subject material, foilowed 

by effective construction of the cumculuq and then proceeding with transforming that 

knowledge into the best comprehensible form for pupiis. This transformation of 

knowledge involves the stages of selecting, preparing, and representing knowledge, and 

followed by persona1 reflection which creates new knowledge and better refined skills for 

teachers. In this capacity, teac her education programs must educate student teachers about 

the processes associated with constructing meaningful knowledge for pupiis. One 

important way students teachers can comrnunicate effectively with pupils and teach in 

relevant ways involves the use of technology. 
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Technological Skiils. Some skiiis of teachers need to be constantly updated and 

rehed, and technological innovat ions, specifically computers, have forced teac hers to 

restructure their skilis. As Webb and Sherman (1 989, p. 21 5) state, "teachers do not 

simply lose theK talents they once had (or should have had); old talents are replaced with 

new skiils and new assumptions." Nevertheless, many educational critics still decry 

technology in the schools because they believe that technology has moved teachers away 

60m king reflective practitioners. Nevertheless, as Tickle (2000) suggests, technology is 

integrated in ail aspects of contemporary life and particularly in the workplace. Therefore, 

it is expected that student teachers wiil acquire the appropriate technological skills that 

\vil1 allow them to teach effectively. Recalling that teachers need to teach in ways that are 

meaningful and purposehl to pupils and in ways that relate to the rapidly changing 

dimensions of society, it is inevitable that technological skills wili continue to be a 

fùndarnental part of teacher education. Most importantly, ifteacher education programs 

remind student teachers to use technology as a helping tool rather than place a rnindless 

reliance on it, then other teaching skills will not be sacrificed for these technological skills. 

OveraU, as faculties of education attempt to educate student teachers with the 

appropriate skills, an important question must be asked. Can these faculties really teach 

professional skiiis to their student teachers? Indeed, they can emphasize the skills that are 

important and provide experience through course work; however, significant ski11 

development for teachers may corne only afier extensive teaching in the field. In this sense, 

greater experience may assist student teachers in perfecting the skills of the profession. In 

fact. Tickle (2000) argues that the knowledge and skills which teachers l e m  in order to 
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teach pupüs, assess their own pedagogical practices, and educational issues must be 

complemented with an understanding of professional values. 

Values 

Tickle (2000) emphasizes that teachers' abilities to teach requue that they 

understand their own values. Naturally, individuals involved in a simiiar type of work are 

ükely to share some common values about their work. These values f om the culture of 

the profession and are derived fiom similar responses and attitudes to teaching situations. 

Therefore, in order to understand how teachers are professionally socialized, it is essential 

to know what values they need. There are three values that are typically emphasized in 

teacher education programs: moral qualities, individualism, and altniism (see Goodlad, 

1990; Nias; 1986, Webb & Sherman, 1989). 

Moral Oualities of Exemplary Teaching. The professional socialization of teachers 

requires them to uphold appropriate moral values. Nord (1 990, p. 174) States that 

teachers: 

". .. hold an "office" defked by special moral obligations. Some of these obligations 
cut across al1 professions-to keep up in one's field, to maintain confidentiality in 
professional relationships, to avoid discrimination on the basis of race or sex. 
Others are peculiar to the profession of teaching -to grade exams fàirly, to keep 
parents informed, to try to understand what students say." 

The cornmitment of teachers to provide a moral education involves their ethical 

sense of king. In this capacity, teachers demonstrate ethics in their teaching, implicitly or 

explicitly, by conveying their sense of truth, authority, and right and wrong to theù 

students. Furt hermore. t heir et hical sense of teaching emit s through their encouragement 

of inteuectual honesty, disciplined thinking, and a respect for reasonableness (Nord, 1 990). 



By acting in this manner, teachers can contribute to the moral development and education 

of their own pupils. Nord (1 990) suggests that an ernphasis on moral qualities makes 

pupils hardworking, fàir-rninded, honest, responsible, caring, and courteous. He beiieves 

that moral education does not directly occur through teaching, but rather, through the 

process of socialization. Therefore, teachers must leam to integrate aspects of 

socialization into their classrooms and into their interactions with pupils. For instance, 

Nord ( 1 990) suggeas that the role models that teachers provide, theù ways of rewarding 

and discipiining students, and their classroom rules can influence how pupils develop 

morally. Based on these instances, if teachers value morality, then they must treat pupils 

wifh respect and honesty, be excellent role models, and establish fkir classroom rules. 

Even though teachers have an obligation to create professional standards by teaching 

justly, they are also expected to be creative and unique in their teaching style, reflected in 

t heir individualism. 

Individualism. Teachers are continually leamhg how to be effective practitioners 

through their individual efforts. Lortie (1975 ) outlines how teachers value individualism in 

their profession: 

"The teacher who is burdened with arnbiguous criteria must select his own 
indicators of effectiveness; this gives him the chance to align his goals with his 
capacities and interests. Having worked out a satisfaftory balance, a teacher is 
likely to resist conditions that would force change-he has a stake in autonomy, the 
ideo logy of individualism serves teac hers' purposes; it undergùds psychic 
rewards; the circle is closed" (Lortie, 1975, p.2 10). 

Being effective depends on a number of things: the subject king taught, the pupils' 

abilities, and the school administration's demands on teachers. Therefore, teachers need 



opportunities to independently and creatively develop teaching strategies, and then to 

reflect upon the outcornes of their pupiis' leaming. Further, as teachers take an active role 

in thek own professional socialimtion, they are ükely to reap personal rewards of self- 

worth and dignity. In this capacity, developing thek identities requires teachers to attempt 

different approaches and reflect upon theu behaviours in order to improve. Nias (1 986, 

p.6) quotes fiom various teachers' experiences: 

"They fiequently defended the right of thernselves and their colleagues to teach as 
[they felt] happy, or offered probationers the advice to establish yourselfand your 
own style in your first year. ... 'I wouldn't want to teach in any other way. This is 
how 1 feel most cornfortable. ... I'm unique. I've developed my own f o m t  and 
style'. . ." 

It seerns that teachers feel more self-assured when they know that c m  develop 

their o m  teaching methods and identities. Indeed, Lortie (1975, p. 167) argues that 

teac her individualism is deeply rooted in classroom management, assessments of pupik, 

and evaluation. He argues that because the profession acknowledges that individualism as 

an essential value, and therefore does not provide any standard requirements to develop 

the self, teachers mua survive on their own. Consequently, teachers' persona1 initiatives to 

cope in their profession contribute significantly to the formation of their professional 

identities. However, as teachers value the persona1 rewards gained through their own 

creative and unique efforts, they also value the opportunity to assist, guide, and motivate 

pupils. In this sense, teachers need to be altruistic. 

Altruism. Despite the multiple responsibilities and related stress associated with 

teaching a variety of students, most teachers recognize the intrinsic value of assisting 

others. Webb and Sherman (1989, p. 323)' for example? note that "...teacting is a helping 



profession that attracts individuals who feel an emotional and moral need to serve others. 

There are other motives for teaching ... but service is the largest single reason teachers give 

for wanting to teac h." Many teachers, especially beg inning teac hers, O ften hold idealistic 

views about the profession whereby the intangible rewards of assisting and motivating 

students seem to outweigh their many other responsibilities. 

Establishing supportive and caring connections with pupils is Jso highly valued by 

teachers. In fact, Hargreaves (1998, p. 835) States that: 

'$ood teaching is charged with positive emotion. It is not just a matter of knowing 
one's subject. king efficient, having the correct cornpetencies, or leaming all the 
right techniques ... They [good teachers] are ernotional, passionate beings who 
connect with their pupils and fil1 their work and classes with pleasure, creativity, 
challenge and joy." 

Teachers create emotional bonds with their pupils because this allows them to educate 

t hem as intellectual and social beings. Funhermore, understanding the emotional 

dimension of teaching helps teachers know how to teach and what to teach. In this sense, 

teachers can feel proud of thernselves as they adjust their teaching approaches to what 

they know about their students (Hargreaves, 1998). 

However, the process of understanding the emotional dimension of teaching is 

challenging. Ofien, students are manipulative and distance thernselves fiom teachers who 

then have great dificulty in relating to them. Also, only recently have the emotional 

dimensions of teaching k e n  discussed among teachers. Previously, the topic was 

acknowledged only within the educational change and refonn literature (Hargreaves, 

1998, p. 850). Yet, since most teachers articulate their knowledge and decide how to 
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teach based on theY emotional bonds with, and their understanding of, theY pupils, this 

aspect of the professional socialization of teachers cannot be ignored. 

Overall, professional values are irnplicitly conveyed to mudent teachers through 

theù course work and directly understood through practica experiences. For instance, as 

student teachers l e m  to design assignments and tests, they realize the essential 

components of king fair. Sirnilarly, in their practica experiences, student teachen begin to 

form some attachrnent to their work as they begin to teach in accordance with specific 

professional standards. These values suggest what the hculty deems as desirable 

characteristics of teachen in order to be effective and successful practit ioners. These 

values also suggest what is preferred among teachers themselves. Therefore, theù 

formation of professional values stems fiom what they believe is important to their 

identities. Student teachers, in tum, will intemalize the values emphasized to them in order 

to derive meaning and purpose in what they do. This will be instrumental in their 

comection to theù chosen profession. If dimensions of knowledge, skills, and values are 

important to teacher education. then how do student teachers actualiy acquire these 

dimensions of teaching? Student teachers learn these things through their professional 

socialization. 

PROFESSIONAL SOCIALIZATION MODELS 

Acknowledging that specific knowledge, skills, and values formulate the basis of 

teacher education, it is essential to understand how teacher education programs teach 

these dimensions in order to develop the professional roles and identities of student 
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teachers. According to H o m  and Edwards (in press), the professional role of a teacher 

means that the person is: 

"a knowledgeable, weli-organized, and consistent classroom leader who interacts 
with students, coiieagues, and community members purposefidiy and effectively. 
The individuai sees teaching as more than meeting with students, and works with 
peers on identifjing and acting on problems in classrooms and school 
levels ... The teacher values this opportunity to be an integral school decision- 
maker, and others value the teacher's perceptions and knowledge of 
desirable practice". 

In addition, Nias ( 1986) argues that the professional identities of teachers refer to the 

closely dehed  values, beliefs, and attitudes they hold about teaching. Nias (1 986) daims 

that many new teachers form their initial identities based on ideaiistic and romanticized 

values, beliefs, and attitudes. As teachers gain more expenence, their identities become 

more dehed  and stronger since they better understand what professional goals are 

significant to them. Overail, the process by which faculties of education educate their 

students to learn their roles and to deveiop their identities is known as professional 

socialkation. Simpson ( 1979, p. 17) says that: 

"...professions have a privileged position that entails institutionalized roles. Their 
places are secured in large particularly by professional schools acting as their 
recruitment agents. The school controls the inflow of labor into its parent 
profession. It performs three basic tasks. It selects the persons to be admitted to 
the profession; it educates them in professional knowledge; and it instills 
appropriate professional orientations. There is no quarrel about the tint two 
recruitment tasks, but the third is an issue in the field. The issue has two sides; 
whether or not students leam orientations and whether or not a professional role is 
inst itutionalized so t hat orientations leamed may be followed later by practitioners 
in their work." 

According to Simpson ( 1 979), the way students intemalize their professional education 

depends primanly on the approaches used by their faculties in creating professional roles 



and identities. Undoubtedly, professional knowledge, skills, and values will always be 

irnparted fiom professional fàcuhies to its audents, but how students make sense of these 

dispositions varies according to the goals and expectations of their professional schools as 

well as their profession. For this reason, there are dBerent ways that professional 

socializat ion occurs. The literature, in fact, out lines two compet ing models of professional 

socialization that are applicable to teacher education: the induction model and the reaction 

model. 

The Induction Mode1 

The induction model, proposed by Merton, Reader, and Kendall (1957)' rests upon 

fke assumptions. Fust, it assumes that professional schools dictate what their students wili 

learn in accordance with the n o m  of the profession. In other words, inductionists c l ah  

that the profession's image is well-established to its own members and to members of its 

faculty. Thus, the professional body and faculty are similar in their perspectives and goals: 

a professional subculture clearly exists for programs based on induction. 

Second, t hs induction model assumes that the profession directs its professional 

faculty to impart the knowledge, skills, and values of the profession to its stiidents. 

Professors are explicitly direct and clear about what students must learn prior to their 

entry into the profession. By doing so, the knowledge, skills, and values of the profession 

are taught fiom the faculty's perspectives, rather than from the smdents' perspectives. 

Third, since the professional school acts as a subsystem of the profession, it claims 

authority and control over its students. The faculty members explicitly outl ie  their 

expectations of professional behaviour and attitudes to their students. In this regard. the 
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professional socialization of students occurs in a lock-step rnanner, whereby the locus of 

control lies with the fàculty. 

Fourth, the induction model considers students as '~rofessionals in the making -- a 

transitional and developing status--and they are treated accordingly (Bloom, 1965, p. 154- 

1 55). The assumption that students are professio~ls at the onset of theu program 

emphasizes the desire for faculty members to shape t he i  students' identities and roles to 

those acceptable by the profession. In other words, fiom the perspective of this model, 

students are expected to respond to the objectives established by the faculty and the 

profession rather than construct their own knowledge, skills, and values as developing 

professionals. 

Finally, the induction model emphasizes the dimension of "demandingness'? more 

than the dimension of "warmth" in its approach to professional socialization . 

Subsequently, there is greater social distance or less "warrnth" evident between professors 

and students. Professional faculties are directive and dernanding with their students in 

order to make expectations clear and establish a professional culture among them. 

"Demandingness" suggests that professional faculties place particular expectations on 

students so they complete their education with specific knowledge, skills. and values. It is 

essential to the induction model that the professional socialization process builds student 

orientations that are similar to those of seasoned professionals. Hence, professors teach in 

ways that are directive and they dissuade students fiom constructing their own 

interpretations. This ensures that, as students enter the profession, they will carry wit h 

them the normative expectations that they learned in their professional school. Clearly, the 
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professional school holds authority and control over the knowledge, skills, and values 

because it explicitly outlines accepted modes of conduct and the purposes of the 

profession. In other words, professional socialization as advocated by the induction model, 

is faculty-directed, rat her t han student-directed and it emphasizes the dimension of 

"dernandingness" more than the dimension of "warmth". 

The Induction Model and Teacher Education. Among those who criticize current 

educational practice, both Kramer (1 992) and Nikiforuk (1 993) clearly identiS. with the 

basic tenets of the induction model. Specificaily, they view faculties of education as 

institutions that are responsible for educating student teachers to develop a strong 

knowledge base. Their clairn is that public education has fallen victim to a myriad of 

purposes which, in retum, has weakened the knowledge, skills, and values base of teachers 

and their passion for learning. Thus, these authors believe that fâculties of education must 

emphasize to student teachers the importance of building a strong knowledge base and 

inspiring their interest in learning. Specifically, Kramer (1992, p. 21 1) states, 

"...what we need is to sacrifice quantity for quality, both in the institutions that 
educate teachers and their graduates. The institutions should be essentially 
academic. and theu graduates should be judged by how much they know, not just 
by how much they care about students." 

Similarly. Nikiforuk (1 993) argues that prospective teachers must demonstrate adequate 

cornpetencies and acquire abilities to detect when their teaching has failed. Furthemore, 

both authors suggest that a passion for leaming must be inspired in student teachers and 

then extended to rheir own pupils. As Kramer (1 992, p. 222) states, 'ihe people who 

become "educatorso' and who run Our school systerns ... are not people who have studied, 
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know, and love literature, history, science, or  philosophy. Generally, our c'educators" are 

not educated. They do not love leaming.. .". Even though Nikiforuk ( 1993) and Kramer 

( 1 992) disagree about who should prepare and educate teachers, either professional 

centres or faculties of educat ion respectively, both claim that professional institut ions must 

instill the appropriate standards and expectations of the profession. As proponents of the 

induction model suggest, professional schools must construct a subculture that then 

becomes a subsystem of the larger profession itself. Educational critics such as Kramer 

( 1 992) and Nikiforuk ( 1 993) seem to agree with this view as they argue that faculties of 

education must hold ultirnate control and authority regarding what and how student 

teachers learn in their p r o g r m .  

Considering the characteristics of  the induction model, what are some examples of 

how the model fûnctions in teacher education? In the induction model, professional 

schools exert authority over the professional socializat ion of students. Thus, there are 

three ways by which the faculty maintains control over their students: by delivering 

lecture-based courses, by structuring direct ive assignrnents, and by inst illing professional 

standards and values. 

Acknowledging the beliefs of Kramer (1992) and Nikiforuk ( 1  993). faculties of 

education must emphasize the mastering of professional knowledge in order for student 

teachers to become effective and competent educators. In this regard, faculties of 

education specie the courses and the sequences of courses that student teachers must take 

during their programs. Naturally, these courses teach knowledge that professors in 

faculties of education beüeve is the requisite knowledge of the profession. For instance, 
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faculties of education expect that prospective early and middle years teachers will have a 

knowledge base consisting of a broad range of disciphes such as language arts, math, 

science, and social studies. Sirnilarly, fàculties of education expect that prospect ive senior 

years teachers will select specific, acadernic disciplines in which they will focus. As they 

will teach senior grades, it is believed that their knowledge base must have more depth 

than early and middle years teachers. In other words, Faculties of education place specific 

discipline requirements upon theù students so that the y coincide with their respect ive 

teaching levels. Clearly, this is one indication that fàculties of education act as subsystems 

of the profession by claiming control over their student teachers. 

In order to ensure that student teachers acquire these various knowledge bases, the 

nature of these courses are ofien lecture-based and faculty-driven. As professors hold the 

ultimate authority in their classes, student teachers have minimal opportunity to articulate 

their own professional knowledge with competing perspectives fkom that of their 

professors. In this capacity, professors become role models and mentors for student 

teachers. Professors, in turn, capitalize on these courses in order to ensure that student 

teachers emerge with knowledge that is expectlzd in the classroom. Clearly. this is an 

approach where professors use a 'iop-do\~n?' approach to their teaching. 

Another exarnple of how the induction mode1 functions within faculties of 

education relates to the attainment of student teachers* sküls. Specifically, education 

professon teach their student teachers how to evaluate their pupils and how to deal with 

them fairly. Thus, there must be some conformity in these aspects of teaching in order for 

teachers to be valued and respected individuals who can be counted on to adhere to the 
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common purposes and goals of the schools, whether they are public or private. 

One significant way in which professional standards are instilled is through the 

development of professional skills. Before extensive periods of teaching are attempted, 

student teachers need an overt understanding of what skiils are required in classrooms. 

Therefore, the professional skills that faculty members teach to student teachers must be 

clearly outlined, strongly enforced, and continually reinforced. More specifically, the type 

of assignrnents and exercises that student teachers complete must develop skilis that are 

useful for effective teaching. Thus, assignments, such as planning lessons, creating tests, 

and witing essays, are common in education courses. Professors have high expectations 

concerning the quaiity of these assignments as this is the way student teachers leam what 

is expected of them in their profession. Faculties of education recognize that student 

teachers may implement professional skiils in different ways because of their own persona1 

style and the nature of theù pupils. However, faculty members also expect student 

teachers to understand what is required of them as teachers and faculty members place 

demands on their student teachers in order for them to rnaster particular skills and 

compet encies t hrough course assignments. 

Similar to the professional standards in teachers' skills and cornpetencies, there are 

also important professional values. Teaching, as a profession, is cornrnonly known as an 

altruistic profession. More specifically, it is a profession built on guiding, inspiring, and 

motivating pupils as the core of the profession's image. Therefore, it is the responsibility 

of faculties of education to teach these values to students teachers. Faculties of education 

strongly emphasize appropriate values to student teachers who c m  then align 
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themselves with the identities of teachers. These identities develop nom the values 

reinforced in the faculty and the profession. In this regard, student teachers should feel a 

strong comection to their profession as they construct their professional identities. 

Furchermore, student teachers should have a close bond wit h their fàculties of education 

that attempt to prepare and socialize them for their future careers. 

Faculties of education make a concerted effort to instill the appropriate values of 

the profession to student teachers p ior  to their entry into the profession. For instance, 

values of morality and senice to others are conveyed to student teachers throughout both 

their coursework and their practica in the schools. Through the combined influence of 

both, student teachers are made aware of the nature of their work and their fiiture careers. 

The professional values of service are clearly positive and honourable qualities. Therefore, 

teacher educators ofien attempt to hstruct their prospective teachers to understand and 

respect these values fiom the outset. In return, Faculties of education and teacher 

educaton expect student teachers to identifi with the profession by incorporating these 

values into their professional behaviours and attitudes. By clearly identifjhg values in the 

student teachers' programs, they can transfer these normative values of the profession into 

prac t ice. 

The Reaction Model 

A second model, the reaction model, has k e n  developed by Becker, Geer, 

Hughes. and Strauss ( 196 1). Similar to the induction model, there are fiw assumptions 

upon which the reaction model rests. First, while the induction model ciaims that 

professional roles are institutionalized in professional faculties, the reaction model claims \ 
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the direct opposite. Becker et al. (1 96 1) argue that since students are focused on their 

own interests and needs as students, they do not yet ident* with the profession as it 

exists. The orientations that the students acquire through their professional education 

difFer fiom the orientations and experiences they gain as actual practitioners in their 

workplace. Becker et. al ( 1 96 1 ) argue that, as the circumstances of these students change, 

so do their perspectives about their professional socialization. Thus, they conclude that the 

professional SC ho01 and the parent profession are separate and independent entities. 

Second, as Becker et ai. (1  96 1) state, faculties which follow the reaction model 

still expect their professors to impart knowIedge, skills, and values to their students. 

However, unlike the induction model, professors assume the role as facilitators of 

knowledge and CO-learners with their students. In this capacity, students know that their 

ideas and opinions are welcomed and valued by their professors. Moreover, students also 

gain knowledge fiom their peers. Since students have the sarne experiences and have 

simiiar interests and needs, they can benefit fkom sharing their commonalities as well as 

each ot hem' perspectives. 

Third, a main difference between the induction and reaction model is the control 

rhat students possess over their professional behaviours and attitudes. Wit h the induction 

model, the professional school is an agency of the parent profession. Therefore, its main 

responsibility is to ensure the continuing structure and functioning of the profession 

through the education of students. In contrast, with the reaction model, students have 

more flexibility with their program, thereby the locus of control lies with them. The 

students are expected to internalize their professional socialization through their own 
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interpretations (Becker et al, 1 96 1 ). As they are constant- reacting to the demands of 

their programs, the students integrate their own knowledge, skiiis, and values with those 

of their professors. In this way, their professional socialization process takes places in a 

spiral fàshion, whereby th& source of knowledge is to a large degree, student-directed 

and extremely difise. 

Fourth, proponents of the reaction model claim that professional socialization is 

based on the situations of the students at a particular t h e .  For instance, as students, they 

are confined by their o w  needs and the demands placed on them as students. In the 

reaction model, students do not identi@ with actual professional experiences as do 

students professionally socialized by the induction model. Therefore, reactionists argue 

that interpretations of their professional socialization are based on their responses, 

reactions. and perspectives as strrdents, not as professionals and not according to the long- 

term objectives of the profession. 

FinaUy, the reaction model emphasizes the dimension of 'warmth" more than the 

dimension of "demandingness". Subsequently, there is greater closeness and less 

"demandingness" evident bet~veen professors and students. The reaction model's 

approach makes students feel that they have a meaningfùl relationship with faculty 

members. In other words, the students learn that theù faculty is serving theù needs and 

hterests. "Warmth suggests that faculties provide appropriate support and guidance for 

the students as they adapt to the demands placed on them. The reaction model claims that 

students play a crucial role in thek own professional socialization since they make sense of 

their education through their owj2 interpretations, not only from those of their professors. 
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Therefore, students must be given ample support by their professors so that they can 

internaiize how aspects of theù education c m  prepare them as teachea. In these instances, 

providing support rneans that the opinions of students are heard and respected by theu 

professors. To sum up, professional socialization as advocated by the reaction model, is 

largely student-directed, rather than fkculty-directed and it emphasizes the dimension of 

"warmth" more than the dimension of "demandingness". 

The Reaction Mode1 and Teacher Education. Both Lortie (1 975) and Nias (1 986) 

appear to hold views about the professional socialization of teachers that are congruent 

wit h the characteristics of the reaction model. They argue that teaching involves a 

substantial degree of individuality and autonomy. More specüicaily, they claim that 

teac hers' interpretations contribute significantly to the development of theù owvn 

professional identities. In other words, how teachers understand their own situations is 

crucial to the development of their abilities and identities as teachers As proponents of the 

reaction model, student teachers are constantly seeking ways to respond to the dernands 

and expectations of their faculties of  education. Consequently, they perceive their 

professional socialization fiom their positions as students. Since al1 students occupy the 

same status, they form close alliances with each other as they share common goals and 

interests. They rnake sense of their professional socialization largely through their owvn 

initiatives. In this case, how students cope with the demands of their courses and their 

practice is p r h i l y  due to their ow~z efforts, rather than those of their professors. 

Lonie (1  975) and Nias ( 1986) both suggest that one of the main attractions of 

teaching is the opportunity to work with people. Lortie ( 1 975, p. 27-28) specifically calls 
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this the "interpersonal theme" of teaching. Sirnilarly, Nias ( 1 986) says that teaching is an 

'individual m'and Lonie ( 1 975, p.28) States that the interactive nature of teaching makes 

it ". . .an 'art' requiring special sensitivity and personal creativity ." Clearly, this is a 

profession where individuality, autonomy, and personal initiatives are emphasized and 

expected of teachers. It is evident that this view of t e a c b g  is consistent with the reaction 

model. Individuality and personal efforts are constantly a part of how nudent teachers 

make sense of the demands they encounter in their Faculty as well as in their practica in the 

schools. 

What aspects of the reaction rnodel are evident in teacher education? With the 

reaction model, student teachers formulate their own interpretations about their 

professional socialization. Three ways in which student teachers do so is by: sh-g 

knowledge through collabo rat ive means, completing reflective assignments, and 

interpreting the practicum in an individualistic manner. 

Fust, the nature by which student teachers gain knowledge in their programs is 

extremely collaborat ive. For instance, interacting in cohorts and working in cooperat ive 

learning groups are common aspects of teacher education programs. Through these 

means, there is a sense that knowledge is not directly taught al1 the t h e ,  but rather 

knowledge is facilitated among peers and professors. This type of interaction replaces the 

'iop-dow" approach which is characteristic of the induction model. Instead, the belief is 

that knowledge c m  be CO-constructed among professors and student teachers. The result 

of  this kinci of learning is that student teachers feel that their ideas and opinions are valued 

and respected. Similarly, as  experiences and knowledge are shared, student teachers are 
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socialized by not simply consuming knowledge, but by actually generating it thernselves. 

Second, the professional sochikation of student teachers involves the process of 

reflection which is consistent with the reaction model. For adequate professional 

socialkation to take place, prospective teachers must ident* and irnplement effective 

educational practices. In order to do so, professors expect student teachers to engage in 

the process of reflection. Theoreticaily, this type of exercise assists student teachers in 

understanding and critically evaluating their own practice. They mua know the techniques 

that are associated with the reflection process and how to effectively engage in the 

process. Student teachers may feel overwheimed and unproductive in their reflections as 

the process may be new to them and they may not be accustomed to this kind of personal 

inquiry. In this capacity, student teachers may find comfon in interacting with peers who 

are going through the same process. For instance, discussing practices with other student 

teachen or asking them for feedback, rnay enhance their own reflections and persona1 

inquiries about their own educational practices. Professors rnay incorporate exercises such 

cooperative learning and small discussion groups to assist the reflective process among 

student teachers. Thus. collectively. students' peers can help each other develop the 

necessary skills and cornpetencies required to reflect, discuss, and assess the effectiveness 

of part icular educational practices. 

Also, as student teachers attempt to make sense of their professional identities 

through reflections? they develop support systems with their peers. Therefore, occupying 

the sarne status, with the sarne expectations placed upon them, prospective teachers 

recognize the importance of peer support and feedback which in turn shapes their evolving 
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professional identities. Furthemore, as student teachers share their experiences, they bond 

together in groups, thus providing them with similar perspectives about their professional 

behaviours and attitudes. 

Finally, the fàct that individualism is an important value in teaching, as Lonie 

(1975) States, relates to the basic tenets of the reaction model. Even though leamùig in 

cohons and in discussion groups and cooperative learning are common in teacher 

education programs, student teachers need the opponunity to work on their own in 

classrooms. More specifically, student teachers' initial experiences in actual classroorns are 

typicaiiy replete with fears, anxieties, and hstrations. In this case, the tendency for 

students teachers is to develop adaptive responses and sunival skius rather than 

incorporating the long-term professional objectives. In other words, the practicum 

experiences force student teachers to experiment with what approaches are most effective 

and cornfortable for them. 

Student teachers are aware of the professional standards and values that they are 

responsible to uphold. However, their experiences in the classroom, as student teachers. 

are based on discovering and understanding their roles on their own. In this capacity, they 

are creating their own identities, not simply accepting those that are held by their 

professors. Also, most student teachers probably attempt to befriend pupils in their initial 

experiences in order to avoid the feelings of marginalization in the classroom. In this 

sense. students teachers respond to their Unmediate environment as they try to understand 

their o\vn professional socialization. 

In sum this chapter has focused on sorne current criticisms of public education. 
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Even though the b i s  of these cnticisrns differ, they ail cast uncertainty about the quaiity 

of education provided by the public school system. This uncertainty is evident as parents 

seek alternative options for their children's schooling. Since these alternative ways of 

schooling are becoming more popular, it is remnable to examine some of the pro blems 

within public schools. One main concem is that teachers may not be adequately prepared 

in their education prograrns and thus the quality of public education is suffering. 

Therefore, it is important to iden te  the dimensions evident in teacher education and the 

socialization processes inherent in these dimensions that are irnparted to student teachers. 

The latter part of this chapter outlines the characteristics of teacher education, as they 

relate to the induction and reaction models respectively, it seems reasonable to empiricaUy 

examine student teachers' about a teacher education program in a specific Faculty of 

Educat ion. 



CHAPTER 3 

METHODOLOGY AND RESULTS 

The first section of this chapter, the methodology, outlines the instrument used in 

this study which was the 1 992 Quality of Student Life Survey in the Faculty of Education 

at the University of  Manitoba. There were two main parts of the Survey which are 

descnbed in detail: the tkst part that included a number of close-ended questions and the 

second pan that included an open-ended question. It was anecdotal respunses to the open- 

ended question that provided the data for this study. In addition, a description of how the 

data were coilected is included. This section concludes with the research procedure and 

how the data were analyzed. The second section of  this chapter, the results of the study, 

examines the anecdotal comments of  the student teachers which have k e n  classified into 

main clusters or themes: professional knowledge, teaching skills, and attitudes. The 

purpose of this section of  the thesis is to ident@ the recurring comrnents in the data and 

most importantly, assess what these comrnents conveyed about the nature and quality of 

the professional socialization of the student teachers. 

METHODOLOGY 

In this section. the Quality of Student Life Survey is described in detail and the 

purpose of the final, open-ended section is outlined. Furthermore, specific details about 

the data collection are also explained. Finaily, the research procedure used to analyze the 

qualitative data is outlined. 



The Data 

The data for this study came fiom a Quality of Student Life Survey which was 

originaiiy designed and adrninistered in 1987 and then foUowed-up in 1992 in the Faculty 

of Education at the University of Manitoba. Thus, the Quality of Student Life instrument 

was re-administered in the winter session of 1992 to student teachers who were registered 

in the University of Manitoba's undergraduate education programs. The objective of the 

research project was to assess: (1 ) the entering characteristics of students, (2) the 

perceptions of students on the quality of their programs, (3) the perceptions of students on  

the quality of lifé in the Faculty, (4) the destinations of Bachelor of  Education graduates, 

and (5) the performances of students in the Faculty of Education (see Cliflon, Robens, 

Welsh, Etcheverry, Hasinoff, & Mandzuk, 1992). This survey aliowed the Faculty of 

Education to re-examine the quality of its programs so that it could continue to be 

improved. 

As noted. the questionnaire was composed of six sections of close-ended 

questions. The opening statement in the Survey was "This questionnaire is about your life 

in, and your attitudes toward, the Faculty of Education. There are no right or wrong 

answers - we are just trying to tùid out how students feel about their experiences in the 

Faculty. We are interes~ed in your honest opinions." The nature of these close-ended 

questions covered some broad topics and student teachers responded by selecting fiom 

"strongly agree", "agree"o "disagree", or "strongly disagree". For instance. student 

teachers were asked about: how they generaUy felt in the Faculty, the overall quality of 

education they received in the Faculty of Education, how they felt as students 
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(experiences, academic abiities) and as prospective teachers in the Faculty of Education, 

their social background (gender, age , ethnicity, parents' education, and occupation), and 

personai information about their university education. In addition, the response rate for 

this part of the Survey was approxirnately 72%. 

The final section of the questionnaire began with the following open-ended 

question: "If you have any comments or suggestions, please take a few minutes to jot 

them down." This question allowed the student teachers to provide detailed opinions 

about theù experiences in the Faculty on topics not sufficiently addressed earlier in the 

Swey .  In this sense, the Faculty welcomed the student teachers' comments and realized 

the importance of providing an opponunity for them to express their opinions. Generally, 

the student teachers? written comments focused on the two main components of their 

programs: their coursework in the Faculty and their practical experiences in classrooms. 

Since the student teachers provided extensive detail in these areas, 1 chose to examine 

their h t t e n  responses and ult imately, t hese responses provided the qualitative data used 

in the study. 

The respondents in this study were either student teachers enrolled in the four- 

year. undergraduate Bachelor of Education programs or in the two-year, afier-degree 

prograrn. Also, a small number of the respondents were enrolled in one of  the Faculty's 

integrated prograrns that were related to other faculties programs such as the Bachelor of 

Music/Bachelor of Education program and the Bachelor of Human EcologyA3achelor of 

Educat ion program. 

The sample of students was obtained through a stratified, randorn cluster sampling 
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procedure. In other words, clusters of courses that were degree requirements and specific 

to particular years of the pro- were randomly selected to begin the sampling process. 

Within this selection of courses, specXc classes were randomly chosen fiom which al1 of  

its students were selected as participants for the study. In dl, the Survey was distributed to 

532 student teachers. Of this number, 2 1 2 student teachers completed the open-ended 

section of the survey, resulting in approxirnately a 40% response rate. According to Patton 

(1 990, p. 184). this percentage is acceptable because as small as it may be, 'ihere are no 

mies for sample sizes in qualitative inquiry. Sarnple size depends on what you want to 

know, the purpose of the inquiry, what's at stake, w k t  d l  be useful, what wiil have 

credibility, and what can be done with available t h e  and resources." The purpose of this 

study is to examine the range of experiences among the student teachers and then rnake 

sense of them both conceptually and practically. Therefore, the 40% response rate 

provides sufficient variability for me to understand how the student teachers felt at that 

tirne. As Patton ( 1990, p. 184) States, "in-depth information fiom a small nurnber of 

people c m  be very valuable, especially if the cases are information-rich". Also, as 

mentioned earlier. the data seerned worthwhile and meaningful to examine since the 

student teachers' anecdotai comments were heavy with detail. 

The Research Procedure 

The research procedure used to analyze the data in this study is based on a 

grounded, theoret ical approach which involves 'rhe discovery of theory f?om data" 

(Glaser and Strauss, 1 967. p. 1 ). Furthemore, Glaser and Strauss ( 1967, p. 3) state that 

the theory must "fit the situation k ing  researched, and work when put into use..' In this 
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regard, " ... most hypotheses and concepts not only corne fiom the data, but are 

systematicaliy worked out in relation to the data during the course of the research" (p. 6). 

Therefore, the anecdotal data in this study were continually analyzed in relation to 

emerging theoretical perspectives. According to Glaser and Strauss (1 967, p. vii), this 

approach is referred to as the 'constant comparative method'. In other words, theoretical 

perspectives were initially generated fiom the data; however, as the data was meticulously 

exarnined, the theoretical perspectives were elaborated on and rnodifïed in order to suit the 

data for this study (Strauss & Corbin, 1994, p. 773). 

A grounded, theoretical approach seemed appropriate for this study for two main 

reasons. Fust, a grounded, theoretical approach was used for the analysis of student 

teachers' open-ended comments in the 1987 Quality of Student Life study in the Faculty 

of Education at the University of Manitoba (see Clifion, Mandzuk, & Roberts, 1 994). 

Therefore, it seemed appropriate to replicate the methodology for this study. Second, this 

approach was appropriate because my goal \vas to represent the student teachers' 

comments in theoretical concepts. In suppon of  my view, Glaser and Strauss ( 1967, p. 

28 1) state "...we who aim at grounded theories also believe that we have obligations to 

'-tell theu stories" to them and to others-to give them voice ...". Furthemore, as Glaser 

and Strauss ( 1967, p. 23 8) daim, "grounded theory must correspond closely to the data if 

it is to be applied in daily life." In other words, there is an obligation to apply the 

understandings of the data, through the generated theory, to wider audiences such as 

professionals, institutions. and society at large (Strauss & Corbin, 1994: p. 28 1 ). 

Interestingly, the significance of this study encompasses these basic tenets of a grounded 
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theoretical approach. It is my intent to address the opinions and concerns of the students 

teachers, identw some recommendations for this specific Faculty of Education based on 

these comments and on a larger scaie, relate the impact of these comments to the quality 

of public education. Hence, a grounded, theoretical approach was deemed most 

appropriate for this study. 

The student teachers' open-ended comments were read a number of times. The 

purpose of the initial reading was to acquire a sense of what the anecdotal responses were 

like and the general topics that student teachen ident ified. Subsequent ly, specific themes 

emerged as the responses were read and re-read several times. M e r  recurring themes 

were identified, they were discussed with two of my advisors. It soon became evident that 

approximately 85% of the responses were critical of the programs, the Student Services 

department, and faculty professors. The next step involved classimg these general 

themes into sub-themes that represented the comments. The following clusters or themes 

were ident ified: the professional kno w ledge student teac hers were taught within the 

Faculty. the professional skills they acquired in their programs, and the attitudes they 

formed about the Faculty and themselves as prospective teachers. In general. these three 

clusters of comments suggested that the student teachers seriously questioned the nature 

and quality of their professional socialization. 



RESULTS 

The student teachers' comments about the nature and the quality of theu 

professional socialkation can be categorized into three dimensions. Fust, they expected to 

be taught usehl and relevant professional knowledge. Second, they expected to learn 

teaching skills that adequately prepared them for theù üves in classrooms. Finally, they 

expected to develop attitudes about their professional sociabt ion and the quality of their 

prograrns that would have a positive effect on theù self-esteem as prospective teachers. 

Professional Knowledge 

Professional knowledge is a body of information that contains the theories, facts, 

and ideas required for individuals to carry out their professional responsibilities and duties 

efficiently and effectively. The Holmes Group Executive Board (1  986, p. 63) supports this 

deiïnition by stating that, "of al1 professions, teaching should be grounded in a strong core 

of kno wledge because teac hing is about the development and transmission of kno wledge." 

Indeed. acquùing a relevant knowledge base was an important concern for the student 

teachers in this study. This concern is illustrated by the student teachers' beliefs that 

effective classroom decisions are at least partly based on an adequate, professional 

knowledge base presented in a usable form. According to theù responses, however, many 

student teachers questioned the usefùlness and relevance of the knowledge that they 

learned in their prograrns. In general, many st udent teac hers noted t hat much of the 

knowledge they leamed in their courses was irrelevant for actual teaching. Furthemore, 
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the student teachers stated that the knowledge that they valued and considered usefid was 

seldom taught in theù programs. These beliefs created doubt among the audent teachers 

about their competency to teach. 

As mentioned in the previous chapter, Shulman (1 987) identifies seven categories 

that represent the essential areas of professional knowledge for teachers. They are: 1) 

content or subject knowledge, 2) pedagogical content knowledge, 3) general pedagogical 

knowledge, 4) c ~ c u l u m  knowledge, 5) knowledge of learners and their characteristics, 

6) knowledge of educational contexts, and 7) knowledge of educational ends, purposes, 

and values. The student teachers' comments can be classified into three of Shulman's 

(1  987) seven categories of professional knowledge: knowledge of  learners and their 

characteristics, knowledge of educational ends, purposes, and values, and pedagogical 

content knowledge. The first and second categories of knowledge represent theoretical 

knowledge whereas the third category represents practical or pedagogical knowledge. 

Therefore, in a general sense, the student teachers' comments can be understood 

according to two, broad types of professional knowledge: theoretical knowledge and 

pedagogical knowledge. 

Knowledge of Learners and their Characteristics. About 30% of the student 

teachers commented that a knowledge of learners and their characteristics had a significant 

impact on the roles of teachers. Thus, student teachers expected their courses to help them 

acquire a knowledge of learners and their characteristics. According to Shulman ( 1 987), 

acquiring a knowledge of leamers includes knowledge of learning theories, the social, 

psychological, and physical development of students, and the socio-econ~mic~ ethnic. and 
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gender diversity among learners . Indeed, some student teachers commented on the 

rnulticulturai environment in which many teachers worked whiie other student teachers 

addressed the growing number of physically and mentally chaUenged learners that 

teachers encountered in their classrooms. Many student teachers believed that they needed 

to be well-informed about the difSerent backgrounds and varying abilities of learners in 

order to use appropriate teaching methods and sound, classroom management strategies. 

However, many student teachers said that their knowledge of learners was hadequate. As 

a result, many student teachers were displeased about their courses and felt unprepared to 

teach. The following comments are indicative of the dissatisfaction among many student 

teachers: 

'9 think this faculty could be more responsive to the trends in society. During the 
last ten years the number of immigrants attending Manitoba schools has increased 
dramaticaliy. More courses should be implemented to train us in ESL." 

"Schools also require the teachers to act more and more Like counsellors. Our 
courses should give us some training in this area as weii." 

T t  seems to me that there are some areas of the Faculty that are lacking. We live 
and will teach, in a multicultural society. It seems to me that we should then have 
mandatory courses in that area. Also, along the same lines, we are likely to have 
handicapped students in our c lassroorns, also with no mandatory preparat ion." 

Clearly, the student teachers wanted more knowledge about learners and their 

characteristics that was easily understandable and readily usable. In each of these 

comments, the student teachers referred to aspects of teaching that require them to be 

responsive to the persona1 needs of learners. The student teachers realized they must be 

responsive in order to adequately help learners academically. Thus, the student teachers 

did not want knowledge of learners that had to be decoded or that existed in any abstract 



form. They feh that practical knowledge and training could best address learners' 

academic, physical, and social needs. 

Typicdy, knowledge about leamers and their characteristics has been taught in a 

course previously calîed Educational Psychology and currently referred to as Psychology 

of Learning. However, many audent teachen stated that they had îittle use for this 

required course since they believed that it was taught in an abstract rather than in a 

practical way. This reconfinns that the student teachers wanted knowledge that was 

relevant to, and useful in. classrooms. Some comrnents that iliustrate how student teachers 

felt about this course are as follows: 

"...It is unfair to give an Ed Psych course which provides few sküls but not the 
actual practice. 1 think that this type of course should have both writing and 
practical skills.. ." 

"My dissatisfaction with the Faculty on a few levels stems f?om the requùed 
courses. 1 don't feel like courses like ... Ed Psych ...p repared me for teaching in any 
way.. . More hands-on courses like ' Literature for the Adolescent' and 
'Communication and The Teacher and the Writing Process' should be offered. Not 
only are they enjoyable, they also teach ideas that can be appîied to teaching 
experiences." 

Again, the student teachers wanted courses that provided practical approaches to teaching 

their pupils and thus, rejected the theoretical aspects of courses. Therefore, it is perhaps 

not surprising that other forms of theoretical knowledge were generally unappreciated, too 

by the student teachers. 

Knowledge of Educational Ends. Purposes. and Values. About 40% of the student 

teachers comented  that knowledge of the historical, philosophical, and sociological 

foundations of education was also irrelevant to them. According to Shulman (1 987. 



p. 9), this knowledge base represents a theoretical understanding of education. This 

knowledge base also emphasizes teachers' knowledge of educational goals, objectives, and 

their own personal values, dispositions, and strengths (Shulrnan, 1987, p. 522). Based on 

their responses, many student teachers said that knowledge of the foundations of 

schooling was useless for theu preparation as teachers. In tàct, courses that focused on the 

foundations of education such as Social Foundations of Education and Philosophy of 

Education were criticized severely. For instance, some student teachers stated: 

"The Social Foundations course I found basically useless and it really didn't help 
or prepare me for anything ." 

"Drop Social Foundations and offer a course about what to do in certain 
situations.?" 

"...please don3 add another philosophy of education course to cl* my desire to 
be teacher. I have been waiting 8 years for this and 1 know why 1 want to be a 
teacher. Please rnake this faculty and real-life coincide, even a M e .  .." 

Again, the student teachers were not interested in knowledge that required any 

kind of complex analysis. In contrast? they wanted knowledge that was readily usable for 

theù various classroom roles. In other words, they wvanted their courses and professors to 

provide them with ready-made approaches that worked effectively in the classrooms. 

Interestingly, even though Social Foundations was a required course, like Educational 

Psychology, the student teachers still did not understand and appreciate its value to their 

professional education. The following comment is typical of many student teachers' 

opinions about the Social Foundations of Education course : 



"Although the atmosphere is generaUy fiiendly and a nwnber of professors/courses 
are very helpful most of the required course are a complete waste of time. Social 
Foundations was nothing more than four hours of pointless argument every 
week.. ." 

Despite the criticisms about theoretical knowledge. knowledge of leamers and 

knowledge of educational ends, purposes, and values, there were some student teachers 

who valued this aspect of their professional education. However, arnong these audent 

teachers, there was still some skepticism about its utility in classrooms. Many of these 

student teachers said that if their professors had made a stronger comection between 

theory and practice, they may not have disregarded theoretical knowledge as strongly as 

they had. In other words, how student teachers applied and practiced theoretical 

knowledge in classrooms constructed meaning, whereas theoretical knowledge by itself 

was irrelevant to them. In fact, believing that theoretical knowledge was not made relevant 

to teaching, student teachers expressed difficulty in understanding, relating to, and 

implementing theoretical knowledge. For example, a 3 1 year-old student teacher noted: 

"1 found that the Social Foundations class a bit unusefil. There were so m y  
topics to be covered that we didn't have the time to go into any in depth. It would 
have been good to take each topic and relate it to modern day education. We spent 
the whole course talking about the past and it was hard sometirnes to apply what 
we leamed to king teachers in the present." 

Similarly, other student teachers who acknowledged theoretical knowledge in thei 

programs expressed difficulty in relating to it. The student teachers suggested that they 

understood theoretical concepts and abstract reasoning in their courses, but had dificulty 

in relat ing that kno wledge to classroom sett ings. Indeed, some student teachers believed 

that there was a weak connecrion between the theory taught in faculty courses and the 
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practical aspects of teaching. They wrote: 

"... 1 find it difficult to transfer theory learnt in the fkculty into the practicd w i t h  
the classroom. 1 believe that the "connection" between the two should be 
emphasized more in the courses we take in this fàculty." 

''1 also feel that most education courses take a severely theoretical approach. 1 
realize theory is important in leaming, however the Faculty tends to ignore the 
realit ies of the school system. (examples: lack of student motivation, relevant 
issues to students, drugs, violence and abuse towards teachers) There should be a 
stronger connect ion and interaction between the theoret ical and the realistic 
approaches to teaching." 

The latter comment ernphasizes how important relating theory to practice is as student 

teachers acquire useful, professional knowledge. The comment that theoretical knowledge 

must be integrated into the entire school system, not sirnply into the classroom, 

emphasizes this point. Thc specific mention of student issues, school social problems such 

as drugs, and the well-king of teachers suggests that theoretical knowledge must be 

factored into the realities of the classroom as well as the school. Considering these 

conunents, theoretical knowledge can be useful for the student teachers as they did not all 

completely reject this forrn of professional knowledge. However, the student teachers 

wanted their professors to make knowledge relevant to their roles as teachers was seen as 

an integral aspect of their professional socialization. 

Interestingly, ssimar to the previous comments by student teachers in the four-year 

program. Mer-Degree student teachers also questioned the relevance of theoretical 

knowledge to classroom teaching. One may assume that students entering the Bachelor of 

Education program afler they completed a university degree would be better able to 

apprec iate and implement theoret ical kno wledge t han their counterparts in the four-year 



program. However, the foll~wing comments tiom Mer-Degree student teachers 

suggested that they also devalued theoretical knowledge and they insisted on more 

practical knowledge to assist them in managing their classroorns. A few student teachers 

wrote: 

"The compulsory courses offered in this Faculty were of minimal interest or use to 
me ... most Mer-Degree students found them boring and a waste of t h e .  Most 
useless was Social Foundations and the Psychology of Education. " 

"For the d e r  degree program, more emphasis should be put on relevant 
information, for example contracts, discipline management, lesson planning instead 
of Psychology and Foundations which 1 find useless." 

Another student teacher in the Mer-Degree progrm made a genera! comment 

about knowledge leamed in courses. This student teacher suggested that course 

knowledge was not usefùl preparation for teaching and that practical experience was more 

useful over course knowledge. The student teacher wrote: 

"I feel that the afier-degree program should be changed to include less class t h e  
and more student teaching ... 1 have leamed more about teaching through practical 
experience than fiom going to classes and doing assignments which are ofien 
irrelevant to teaching in my subject areas or teaching in general." 

Clearly, there was serious concern about the theoretical knowledge taught in courses as 

afier-degree student teachers reiterated the comments of other student teachers. This 

means that the student teachers' comments must be taken seriously because the required 

courses in their programs are strongly criticized by many of them. In addition, if 

t heoret ical kno wledge was generally devalued by many st udent teachers, t hen what 

professional knowledge did the student teachers consider useful for their preparation as 

prospect ive teachers? 



Pedas&cal Content Knowledge. According to the anecdotal data, the student 

teachers in this study argued that they found pedagogical content knowledge most 

relevant for classroom teaching. This is the knowledge that enables teachers to present 

their specific subjects in their moa  meaningfùl and effective ways (Shulman 1986; 1987). 

Approxirnately 80% of the student teachers believed that their programs failed to connect 

their majors and minors with their education courses. In other words, although the student 

teachers believed that they had a strong knowledge base in their respective disciplines, 

they expressed uncertainty about how to teach their disciplines. Shulrnan (1987, p. 4-5) 

States that pedagogical content knowledge makes teachers aware of  students' 

understandings and misunderstandings of particular topics in subject areas. Thus, with 

pedagogical content knowledge, they can communkate subject rnatter in the most 

effective ways by incorporathg appropriate curricular and instructional approaches. 

Combs et al. ( 1974, p. 55) emphasize this point as they state that, 'ithe student's grasp of 

content will be determined in large measure by the success of the instructor in 

comrnunicating it. ..". The following comment illustrates the importance of comrnunicating 

b w l e d g e  to pupils, not simply possessing knowledge: 

'O.. .  1 think the B.Ed. should be more geared towards teaching and not the arts and 
science courses. Knowledge is important for a teacher to have , but communicating 
that knowledge is far more important ..." 

The student teachers expressed a need for their education courses to assist them in 

teaching their major and minor subjects. In other words, they believed that a knowledge 

base was essential. but teachers must also learn how to most effectively impan that 

knowledge to their students. Thus, student teachers expected their courses to provide 
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them with usefui teaching knowledge which, in tum, they expected to apply to their 

student teaching experiences. Another student teacher cornmented on how courses should 

assist them in teaching their majors and mhors. These student teachers, similar to many 

others, felt that they lacked the knowledge to teach their required subjects: 

"1 am in my third year and have as yet leamed nothing of ho w to teach my major 
and minor. 1 would like to see...more courses that tell you how to teach ..." 

"the biggest concern to many student teachers is that the courses will have no 
bearing on how good teachers we will be. These courses do not help us learn how 
to teach ... We need much more practical study in order to know what we're doing 
by the t h e  we graduate!!! ..." 

Furthemore, some student teachers appeared to have low self-esteem because 

they believed that they lacked the pedagogical content knowledge to become effective 

teachers. For instance, a few student teachers stated that for them to feel confident they 

needed to be able to effectively teach their subjects: 

" When 1 think of teaching in the fùture, 1 become ve r -  apprehensive because 1 do 
not feel that 1 am fùlly prepared to handle al1 aspects of my teachable subjects." 

"I don3 feel there are enough courses on methods of teaching or "how to teach." 1 
may l e m  a lot about my chosen major or minor but if1 cannot convey or express 
that to my students then 1 will be an ineffective teacher. 1 feel the education 
students devote more tirne and are concemed more with their Arts/Science classes 
for their major/minor than their education classes." 

Other student teachers argued that they required more practical courses in their 

prograrn. However, these student teachers also believed that practical courses were 

preferred for reasons other than thek relevance to the classroom. Acquiring relevant 

knowledge was important for many student teachers, yet. there were also persona1 reasons 

for wanting more practical courses. The student teachers stated that they enjoyed courses 



that allowed them to use knowledge in the ciassroom. Not surprisingly, courses that had a 

strong, practical component such as Microteaching and Seminar and School Experience 

were often viewed more positively by the student teachers in this study. Many student 

teachers found many practical courses more meaningfùl and personally satis-g than 

theoretical courses. Thus, there was greater enjoyrnent associated with courses of a 

practical nature. The positive tone of the following comments expresses this view: 

"Although 1 reaily enjoy classes in this tàculty, 1 think it would be more beneficial 
to me if classes had a much more practical basis than a theoretical basis. The 
classes that 1 have enjoyed mostly covered material that 1 wiil be able to use as a 
teacher in the classroom." 

"My beef is the lack of practical "hands on" type of education in t his faculty. 1 am 
taking Microteaching right now and find it's the most meaningful and practical 
course 1 have taken thus far in the Faculty of Education ..." 

"...Micro-Teaching was useful as were my Seminar and School Experience 
classes." 

Moreover, the student teachers believed that they must not only l e m  the 

appropriate pedagogical content knowledge in their programs, but more importantly, they 

must be able to practice this knowledge in order to become competent teachers. In other 

words, student teachers who commented about the need for acquiring effective teaching 

skills strongly believed that student teaching experiences and courses, such as 

Microteaching, best allowed them to learn, understand, and implement these important 

skills. Moreover, practical experiences permitted the student teachers to experiment with 

their acquired skiils which were perceived as useless if they were not practiced. These are 

experiences which the student teachers valued and wanted more of in order to truly master 

their teaching skilis. These comments convey the importance that student teachers placed 



on mastering the teaching of their subjects in their through student teaching practica: 

"1 strongly believe that what we are leaming as of now is not going to help me 
when 1 am in a classroom teaching, 1 have yet to learn how to teach effectively. 
The only positive thing about this program is the student teaching." 

" 1 really want to become a very good teacher, however 1 feel that the Faculty has 
not given me what 1 need to do  this. Firstly, we don't spend enough tirne practice 
teaching and I feel that's where we leam the most about how to teach. .. ." 
"Generally, 1 find everything 1 have learned or can actuaily apply to teaching 1 have 
learned through rny student teaching experiences ... The 4 years which 1 paid for 
seem like a waste of t ime to me. The only thing 1 am impressed wit h are the 
chances we get to l e m  things through student teaching." 

"I believe, overail, the Faculty of Education endorses a good program, however, 1 
believe spending more time student teaching would be beneficial in our studies." 

Overall, the student teachers were interested in more pedagogical content 

knowledge that was directly applicable to actual teaching. Consequently, almost ail 

student teachers had little use for theoretical knowledge because it represented knowledge 

in an abstract fom. Pedagogical content knowledge not only provided student teachers 

with teaching methodology, but also contributed to theû enjoyment of teaching in general. 

Therefore. most student teachers expressed hstration and dissatisfaction about their 

professional socialization since they believed that they did not learn sufficient professional 

knowledge or teaching skills. 

Teaching; Skills 

As professional knowledge is crucial to the sociaIization of student teachers, 

teaching skills are equally significant to t heu preparat ion as prospective teac hers. RecaUing 

the beliefs o f  Olsen ( 1 973), skills are rnastered through direct experience. In this respect, 



in order to acquire appropriate teaching skills, opportunities for practice are required. 

According to the open-ended responses, student teachers highly valued their 

opportunities to acquire teaching skilis. In fàct, over 80% of the student teachers 

suggested teaching skilis were cnicial for their preparat ion as teac hers. Interest ingly, many 

student teachers expected more opportunities in their program to master important 

teaching skilis. They believed that they did not have enough opportunities to practice and 

master their teaching skills and therefore, they lacked confidence in their teaching abilities. 

As a result, many student teachers' comments conveyed apprehension and hstration as 

they feared they lacked two types of skills crucial for their preparedness to teach: lesson 

planning skills and classroom management skills. 

Lesson Planning. Many student teachers wanted more opportunities to practice 

lesson planning skiils. Specifically, rnany students thought that this was an important skiil 

to learn fiom the outset of their education because they beiieved effective teaching began 

with appropriate planning. Also, st udent teachers suggested that lesson planning ~ b w d  

them to grasp what was expected of them as teachers. For instance, two student teachers 

commented: 

%s a first year student 1 do not feel 1 am given enough education on lesson 
planning considering 1 am expected to construct and teach lessons in my fist year 
while student teaching." 

"I am enjoying teaching but 1 think that at the f is t  year level there should be more 
instruction on lesson planning ... because wve are doing these things even at the first 
year level." 

These student teachers valued lesson planning skills, yet they believed that they did not 

possess enough of these skills. Also, some student teachers complained that their program 



provided minimal opportunities to practice, experiment with, and master planning skills. 

The foliowing comments illustrate this point: 

"Generally, 1 am happy king a student in the Faculty of Education. The only 
hstrating part, is that 1 rarely get a chance to plan lessons or activities to use in 
the classroom." 

'Too many of the education courses require us to wtite term papers or critical 
reviews. There could be more of a focus on lesson and unit development ... Not one 
of my education courses has treated this matter to any great degree." 

"In regards to the Faculty of Education, I feeI that there are not enough courses 
focusing on .. .lesson pian making." 

Evidently, the student teachers recognized that professional knowledge must be coupled 

with lesson planning skills. In other words, organizing knowledge in a meaningful way was 

integral to effective teaching . Sirnilarly, rnanaging t heu classroorns was equaliy important. 

Classroom Management Skills. Similar to their opinions about lesson planning 

skills, the student teachen also held sirnilar views about leaming classroom management 

skills. They believed such skills were essential for establishing and maintainhg their 

authority in classrooms and therefore, were essential for effective teaching. Thus, just as 

they felt that they were not taught enough about lesson planning or given adequate 

opponunity to practice these skills, the student teachers expressed the same belief about 

classroom management skills. 

Leaming effective classroom management skilis is critical for teachers, especially 

those new to the profession. Carter (forthcoming) argues that ". . .expenenced and effective 

teac hers understand the pro blem of classroom order different ly than do inexperienced 

teachers." Therefore, the management skills that student teachers are taught in their 
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prograniî seriously affect their abilities as classroorn managers. As beginning teachers the 

student teachers recognized that managing classrooms was just as important as teaching 

their subjects. They may have also realized that managing their classrooms was an 

imponant precursor for teaching any subject. However, the audent teachers were critical 

of this component of their prograrns because they beiieved that insufficient classroom 

skills were taught to them. Some student teachers anticipated difficulty in this aspect of 

their teaching positions while others suggested that classroom management must become 

more integral to their program: 

'9 suggest that there be a course titled "Classroom Management and Discipline." 
The reason for this is because a lot of students leave the làculty with very little or 
any classroom management skills. They get iittle practice on school experience and 
are devastated when they get a full-time teaching position ... Perhaps there could be 
mock cases and people could act it out. It is difficult for students to relate to these 
skiils unless they actuaiiy act it out." 

"1 would suggest that there be a course (3 credit hours) in classroom management 
where students are exposed to discipline skills and are able to practice them. I 
would suggest perhaps that this course be rnandatory." 

These comments emphasized the importance of management skills for student teachers. In 

fact, several student teachers mentioned that they wanted more co rnes  to teach them the 

appropriate management skills. This recognition of management skills meant that the 

st udent teac hers ac kno wledged t hat teaching was oniy one of t heir responsibilit ies. More 

important ly, the student teac hers reaiized t hat managing pupils' learning requires a 

knowledge base of it own. Thus, the student teachers expected sufficient preparation in 

this area. Some comments were: 



'4 feel that the Facuhy of Education should spend more tirne in education of  the 
student S. They should include classes in Classroom Management for example. 
There should also be courses on how to discipline and understand children." 

"...As of right now, 1 feel that 1 could be leaming more about the actual teaching 
profession--how to teach, what to teach, how to teach problem children, discipline 
etc." 

Overaii, the student teac hers identified lesson planning skilis and classroom 

management skills as important teaching skiüs. They believed these teaching skills 

significantly contributed to their preparation as educators. However, the student teachers 

in this study were doubtfùl about their preparedness to teach because they felt that their 

program did not address these areas adequately. 

Referring to their comments about teaching skills, the student teachers expressed a 

lack of confidence in their abilities. Arnong those who believed the Faculty had not taught 

them sufficient or appropriate teaching skills, there was also a lack of confidence in their 

Faculty and its programs. These negative attitudes cast senous doubt about the quality of 

their professional socialization, the quality of their teacher education programs, and their 

self-esteem as prospective teachers. 

Attitudes 

As teaching skills are important to their professional preparation, student teachers' 

attitudes about their professional socialization and the Faculty also contribute to their 

preparation as future teachers. Student teachers, similar to other professional students, 

develop attitudes about their professional schools based on their experiences. These 

attitudes are important because t hey reveal the student teachers' impressions of their 

professional socializat ion and t heir potential as prospective teachers. In other words. the 
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attitudes that student teachers acquire within their fâculties of education contribute 

significantly to their self-esteem as teachers. 

Intereaingly, the audent teachers in this audy did not directly comment on their 

professional values about teaching as I had expected earüer in this audy. Instead, the 

student teachers discussed attitudes that they had developed about the Faculty rather than 

the values that were identified in the educational literature. Perhaps professional values 

such as the moral quaüties of teaching, individualism, and altruism, mentioned in Chapter 

2, are acquired only after student teachers become full-fledged members of the teaching 

profession and sometimes only aller years of experience. Lonie (1 975, p. 60), for 

example, States that teaching is a ""Iearning-while-doing profession ... leaming-while-doing 

continues to be important; we shaU see that teachers believe work experience is highly 

influentid in shaping their performance." Considering this comment, it is possible that 

professional values cannot really be developed by student teachers until they have actually 

began teaching. 

The student teachers' opinions of the Faculty and even teaching, were based on 

their experiences in the Faculty and classroom experiences Uistead of any broader 

objectives of teaching. A clear indication that many student teachers did not identify with 

the professional values of teaching kvas evident arnong several first-year students' 

comrnents. For instance, one particular student teacher wrote, "...most first years are not 

thinking of Me in the professional sense, they are too young." In fact, whether the 

respondent of the surveys was a first-year student or not? the comrnents focused on 

student teachers' attitudes which were based on their impressions of the quality and nature 
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of their professional programs and would probably affect their impressions of the 

profession and their feeüngs of self-worth as future teachers. In particular, the audent 

teachers' attitudes seemed to be based on three aspects of the Faculty : others' general 

irnpressions of the Faculty, interactions with personnel in Student Services, and 

impressions of professors. 

General Impressions of the Faculty. First, more than 30% of the student teachers 

reponed that the impressions of people outside the Faculty of Education affected how 

they valued their own education and their future career in teaching. The student teachers 

sensed that individuals in other faculties had negative opinions of students in the Faculty of 

Education. Consequently, these negative perceptions af5ected the student teachers' own 

senses of self-worth. Also, the fact that the student teachers believed their faculty was not 

highly valued compared to others Ied to a lack of confidence and pride in themselves. It is 

quite likely that these attitudes could affect how student teachers perceive the profession 

as a whole. This lack of confidence in the Faculty is clearly evident in the following 

cornments: 

"When 1 speak to rnany people about the Faculty of Education, they laugh and say 
that it is a big joke. They Say that our courses cannot be compared to science 
courses. What can we do to change this? It is outrageous that we are looked down 
upon by other faculties. 1 try to "stand up" for the Faculty. but 1 know I'm 
fighting for a cause that I don't believe in. Now, if 1, a Faculty of Education 
student, do not believe in the faculty, how is anyone else?" 

"1 have noticed that several students from other faculties regard education as an 
"easy" faculty." 

Similarly. several student teachers suggested a lack of self-worth and value in theû 

chosen career as teachers. Evidently, the perception that the Faculty had low professional 



standards affected the value student teachers placed on the teaching profession. S o m  

audent teachers clearly felt embarrassed to be a part of the Faculty of Education. It is 

reasonable to suggest that ifthese student teachers felt this way during their professional 

socialization, then this negativity and lack of wonh may also afEect t heir professional 

outlook and values. The next two responses are typical of the lack of self-worth that some 

student teachers ctearly ident Sed. 

"My views on this faculty are that it shouM be a more PROFESSIONAL fàculty! 1 
like to teach and 1 actualiy think that 1 will do a great job, ho wever, I am 
embarrassed to say that 1 am going to be a "teacher." Why???" 

"Let 's raise our standards and maybe the Faculty of Education would get some 
respect so people wouldn't laugh when you said you're going to teach" 

Evidently, some student teachers blarned the Faculty of Education for establishing low 

standards, which resulted in their lack of self-worth as filme teachers. According to the 

student teachers' responses, t heir poor impressions of t he Faculty of Education stemmed 

from low professional standards that they believed must be improved upon in order to 

change the Faculty's image. Sirnilar to king bothered by others' impressions of the 

Facult y, rnany student teac hers were also negat ively affected by t heir interactions \vit h 

Student Services personnel. 

Interactions with Student Services Personnel. A second attitude identified in 

student teachers' cornments addressed their interactions with Student Services peopIe in 

the Faculty of Education. The student teachers' cornrnents about Student Services 

personnel suggested that these people were important factors in the professional 

socialkation process. More specifically, student teachers relied upon p e r s o ~ e l  in Student 
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SeMces for sound advice and information and they expected these people to help h e m  

select courses that would prepare them most effectively to become teachers. 

Unfortunately, many student teachers reported that this did not occur. Approxirnately 50% 

of the student teachers comrnented that people in Student SeMces were unhelpfiil to 

them, resulting in their lack of confidence in the Faculty and to a lesser extent, the 

profession at large. The general opinion was that the Student Services personnel were 

poorly informed about the Faculty's prograrns and they were not dedicated to the audent 

teachers' concerns and overaIi progress. The following comments illustrate this belief : 

"1 feel that many of the people on staff and in student advisory positions are there 
for the syrnbol of status and purpose. As a paying student 1 regret that these 
people are employed and do have or can be given such a large role in the 
evaluation of practicing students. The impact this has on our futures 1 feel is not 
taken seriously as students we know and understand this ..." 

Y find the faculty advisors very hard to approach. they seem to belittle my 
academic inquiries and problems. A few are very helpfbl but other are not. I think 
the faculty should hire faculty advisors who realiy care about the students well- 
king for them, advishg (or lack of advising) the students may just be a job or 
something they don't take seriously, but for us, the students it is our LIFE." 

The latter comment suggested that the student teachen expected Student S e ~ c e  

personnel to be knowledgeable about? and supportive of, student teachers. However. 

rnany student teachers felt discouraged as they believed the people working in Student 

SeMces did not treat them in a Biendly or respecthl manner. They expressed greater 

hstration since they felt that support, guidance, and motivation were inherent in teaching, 

yet such treatment was not provided by the Student Senices personnel. The follorving 

comments express the discontent among student teachers: 



"The people who work in the admissions office are extremely rude and dficult to 
work with. There's no place a student can go to find out what courses they really 
need to take, or even how they should plan their degrees. This is very confusing 
and hstrating in fkst year." 

"People who are 'keal advisors" feel a general basic need to help others. They 
don't redy care a b u t  the student as an individual. Our advisors need a lot of 
work in this area. 1 personally need to feel that I am getting help to obtain a high 
level of education that simply does not exist here." 

"...one concem of mine is the audent SeMces Office. when 1 have gone in for 
help, 1 do not find the staff to be friendly. rnany fnends 1 have taiked with say they 
don't go in unless they have to because of the way they are treated. 1 find this very 
unfortunate for an education department because it is a fêculty where having good 
people skills is a must if students are to do weli in the world." 

The negative impressions about the Student Services personnel were especially 

discourag ing for first -year student teachers. They expec ted a tremendous amount of 

suppon from the Student Services department since they were typically younger students 

and newcomers to the university. In Fact, some first-year student teachers believed that 

Student Services personnel did not provide adequate guidance: 

Y have noticed that not al1 faculty advisors are helpfùl or even polite. Could 
something please be done? Please don't get me wrong -some are great but 1 feel al1 
of them ought to be. For someone in first year this nideness can be hurtful and 
discouraging." 

"As a student in the Faculty of Education 1 feel first-year students should be cared 
for more than they are." 

"... 1 really didn't feel welcome or comfortable here at first at all. It was very 
discouraging. The councillors were really busy when 1 asked for help with course 
selections, so I've basically relied on my own judgment, which 1 hope is right. 1 
really hope some changes are made so that first year students feel more 
comfortable.. ." 

Evidently. the support available to the student teachers and how they were treated extemal 



to their courses had a significant effect on their self-esteem and opinions of the programs. 

Similarly, how the student teachers were treated by professors was equaily important to 

them. 

Impressions of Profesçors. The final attitude that contributed to how student 

teachers vaiued t heir professional socialization pertained to t heu impressions of theù 

professors in the Faculty. Over 40% of the student teachers commented on their 

professors. In these instances? the student teachers indicated that their professors' teaching 

approaches affected their perceptions of the Faculty. In fact, one might suggest that the 

attitudes that audent teachers f o m  about their professors may also affect how they value 

the teaching profession. For instance, if student teachers interact with professors who 

teach poorly, then they may feel iil-prepared to teach and thus may reconsider entering the 

profession. However, if the student teachers are taught by individuals who are positive 

role models, then the student teachers are more likely to feel comrnitted to their 

profession. 

First, several student teachers commented that the quality of teaching in the 

Faculty was relatively poor. This was an ironic and fnistrating experience for many student 

teachers who expected to experience excellent teaching in order to become effective 

teachers themselves. For those who commented on this aspect, it seemed natural for their 

Faculty of Education professors to be exemplary teachers. Believing that this did not 

occur. student teachers commented: 

"If these professors want to help us with Our teaching methods, why don't they 
practice what they preach!" 



"Most of the professon I've had were very duU and b o ~ g .  I suggea they take 
refiesher courses on teaching styles.. ." 
Second, the student teachers' dissatisfàction with their professors' teaching also 

stemmed fiom the belief that professors had confücting interests. Several audent teachers 

believed that professors placed more emphasis on their own research interests and 

neg lected their teaching . Two student teachers' comments emphasized t his point: 

"Professors should be teachers first, researchers second." 

"1 also wish that more professors would make their priority here teaching instead 
of research." 

Also, other student teachers complained about the priorities of professors. 

However, theu comments identified another concern regarding professors' research. It is 

quite possible that student teachers did not understand how their professon' scholarly 

work was related to their teaching and therefore, they disregarded their professors' 

research activities. One student teacher commented: 

"I think the administration of this Faculty needs to take a long hard look at its 
priorities. Dues it want professors who are dedicated to quality education and 
helping students become good teachers or does it want professors to be dedicated 
to their own private research and writing articles that students never hear about or 
see. There needs to be some consistency in this Faculty, consistency that's 
teaching. There needs to be a clear definition of what is tmly valued in the Faculty 
of Education." 

Further dissatisfaction with professors arose fiom some student teachers' perceptions that 

professors were removed f?om the realities of the classroom. Many student teachers 

believed t hat t heir professional socialization was somewhat cornpromised because of t heir 

professors' lack of recent experience in the classroom. The tone of the following comment 

conveys this lack of confidence these students had in many professors: 



"1 would like to see all profs have to student-teach or teach and reaüze the realities 
of a classroom.. .Granted sorne do but the rnajority are in a fishbowl and see only 
'perfect" classrooms and students. " 

"Although 1 enjoy going to student teaching and king in the classroom, rnany of 
the pro& we have are so removed tiom the classroom that they cannot relate and 
only give theory about wbat it is like." 

'4 feel that rnany of the professors in the faculty have been out of the classroom for 
too long and can no longer relate to actual experiences or at least not to a new 
teac her ' s experiences" 

In contrast to the student teachers' negative perceptions of their experiences in the 

Faculty of Education, approxirnately 1 0% of the student teachers' comrnents were positive 

and encouraging. Student teachers who had positive interactions with and impressions of 

the faculty and professors felt reassured and encouraged in their education. It appeared as 

though student teachers developed positive attitudes about professors and the fhculty 

overall, their professional socialization was enhanced and they valued their fùture career 

more positively. Clearly, positive attitudes about professors and the Faculty made a 

significant difference in how student teachers perceived their programs and thus, their self- 

wonh as future educators. The following cornrnents iiiustrate these points: 

"1 have had some wonderful, caring professors who stop to talc, say hello in the 
hall, and genuinely care." 

'The profs 1 have had in the Faculty have been pretty trustworthy, honest, and 
helpfiil.. ." 

"On the whole I've had good experiences in the Faculty of education. 1 transfemed 
fiom Science and fud the Faculty much more fnendly. On the whole the teachers 
take tirne and want to help you and reaily interested in you" 

These cornrnents clearly convey that king treated with respect and having adequate 

support fiom the professors are integral aspects of the student teachers' professional 



socialization. This respect and support provided by the professors obviously had a 

significant impact on the audent teachers' acadernic and personal lives. The following 

cornrnents express this view: 

"...Hahg started king quite shy 1 feel that I have grown not ody in ternis of 
intellect but maturity as wel. This is a wonderfùl fhculty and does much for the 
student attending." 

"By and large the Faculty of Education knows how to make a student feel 
cornfortable, worthy, and important. The faculty seems to encourage the students 
to do their best." 

"1 think the faculty is a really great place to be. 1 feel happy and purposefil in 
king here, knowing I'm working towards a great and meaningfùl career.. .Good 
profs, good program; I'm really lucky to be here!" 

In spite of these positive attitudes, overall, the student teachers in this study 

expressed a lack of self-worth and self-confidence based on their attitudes developed fiom 

others? impressions of the Faculty, Student Services, and professors. Clearly, these 

negative attitudes demonstrated t hat many student teachers were dissatisfied with 

important aspects of their prograrns. Their complaints worsened as the student teachers' 

conunents seemed to suggest that their dissatisfaction with their professional socialization 

may have affected their value of teaching. This suggestion is valid since when student 

teachers had positive attitudes about the Faculty and professors, they had a more positive 

and encouraging outlook about their futures as educators and the profession overall. Thus, 

the approach of the Faculty to professionally socialize their student teachers has a 

significant effect on their attitudes and how they value the profession. In other words, how 

the student teachers believed that they were thought of and treated by others was essential 



to their self-esteem as prospective teachers. 

SUMMARY 

In essence, based on theu anecdotal responses fiom the 1992 Quality of Student 

Life study, many student teachers were critical of the Faculty of Education. In this study, 

the nature and quality of the audent teachers' professional socialization was 

conceptualized by three main themes: professional knowledge, teachiig skills, and 

attitudes. Collectively, these three areas highlight the most common themes found in the 

survey responses. Previously, it was mentioned that in order to prepare student teachers 

for the teaching profession, teacher education programs should be comprised of  three 

dimensions: professional knowledge, skills, and values. Thus, it is not surprishg that what 

student teachers reported on was related to these three dimensions. 

First, in the student teachers' responses, the perceived need for more useful and 

relevant professional knowledge was clear. In this regard, the student teachers devalued 

theoretical knowledge such as knowledge of leamers and their characteristics and 

knowledge of educational ends, purposes, and values. However, they welcomed and 

expected more practical or pedagogical knowledge since it was directly relevant and 

applicable to classrooms. 

Second, the student teachers in this study expected to be taught more skills in 

lesson planning and classroom management that were directly relevant to the classroom 

and most importantly, they wanted opportunities to practice these skius. In fact, one of the 

harshest crit icisms fiom rnany student teachers addressed the perceived lac k of st udent 
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teaching opportunities. Once again, the importance of a practical rather than a theoretical 

education was evident throughout the analysis of the data. 

Lastly, the student teachers said that the Faculty was generally considered as an 

"easy" professional fàculty by others. Also, a poor impression of the Faculty was evident 

by the student teachers perceptions that Student Senices personnel and professors did not 

support them adequately or treat them respectfùily. The student teachers in this study 

suggested that positive attitudes about various aspects of the Faculty had an effect on their 

perspectives of the profession. However, since many student teachers believed this did not 

occur, they felt discouraged and pessimistic about their professional socialization, the 

programs, and the profession at large. 

For the most part, it appears as though the student teachers in this study expected 

the Faculty to induce them into the teaching profession. However, they also wanted a 

socialization process that was flexible and thus, provided Uconditional" support, care 

and respect for them. Based on the data presented, it appears that many student teachers 

did not feel prepared as prospective teachers and they felt they were not treated 

appropriately in the Faculty. Therefore, it is essential to examine the relationship between 

student teachers' comrnents and how they are socialized professionaliy. By doing so, 

hopefùily, a socialization mode1 can be clearly identified to address the concems and needs 

of the student teachers. 



CHAPTER 4 

DISCUSSION 

It is natural to question the professional socialization of the student teachers who 

provided written comments in the 1992 Quaiity of Student Life Survey. Indeed, the 

overwhelmingly critical responses of the student teachers warrants an examination of how 

they were socialized. SpeciGcally, the fact that rnany student teachers felt unprepared to 

teach, devalued by people in other fàculties, and disregarded by their own Student 

SeMces personnel and professors, strongly demnds an assessrnent of how they were 

pro fessionally socialized. 

In Chapters 1 and 2, two approaches to professional socialization, the induction 

and reaction models, were described as ways in which students are socialized into their 

respective professions. In general r e m ,  the induction model clairns that students must 

comply with the strict demands of their school in order to acquire the expected 

knowledge, skills, and values of their profession. In this regard, there is a stronger 

emphasis on standards or the "demands" placed on students rather than on the support or 

' i vmth"  provided for them. In contrast, the reaction model claims that flexibility and the 

support of students' needs and interests are essential aspects of king socialized into a 

profession. In this capacity, there is a stronger emphasis on the 'ïvarmth" provided for 

students rather than on the "demands" placed on them. Even though these two models are 

ideal types or exaggerated versions of what professional schools actually do to socialize 

their students, they are applicable to the student teachers' comments in this study. Indeed, 

aller careful analysis of the data, student teachers' cornrnents cannot be categorized by 
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either of these models exclusively. In fàct, the comments provided by student teachers in 

this study reflect both the induction and reaction rnodels. Therefore, the model of 

professional socialization that best reflects what the audent teachers expected from the* 

Faculty of Education is known as the synthetic model (Simpson, 1 979). 

As the narne suggests, the synthetic model combines aspects of the induction and 

reaction models. This means that the weli-defhed, institutional expectat ions emphasized 

by the induction model are coupled with the flexible, responsive aspects of the reaction 

model and that both the professional school and the students themselves influence the 

professional socialization process. In other words, the demands of the institut ion adapt to 

the needs of the its students at the same tirne as students act responsively to their schools' 

demands and objectives (Simpson, 1979). This is why Simpson (1 979, p. 225) claims that 

the synthetic model provides a hotistic view of professional socialization which emerges 

within the professional school and among students. In this regard, both faculty and 

students make valuable contriburions to the professional socialization process. Students 

alter their behaviour and attitudes to their school demands as their professional needs are 

met by their schools. In other words, with this model, expectations of the professions and 

the school constantly interact with the individuai needs of students in an attempt to equally 

accommodate the concerns of both parties (Simpson, 1979, p. 236). In this sense, the 

synthetic model is a balance between the induction mode1 and reaction model. Therefore, 

it is necessary to examine the aspects of each model that allow the synthetic rnodel to be 

applied to the student teachers' comrnents. 

It is essential to identie the inductive components of the synthetic model that 
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apply to the audent teachers' comments in the audy. According to Goode (1957, p. 5 1 ), 

"a professional school socializes its audents in common occupational perspectives." 

Simpson (1 979, p. 226) agrees with this view by insisting that professional schools mua 

impart the requisite knowledge and skills to students so they acquire the normative 

professional orientations. By doing so, professional schools ensure that students learn how 

to conduct themselves in their professional roles. Simpson ( 1 979) recommends that 

professional schools place students in real-Me working situations or practicums. She states 

that, "orientations are embedded in work organization's routines and procedure, and 

students habituate themselves to them by foliowing the routines" (p. 232). Indeed, 

Simpson ( 1 979) suggests inducing students so they learn professional orientations 

tfirough knowledge and skilis expiicitly taught in their programs. 

As outlined in Chapter 2, the basic tenet of the induction model is that professional 

schools have control over the knowledge, skUs, and values taught to its students. In this 

regard, professional schools must be clear on their expectations of what students are 

expected to l e m  and master in their programs. Thus, as mentioned previously, this 

characteristic is referred to as Wemandingnes~.~ In Chapter 3, several examples of how 

the induction model functions in teacher education were outlined. For instance, professors 

are assumed to be role models and mentors for student teachers based on their years of 

experience, expertise in the teaching field, and acquired knowledge base. Thus, professors 

use direct teaching and courses are faculty-driven in order to ensure that student teachers 

l e m  the knowledge and skills required of the profession such as lesson planning and 

classroom management. 
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Indeed, the student teachers who provided written comments in the 1992 Quality 

of Student Life Survey expected their professors, courses, and programs to be more 

demanding in these areas. They beiieved that knowledge and skills in these areas wodd 

have adequately prepared them for the teaching profession. They were dissatisfied with 

their theoretical courses and placed a higher value on pedagogical content knowledge. 

Also, many student teachers were displeased with their professors. They felt that 

professors were k-removed from real-üfe teaching and more commined to scholarly 

interests. Therefore, many nudent teachers disregarded them as role models. This lack of 

direction Ikely contributed to their low selfiself-esteem and poor impressions of the 

Faculty. In this sense, the student teachers likely felt that increased demands would have 

beaer prepared them for their profession and improved their self- esteem as prospective 

teachers. Essentially, the student teachers wanted to be told what to do and they wanted 

to l e m  what kvas necessary to function in their chosen profession. 

In this study, the student teachers' comments are consistent with many of the 

assumptions of the induction model. To a large degree, the student teachers believed that 

their Faculty was a subsystem of the teaching profession and therefore, they loo ked to it to 

transfer to them the expected knowledge and skiils of the profession. Moreover, the 

student teachers believed that the Faculty should have authority and control in terrns of 

the knowledge and skills taught to them. In these capacities, the student teachers expected 

a certain amount of "dernandingness" fiom their professors and from the program overall. 

Thus, it seems that the induction component of the synthetic model addresses some of the 

student teachers' concems in this study. They had high expectations of what their 
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pro fessors, courses, and programs sho uld have o ffered t hem. S pecifically, t hey believe that 

they should have learned more usefil knowledge for classrooms, acquired more skills to 

prepare them better, and developed more positive attitudes about their s o c ~ t i o n  and 

the profession. However, they were arongly critical of their undergraduate education 

programs since these expectations were not met. Ironicaily, the student teachers also had 

expectations of their Faculty which required a dEerent socialization approach fiom the 

induction model. 

The student teachen' comments are also consistent with rnany of the assumptions 

of the reaction model. It is essential to identiS. the reactive components of the synthetic 

model that can be applied to the audent teachers' comments. Simpson (1979, p. 132) 

argues that "...a professional school is more than a gateway to occupational practice." In 

other words, Simpson ( 1 979) claims that professional schools must do more than expect 

theu students to l e m  to comply with the normative knowledge, skills. and values of the 

profession. Undoubtedly, the e s t  step of the professional socialization process is aligning 

students with knowledge, skills, and values. However, for some professions, there may be 

other aspects that are essent ial for effective socialization. Simpson ( 1 979, p. 23 3) argues 

that how students conceptualize knowledge and skills is also based on their own 

motivation and efforts in their education and more importantly, on how professional 

schools support their students' individual effons. Simpson (1979, p. 1 3 3 )  States that 

student motivation is greatly affected by the options that their program offers them and 

suggests that students' needs and interests must be supported in order for them to value 

their professional socialization. 
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In addition, Simpson (1979, p. 233) aates that 'Wstudents are oniy lectured to, 

they are kely to forget what they leamed, but if they apply theù lessons in work 

situations, they develop orientations toward the occupation." In other words, audents also 

acquire professional orientations by how they relate and rnake sense of the knowledge and 

skills taught in their programs. Moreover, Simpson (1979) also suggeas that students' 

own initiatives should be rewarded and their program should have sorne flexibility in order 

for them to value their professioml socialization. 

As outlined in Chapter 2 ,  the basic tenet of the react ion model is that students 

constantly respond to the dernands placed on them in their programs. As a result, they 

must adapt to what is expected of them as students. In this capacity, professional schools 

must be flexible and supponive of their students' needs and interests. Thus, as mentioned 

previously, this characteristic associated with the reaction model is referred to as 

'' wannth". In Chapter 2, several examples are outlined about how the reaction model 

functions in teacher educat ion. For example, CO-construction of knowledge between 

pro fesso rs and st udent teac hers and cooperative Iearning were ment ioned as essent ial 

aspects of education courses. These are opportunities for student teachers to know that 

their opinions are valued by their professors. Furthemore, based on Lonie's ( 1975, p. 80) 

comment that 'iteachers are largely self-made...", it is expected that student teachers are 

given an opponunity to understand particular aspects of the profession through their own 

efforts. 

Sirnilarly, the process of reflection is integrated into many education courses. 

Student teachen are expected to be reflective of their educational practices since this is 
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where self-evaluation, renewal, and seülgrowth emerge. Student teachers require a 

supportive environment with respecthl people who c m  help them move through these 

complex stages of professional sociaüzation. 

Indeed, the student teachers in this study generaüy expected more support and 

'kamith" fkom the Student Senices personnel and nom their professors than they actuaily 

received. They felt that more warmth would have given them more self-confidence and a 

more positive outlook on their profession. Many student teachers were highly critical of 

the lack of respect and care provided by Student Services personnel and professon. They 

relied on these people for guidance, understanding, and support on academic matters and 

career options. However, many student teachers felt these expectations were not met in 

the Faculty. In this sense, the student teachers felt that more 'iwarmth" from Student 

Semice personnel and professors would have improved their own selfssteem as 

prospect ive teac hers. 

Specifically, the student teachers' cornments are consistent with some of the 

assumptions of the reaction model. The student teachers believed that their needs and 

concerns were important and that their professors should have acted more as facilitators 

and CO-learners with them. An exarnple of this is that they expected professors to be more 

farniliar with actual classroom practices. The student teachers wanted professors to be 

direct about the knowledge and skiils that they expected them to acquire. However, they 

also wanted more respect, care, and %armth" in order to have a supportive relationship 

with faculty and in order to adapt to their demands. Thus, they did not consider 

t hemselves as professionals or identify with any long-term objectives of the profession. 
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They were students who were constantly seeking ways to adjust to their program' 

expectations. The clearest indication of this is t hat the student teachers developed atîitudes 

about t heir socializat ion and the Faculty rat her than constructed any professional values. 

In these capacities, the student teachers expected a certain amount of support and 

'%armth9' fiom their Students Service personnel and professors in order to adapt to the 

dernands and expectations placed on them. 

It seerns that the synthetic model best addresses the student teachers' need for an 

adequate support system. The beiief that they were poorly supponed in theù programs 

was likely extremely hurtful to the audent teachers since there is the assumption that a 

faculty of education should uphold the qualities intrinsic to the profession. As Roger and 

Webb ( 199 1, p. 179) state, % develop caring teachers, teacher educators rnust model 

caring relationship wit h p r e s e ~ c e  students.. .They must have the chance to observe real 

teachen, in both their university-based programs and in thek practica, who model caring 

and who reflect upon, discuss and evaluate their practice in terms of the ethic of caring." 

The student teachers wanted to acquire particular knowledge, skills, and attitudes, but 

they also wanted people to be flexible and support ive in the process. Clearly, the student 

teachers in this study required opponunities where t hey felt supponed and respected by 

professors and other staff. thus enhancing their professional socialization. 

Interestingly, the student teachen' cornments are sirnilar to many criticisms and 

suggestions discussed in the educational literature. S M a r  to the recurring comment that 

student teachers expected more usefùl professional knowledge, Goodlad (1 990), along 

with the Holmes' Group Executive Board (1 986) emphasize the importance of a strong 
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knowledge base for teaching. In addition, Kramer (1992) and Nikûoruk (1993) argue that 

since schools are bombarded with various social responsibiities and their teachers are 

assuming multiple roles, there is a greater need for fàculties of education to emphasize 

professional knowledge when workmg with student teachers. Thus, Kramer (1 992) and 

Nikif'oruk ( 1 993) would encourage inducing st udent teachers hto the teac hing profession 

wit h demanding courses and high expectation that emphasize the appropriate, professional 

knowledge. 

Similar to the student teachers' expectations of support and respect fkom Student 

Services personnel and professors, Lortie (1975) and Nias (1986) also discuss the 

necessity of student teachers to be able to adapt to teaching through theu own initiatives 

and efforts. Lortie (1975, p. 50) argues, "...socialization into teaching is largely self- 

socialization; one's persona1 predisposition are not only relevant, but in fàct stand at the 

core of becoming a teacher." Therefore, professors need to ensure that audent teachers 

are supponed so they can develop and pursue their own initiatives and express thernselves 

as individualism. To sum up, if the concems of student teachers in this study are to be 

taken seriously, then one needs to ask, what has been done and what stiiî needs to be done 

to improve the professional socialization of student teachers. Moreover, one needs to ask 

about funher research possibilities in this area. 



IMPLICATIONS FOR PRACTICE 

FoUowing the analysis of the data, at least three important implications for practice 

cm be identined: 1) the articulation of what is taught and how it is taught, 2) the 

integration of theory and practice, and 3) an awareness of student teachers' concems and 

needs. First, in this study, the student teachers viewed their professors as mentors or role 

models and as such, they relied on them to adequately prepare them to teach and for the 

profession at large. The student teachers expected their professors to teach them 

knowledge and skills that were usefùl and help them to develop attitudes that were 

positive and encouraging. Thus, the Faculty and, more imponantly, the profession at large 

must agree about what knowledge and skills are essential and what attitudes should 

emerge by the end of the program. Once the various stakeholders have agreed, professors 

must clearly articulate what student teachers need to know for theù profession and the 

specific professional socializat ion model in order to be become competent and effective 

teachers. Hence, the student teachers will know what knowledge, skills, and attitudes that 

they must acquire. If the knowledge, skiils, and values of the profession are unanimously 

decided on within the Faculty, there is a greater opponunity for student teachers to be 

well-prepared for t heir profession and confident about t heir abüities as prospective 

teachers. Also, the student teachers will be treated respectfùiiy by king informed about 

their prograrns' objectives and expectations and the socialization process they di 

undergo in their programs. In this capacity, the synthetic model cm be implemented to 

yield positive results for student teachers. They \viil emerge fiom theù prograrns with the 

knowledge, skills, and attitudes of the profession, yet by k ing  told what socialization 
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model is king used, they will feel encouraged and supported by the Faculty. 

Second, the Faculty must identw the use of theory in educational practices, 

knowing t hat many student teachers dismiss theoret ical kno wledge and prefer pract ical 

knowledge. The assurnption that theory is useless can be addressed by a stronger 

comection between theory and the practice of actual teaching. In fact, there must be an 

awareness that theory and practice can positively influence each other. Facuhies of 

education must attempt to demonstrate that theory can inform practice and practice c m  

also help develop theory. In order for this to be successfùl, however, student teachers 

need to interact with coUaborating teachers and professors who value both theory and 

practice. In addition, student teac hers need to have professors who act ively generate 

kno wledge through their own scholarly activity. This approach encourages professors to 

integrate their research with their courses and theu student teachers' school experiences. 

The task of faculties of education, then, is the appropriate integration of both 

t heory and pract ice Indeed, by placing practice alongside theory, faculties of education 

will demand that their student teachers develop their cntical thinking abilities so t hat they 

can make classroom decisions based on some theoretical bases. Yet, as professors connect 

educational theory to classroom realities, student teachers will develop more meaningfûl 

understandings of their practica by engaging in self-evaluation and the renewal of 

educational practices. In this regard, faculties of education will have irnplemented a 

synthet ic model that challenges student teachers with relevant, theoretical courses while 

enhancing their value of the practica by connecting theory to practice. 

Lastly, Student SeMces personnel and professors must be made aware of the 
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audent teachers' serious concerns about the Student S e ~ c e s  personnel and professoe. 

As the Faculty outünes its expectations for student teachers, it mua aiso be flexible and 

responsive to their student teachers' needs. In this regard, a synthetic mode1 can be 

estabiished by a balance between program expectations and students' concerns. The 

Faculty must determine if the Student Senices personnel have adequate knowledge of  

programs and adequate interpersonal skills to be receptive to their audent teachers' needs. 

Simüarly, professors must be made aware of the audent teachers' concerns so they can 

address them in courses and be supportive and respectfiil of those concerns. However, 

there is an even greater expectation that professors wiii be supportive and helpful to 

student teachers. Student teachers often consider their professors to be role models as 

they ofien have experience in the field, and thus can guide them through their professional 

education. I t  is the motivation and support provided by the professors that aliow student 

teachers to connect what they learn in their programs with how they should implement 

what they learned. 

1 t may be that the professional socialiition that student teachers undergo is not 

well-articulated at the onset of the prograrns. As a result, student teachers are ofien 

unclear about what is expected and subsequently, they feel devalued and mistreated when 

their expectations are ignored by their professors. Similarly, Student Services personnel 

and professors are unclear about what is expected of them their own roles in the 

socialization process, and any consistency of practice in the Faculty. Therefore, if an 

awareness of the socialization process is established, the Student Services personnel and 

professors will be clear about thek roles and student teachers will know wvhat to expect. 

1 O 8  



SUGGESTIONS FOR FURTHER RESEARCH 

There are at least three suggestions for tiinher research that arise f?om this study: 

1) administer another Quality of Student Life Survey, 2) to conduct focus groups with 

student teachers, and 3) to conduct and compare the Quality of Student Life Surveys in 

the Faculty of Education at the University of Manitoba with others in fàculties of 

education across the country. First, it would be very interesthg to re-adminimer the 

Quality of Student Life Survey to student teachers in the Faculty since almost ten years 

have passed and a new, undergraduate education program has now been fully 

implemented. A third Quaiity of Student Life study would be able to examine current 

student teachers' perceptions of their professional sociaiization to assess ho w these 

perceptions have changed since 1992 and even since 1987. If student teachers are more 

positive than the student teachers in the 1992 Quality of Student life Survey, then the 

Faculty may be able to identif? specific aspects of student teachers' socialization which 

they perceive to have made a dflerence. If ,  however, the sarne concems arise as they did 

in 1992, then the Faculty may have to reconsider making fundamental changes in the 

program. Thus, re-administering the Survey is one of the few ways in which the Faculty 

el1 know if the institutionalized changes made to the Bachelor of Education programs 

have made a dflerence in the socialization of student teachers. 

Second, afier another Quality of Student Life Survey was administered, a random 

sample of student teachers could be interviewed using a focus group approach (see 

Edmunds, 1999; Greenbaum, 2000; & Morgan, 1997). Group discussions would allow 

researchers to probe for more detail on the themes identified in the anecdotal data. This 
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would an opportunity to acquire specific information about the audent teachers' 

perceptions since such discussions were not conducted with student teachers in the 1992 

audy. Moreover, such discussions would probably be perceived rather f'âvourably among 

audent teachers because they would feel that the Faculty respected them and 

acknowledged their concerns. 

Lastly, administering the Quality of Student Life Survey to other student teachers 

in other fàculties of education may also be worthwhile. This cross-sectionai study would 

require the organization and participation of a wide array of people across Canada. The 

purpose of this study would be to examine how student teachers' perceptions of their 

professional çocialization compared across faculties. For instance, perhaps some concem. 

such as the gap between theory and practice or the devaluing of theory are common 

regardless of  the structure of programs. On the other hand, perhaps other concerns only 

apply to certain programs and thus, would reflect idiosyncratic aspects of these programs. 

CONCLUSION 

In conclusion, it was important to examine the student teachers' comments fiom 

the 1993 Quality of Student Life Survey because they not only revealed their opinions of 

their professional socialization, but they also suggest how the quality of professional 

socializat ion rnay indirectly affect the quality of public education. In general, a large 

percentage of student teachers, whether first-year, third year, or after-degree student 

teachers, felt that they were unprepared to teach and demonstrated a low self--esteem as 

prospective teachers. What impact might such opinions have on public schools and quality 
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of public education? Kramer ( 1992, p. 2 1 1) mates, 'the only way to have better xhools is 

to get bener teachers. We will never improve schooling.. .until we miprove teacher 

education ... If out children's schools are not meeting our expectations, let alone our hopes 

of them, much ofthe reason lies with the institutions that prepare men and women to 

teach in them" (p. 220). Thus, it is highly possible that if student teachers are not 

adequately socialized, then they may have difficulties with teaching their pupils, interacting 

with parents, maintaining acceptable standards, and carrying out other roles in an effective 

and caring manner. 

Although the Uicreasingly diverse roles of teachers are sometirnes identified as 

king part o f  the problem with public education, it is also undeniable that schools wiU 

continue to be influenced by a variety of social, economic, and political factors. Given the 

multitude of factors involved, faculties of education must pay close attention to the ways 

in which they impart the knowledge, skiils, and attitudes to educate and socialize their 

student teachers. With a rising number of popular schooling alternatives and the belief that 

the quality of public education is suffering, faculties of education must seriously consider 

the knowledge, skills, and values they must teach to student teachers and what mode1 of 

socialization they are using to  teach these things. The m e r  by which they socialize 

student teachers will duectly affect their dispositions with their pupils. If student teachers 

emerge fTom their programs with insufficient knowledge, ineffective skills, and poor 

impressions of their Faculty, the profession. and they themselves, then this negativity can 

prevent their own pupils fiom learning the required knowledge, skills and attitudes. In 

other word, what is done in faculties of education directly affects the quality of education 
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offered to pupils in schools. Therefore, the professional socialization of student teachers is 

a foundation for educating competent and effective teachers, producing a high quality of 

education, and maintaining a reputable profession. 
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PART nI 

In tbc folbwiog four reclioas. wc ask you CO tdi us bow you fctl about yocaself. bdh as a propscctiw t c i cha  and as a studait in UK 

Section 1 

The following statemaits O O ~ C ~ O  your persanal fatlings md hot@& rbout bacomhg a tucbir. Read cadi statement 
carefully sincc no two ut e x r t l y  aîike. If -;r statema~t is TRUE or MOSTLY TRUE as applied to you. circle the T in front 
of the s t l t emn t  Lf a starcllltllt is FALSE or MOSTLY FALSE as ?pptied to yw.  circle the F in h n t  of the statcment. 

TRUE 

T 

T 

T 

T 

T 

T 

T 

T 

T 

T 

T 

T 

T 

T 

T 

T 

T 

T 

T 
T 

T 

T 

T 

FALSE 

F 

F 

F 

F 

F 

F 

F 

F 

F 

F 

F 

F 

F 

F 

F 

F 

f. 

F 

F 

F 

F 

l= 

F 

1. When people are discussing the @pic of teaching. 1 probably wiU listen andor joio the conversation. 

2 if 1 corne aaoss an article rclaicd to tcaching. 1 probably will read ir wiih interest. 

3. If pmblems develop in my lire. 1 ûy to tbink them rhrough as ihcy will affect my teaching. 

4. With rcspact to teaching. 1 dm't case if 1 xmke mistalces. 

5. During the past wœk. 1 have bad no mnversations about tcaching. 

6. Durhg the past wetk, 1 have made 10 or more decisions in which rny interest in teaching has 
influenced ihe dccisioa proccss. 

7. 1 rarely or never Lhink about how 1 can becorne a bcttcr teachcr. 

8. Cornparcd to ohcr c o n m .  1 wony litilc about how good a teachcr 1 will bc. 

9. U 1 had to give up scimethiog. becoming a textier is rhe last thing 1 would givc up. 

10. Wben 1 am involved in activities relared to teaching. 1 usually fecl indiffereni. 

II. If 1 becorne a bcrtcr tcachcr han everyone clse. it would makc littic differcncc [O m. 

12. Wben I can, 1 seek out situations in wbich 1 can express rnyçelf as a tcacher. 

13. Bcing a tcachcr is aot irrq>ort3nt to me. 

14. 1 feel bad whcn 1 think 1 am not going to be a good tacher. 

15. 1 rarely dcvote much timc Co my teadiing inracsts. 

16. Whcn 1 mecl new peoplc. it is important to r m  that they know 1 will be a teachcr. 

17. 1 typically orgaaizc my day so chat 1 can work toward goals that arc rclatcd to tcaching. 

18. Being a teacticr is of lirtlc vaiue to m. 

19. Being a [cacher wiH have viriually no effcct on my lifc. 

20. 1 enjoy it whcn people encourage me to bcuxnc a tcachcr. 

21. 1 would fcel a great sense of loss if suddcnly 1 werc unablc to bc a tcachcr. 

22. 1 m strongly committed io bcing a good [cacha. 

23. U people could know oniy one thïng about rnt. 1 would want thcm to know 1 will bc a tcacher. 



Section 2 

2 .Tao many paoplc in this facûlty are just out for tbcpisdvc~ 

3. Tbesc days. stuclaits do oot really know Who to orwrmt a. 

4. Tbac is uot much chancc th t  studeots wüi do r o w g  to makc this 
faculty a bertn place to leam. 

S. If classes wert s d a .  grdes would bert# ritflact truc ability. 

7. Therit is w ooc in tûis faculty Lhat studencs a u  d y  trust. 

8. In spite of M a t  some pooplc say. the lot of che student is g&ng woa. 

9. Thcrt is liüle ust ia talLing to professws because tbey w oot interestad 
in the pioblcms of saidaits. 

11. Few stucieors look f o w d  Co their aiurçc work. 

12- Most studetits play an active d e  in class. 

13. It is d y  bcst to tcti professors whar tbey want to bear. 

14. Scudencs wüi do almost l n y t h i n g  CO get good @es. 

15. Most saidairs do nec erijoy Lhcir courxs but do the work in order to gct 
the things they want 

16. Tùe gndes students m i v e  will bc an accuntc rieflactioo of ihcir 
truc abity. 

17- The fmal grades swdcnts raceive will have an cHad oa tbcir future sutus. 

18. n K r e  are maoy studcnts wbo do not W w  M a r  to do with cheu lives. 

19. hiany srudcncs in this faculty are lonely. 

20. Srudcnis are unhappy k a u s e  chey do noc know what ihcy wani 
oui OC Iifc. 

2 1. Srudcnts enpecc io Icani a lot in this facully. 



Think of itre studaats in yutr fiaiity. Do pa fhink p caa & pur univdty  cavse wxk 
. - .kucrttwauo€tium a 
.. .bcnefthuinionofcbeni. O 
.-.lboutrhewme. O 
. . .pocmxLbui niottdtban O 
... pooriaihuidiofchtm O 

Do you rhink you have rhe Ibility to aiaipletc a doaor;il degrrc? 
. . . Yes. for sure. O 
. . . Yes. pdably .  O 
. . . Maybc. O 
. . . No, pmbably nd O 
. . . Nb. for nite. O 

Forger how your prof- grade yoor w& How good & you chiok your wodr is? 
. . . Exœllar. O 
... Goal. CI 
. . . S u t v  as mon of the saldeats. O 
. . . Below mon of the studtcits O 
. . . Poor. O 

How far do p u  bclieve you wiU go i n  univasiiy? 
. . . Lrss than a b ~ l o r ' s  degrrt- O 
. , . A badrelor's &grec. a 
, . . A semaci bacbelor's degrcc. O 
. . . A ~ Q ' S  degrce. O 
. . , A Q c t d  degroc. O 

How far & you rhink your prrrats bclicve you wiii go in univasity? 
. . . L s s  than a brcbtlor's d c p e  O 
. . . A bacbclor's dt&ribt. O 
. . . A scaiod bacbcla's d c p c  O 
. . . A masa 's  deg- O 

- . , . A doctaal degrre. C3 

How Car do you L h i  jour pcas believc you wili go in univasity? 
. . . LSS lhan a blche10r's degnc a 
. . . A bachelor's dcgrtt. O 
. . . A scrcond bachclor's degrce- O 
. . . A ogsra's degrite, * O 
. . . A doctoral degnx. O 

How far do you chinit jour most si@üfiaat dhtt btlicvcs you wüi go in university? 
. . . k s  than a badiclor's dcgrot. O 

. . . A second bachelor's dcgrcc. O 

. . . A masta's degrce O 

. . . A doctoral dcgroc. 0 

Mosi people's i d a s  about rheu abilities arc inllucnccd by parcne. pocrs. and significant orhcrs. llow influcnrial have 
cach of Ihesc gmups bccn to you? Using a s a l e  h m  1 io 10 (whcrc 1 = low influencc and IO = high influence). 
mic tlie influcncc of cach of thex groups: 

I'arcriis - I'CC~S Most Signifiant Odicr - 
I 



Section 4 

1. 

2 

3. 

4. 

5. 

6. 

7. 

8. 

9. 

10. 

I I .  

12. 

13. 

14. 

15. 

16. 

17. 

18. 

19. 

Ase you uumicd or living with #nti#me in a similu typc of cornmitad datiotrship? 
Ys O No O 

A n  you rcsponsiblc for oae a num dcpadcPt family niiprbas? 
Ycs O No O 

The ways in which you manage youc timc =y ako affect thc quaüty of your eduatioaai exp«ience. Pleasc aaswcr 
e r b  of the foiïowing questions about how you manage your timc. Chedr ope box foc cadn quesüoa. 

Do you d e  a list of tfie rhiqgs you have to do a c h  &y? O 

Do you continue unprofitable mutines or activitics? O 

Do you plan your &y bcf' you siut it? 0 

Do you tnakc constnictivc use of your rim? II 

Do you maLe a schodulc of ific activities you have to do 
on wosk days? O 

Do you believe rbat rbtrc is m m  for Ünpmvemait in 
the uny  you ~ l g C  yout t he?  O 

Do you writc a a of goais fa yourself acb day? O 

Oa an avaage class day, do you s p d  more time with ptrsocial 

sroomiog-~.n dobg Wb001 wock? 13 

Do you spend timc =ch day planning? O 

Do you fœl you arc in charge of your own tiaic. 
by and large? O 

Do you have a clear i d u  of wbat you wuit to accornplish 
during UIC next wctk? O 

Do you oftcn find yoursclf dohg rbiags which interfcre with 
your scttooi work sirnply because you hate tu say 
"NO" to p p l c ?  C3 

fh you set and honour priocities? 0 



PART IV 

1. Wlnt gcoda arc you? Mak O F c d e  O 

2 How old ut you? 

3. What is your ethic aigin? 

... ... b g k h  O W h -  O 
,..FRach O . , . Scunianavian U 
.. .Garilui O ...uh.unian I3 
... Native Indian 0 ...Other Cl 

If OrAcr, plcase stalc your elhnic origia 

4. What was the highest levd of abatha that your parents rcccived? Check ocre box for a& parcmt. 

...................... ... E l e ~ n q - 1  O 
. - . Som high school O 
- - . Cornpkted high school O 

Somc cechnical, vocatioaal bnining O ... .......... 
COmpletcd oommunity coliege O ... 
Sonre univcrsity O ... 

- . . Completcd a Bachior's &grec (e-g., B.Ed. B A )  O 
Some cducaîioo at the graduatc level O ... 

... Completcd graduate degra (c-g, M- hD.)  0 

S. Wtut ut your p m t s '  occupations? (If rhey ut ferired or daxasd. plcase indicatc rhe occupations they held) 
Ch& one box for a& parent 

MoCher Father 

......... Seif-cmployed professional (e-g., uchitacf. dcntist. engineer. M.D.) O 
Employai professimal (e-g.. acoountanl rhod It?ctier. univusity tacber) O 
High level managa (eg., prcsidcot. via-phsideat. frnancial maoaga) 0 

.............. Semi-pmfcssional (cg, amxamaa misician, pbotographer) 0 
Techiciau (cg., cogiacaiag tachnologisf lift sciu~ces tachnician) O 
Middle manager in busiriess or govenimait O 
Supavisor ................................................. O 
Sküicd clcricai. sales. and d a  (e-g, insurancc %ait, salesperson) (3 

Skillcd crafts and -des (cg.. cabinet maker. painter. plumber) O 
F a r m a . . . . . . . . . . . , . . , . . . . . . . . - . . . . . . . . . - . - . . . . . . . - . . . . - . . .  O 
Semi-skiilcd claical, sales, uid scrvicc (eg, off- cl& library fde cl&) O 
Scmi-slrillcd nianual (cg.. bus driva. -Cr. laxi driver) O 
Unskiilai clericai. sales. and çtnnoc (c.g.. mail camicr. aursing aide. orderiy) . . O 
Uoskilld manual (e-g., chanhamaid. tlcvator opuator, janitor) O 
Farm labourer O 
O t h c x . . . . . . . . . . . , . , . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  0 

Ptease describe 



PART v 

A e  you a visiting -&nt h m  thc University of W i g ?  Yai O No O 

How many years of univasity cduurioa tuvc you amplaad? (If you have b c u ~  a part-cime student. rheo -te 

the numba of equivalmt full-tim yeus.) yevs 

How nvny crcdit botus of univasity work ut you taking rhis .crdcmic y- (Sept - April)? 

h m  wûich u ~ d u a î c  Faculty of Educatioa pmgram do you intend to graduate? C h d  oae box- 

What is your cumulative grade point average? Check OIDC box. 

What ut you m t  Lilcely to bc doing within six mooths of complethg your 8.Ed &grec? Check oac or mon 
boxes. 

. . . 1 doa't expcct to complete a B.Ed O . . . F e  educarioa 

. . . Tach O . . . Stay at home 

. . . Work at anoiher job O . . . Chha 

. . . Travei O 

PART VI 
f 

Name: 
Last namc Fust name 

Address: 

S e t  & Number City or Town 

Postal Codc 
Province 

Phone n u m k  ( 1 
(Area Co&) 

Wc may wish Co contact you in die futurc to ~ e c  whar you arc doing. If you are willing to takc part in futurc srudies. plcase 
cticxk dic box. Ycî O 



PART VII 

if you have morc cornments. plcase notc dicm on rlic back of rhis page. 




