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ABSTRACT  

This was a multi-case qualitative study, designed to investigate teacher educators’ 

perception of character education in Jamaica and how they enact character education in 

their classrooms. The study provided a localized version to the vast amount of research 

that has been conducted on character education in developed countries. Against the 

background of the significant role of teacher education, the study provided important 

insights regarding how teacher educators perceived, and enacted character education. 

Given the abstract nature of character education, a seven-point Likert scale questionnaire 

and two short cases were used to guide the interviews with the fifteen teacher educators’ 

who were purposively selected to take part in the study. Artifacts provided by the teacher 

educators, provided additional data for study. The responses on the questionnaire ranged 

from strongly agree through to strongly disagree. The data were analysed using the 

thematic approach. The data generated from the instruments were collated and attributed 

to the themes and major research questions to which they were aligned. The findings 

revealed that teacher educators’ perception of character education was closely aligned to 

the authoritative perception. The commonly shared view among participants was that 

character education is a means of instilling in children and young people the traditional 

values of the society and teaching them good manners. It was found that the older 

participants hold that character education is the process of teaching young people to be 

respectful, caring and to have good manners, especially to their elders. The younger 

participants hold that character education should focus on teaching young people the 

values and attitudes that will help them to live successfully in community, where there is 

mutual respect between all members of that community. They explained that the goal of 

character education should therefore be to equip young people with the ability to make 
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right decisions and excel at what they do, rather than become obedient, subservient 

members of the society. All fifteen respondents strongly agreed with the authoritative 

perception, that people do not naturally develop good character and are therefore in need 

of correction. Twelve of the fifteen participants also revealed that their belief that human 

beings do not naturally develop good character is further supported by the experiences 

they have gained observing and relating to other human beings. The findings also 

revealed that except for guidance counsellors, teacher educators did not formally teach 

character education. The teacher educators described their character education activities 

as informal and reactive. Informal because they did not usually go to their classes with a 

plan to teach character education, and reactive because many of their explicit character 

education actions were in response to the undesirable or inappropriate behaviours of their 

students.  Their character education actions included correcting undesirable behaviours 

and modelling appropriate behaviours. Most of the teacher educators supported the direct 

didactic approach as the more effective approach to the teaching of character education 

and believed that pre service teachers are inadequately prepared for the task of character 

education.  
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CHAPTER 1 

INTRODUCTION 

 

Character education has been found to be a major transformational approach to 

moral issues in the United States of America (Davis, 2003; Edgington, 2002; Lickona 

1991).  This success led some concerned members of the Jamaican society (Campbell, 

2013; Seaga, 2007; Smith, 2015) to suggest through their public discourse that given the 

crisis of character which is being experienced across all sectors of the country, there is an 

urgent need for the education system to integrate character education into the curriculum 

of schools.  Other individuals suggest that teachers should be required to nurture students 

to become good citizens as part of the country’s attempt to address the effects of an 

escalating murder rate, high levels of scamming and other related crime and violence, and 

corruption that has become embedded in the social fabric of the society (Campbell 2013). 

The concern is that the societal values which were once cherished, by members of the 

society, are slowly disappearing and the character education of young people through the 

school system may be the most effective way to halt the moral decline.  

So important is the recognition of the need for character education that the 

country’s National Development Plan, which is called Vision 2030 Jamaica, indicates that 

in order to transform the country, its people will need to have a shared set of core 

transformational values (Planning Institute of Jamaica, 2010).  To this end, the National 

Development Plan has listed honesty, truthfulness, respect, trust, responsibility, national 

pride, and love among the key values that every Jamaican citizen should possess.  In 

response, Jamaica’s National Standards Curriculum which is currently being piloted in 

schools at the primary level has included Civics and Health and Family Life Education as 
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two of the key subjects to be taught in schools.  In addition, the Regulations for Teacher 

Certification (2014) has listed among the quality standards for teachers in training, the 

expectation that “the teacher should possess positive values and attitudes; should be 

honest …….and be in possession of a sound value system” (p.3).  My survey of the 

teacher education landscape, however, reveals that there are some ambiguities among 

teacher trainers regarding the understanding matter of character education and how it 

should be enacted.   

Character education is a complex construct and many societies have found that 

despite various educational efforts and amidst the ongoing character education debates, 

they continue to experience significant moral decline which threatens to get worse.  At 

the same time, some teacher educators remain in conflict regarding character education as 

it relates to what it is and how it is to be enacted in higher education classrooms.  This is 

possibly one reason why character education has been found to be inadequate in teacher 

education in Jamaica, and in the education system in general.  For example, Nucci (2009) 

found that many teacher education programmes have failed to deliberately prepare pre-

service teachers for the task of character education.    

At the same time, Lickona (1993), a leading member of the character education 

movement, believes that character education programmes can result in the change that the 

Jamaican society is seeking.  He suggests that character education has existed since 

education itself, and is one of the main avenues through which formal education achieves 

its goal of helping young people to become good citizens.  Since schools are expected to 

respond to the very important demand from the society to character educate the young, 

teacher educators must be effectively engaged in the process of preparing pre-service 



  3 
   

  

teachers for this task. In light of this demand, an understanding of the teacher educator’s 

perception of character education is of major importance.  

Smagorinsky and Taxel (2005) found that the complex nature of character 

education lies partly in the fact that there are various conceptualizations and ways of 

actualizing character education.  They assert that “although all character educators make 

claims about character and how best to promote it, the conceptions of character, human 

nature and education that motivate these efforts span a wide range of beliefs” (p. 22). 

Such beliefs and conceptions are no doubt important to the implementation of any 

successful character education programmes especially as they relate to helping 

stakeholders to arrive at clear effective teaching strategies and assessment plans. This 

study is therefore intended to gain an understanding of how character education is 

perceived and enacted by Jamaican teacher educators.    

Cultural Context of the Study 

 

The Jamaican context in which the study was conducted is widely described as a 

Christian one.  According to the International Religious Freedom Report (2007) 

approximately 62 percent of Jamaicans are Christians.  The frequent references to 

Biblical evidences in the speech of many ordinary Jamaicans, speaks to the significant 

impact that Christian principles has had on the values held by the people of the country. 

The society’s belief in Christianity is also evident in the fact that prayer is still said 

in schools at all levels of the education system.  There is also no separation between 

church and state and prayers are said at national functions.  Many parents still use 

the principles of the Bible to raise their children, teach them to love one another, 

respect their elders and treat others the way they want to be treated.  While much of 
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the Christian principles are slowly changing especially among the youth population 

many of these principles are still entrenched in the society, especially among its older 

members.  

Statement of the Problem 

 

The ongoing reports of high levels of indiscipline, escalating youth crime, 

corruption and other societal ills, which continue to plague the society, have led to the 

call for the Jamaican education system to make character education a matter of top 

priority.  The perception that the average teacher is equipped for this task reflects the 

sentiment in the local body politic, that developing the character of the nation’s children 

should be a fundamental role of schools and by extension teachers.  As such, teachers are 

expected to be persons of good character who are capable of developing their students, 

personally and socially (Jamaican Education Regulation Act, 1980, section 44).  The 

expectation automatically turns the spot light on teacher education programmes and 

teacher educators, many of whom are themselves not sure about their own understanding 

of character education and how to effectively enact it in their classrooms.    

 Former Jamaican Prime Minister Edward Seaga contends that the character of the 

nation has suffered a fundamental change and the education system must therefore be 

charged to introduce character-based education to teach young people life skills and 

social values Seaga (2007).  The situation has grown progressively worse over time, and 

has led Campbell (2013) to contend that there is an urgent need for the country to 

consider the option of introducing the teaching of character education into the curriculum 

of primary and secondary schools.  This implies that teacher educators and teacher 

education programmes have a significant responsibility to train pre-service teachers for 
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the character education task.  For Smith (2015) the teaching of character education should 

be employed with special urgency as a means of training children and young people at all 

levels of the education system.  These documented expectations of teachers raise the 

question of the extent to which teacher educators are prepared for their task of engaging 

pre-service in character education training.   

For a number of years I have surveyed the tertiary education landscape and have 

observed that although graduates of teacher training colleges are expected to possess 

positive values and attitudes (Regulations for Teacher Certification, 2014), the many 

attempts at character education at the teacher preparation level can be best described as 

piecemeal.  Moral education courses or subjects where offered are being delivered by 

teacher educators who for the most part, have had no formal training to do so. In such 

instances, the focus of their teaching has been more cognitive than affective with little 

sustained and concentrated attention on significantly impacting character.  The matter of 

an affective focus is then left to the discretion of individual educators who may or may 

not give the requisite attention to the matter.  

Berkowitz and Fekula (1999) is however of the view that there is need for an 

understanding of character issues to be nurtured among colleges and university students.  

They argue that if graduates from these institutions are expected to deliver character 

education, then it is only fair that they should first be prepared. Seaga (2007) supports the 

view; he asserts that teachers should be trained to help young people to develop the 

character traits of honesty, respect, truthfulness, national pride and progressive 

responsibility. Since such traits are not innate, training is therefore a reasonable 
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expectation.  I believe that given these expectations, teacher educators must be clear in 

their understanding and practice of character education in order to do an effective job. 

Purpose of the Study 

 

The purpose of this study was to gain an understanding of how character 

education is perceived and enacted by teacher educators.  Teacher educators represent a 

significant stakeholder group in the character education process because they are tasked 

with the responsibility of preparing pre-service teachers for the classroom where 

character education is expected to be delivered. Understanding the teacher educators’ 

perception regarding the issue is therefore of great importance to any policy or 

programme that is developed to promote character education in schools.  The study 

sought to provide an understanding of Jamaican teacher educators’ perception on the 

issue. 

Research Questions 

 

Given the exploratory nature of the study, was guided by two research questions 

which provided the framework for designing the study and data collection instrument, 

collecting and analysing the data and reporting and discussing the findings.  The 

questions provided the parameters for the study in relation to the key areas of the 

research, namely, an understanding of teacher educators’ perceptions of character 

education and of how character education is enacted by them.  The following research 

questions were used to guide the research: 

1. How do teacher educators perceive character education? 

  2.    How do teacher educators enact character education in the classroom? 
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Definition of Terms 

 

The following terms are considered specifically relevant to the study and have 

therefore been defined as follows: 

Authoritative.  This is taken to mean having or showing impressive, accurate and reliable 

knowledge about a subject matter (Merriam-Webster Dictionary, n.d).  As used by 

Smagorinsky and Taxel authoritative is also taken to be synonymous with authoritarian. 

Character.  This is taken as the values that determine the general behaviour of an 

individual in various situations.  Character has four distinct components; intellectual 

character, moral character, civic character and performance (Shields, 2011).  When 

expanded, this means that character includes attitudes such as the desire to do one’s best 

and concern about the welfare of others; intellectual capacities such as critical thinking 

and moral reasoning; behaviours such as being honest and responsible, and standing up 

for moral principles in the face of  injustice; interpersonal and emotional skills that enable 

us to interact effectively with others in a variety of circumstances; and the commitment to 

contribute to one’s community and society (Battistich, 2011). 

Character Education. This involves the deliberate and proactive process by which 

schools attempt to develop in young people certain core principles and performance 

values which are widely accepted in all societies.  It is the education which teaches 

students to be the best that they can be in terms of their attitudes, their work and their 

behaviours (Character.org, 2014).  

 

 



  8 
   

  

Core values.  Core values are fundamental principles which determine the behaviour and 

actions of an individual.  Some of these values are honesty, diligence, fairness, fortitude, 

national pride, responsibility, and respect for self and others (Character.org, 2014). In this 

study, these core values are taken to represent character outcomes or character indicators. 

Good character.  This means ‘not only doing the right thing but having the right desires 

and emotions’ (Hartman 2006 p. 70).  It implies doing the right thing because it is the 

right thing to do. 

Pre-service teachers.  This is a student at a university undertaking a degree to qualify 

him/her to become a teacher (Taylor, 2016). 

Teacher education.  This is the process of preparing teachers for the job of teaching at the 

early childhood, primary and secondary levels of the education system.  It can be divided 

into two stages, pre-service and in-service education.  Pre-service teacher education 

includes all the stages of education and training that takes place before the teacher’s entry 

into paid employment in a school (Taylor, 2016) 

Teacher educator. This is the individual who has the responsibility for preparing 

individuals for the job of teaching (Evans & Burke 2006).  The teacher educator is 

commonly referred to as a lecturer, a role model and mentor.  For the purpose of this 

study, teacher educators are lecturers and role models.   

Significance of the Study 

 

The study was timely and relevant given the paucity of available character 

education research relating to the Jamaican context.  In addition, the study provided a 

localized version to the vast amount of research that has been conducted on the topic in 

developed countries such as the United States of America and Canada. Against the 
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background of the significant role of teacher education, the study also provided important 

insights regarding how teacher educators perceived, and enacted character education.  

The study added to the small body of character education literature that exists locally and 

should generate further conversations about how to advance character education in the 

education system in Jamaican.   

The findings should inform and support future policy directions for the 

implementation of a substantial character education programme in Jamaica, in light of the 

failure of many past initiatives.  In addition, it provided a partial response to the ongoing 

calls from civil society for the Jamaican education system to take on the task of 

integrating character education into the formal school system (Campbell, 2013; Seaga, 

2007 & Johnson).  Further, the results of the study proved useful to the Ministry of 

Education Youth and Information which has direct responsibility for curriculum matters 

relating to the training of teachers and the education of children and young people. 
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CHAPTER 2 

LITERATURE REVIEW 

 

Given the emphasis of this research and the broad nature of the phenomenon 

under study, the literature reviewed in this section sought to provide the conceptual 

framework that underpinned this study and a definition and an explanation of character 

education.  It also placed an emphasis on the authoritative and democratic perspectives of 

character education and an examination of the approaches to the teaching of character 

education.  Therefore, this chapter is sub-divided into: theoretical framework 

undergirding this study, conceptual definition of character education, impact of character 

education on students and society, perspectives of character education and teaching 

approaches to character education.  

Theoretical Framework Undergirding This Study 

 

This study drew ideas from the theoretical framework of Smagorinsky and Taxel 

(2005) which, highlighted the authoritative and progressive democratic perspectives as 

two distinct extreme positions on a character education continuum.  Through their study 

of a number of hybrid versions of the two extreme perspectives, Smagorinsky and Taxel 

(2005), sought to inquire into; the philosophies and dialogues through which character 

education was proposed, the content and procedure of character education and the means 

by which the interventions are evaluated.  To develop the model, they analyzed the 

character education movement as described in the proposals presented to the Office of 

Educational Research and Improvement, United States of America.  The proposals for 

character curricular funding, were presented by two American states from the Upper 

Midwest and the Deep South.  
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Smagorinsky and Taxel (2005) found that proposals from one state reflected an 

authoritative perspective in which young people are indoctrinated by adults into society’s 

best values, through didactic, direct instruction.  Meanwhile, proposals from the other 

state, reflected a more democratic perspective in which young people learn through 

community-based, indirect instruction which reflects a Deweyian progressivism approach 

(Smagorinsky & Taxel, 2005).  The model draws on the work of Hunter (1991) who 

describes the two distinct perspectives as orthodoxy and progressivism; it also builds on 

the work of Lakoff (2002) who compares the authoritative and democratic perspectives to 

a family which is led by a strict parent or a permissive parent respectively.  

The study found that the authoritative perspective represents a conservative, 

orthodox position.   It is grounded in the assumptions that human nature is flawed and 

needs correction, that individuals are the proper focus of character education, that there is 

a single objective universally notion of human character and that character education 

should be didactic (Smagorinsky & Taxel, 2005 , p. 43).  The democratic perspective on 

the other hand represents a liberal, progressive position which suggest that character 

education should be directed at transforming educational structures instead of reforming 

the individual.  It is grounded in the assumption that “character education is achieved 

when young people develop concern for others and attempt to build a just and diverse 

community of character” (p. 38).  

Although Smagorinksy and Taxel did not study character education explicitly, I 

chose to use the model as the lens through which to understand teacher educators’ 

perspectives of character education and of how they enact character education in their 

classrooms because the model provided a suitable set of criteria by which an individual’s 
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perspective on the matter can be objectively assessed.  By highlighting the assumptions 

of the authoritative and the democratic perspectives and establishing their relationship 

with the direct, didactic and the indirect constructivist approaches to teaching it, the 

model provides an adequate framework by which I was able to respond to the research 

questions.  Additionally, by placing the perspectives on a continuum the model also 

provided the opportunity for perspectives other than the extremes on the continuum to be 

considered.  Smagorinsky and Taxel (2005) argue that the majority of individuals are 

likely to hold a moderate rather than an extreme view of character education.  

A Conceptual Definition of Character Education 

 

Character education is associated with concepts such as moral education, 

character development and values clarification among others (Healea, 2006).  Healea 

further suggested that character education is a means of intentionally and deliberately 

fostering a caring society where each person acts as a responsible individual. 

Furthermore, character education is responsible for producing people who are expected to 

demonstrate ethical principles in their own lives and in their relationships with others. 

Meanwhile Lickona (1991) asserts that character education is the deliberate effort to help 

people understand, care about and act upon core ethical values.  In essence he believed 

that character education is about cultivating virtue.  For Winton (2007), character 

education is simply the overt effort by schools to teach students character values. 

Berkowitz, Althof and Jones (2008), however found that much focus for character 

education has been on the moral and civic dimensions of character, possibly because 

morality is so central to character.  It could also be concluded that this is because these 

traits are the dimensions of character that mostly impact social relationships and the 
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wider society.  For Bull (2006) civic character is closely related to moral character 

because it promotes and supports public morality and also, because our globalized world 

is constantly making new demands on its citizens it is important that schools develop 

character education programmes which are holistic in nature; emphasizing more than 

moral and civic character.  Such programmes should be adequate enough to impact the 

development of children in all four dimensions of character, intellectual, moral, civic and 

performance character (Shields, 2011).  

According to the Character Education Partnership (2008), even while core ethical 

values remain fundamental in a life of character, character education must also develop 

students’ performance values such as effort, diligence, and perseverance.  Such values are 

needed to promote academic learning, foster an ethic of excellence, and develop the skills 

needed to act ethically in relation to work.  The organization believes that an individual’s 

work affects others because work speaks to the way people relate and make their 

contribution in the world.  Schools are considered to be privileged, having the 

opportunity to always have children as a captive audience for character training.  Dovre 

(2007) suggests that character education is the main vehicle through which public 

education can help young people to feel that they can make a difference and to ensure 

that democracy can thrive.  At the same time however, not much is being done to prepare 

classroom teachers to teach character education (Narvaez and Lapsley, 2008).  For Althof 

and Berkowitz (2006), character education has existed as long as humans have thought 

about how to raise subsequent generations and it represents an important way of 

developing the character of young people in a positive way. 
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The Impacts of Character Education on the Students, School and Society 

 

Beachum, McCray, Yawn and Oblakor (2013) are of the view that one way of 

addressing the problem of increasing moral devaluation, is through character education.  

Accordingly, what is needed in schools is an effective balance between knowledge and 

character because one without the other is either weak or hazardous.  Brannon (2008) 

supports the view; she believes that character education helps to produce a more peaceful 

and caring atmosphere that helps students to pay attention to focussed learning.  In such 

an environment there is a positive impact on students’ general classroom behaviours, and 

on their academic performance. Katilmis, Eksi, and Ozturk (2011) found that character 

education programs have a positive effect on both character development and academic 

success. Similarly, Ryan (1999) found that instruction which is centred on character 

development helps to improve students’ communication skills and builds their self-

confidence and level of independence.   

Opposition to the reported positive feedback about character education 

programmes however comes from Kohn (1997) who is disappointed by the fact that in 

many instances the chosen method of character education instruction is tantamount to 

brainwashing.  Through this method Kohn found that children are drilled in specific 

behaviours rather than being engaged in critical reflection about various life scenarios. 

Meanwhile, Pendlebury and Enslin (2007) believe that it is intolerable to think that 

character education demands the imposition of a single set of values on all learners and 

embraces a single conception of positive morals.  In addition, Sparkes (2010) reports that 

although character education has grown in popularity among educators and parents, the 

largest federal study of school-wide programs have found that, for the most part, 
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character education does not produce improvements in student behaviour or academic 

performance.  

For Costley and Harrington (2012) students need character education if they are to 

be able to function in the school setting and in life outside of schools.  They support the 

widely accepted view that education is the most effective way by which a society can 

seek to change the mind-set of its people.  The foregoing discourse implies that schools 

have a major role to play in helping young people to develop into worthwhile citizens, 

especially in an environment where homes are considered less capable or willing to carry 

out this task. Supporting this view, Campbell (2013) asserts that many homes have failed 

to provide students with positive social skills which they need to become positive 

contributing citizens.  The onus is therefore on schools to bridge the gap and to prepare 

citizens who are engaged and contributing.  

Character education conversations imply that character education makes for better 

societies and the ongoing discussion among politicians and educators points to its 

importance.  The Ontario Ministry of Education (2008b) states in part, that “character 

development creates and expands opportunities for students to learn about, analyse, 

question, and contribute to, the building of their communities, ….develop an 

understanding of the interconnectedness and linkages that underlie social cohesion” (p. 

22).  In general, most of the literature on character education gives support for it, citing 

its numerous benefits.  For example, Cubukcu (2012) argues that character education is 

about taking a planned and organized approach to teach individuals self- respect, 

responsibility and honesty and to help them to become good citizens.  It focuses on 

teaching students how to make good decisions and behave appropriately.  Winton (2007) 
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posits that character education also supports citizenship education and Hovercroft (2002) 

says that when students embrace positive character attributes they become trustworthy, 

productive employees and active, responsible participants in the life of the community.  

In addition, Character.  Org (2014) states that character education comprises and 

complements a large number of educational approaches that are geared towards helping 

young people become accountable, considerate, and contributing members of the society. 

The organization endorses the fact that schools are able to provide students with the 

cognitive and the attitudinal skills that enable them to achieve their fullest potential.  

Glaze (2011), however, emphasizes that character education should not be seen as a new 

curriculum, but rather as an approach to how people care for each other and how they 

ensure that their actions are in keeping with their values and beliefs.  For What Works 

Clearinghouse (2014) character education “encompasses all aspects of the influence that 

families, schools, and other social institutions have on the positive character development 

of children and adults” (p.1).  This suggests that even where schools implement formal 

character education programmes, other educational stakeholders such as parents will have 

an important role to play if the programmes are to succeed and children are to benefit.  In 

the process schools and teachers have been found to play a most important role.  This is 

important because I believe that character education should focus on developing the 

whole person and teachers have an important role to play.   

Among the benefits of character education, Sim (2011) lists helping students to 

decide between right and wrong, make good choices, embrace changes, and develop new 

knowledge, skills and the resolve to adapt and cope with the nuances and difficulties of 

life.  In addition, Wynne & Ryan (1997) discovered that schools with successful 
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character education programs reported less absenteeism, fewer disciplinary problems and 

referrals for misbehaviour, a lower dropout rate, and higher performance scores on 

standardized achievement tests. Character.  Org (2014) explains that many character 

education schools have reported a reduction in violence, fewer discipline referrals, less 

vandalism, improved attendance, and higher academic performance.  

Perspectives of Character Education 

 

For some proponents, character education is the most important answer for 

societies in crisis (Likona, 1999 & McDonnell, 1997) and schools and teachers are 

expected to be involved.  The challenge however, is that the many ambiguities and 

perspectives about and of character education make it difficult to understand and 

therefore challenging to enact in many classrooms.  In fact, Lapsley and Navarez (2006) 

are of the view that “whether one is for or against the character education movement is 

presumably a signal of whether one is a liberal or conservative or whether one is 

sympathetic towards traditional or progressive trends in education” (p. 1).   

Bajovic, Rizzo and Engemann (2009) believe that any attempt at character 

education should start with a clear understanding of the term, especially because of the 

implications that such an understanding will have for the aims and objectives of character 

education programmes and the instructional approaches (direct or indirect) to its delivery. 

Smagorinsky and Taxel (2005) in a study in two regions of the United States of America, 

found that although the many perspectives on character education can easily be 

represented on a continuum, the authoritative and the democratic   perspectives represent 

the extreme positions.  
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The Authoritative Perspective 

 

According to Smagorinsky and Taxel (2005), the authoritative perspective is 

characterized by the need to indoctrinate young people with traditional values which are 

based on a fixed, divinely inspired morality.  They posit that the perspective “is an effort 

to abandon the relativism spawned by the advent of poststructuralism, the emergence of 

multiculturalism and other movements predicated on the decentring of authority and 

recognition of multiple perspectives on moral issues in America” (p. 39).  They also 

believe that relativism must be abolished in order for effective character education to take 

place.  As such the perspective is endorsed by a conservative orthodox position and is 

grounded in the belief that adults and young people maintain an authoritarian 

relationship.  Further that character education would have achieved its main objective 

when children and young people are obedient and respectful to adults. 

Supporting the perspective, Tyra (2012) suggests that in order for character 

education to be effective, there is need for deliberate planning for the kind of success 

which will be reflected in students’ ability to behave properly in a variety of social 

settings.  The general idea is that good character is reflected in the extent to which young 

people conform to traditional values as determined by adult members of the society. 

Almerico (2014) for example suggests that character education curricular should 

intentionally instil in children the traditional values and qualities of good character. 

Meanwhile, according to DeRoche and Williams (2001) the moral decline in society can 

only be reversed by character education programmes which emphasize the orthodox 

authoritative perspective and reflects the traditional arrangements in schools.    
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Schools and by extension teachers are expected to take authority and play a major 

role in the process of character education.  Ryan (1996) argues that one of the essential 

responsibilities of schools is to indoctrinate children with the best values of a society. 

Meanwhile Glaze (2011) believes that since good character is not hereditary, it must be 

instilled by adults into subsequent generations: “it is not caught, it is taught” (p.19).  She 

further asserts that the teaching of qualities such as honesty, integrity, fairness, courage 

and optimism should not be left to chance; they should be taught along with the other 

skills which individuals need to enter the workforce.  For Ryan (2003) when schools and 

teachers embrace an authoritative role, they guarantee that children hone essential 

accepted values.  Similarly, Greer (2007) posits that schools and by extension adults have 

the responsibility to develop character education programmes and to instruct students 

regarding the meaning of good character so that unacceptable behaviours can be reduced 

in such schools.  Wynne (1997) takes it a step further to suggest that the authority of 

adults is key to character education and that the teaching learning environment should not 

be governed by democratic theories.  

The underlying authoritative assumption that the human nature is flawed, is 

endorsed by Pala (2011) who believes that good character is not developed without 

deliberate action; therefore, children need to be taught in order to become adults of good 

character.  Hovercroft (2002) agrees, stating that when students embrace affirmative 

character traits, they become reliable, productive adults who are involved, accountable 

participants in the life of a community.  Ryan (2003) meanwhile suggests that, the 

authoritative perspective is needed in the delivery of character education because schools 

need to embark on the task of halting the moral decline among young people. The general 
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notion is that in order to improve a society, the behaviour of children and young people 

should be corrected through character education which is provided by adults such as 

parents and teachers.   

 Teachers represent one of the most significant group of adults who are charged 

with the responsibility of character educating children and young people and therefore 

their effectiveness in the process is very important.  Prestwich (2013) suggests that 

teachers represent a most crucial group of adults who are needed for character education 

because children spend so many hours of their lives with them.  Mohamed, Asimiran, 

Daud and Ahmad (2015) concur, they believe that teachers are the role model of 

character education and therefore their training should prepare them to be effective in 

carrying out this task.  Revell and Arthur (2007) however found that although teachers 

are usually required to deliver character education, they are often not trained for those 

responsibilities. This could be due to the fact that teacher training institutions do not view 

it as a priority or because they are not equipped for it.  Lunenberg, Korhaganjj and 

Swennen (2007) support the latter view, they found that teacher educators often lack the 

knowledge and skills needed to integrate their moral ideals into their actual practice in the 

classroom. This then leaves the pre-service teacher ill prepared to deal with the character 

related ills that they meet in the classroom.  

Proponents of the authoritative perspective (Lickona, 1993; Leming, 2001; Ryan, 

Sweeder & Bednar, 2001) suggest that the various societal ills that plague modern 

societies can be attributed to individual members of the society and therefore character 

education should be directed at changing these individuals.  Sommers (2002) believes 

that in the absence of an authoritative perspective to character education, children 
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automatically become poorly socialized vicious individuals whose actions negatively 

impact the society.  For Purpel (1997), the moral decline of a society results from the 

attitudes and behaviours of its member and not from its economic, social and political 

arrangements.  It therefore follows that character education should focus on ‘fixing’ 

individuals in order to improve the character of the society.  

In response to the “what” of character education, Prestwich (2013) reasons that 

values such as respect, responsibility, caring, fairness, justice, choices, safety and 

tolerance are some of the ideals which should be associated with the teaching of character 

education.  The Character Counts! Coalition (2017) similarly identifies the pillars of 

character as trustworthiness, respect, responsibility, fairness, caring and 

(https://charactercounts.org/program-overview/six-pillars/).  The acceptance of a set of 

character values supports the assumption of the authoritative perspective that there is a 

single, objective, universally valid notion of human character.  For Wynne (1997) 

character education is achieved when a given set of values are inculcated through direct, 

didactic teaching by adults who should be central to the character education process. 

Promoting the idea that children need an authoritative character model, Lickona, Schaps, 

and Lewis (2007) advance the view that adult members of the school community should 

help students to understand character by modelling behaviours students should emulate.  

One may however argue that the authoritative perspective is flawed on many 

fronts, and is especially irrelevant for the twenty first century, when children live in the 

information age and are conscious of their personhood and their basic rights.  In some 

instances students are more informed and more aware than their teachers and are able to 

think critically. In addition, the confidence which proponents of the perspective place in 

https://charactercounts.org/program-overview/six-pillars/
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adults as the consummate role model, raises the question of the suitability of all adults for 

the delivery of character education.  This is a valid consideration when, for example, 

there are frequently reported incidents where children are abused by adults who should 

protect them and where some teachers are incapable of being good role models because 

of their unacceptable lifestyle.  These are among the reasons for the rejection the 

authoritative perspective.  

Meanwhile, Kohn (1997) objects to the “fix-the-kids” orientation which is 

associated with the authoritarian perspective and suggests that rather than drilling 

students with expected behaviours, students should be encouraged to think critically 

about their actions and how to ensure that they engage in doing the right things.  The 

general consensus among some opponents, is that the objective of effective character 

education should be to alter educational arrangements rather than to change the character 

of individuals (Lockwood, 1997; Smagorinsky, 2002a).  This means that character 

education should create the learning environment where the learner is taught to take 

responsibility, reflect and embrace behaviour change where necessary.   

Overall the authoritative perspective seem to reflect traditional character 

education which according to Winton (2000) places a great significance on behaviour and 

habits and promotes the direct teaching of specific character values.  Proponents of the 

perception believe that the direct didactic teaching approaches which are associated with 

this perception of character education are needed to address the moral decay in the 

society (DeRoche & Williams, 2001; Lickona, 1993).  Purpel (1997) meanwhile is 

concerned that the authoritative perspective is one-side because it does not consider of 

impact of factors such as politics, culture and economics on the moral decay.   
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The Democratic Perspective 

 

Solomon and Portelli (2001) explain that the democratic perspective of character 

education describes a model that is committed to fairness, diversity, social justice, 

rational choice, and active public involvement.  In a foundational study, Hunter (1991) 

found that in general, this perspective reflects a more liberal, progressive or permissive 

approach than the authoritative perspective because individuals are free to construct their 

own meaning and understandings.  He further asserts that for proponents, morality is 

protean because individuals construct and accumulate new knowledge and reconstruct old 

knowledge based on their experiences.  Adherents of the democratic perspective therefore 

emphasize the need to create a character education environment which facilitates the 

development of well-adjusted citizens.  

Glass (2005) found that when individuals learn in a flexible environment where 

multiple perspectives are embraced, they develop into citizens who are critical and 

engaged.  The view is that in such an environment students are enabled to achieve more 

than a simple understanding of different ideas.  They develop a clear sense of the 

importance of social justice and fairness.  The further observation is that as students learn 

together they resolve the tensions which arise from their conflicting ideas and with the 

help of teachers learn to consider the best interest of other persons (Osbourne, 2001; 

Glass, 2005 & Bickmore, 2006). 

Kohn (1997), Purpel (1997) and Lockwood (1997) embraced the idea that the 

focus of character education efforts should be on factors such as economics, politics and 

culture which eventually impact the learning environment.  In such a setting, convention 

is distinguished from morality and ethical behaviour follows from judgment situations.  
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They support the theory that the constructivist perspective best accounts for human 

learning and development and character education should have a strong affective 

dimension.  These underlying assumptions of the democratic perspective reflect Dewey’s 

concept of progressivism which remains relevant in the information age of the twenty 

first century.  The assumption that highlights the importance of constructivism in human 

learning and development is especially easy to embrace because a cursory look reveals 

that children of all ages enter the typical classroom ready to contribute to their own 

learning and to contribute to the learning of others. 

Supported by the work of constructivists such as Vygotsky, Piaget, Dewey and 

Bruner, the democratic perspective emphasizes the fact that learners should not be 

viewed as ‘empty barrels’ to be filled with the knowledge and competencies of their 

teachers, but instead be provided with the opportunity to construct new knowledge from 

previous knowledge and experiences.  Against this background, Smagorinsky (2002a) 

advocates that rather than focussing on developing the character of individuals, character 

education should concentrate on creating the kind of learning environment in which 

individuals are motivated to be and to achieve their best.  He bemoans the use of didactic 

approaches as an attempt to change individuals for the benefit of better communities and 

suggests that the response should be that communities change to facilitate the individual 

learner.  

The understanding is that when learners are free to create their own meaning in 

the constructivist classroom, it is easy to accept that there may be more than a single 

ethical response to any given situation.  The democratic perspective promotes this view, 

suggesting that character education must respond to the reality that ethical behaviour is 
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logically determined by how a situation is adjudged at a given point in time (Turiel 

2002).  In addition, other advocates of the perspective (Lockwood, 2001; Smagorinsky, 

2002) are of the opinion that there may be more than a single acceptable response to a 

given situation and therefore character education should be designed to accommodate 

these responses, instead of being didactic.  Lockwood (2001) further asserts that moral 

situations are complex and therefore arriving at the one correct response may be too 

much to expect. Reflecting this position, Gowens (2006) opines that character education 

should present children with real life contexts in which they are required to listen, share, 

explore, and reflect.  In this way they will be able to cultivate knowledge for purposeful 

living, learn the benefits and consequences of behaviour, the power of choice and learn to 

appreciate the qualities of being humans. 

Supporting the democratic perspective assumption that the community of practice 

rather than the individual should be the focus of character education efforts, Purple 

(1997) believes that schools should be developed into caring spaces.  Spaces where 

learners are engaged in teaching and learning activities that help them to develop into 

individuals who are committed and loyal to the community and the best interest of all. 

This view further advances the belief of Noddings (1997) who maintains that human 

beings help to create the traditions and behaviours of the society in which they live even 

as they are products of that society.  The suggestion that character is developed as a 

function of the tradition and education means that schools and the society in general 

should seek to create caring individuals by developing environments of learning that are 

nurturing, engaging, caring and reflective of real life situations.  
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Baehr (2013) and Shields (2011) believe that as teachers create a learning 

environment in which students are allowed to apply information, to think critically and 

creatively, their intellectual character and their love for knowledge are developed.  They 

become skilled and intelligent in their pursuit of greater knowledge which can benefit the 

wider society.  These views coincide with those of Dewey (1908) who suggests that 

moral education can only be achieved when the school itself becomes an “embryonic 

typical community” (p. 15). Unlike the authoritative perspective that reflects “the strict 

parent” profile, the democratic perspective is viewed as “the nurturing parent” (Lakoff, 

2002).  

Agreeing with the assumption that character education should contribute to a just, 

democratic society, Dovre (2007) emphasises that character education is the main vehicle 

through which public education can help young people to believe that they can make a 

difference and to ensure that democracy can thrive.  Kohn (1997) believes that what is 

needed is character education that will prepare students for their role as active 

participants in a democratic society.  By facilitating young people, rather than 

indoctrinating them, as they engaged in various teaching learning experiences, working 

together and respecting each other, character education allows them to develop into 

responsible, caring and upright citizens.  Smagorinsky and Taxel (2005) found that 

proponents of the democratic perspective believes that a just and impartial society is one 

of the primary goals of character education because it seeks to reduce the inclination to 

disregard individuals.   

Berkowitz, Althof and Jones (2008) this represents civic character which results 

from the combination of values, attitudes and skills which are necessary for a democratic 
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society to work efficiently and ethically.  This very important character trait is necessary 

for the sustainability of societies.  Boston (2005) believes that when we take moral 

actions in the interest of the greater good, we display civic character and for Shields 

(2011), a passion for the public good is at the heart of civic character.  He explains that 

civic character is indicated when people are engaged and responsible, take pride in 

country and are committed to its growth and development.  This component of character 

represents one of the most important objectives of education as policymakers seek to 

respond to society’s need to produce citizens who will involve themselves in governance 

and civic life (Shields, 2011). 

The widely accepted view that character education should include a strong 

affective dimension, evidenced by autonomy (Kohn, 1997) empathy (Berkowitz, 2002) 

and compathy (Smagorinsky, 2002a) supports the democratic perspective and, indicates 

that these traits are best developed in an ethical caring environment where young people 

are enabled to grow into individuals with effective relationship skills.  Power (2002) 

suggests that despite the possible challenge, if schools intent to teach character education 

they must create caring communities where democratic practices are facilitated. Since 

character education is geared towards young people and not robots, it is important that it 

should lend itself to enabling each child to develop the skill and attitudes for becoming 

his or her best in any situation in which he or she should to operate.  Kohn (1997) 

therefore believes that character education efforts should be aimed at transforming the 

classroom rather that the student. 
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Teaching Approaches to Character Education 

 

Smagorinsky and Taxel (2005) found the didactic, individualistic approach and 

the community based, reflective approach to be the associated with proposals that reflect 

the authoritative and democratic perspectives on character education respectively.  The 

didactic approach which is synonymous with the direct approach promotes the practice of 

indoctrinating young people with the society’s values by focusing on the training of 

habits or good behaviour (Williams, 2000).  Meanwhile the community based approach is 

a more indirect approach which focuses on developing positive interactions among peers 

in a learning environment that is caring and where emphasis is on building moral 

communities (Williams, 2000). 

Direct or Didactic Approach to Character Education 

 

The didactic or direct approach to teaching, which is closely aligned to the 

authoritative perspective of character education, describes the delivery of instruction in 

which all information is passed from teacher to learner (Borich, 2011). This means that 

teachers are considered the centre of the teaching learning process and the authority on all 

that is to be learned in a given teaching learning experience. Students meanwhile are seen 

as passive recipients of knowledge with no contribution to make.  The main objective of 

the approach is to train learners in a specific body of knowledge and to encourage them to 

display a predetermined set of character traits. In this scenario, the teacher decides what 

students should learn, how they should be taught and assessed and what feedback they 

should receive. Using direct strategies such as the lecture method is therefore considered 
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an effective approach when the objective is to help students to learn strict factual 

knowledge.  

The approach is both teacher centred and one directional, with instructions being 

passed from teacher to students while students engage in activities such as memorization, 

performing, listening and practising (Tubbs, 2014). Tubbs found that the approach which 

has its origin in the grammar schools of the Roman Empire and which was later adopted 

by the religious orders gives no voice to the learner. In fact, the learner echoes the voice 

of the teacher.  Smagorinsky and Taxel (2005) found that the approach remains stoutly 

embraced by proponents of the authoritative perspective on character education and is a 

favourite among many teachers. They assert that for advocates of the authoritative 

perspective, the educational approach is primarily didactic, with core values inculcated 

into students through exhortation, modelling and other efforts by adults (p.122).  The aim 

of the approach is effectively focused on providing knowledge rather that values and 

attitudes.  For Ruutmann and Kipper (2011) the objective of the method is to pass on 

guidelines and instruction.  

Tubbs (2014) explains that the direct approach is an economic and efficient 

method of passing on a large amount of information to a large number of persons at the 

same time.  Dewey (1908) however suggests that despite its many advantages, direct 

moral instruction is incapable of ensuring moral growth through education.  The 

limitation is that the approach has been found to be insufficient in providing the 

understanding that students need in order to help them to effectively internalize what they 

are taught.  It does not facilitate them to the point of converting knowledge into long term 

values and attitudes.  Dewey (1908) further asserts that the approach fails to foster a 
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social spirit, instead it encourages individualism and passive engagement.  Dewey (1959) 

also advance the view that, direct teaching about values may influence students to behave 

in ways that gives the impression that they have taken on the values when they are really 

doing so to escape reprimand or simply to please those with authority. 

Promoting character education using the direct approach is therefore mostly 

focused on teaching about the requisite character traits rather than on instilling those 

traits in the learner.  Weyers (2006) supports this view and suggests that the didactic 

approach is content oriented rather than learner oriented and its focus is on the delivery of 

content at the expense of the learner’s understanding and learning experiences.  Weyers 

(2006) also contends that character traits cannot be effectively taught and assessed in the 

same way as other academic subjects because the development of values and attitudes 

must be extended beyond the cognitive domain of learning.   

One could therefore argue that the didactic approach lacks the level of learner 

involvement and engagement that can facilitate the instilling of the values and attitudes 

which are mandated by character education.  The approach does not enable students to 

develop into reflective learners.  For example, Kohn (1997) explains that in the didactic 

classroom students are not engaged in activities that help them to learn and grow and 

therefore effective character education cannot take place.  Lapsley and Narvaez (2006) 

share this view.  They believe that effective teaching approaches link school subjects to a 

social interest and encourage children’s ability to discern, observe and understand social 

situations.  Many direct approach strategies, however, do not readily accommodate such 

combinations.  Borich (2011) found that the very popular lecture method results in only a 

twenty percent retention of what is taught in the last ten minutes of a lecture indicating 
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that such an approach may not be ideal for advancing character education or the 

development of values and attitudes.  Supporters of the direct approach however believe 

that the approach is useful in character education because it allows students to receive 

systematic knowledge directly from their teachers (Melezinek, 1999).  

Indirect, Constructivist Approach to Character Education 

 

Ruutmann and Kipper (2011) describe the indirect approach to teaching and 

learning as “one in which concepts, patterns and abstractions are taught in the context of 

strategies that emphasize concept learning, inquiry learning and problem-centred 

learning” (p.110).  Also described as the constructivist, the approach represents a 

phenomenon of learning which actively engages learners in processing information and 

formulating new ideas (Evangelisto, 2002).   The approach employs social strategies such 

as discussion, simulations and cooperative learning groups and inductive strategies such 

as projects, inquiry and concept attainment strategies.  These strategies help students to 

construct their own meaning and understanding in any given situation.  Lapsley and 

Narvaez (2006) suggest that in contrast to the direct approach, the indirect or 

constructivist approach removes from adults their power to act as moral teachers. Instead 

they are encouraged to embrace self-directed practices in the classroom through learner –

empowering activities help students to become thinkers and decision makers. In such 

classroom environments students are considered important contributors to their own 

learning, constructing meaning and understanding under the guidance of teachers who act 

as facilitators.   

Compared with other approaches, the indirect approach imposes a greater level of 

responsibility on learners by creating a learning environment in which attention is geared 
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towards appealing to their constructive intelligence and their sense of community.  In this 

way, the approach helps learners to develop higher-order thinking and relationship skills 

and achieve the objective of education which in part, is to teach children how to learn. 

Contrasting the effectiveness of the direct and indirect approaches, Dewey (1908) asserts 

that it is through the larger field of indirect education, that the most significant 

development of character takes place in schools.  This greater involvement of students in 

their learning however does not mean less responsibility for teachers.  Ruutmann and 

Kipper (2011) agree that teachers are expected to guide students thinking and decision 

making when they use of the indirect approach although learners are required to construct 

their own understanding.  As with teachers who use to the direct approach, indirect –

approach teachers are therefore expected to be always well prepared to facilitate, guide 

and support their learners.  

Critics believe that when teachers employ the indirect approach they take on the 

role of a laissez-faire classroom leaders, allowing learners to develop views which may 

be contrary to those established by tradition and age old conventions.  The fear is that 

young people will challenge important social and personal values (Wynne & Ryan, 1997) 

which could destabilize the social fabric of a society.  Lapsley and Narvaez (2006) found 

that traditionalists, who view education as a means by which adults transmit knowledge 

to children, do not trust indirect or constructivist approaches.  Their fear is that these 

approaches will allow adults to abandon their roles as moral teachers in favour of 

democratic practices in the classroom.   

Meanwhile, Bottcher and Meisert (2013) found that critics of the indirect 

approach are concerned that some learners do not have the aptitude to develop certain 
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perceptions themselves.  Faced with these questions, it may therefore be relevant to ask, 

can learners with no moral groundings create important moral meanings and 

understandings when the indirect approach is employed? 

Summary 

 

The foregoing discourse clearly points to the fact that character education has the 

potential to be a transformational approach to the moral challenges facing modern 

societies.  However, the existence of a variety of perspectives on character education and 

the employment of different instructional approaches for its delivery have together 

created some ambiguities about what exactly it is and how it should be enacted in 

classrooms.  These ambiguities have the potential to negatively impact the effectiveness 

of character education programmes by obscuring the clarity which is necessary for the 

efficient planning and implementation of school based programmes.  

Both the direct and indirect approaches to the teaching character education have 

the same objective which is to pass on the values of a society to its young members. The 

literature reveals that the direct approach emphasizes the transmission to novice learners 

of a predetermined set of values, by teachers who are considered to be moral experts. 

Meanwhile, the indirect approach focuses more on helping young people to become 

better more virtuous individuals by engaging them through social and inductive strategies 

such as discussions and cooperative learning and deliberately causing them to learn in 

community. 
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CHAPTER 3 

METHODOLOGY AND RESEARCH DESIGN 

 

 The purpose of the study was to gain an understanding of the teacher educators’ 

perception of character education.  Therefore, the qualitative design was suitable to 

explore the phenomenon.  Using a qualitative, multi case research design, this study 

explored how character education is understood and enacted by teacher educators in 

Jamaica.  Creswell (2009) defined a qualitative study as “a means of exploring and 

understanding the meaning that individuals or groups attribute to a social or human 

problem” (p.4).  Therefore, given that the purpose of the study was to gain an 

understanding of the teacher educators’ perception of character education, the qualitative 

design is a suitable one.  This research was approached from constructivist 

epistemological paradigm, which according to Creswell (2009), requires that rich 

description be used to illuminate the perspectives of the participants regarding their 

understanding of character education and how they put it into practice in their 

classrooms. 

Assumptions and Rationale for Qualitative Research 

 

The choice of the qualitative design was further justified by the fact that the data 

for the study was collected in the participants’ workplaces where they were engaged face-

to-face as the researcher communicated with them and collected data using semi-

structured interviews and case studies.  In addition, the researcher was the only person 

who conducted the interviews.  Ary, Jacobs, Razavieh, and Sorensen (2006) explained 

that “the primary instrument used for data collection in qualitative research is the 

researcher himself, often collecting data through observation or interviews” (p. 450). The 
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analysis of data was inductive rather than deductive, and no effort was made to control 

the expressions of the teacher educators during the interviews.   

The findings of the research were reported in detailed narratives to provide a clear 

description of the data.  This approach meant that the verbatim responses of the 

participants constitute the data.  The researcher endeavoured to remain cognizant of the 

meaning that the participants hold about character education.  

Study Participants and Site 

 

The teacher educators, whose responses provided the data for this study, were 

selected from three teacher training colleges in Jamaica: Sub-Urban Teachers’ College, 

Rural Teachers’ College, Urban Teachers’ College in Jamaica.  Purposive sampling was 

used to select fifteen educators, including one guidance counsellor, from each college, for 

a total sample of fifteen (N=15) teacher educators.  Maxwell (2005) posited that 

purposive sampling is a deliberately selected sample that provides information that 

cannot be obtained as well from other sources.  

The decision to select teacher educators from three colleges representing urban, 

sub-urban and rural Jamaica arose only from the researcher’s expectation that educators’ 

perspectives may differ from location to location, based on the culture of the community 

in which they live and practice.  Farmer (2009) argued that people’s values and their 

views about life are impacted by population density and their relative isolation from other 

people.  Guidance counsellors represent the group of educators who are specifically 

tasked with the responsibility of guiding the character formation of young people, they 

were, therefore, included in the sample with the expectation that they may have a 

different perspective on character education.  The information received from the fifteen 
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participants were adequate to answer the research questions and allowed for the 

identification of trends in the responses of respondents.  

Role and Position of the Researcher 

 

The researcher is presently the vice principal of academic affairs in a teacher 

training institution in Jamaica for approximately five years.  Prior to that, the researcher 

worked as a teacher at the secondary level and as a teacher educator for a total of more 

than thirty years.  Experience in both these positions exposed the researcher to the 

ongoing demand for teachers to teach character education.  Additionally, the experience 

brought into focus the lack of clear understanding and know-how, on the part of 

educators, regarding character education and what exactly they are required to do.  

Despite being a trained teacher, the researcher’s exposure to character education 

was gained mainly at home and in the church community.  At the time of employment as 

a Business Education lecturer, the author was required to discuss with students the ethical 

issues in business.  Given the author’s personal ethics, interactions with students were 

used to discuss some of the core principles of character education, although not with an 

explicit aim to prepare them to be character education teachers.  Along with colleague 

teacher educators, this researcher, on different occasions reminded pre-service teachers of 

the need to teach the “hidden curriculum.”  

For many years the researcher I has had an interest in the matter of character 

education.  This interest was recently rekindled because of a personal concern about the 

many social challenges which are being experienced in Jamaica, as it relates to the 

general attitude and behaviours of the Jamaican people.  As a result, the researcher 

remained cognizant of the fact that long-held biases could potentially influence the results 
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of the study as the researcher could easily be a respondent in the research.  According to 

Jones, Torres and Armino (2006) individuals who conduct research must acknowledge 

the personal biases that they may take to the study and how these may affect the results. 

To eliminate any such influence, the author remained objective in reporting by clearly 

documenting perceptions held, by explaining her understanding of character education, 

how it should be enacted, and how its outcomes should be assessed (Maxwell 2005). 

The researcher's current professional role as the vice principal of academic affairs 

in a teacher training institution made it easy to be facilitated by the teacher educators on 

the study sites. Potential participants were acquainted with the researcher through the 

Group of Teachers’ Colleges of Jamaica of which the author’s institution is a member. 

Given the author’s level of work in the Group, it is safe to say that the researcher is 

respected by my colleagues.  The researcher’s professional and social position, although 

advantageous, was, not used to gain special favours as this researcher followed the formal 

procedure of writing to the Ministry of Education to obtain the requisite permission for 

the data collection activity on the College campuses. Encounters with the participants 

were mutually respectful and courteous. 

The researcher was mindful that the responses that the participants gave were 

influenced by the fact that they were aware that these responses came under scrutiny, and 

as such, they may have been tempted to give responses which they believed the 

researcher wanted to hear.  It was difficult to select participants who did not know this 

researcher, and so the importance of being honest in their responses was explained to 

them. Participants were also informed that they were not obligated to participate in the 

research and they could withdraw at any time.  
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Scope of the Study 

 

The research took the form of a multi-site qualitative study of teacher educators 

from three teacher training institution.  Fifteen teacher educators made up the sample. 

Primary data was collected from the teacher educators using semi-structured interviews 

which were initiated using a seven-point Likert scale, short cases, and character education 

related artifacts.  The literature review provided secondary data, from previous research, 

which were relevant to the topic.  The main sources of these research included EBSCO 

Host, Google, Google Scholar, ERIC, books, journals, local newspapers, scholarly 

articles, and academic websites. 

Data Collection 

 

Fifteen teacher educators from three teacher education institutions were 

purposively selected and invited to participate in the study.  Purposive sampling allowed 

for the selection of participants who would best help to understand the problem under 

consideration (Creswell, 2009).  Although the study was not designed to conduct a 

Christian denomination affiliated institutional study, the use of a multi–case design and 

purposive sampling gave rise to the collection of data in two church affiliated institutions 

and the selection of a majority of Christian teacher educators.  

The data collection instruments included a seven point Lickert scale questionnaire 

(Appendix B) and two short cases (Appendix C) which guided the interviews.  Artifacts 

in the form of course outlines, course assignment and rubric for marking, provided the 

third source of data for the study.  The artifacts were examined to determine the extent to 

which they reflected the character education experiences of the participants.  Data were 

collected using face-to-face interviews.  Participants were required to complete the seven-
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point Likert scale questionnaire after which their responses were used to guide the 

conversation about how they perceived and enacted character education in their 

classrooms.  Participants also read the two short cases and then provided oral responses 

to the related questions.  Both sets of interview questions were answered in the same 

session, with the questionnaire being used first. The interviews were audio-taped and 

later transcribed and coded to reveal emerging themes.  

Interviews Guided by Likert Scale Questionnaire 

 

Data for this research was collected using interviews, which were initiated and 

guided by participants’ responses to a seven-point Likert scale questionnaire (Appendix 

B).  The interviews were face to face with individual teacher educators, and took place in 

the participant’s office, at the college of employment.  Interviews were in the form of 

guided conversations rather than structured queries (Yin, 2009).  The interviews were 

conducted after receiving the participants’ consent by way of a signed statement.  Each 

interview last for approximately forty-five minutes, during which time the teacher 

educators shared their reasons for their response to the statements in the questionnaire.     

In order to allow participants to freely share their perceptions, open-ended 

questions, based on the teacher educators’ responses to the questionnaire, were used.  The 

semi-structured nature of the questions allowed the interviewer to maintain consistency in 

the line of questioning while keeping the stream of questions fluid rather than rigid Yin 

(2009).  This approach encouraged the teacher educators to provide information 

regarding character education from their own understandings and practice.  The open-

ended approach also allowed the interviewer and interviewee to deviate from interview 

questions, to get a better understanding of a question or a response.  The participants 
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were made to feel at ease as the author of this research explained the nature of the 

research and informed participants that they were at liberty to withdraw from 

participating, should they feel the need to.  

Interviews Guided by Case-Related Questions 

 

Character related short cases (Appendix C) were useful for collection of data in 

this study, because the affective nature of character education makes it somewhat 

subjective and difficult to understand.  The cases created context, and a greater level of 

relatability to the issue, and the related questions made it easier for the educators to 

explain their perceptions.  In this way, participants were able to provide a greater depth of 

information regarding their perceptions.  Case 1 was written to reflect some of the 

character challenges that teacher training institution in Jamaica are currently facing while 

Case 2 was written because there was a general consensus among some colleagues that 

where character education courses are taught at the tertiary level, there was too much 

focus on the cognitive domain and not enough on the affective.   

  Response to the cases required the teacher educators to read the short 

stories describing real life or contrived scenarios and then explain how they would 

respond if faced with similar situation. Open ended questions were used to illicit 

responses from participants.  Cons (2011) explained that the use of cases allow for the 

collection of information that has depth rather than breath.  In support of this view, Smith 

and Wilhelm (2002) argued that the use of cases provides more authentic responses than 

are likely from direct questions.  
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Artifacts 

 

Teacher educators were asked to provide artifacts of any kind, which served as 

evidence of their character education perceptions and practice.  These included resource 

materials such as chart and video clips, lesson plans, class activities, syllabi, coursework 

and assessment pieces.  The artifacts were analyzed and the results used to initiate a 

discussion with the educators regarding why they acted the way they did.  The responses 

were recorded and coded to reveal emerging themes.  

Data Analysis 

 

Clark and Creswell (2010) explained that “qualitative data analysis is a 

systematic, rigorous and thoughtful process that researchers use to uncover large patterns 

about the central phenomenon from the data collected” (p.72).  The qualitative data for 

this study was analysed using the thematic approach to qualitative content analysis 

(Glaser & Strauss 1967).  Content analysis constituted a primary method of the data 

analysis since the analysis involved the examination of emerging themes and patterns 

which were coded and classified.  This process involved the preparation of the data, 

which included transcribing the interview audio, reading through the interview 

transcripts, analyzing the transcriptions and assigning codes.  The data were coded to 

identify emerging themes (Creswell 2009).  The themes and patterns that emerged from 

the data were used to answer the research questions, in order to gain an understanding of 

the teacher educators’ perceptions about how character education is understood and 

enacted by them.  

The process utilized in this study included a careful method of numbering the 

participants for anonymity, dating all documents for careful data keeping, recordings and 
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transcriptions, in order to avoid any confusion with the large volume of data.  Interview 

transcripts were labelled with a date, and an educator number to reflect lecturer and 

guidance counsellors (Lecturer #, and Guidance Counsellor #).  The interviews were 

further labelled by location.  After the participant interviews were transcribed, the data 

were read numerous times to ensure familiarity and to write memos.  The data were then 

read carefully, line-by-line to identify codes and themes related to each research question.   

Methods of Verification 

 

Validity is a significant goal for every researcher because there is no benefit to be 

gained from conducting a research which no one will believe (Maxwell 2005).  

According to Maxwell (2005) validity refers to “the correctness or credibility of a 

description, conclusion, explanation, interpretation or other sort of account” (p.106).  To 

ensure validity, the researcher was guided by Maxwell’s checklist for validity test 

(Maxwell, 2005; p.110) to include; collection of “rich data”, and triangulation of data. 

Effort was made to ensure triangulation since the nature of the research does not allow 

for the collection of data from many participants.  Triangulation was achieved through 

the use of three different sites with a sample of fifteen teacher educators – five from each 

institution.  Triangulation was also achieved through the use of multiple instruments for 

data collection.  The convergence of themes from artifacts, interviews and case analysis 

added to the validity of the study. 

During the data collection stage, the feedback of the participants was also 

solicited on a systematic basis in order to ensure that the researcher’s interpretation of 

what the participants were saying was correct.  To ensure correct interpretations, the 
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researcher restated some questions that were previously answered, summarized the 

information and then questioned the participants, to determine accuracy. 

In response to what Creswell (2009) described as rich, thick descriptions to 

convey findings, detailed descriptive notes were prepared from the participants’ 

interviews.  To clarify any personal bias that this researcher may have taken to the study, 

the completed work included a clear statement about how any component of the findings 

could have been shaped by the researchers own thinking on the subject.  In light of the 

fact that the study did not require intensive, long-term involvement with the participants, 

adequate time was spent interacting with them during the interviews.  This interaction 

helped the researcher to better understand the participants’ views regarding the issue 

under study and supported the validity of the research.  

The researcher was also mindful that the participants’ responses could have been 

influenced by the awareness that their responses would come under scrutiny.  As such, 

they may have been tempted to give responses they believed the author would want to 

hear.  Every effort was made to ensure that all data collected was included in the analysis: 

no data was discarded.  Discrepant data, which did not coalesce around the themes were 

analyzed and the findings presented.  Finally, in order to ensure the data collected and the 

interpretation of the findings were correct, the advice of two other groups were sought. 

Firstly, help was secured from a peer debriefer who asked questions about the study and 

provided a different interpretation.  Members of the researcher’s Doctoral cohort who are 

teacher educators were engaged in this process.  Secondly, in the field of character 

education and teacher training the researcher sought programme assistance. Professor 

James Earl Davis of Temple University provided useful feedback on such a study. Given 
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her background in character education in Canadian schools, Dr. Avis Glaze of the 

University of Ottawa provided support and feedback. 

Triangulation 

 

Creswell (2008) argued that triangulating among different sources of data, 

enhances the validity of a research study. For this study, triangulation was achieved 

through interviews, guided by the use of a seven-point Likert scale questionnaire, 

interviews using case-related questions, and artifacts.  Both the case-related questions and 

those initiated by the questionnaire provided interviewees with a framework by which to 

understand the questions being asked, and by which to structure their responses.  These 

questions gave rise to data which are richer and have depth.  In addition, data was 

collected from fifteen teacher educators; including three guidance counsellors across 

three colleges.  

Ethical Issues 

 

The research involved human subjects, and as such there was the possibility for 

them to be hurt by their involvement in the research.  Therefore, prior to the interviews 

the IRB human subject training and approval was completed and permission sought from 

the Jamaican Ministry of Education to conduct the research in the Colleges.  Participants 

were invited to take part in the research and the aims and objectives of the study, the roles 

participants played and their option to withdraw from the research were clearly 

explained.  Participants were also informed that they would be free to access any 

information collected and free to review the interview questions before participation in 

the research.  The colleges and participants were assured of anonymous reporting of the 

findings.  
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Limitations of the Study 

 

Since the participant teacher educators were selected from only public teacher 

training institutions, the results of the study do not allow for generalizations to include 

the views of all teacher educators.  The sample of participants was limited to fifteen 

teacher educators, including three guidance counsellors, which means that the range of 

views was narrow.  Although the three institutions are spread across Jamaica, they are 

connected by the fact that they are members of the same group of teachers training 

institutions, delivering the same teacher training programme.  This could have resulted in 

homogeneity in their views.  In addition, there was no intention to draw interferences 

from the findings but rather to use the results to describe and provide rich narratives.  

Despite the stated limitations, this study is very important because of the potential 

that it has to contribute to the ongoing debate about character education in Jamaica. 

Additionally, this study contributes to the literature on character education and its 

relationship with teacher educators in Jamaica.  The findings of the study are useful to 

policy makers and college administrators because they provide information regarding 

teacher educators who represent a significant character education stakeholder group.  The 

information garnered can contribute to the development of a sustainable character 

education framework for students and teachers at all levels of the school system.  
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CHAPTER 4 

DATA ANALYSIS, PRESENTATION, INTERPRETATION AND DISCUSSION 

  

The purpose of this qualitative study was to gain an understanding of how 

character education is understood and enacted by teacher educators since teacher 

educators represent a significant stakeholder group in the character education process. 

Teacher educators are tasked with the responsibility of preparing pre-service teachers for 

the classroom.  Therefore, this chapter was sub-divided into the following sub-sections: 

(a) data analysis and presentation which included demographic and specific data, and (b) 

interpretation and discussion of findings. 

As indicated earlier this is a multiple case qualitative study, designed to 

investigate Jamaican teacher educators' perception and enactment of character education. 

Given that the purpose of the study was to gain an understanding of the teacher 

educators’ perception and enactment of character education, the qualitative design was a 

suitable one.  Creswell (2009) explains that a qualitative study is one way of discovering 

and understanding the significance that people ascribe to a social problem.  I became 

interested in investigating teacher educators’ perception of character education because 

teacher educators, in their engagement as teacher trainers represent a key stakeholder 

group in the education system which is being called upon to teach character education as 

a means of solving some of the country’s social ills.  

Triangulation among three sources of data; questionnaire–guided interviews and 

case- guided interviews, and artifacts, and the purposive selection of the study 

participants across three institutions helped to enhance the validity of the research. 

Creswell (2008) believes that triangulating among different sources of data, enhances the 
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validity of a research study.  Given the abstract nature of the concept of character 

education, data were collected by interviews that were guided by teacher educators’ 

responses to a Likert scale questionnaire.  Responses to the seventeen statements were 

used as the spring board from which to initiate conversations about how participants 

perceived and enacted character education.  The first eight statements in the Likert scale 

questionnaire highlighted features of an authoritative oriented perception and approach to 

character education while the other nine emphasized a democratic perception and 

approach.   

Two cases with a total of eleven related semi structured questions were also used 

to collect data.  Respondents read the cases and answered the related question that were 

asked orally.  All responses were tape recorded.  Artifacts were provided by the guidance 

counsellors who were the teacher educators who formally taught moral education in their 

personal development and health and family life education courses.  Four open ended 

questions were used to collect demographic data, as shown in the interview protocol 

(Appendix A). 

The data presented in this chapter were aligned to the two major research 

questions, using a thematic approach. Research question #1 asked, how do teacher 

educators perceive character education and research question #2 asked, how do teacher 

educators enact character education in the classroom.  A total of seven themes; 

understanding character, rationale for character education, responsibility of adults in 

character education, the role of students in character education, enactment of character 

education, informal teaching of character education and inadequate preparation for 

character education, emerged from the responses of the fifteen teacher educators who 
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participated in the study.  The first four themes emerged in response to research question 

#1 and the other three in response to research question #2.  Given the qualitative nature of 

the data that emerged from the interviews, content analysis was applied to the raw data. 

Specifically, the data were coded to identify the emerging themes.  

The presentation and analysis section of the chapter begins with the demographic 

data on the study participants, shown below in Table 4.1.  This is followed by the 

presentation and analysis of data based on the two main research questions under the 

seven themes.  The chapter ends with a conclusion to the analysis.  

                                             Demographic Data of Participants 

Table 4.1 

Participants’ Information 

Pseudonyms          Location            Age   Professional       Years of 

Training   

                          of Institutions        Range             Status                 Teachers   

 

Mrs Angel  Rural  55 – 60        Lecturer          30 

Mrs Bean   Sub Urban 30 – 35           Counsellor     06 

Mrs Bowen  Urban  50 – 55          Lecturer              25 

Mrs Burns  Sub Urban 50 – 55           Lecturer             22 

Mrs Solas   Rural  55 - 60            Counsellor            27 

Miss Fumer  Urban   30 - 35            Lecturer                  07 

Mr Hall   Rural         40 – 45            Lecturer                 13 

Mr Hardof  Sub Urban       50 – 55            Lecturer                 25 

Mrs Intel  Urban              40 – 45            Counsellor              14 

Mrs Lods   Rural               50 – 55            Lecturer                 21 

Mrs Marden  Sub Urban       55 – 60            Lecturer                 29 

Miss Peters     Urban              55 – 60            Lecturer               32 

Mr Bob           Rural               50 - 55             Lecturer                 22 

Mrs Sultan      Urban              30– 35             Lecturer         09 

Mr Warmer    Sub Urban       40– 45             Lecturer                      15 
 

 

 Table 4.1 depicts demographic data showing the location of participants s’ 

institution, their age range, their professional status and number of years for which they 
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have been training teachers.  The decision to select these criteria was not based on any 

specific research findings, they were considered criteria that would provide information 

to help better understand the participants’ perception of character education and how they 

enact it in the classroom.  The variables are presented in Table 4.1.  The demographic 

data were collected during the interviews. Questions 1 to 6 on the interview protocol 

(Appendix A) were used for this. A total of eleven women and four men comprised the 

group participants.  They were selected from three teacher training institutions located in 

the urban, suburban and rural areas of Jamaica.  Two of the three institutions are 

affiliated to local denominations and their ethos reflect a general regard for the principles 

of the Christian church.  The ratio of women to men reflects the general ratio of women 

to men in the average Jamaican classroom but did not a have significant impact on the 

perception of the educators.   

Three participants were in the forty to fifty years age range, three were thirty to 

thirty-five years old and the other nine were in the fifty to sixty age range. These nine 

participants have served their respective institutions for twenty-one to thirty years and are 

members of the senior management team of their institutions.  This suggested that they 

were authority figures; persons who safeguarded the rules and regulations of their 

institution and saw to order among other things.  They described themselves as career 

educators. Three of the teacher educators were trained guidance counsellors.  They were 

employed as guidance counsellors in their respective institutions.  They served as both 

lecturers and the persons who provided moral guidance for the pre-service teachers.  The 

other twelve participants were specialists in various subject areas, including mathematics, 

science, English and religious education.  
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As indicated earlier, while there was no intention to conduct a Christian 

denomination affiliated institutional study, the use of a multi-case design and purposive 

sampling resulted in the collection of data in two church-affiliated institutions and the 

selection of a majority of Christian teacher educators.  Fourteen participants were found 

to be active members of Christian churches and ten shared that they had successfully 

reared their own children.  Some responses from the teacher educators indicated that their 

beliefs were influenced by the teachings of the Bible and the experiences they gained 

from rearing children.  All the educators were assigned pseudo names.  A summary of the 

demographic data which was considered important to each teacher educators’ perception 

is presented below.        

Profile of Participants 

Mrs. Angel 

 Mrs. Angel is principal lecturer and head of the mathematics department at a rural 

teacher training college, where she has worked for thirty years. She previously served the 

institution as a lecturer and senior lecturer.  She will retire from her position in the next 

two years.  She is a Christian whose life is guided by the principles of the Bible. She is 

married and is the mother of two adult children whom she describes as making positive 

contribution to the society.  She explained that she trained them well.  During her thirty 

years as a teacher educator, she has witnessed significant decline in the behavior and 

attitude of each new cohort of pre-service teachers.  According to her, “today’s young 

people have no manners, but I do try to correct and guide them.”   

Mrs. Bean 

Mrs. Bean is the guidance counsellor in her institution.  She also lectures a course 

in the professional studies department of the institution.  She has been in the position for 
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past six years.  She is one of the youngest members of the staff of the institution. She 

believes that too much pressure is being placed on young people in an environment where 

the adults in the society have failed to be good examples.  She believes that in the normal 

course of living young people will learn to do right.  

Mrs. Bowen  

Mrs. Bowen has worked as a teacher educator in her urban institution for twenty-

five years.  She explained that she grew up professionally with the institution having 

earned three degrees while working there.  She is a principal lecturer and head of the 

science department at the institution.  In addition to her academic responsibilities, she has 

been responsible for coordinating the activities of the various clubs and societies on the 

campus for over ten years.  She is disturbed by the growing lack of responsibility and 

commitment among the young teachers.  She makes every effort to educate them during 

all her lessons and through the club activities, but she declared, “It is a challenging task.” 

Mrs. Burns 

Mrs. Burns has been a teacher educator for the past twenty-two years.  She is a 

senior lecturer in the Humanities department of her college.  She credits her earliest 

character education to her Sunday school teacher and the principles in the bible.  She 

believes that adults have failed to live up to their responsibility to train the next 

generation and this has resulted in the general break down in discipline and good manners 

and behavior in the society.  According to her “the colleges will have to train teachers to 

take over the role of the parents because too many parents are not even trying to train 

their children.” 

Mrs. Solas    
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Mrs. Solas has served her rural institution for twenty-seven years in the capacity 

as guidance counsellor.  She reflected on what she describes as the good old days when 

she had little or no character related issues to deal with. In recent times however she is 

faced with a myriad of unacceptable behaviors, ranging from stealing to poor work 

attitude. She laments that after so many years she needs a new skill set to deal with the 

issues among people that she is called upon to address.  

Mrs. Fumer 

Mrs. Fumer is one of the youngest lecturers in her institution. She is a graduate of 

the institution in which she now lectures.  She believes that much has changed at the 

institution in terms of the practices of values and attitudes by young people.  She believes 

that attention needs to be given to the character education of young people.   

Mr. Hall  

Mr.  Hall has served his rural institution for thirteen years.  As one of three males 

in his institution he usually feels that there is an expectation for him to play the role a 

father in providing moral guidance to his adult students.  He has teenage children who he 

is currently character educating.  He finds attempts at character educating his students 

much more difficult than educating his own children.  He believes that factors such as the 

reggae culture in Jamaica are having a negative impact on the character of children.  

Mr. Hardof  

Mr. Hardof is a mathematic educator who has worked in his sub urban institution 

for twenty five years.  He describes himself as a Christian who was brought up by strict 

parents who saw to his early character education.  He is the father of two adult children 

who he said he was strict in rearing.  He loves young people and is saddened by the 
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apparent decline in good behaviour especially among the adults that he is currently 

teaching.  He explained that he models appropriate behaviour for his students to emulate.   

Mrs. Intel  

Mrs. Intel has served her urban institution as guidance counsellor for the past 

fourteen years.  She has also taught general education courses in her institution.  She is a 

Christian who explained that her most impactful character education training took place 

in her Sunday school classes.  She explained that her major duties involve providing 

student teacher with guidance on personal and behavioural issues. She also explained that 

she has witnessed a general breakdown in the behaviour of pre-service teachers over the 

years.  

Mrs. Lods 

Mrs. Lods has worked in a rural teacher training institution for twenty one years. 

She is currently a senior lecturer in the English department of her institution. She is also 

actively involved in her local church where she serves as a lay preacher. She explained 

that her personal and profession principles are shaped by the Bible.  She noted that the 

number of children and young people who current attend Sunday school and church has 

been declining. She explained that she would be happy if character education was made 

mandatory in schools.  

Mrs. Marden 

Mrs. Marden has worked as an accounting lecturer for twenty nine years. She is a 

Christian who is actively involved in her church as secretary and member of the church 

council.  Her early character education was provide at home and church.  She explained 

that she consciously model appropriate behaviours and she remains hopeful that her pre-
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service teachers will adopt some of the values that she embrace.  She explained that in 

conversations with some of her students they believe that some of the things that she  that 

she is looking forward to retirement because it is becoming more and more difficult for 

her to deal with the ethical challenges that she encounter with her students and her young 

colleagues.  She is a Christian, she was character educated at home and church.  She 

recalled that many adults in her community also helped to character educate her.  

Mr. Bob 

Mr. Bob has been a teacher educator for the past twenty two years.  He explained 

that he grew up with a strict father who ensured that he was always doing what is right. 

He said church was never a big part of his life growing up but his father was a well-

respected member of the community.  He believed that character education can make a 

big difference in the lives of people and that it should be the responsibility of parents.  He 

also believed that schools should have a responsibility to character educate children and 

so teacher should be trained for it.  

Mrs.  Sultan  

Mrs. Sultan is one of the youngest participants. She has served for nine years as a 

teacher educator. Her character education was shaped by her parents and her church.  Her 

teachers also influenced her character.  She believes that character education is needed at 

all levels of the education system.  For her character education is challenged by external 

factors in the society such as the popular music culture.  

Mr. Warmer  

Mr. Warmer is a senior lecturer in his sub urban institution. He has been a teacher 

educator for the past fifteen years.  He is deeply concerned about the evident lack of 
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positive values and attitudes among young people and especially among his pre service 

teachers.  He is the father of two teen age daughters and is concerned about the fact that 

the society in which they are growing up makes his effort at training them difficult as the 

training he provides conflict with the experiences that they have at school and in the 

wider society. 

Summary 

As indicated earlier, I sought to understand the Jamaican teacher educators’ 

perception of character education because they are the trainers of the pre-service teachers 

who eventually graduate to find employment at the early childhood, primary and 

secondary levels of the education system.  I considered this necessary in light of the fact 

that Jamaican teachers are being called upon to character educate the children and young 

people they teach at these pre-tertiary levels of the education system.  The participants 

were therefore suited for this study because the members met the basic requirement of 

being teacher educators.  Additionally, they are suited because they have the requisite 

experience garnered from years of teaching, during which time they have educated many 

generations of young people.  They probably have also witnessed a variety of changes, in 

their schools, communities, country and at the broader societal level and should therefore, 

have ideas regarding how the matter of character education of young people should be 

addressed. 

Presentation of Specific Data and Findings 

 

 The data and analyses presented in this section have been organized in accordance 

with the two major research questions using a thematic approach.  The major themes that 

emerged from the data in response to each research question are listed below.  This is 
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followed by an explanation of each theme using specific responses from participants. 

Based on the analysis of data from both the questionnaire- guided and the case guided 

interviews in relation to research question #1, four themes emerged: understanding 

character education, rationale for character education, responsibility of adults in character 

education and the role of students in character.  In relation to research question # 2, three 

themes emerged: enactment of character education, informal teaching of character 

education and inadequate preparation for character education.   

Research Question 1: How do Teacher Educators Perceive Character Education? 

 

The discussion which follows, presents the findings on the four themes that 

emerged from the data in response to research question #1.  The question asked; how do 

teacher educators perceive character education?  In their responses, the teacher educators 

shared their understanding of character education, the rationale for character education, 

the responsibility of adults in character education and the role of students in character 

education.  Statements # 1, 2, 4, 5, 6, 9, 11, 13 and 14 on the questionnaire and case #1 

and the six related questions sought to generate data for this research question.  

Understanding Character Education 

 

Character Education Should Lead to Compliant Behaviour 

 

The data revealed that a commonly shared view among participants was that 

character education is a means of instilling in children and young people the traditional 

values of the society and teaching them good manners.  This provided an understanding 

of the participants’ perception of what character education is designed to do and seem to 

suggest that the process requires deliberate action.  In this regard, the teacher educators’ 
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view closely resembles to that of Almerico (2014) who suggested that character 

education curricular should intentionally instil in children the traditional values and 

qualities of the society.  Twelve of the fifteen educators who were in the forty to sixty age 

range explained that specifically for them, character education is the process of teaching 

young people to be respectful, caring and to have good manners, especially to their 

elders.  They believed that when children and young people respect their elders and the 

things that they value, it becomes easy for them to embrace the traditional values of the 

society.  According to Mrs. Angel, “Character education is about teaching young people 

good manners, good behavior and respect for the older members of the society.” For Mr. 

Hardof, 

Character education is really about teaching people to treat  

each other with respect, to have good manners, conform to laws of the 

country, do what is right and, care for each other especially our  

children and older people.  These days we treat each other terribly.  

So much murder, we murder the old and we murder the young. And  

don’t mention the recklessness on the roads and the indiscipline in the 

schools. I think that if people were character educated there would  

be more kindness towards each other. There is just so much anger. 

 

The shared perception among the twelve participants was supported by the fact that they 

all identified the explicit display of respect, good behavior and good manners as features 

which described their understanding of what character education means.  The emphasis 

on respect for elders rather than mutual respect would seem to suggest that there is a 

thinking that older persons have a place of prominence in the society and must therefore, 

be treated better than younger people.  This suggested that especially among young 

people this approach may create conflict given that many young people do not like to be 

dictated to, inside or outside the classroom.  
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Similar responses emerged from the case analysis as the teacher educators 

explained the outcomes that they would like to see when their students are character 

educated.  Mrs. Marden stated that “The person who is character educated should be well 

behaved, willing to do what is right, respect their elders and have good manners”.  Mr. 

Hall believed that the character educated individual should be caring, respectful and 

should have good manners.   Of interest is the fact that in addition to supporting the idea 

of developing positive values and attitudes, Mrs. Solas and Mrs. Intel, two of the three 

guidance counsellors, also believed that character education should help young people to 

develop a sense of who they really are and what they are capable of achieving. 

Specifically, they believed that character education should help learners to develop self-

identity, self-esteem and the desire to take responsibility for their own actions. Mrs. Intel 

said “Too many young people do not know who they are and what potentials they have, 

that is why I think that they create so many problems. Character education should go 

beyond good manners and help to fix that.” Miss Peters agreed with this view, she used 

herself as an example of how character education can fix an individual, when she said, “I 

was a difficult child, but my mother never stopped instilling good morals in me.  Thank 

God, today that has made me a good, law-abiding, contributing member of the society.” 

This response from these individuals would seem to suggest that these individuals 

possess a broader understanding of what character education means.   

One could argue that overall, ten of the fifteen teacher educators appeared to 

embrace the somewhat narrow understanding of character education and its ability to 

influence young people beyond their behavior and how they relate to adults.  This was  

made obvious when the educators understanding of character education was compared 
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with the broader more comprehensive understanding provided by Character Education 

Partnership (2008), which states that even while core ethical values remain fundamental 

in a life of character, character education must also develop students in fundamental ways 

such as their performance values which are displayed as determination, attentiveness, and 

perseverance; these are the values that are needed to promote academic learning, nurture 

an ethic of distinction, and develop the skills needed to act morally.  The participant’s 

understanding also appeared limited when compared to that of Shields (2011) who 

believes that character education programmes should develop children and young people 

in four dimensions of character, intellectual, moral, civic and performance character.  The 

narrow limited view of character education is probably due to the fact that the educators 

are not effectively engaged in character education matters beyond the extent that they 

expect good manners and appropriate behaviors.   

In addition, the narrow limited description of character education by the 

participants gave the impression that these teacher educators’ understanding did not 

consider the greater impact and the wider sphere of influence that character education can 

have on the development of the individual beyond good manners and good behavior.  

One immediate implication of this perception is that any process for the implementation 

of a character education programme in Jamaica must begin with improving the 

understanding that teacher educators have of character education.    

The participants also shared their views regarding what their understanding of good 

manners is.  For example, Mrs. Bean said, “Good manners to me, means being respectful, 

polite and obeying established rules.”  Mrs. Bowen observed similarly when she said, “A 

person who is courteous and polite is someone who has good manners.”  For Mr. Bob, 
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good manners is about being respectful, courteous and well behaved.  These responses 

and those of the other respondents seem to suggest that the teacher educators’ 

understanding of character education closely reflects the culturally accepted view of the 

average Jamaican who is frequently observed to use the phrase “good manners”, to 

describe persons who they consider to be respectable persons of good character.  

There was convergence between the data generated from the questionnaire- guided 

interviews and the case-guided interviews regarding the perception that character 

education leads to the development of affirmative character traits.  This was reflected in 

the educators’ description of a person of good character.  In their analysis of the cases, 

twelve of the fifteen participants listed obedience, respect for elders, love and care for 

others, fairness and good manners as positive and admirable character traits.  They 

believed that in the long run, character education will lead young people to conform to 

the traditional values of what they described as the “good old days”.  Mrs. Marden, one 

of the longest serving lecturers described the “good old days” as the time when “the 

village raised the child”.  She explained that “In the good old days every child respected 

every adult and every adult cared for every child and there was mutual respect”.  Miss 

Peters supported the view, she explained that a well-behaved child was the pride of every 

family. She suggested that “In those days children could never tell their parents that an 

adult who is a non-family member had to discipline them because of bad behavior. That 

would bring shame on the entire family.”  She explained further that any public display of 

negative behavior by a child would be considered a poor reflection on the entire family 

because it would give the impression that the parents did not do a good job rearing their 

children.   
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Asked how the matter of character education should be addressed amidst the rapid 

social change that is taking place, and the virtual disappearance of the “good old days”, 

the older teacher educators suggested that the basic character values of respect, civic 

pride and care for each other should not change.  Mrs. Lods and Mrs. Burns explained 

that in order for the society to be maintained and remain civil, the basic values must 

endure all the other changes that may be taking place.  Mr. Hardof also agreed with the 

notion that there are some fundamental character values that must remain intact even as 

the society change. He said: 

 No matter how things change people need to remain responsible, 

 respectful, dependable and honest. These things should not change.  

 These values are like the foundation of a house. It is that part of the 

structure that you don’t manipulate at all because if you do then you 

compromise the integrity of the building. So to me, we should make  

 every effort to maintain the values that keep the society stable and  

 civilized.     

 

   The responses support the educators’ general narrow understanding of character 

education as little more than moral education.  The educators believed that the social 

change such as the changes in family structure, the greater influence of technology and 

social media are some the main reasons why character education is needed.  Mrs. Angel 

said, “The fact that things like family structures have changed, that children and young 

people have more rights and that technology has taken over lives, are some reasons why I 

think character education is an urgent need.”                             

Character Education Should Empower Learners 

 

Five of fifteen the participants shared a broader more comprehensive 

understanding, of character education which did not coincide with that of the other ten 

participants.  Mrs. Bean, Miss Fumer and Mrs. Sultan, the three youngest participants and 
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two guidance counsellors did not support the belief that character education should 

simply lead to good manners and respect.  They believed that character education means, 

teaching young people the values and attitudes that will help them to live successfully in 

community, where there is mutual respect between all members of that communities 

especially as that society continues to change.  These teacher educators explained that the 

goal of character education should therefore, be to equip young people with the ability to 

make right decisions, excel at what they do rather than to become obedient, subservient 

members of the society.  For them, character education means helping young people to 

develop those skills that would assist them to become well adjusted, self-assured, self-

directed individuals who can assess moral situations and arrive at the right decisions.  

This was supported by the view of Miss Fumer who stated, “For me, to teach young 

people only about respect for adults and how to behave well, is to produce individuals 

who can be easily manipulated and led astray because they have not developed the ability 

to think critically.”  She explained that such an approach would be dangerous especially 

since we live in a society where “Adults do not always do right by children and young 

people.”  

In addition, the three respondents questioned the advantage to be gained by the 

society if the character education of young people simply helped them to maintain the 

status quo of their parents and grandparents.  Mrs. Sultan asked, “How will the society 

grow and develop if children and young people must simply adopt the undiluted values 

and attitudes of their elders without question?”  These educators believed that children 

and young people should be character educated to “think outside of the box” and to 

become empowered to respond with appropriate values and attitudes, to the demands of a 
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modern and evolving society.  For them, the expectation is that the character response 

should be no different from the way that people develop new skills and attitudes in 

response other areas of societal demands.  The implication here is that character 

education should be viewed as more than its moral dimension to include its intellectual, 

civic and performance dimensions (Shields, 2011).   

According to Mrs. Sultan, “Character education should help young people to 

develop curiosity, open-mindedness, and determination.  She said, “Too many of our 

young people give up too easily in the face of a challenge, almost as if they are afraid to 

try.”  The views of the three youngest educators concurs with that of Sim (2011) who 

include helping students to decide between right and wrong, make good choices, embrace 

changes, and develop new knowledge, skills and the resolve to adapt and cope with the 

nuances and difficulties of life, as part of what character education should do.  This very 

interesting position of the younger educators appears to be embracing a new thinking or 

to extend that which exists among the senior teacher educators as it relates to the 

understanding of what character education should do in the lives of young people and 

children. Mrs. Bean said, “We cannot deny that the western world has had a significant 

impact on our society, and given the many ways in which things have changed we have 

to ensure that character education prepares young people who can survive and respond 

positively in it”.  Lesson objectives in the artifacts presented by the teacher educators 

indicated that lessons were geared at helping learners to think and arrive at moral 

decisions.  

Rationale for Character Education 

 

Good Character is not Naturally Developed 
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Analysis of the teacher educators’ responses to both the questionnaire and case 

guided interviews revealed that the teacher educators supported the view that people do 

not naturally develop good character.  This provided an indication of the participants’ 

perception of the need for character education.  The idea as shared, is that there is an 

acceptable level of character values that are needed for successful community living and 

since it is not achieved naturally it must be instilled.  In addition to agreeing with the 

perception that character education is needed because good character is not naturally 

developed, respondents highlighted the current moral situation, the impact of social 

change as it is reflected in the failure of homes to character educate, the absence of 

positive role models and the need for a just and democratic society as other reasons why 

character education is needed in Jamaica.  

   As shown in Table 4.2, below, all fifteen respondents strongly agreed with the 

authoritative perception, that people do not naturally develop good character and are 

therefore in need of correction.  In support of their view, thirteen of the fifteen 

respondents referred to scriptural evidence in Psalm 51:5 that says: “Behold I was shaped 

in iniquity and in sin did my mother conceive me” They believed that this scripture 

provides proof that there is an innate tendency for human beings to gravitate towards 

negative behaviors such as selfishness and lack of care for others.  They believed that 

character education is the means by which the requisite correction of the deficits in the 

human character can be effected.  In this regard, the teacher educators agreed with the 

view of Glaze (2011) who posited that since good character is not hereditary, it must be 

instilled by adults into subsequent generations.  
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Meanwhile, one respondent did not support the Psalm 51:5 description of the nature 

of man.  Still using the Bible as her point of reference however, she said “I am not so 

sure, because the Bible teaches us that man is made in the image of God and I know that 

God is good.  So I believe that there is good in man.”  For her, character education is one 

method by which one can ignite the good in people by helping them to develop 

appropriate values and attitudes.  

Although scriptures cannot be considered the only source of moral teaching, it 

appeared to have had a significant impact on the teacher educators ’perception regarding 

morality and the development of character.  Fourteen of the fifteen respondents indicated 

that Christianity and the teachings of the Bible have had a significant impact on their own 

character development and their current perceptions about character education.  It is no 

doubt therefore that the teacher educators understanding of character education, in 

general, reflects an authoritative perspective because according to Smagorinsky and 

Taxel (2005) character education involves instilling values which are based on a fixed, 

divinely inspired morality.  They admitted that most of what they know and practice 

regarding their morality and their understanding of character education, have their 

grounding in what the Bible teaches.  In fact, twelve of the fifteen participants prefaced 

their responses about the perceived deficits in human character with the statement; “I am 

a Christian and I believe what the Bible says about man being born in sin.”  The 

suggestion here is that human beings have a natural propensity to do wrong rather than 

right having been born in sin.  The participants however, agreed that Christians are not 

the only moral persons they know because they can easily identify many individuals who 

can be considered morally upright individuals or persons of good character, although they 
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do not embrace Biblical principles.  Mr. Bob said, “My father was not a Christian but he 

is one of the most principled persons I know.” 

In addition, twelve of the fifteen participants also revealed that their belief that 

human beings do not naturally develop good character is further supported by the 

experiences they have gained observing and relating to other human beings.  They 

indicated that they have observed the ease with which children naturally gravitate to 

doing what is wrong.  One respondent said, “If you watch young children at play, it  

is very easy to identify acts of selfishness, bullying and general unkindness which are 

sometimes unprovoked.”  Other respondents agreed, suggesting that these almost natural 

actions by young children are indicators that children and young people need training in 

order to develop acceptable character.  The teacher educators believed that failure to 

address the basic character deficits in children at a young age often leads to more 

significant problems such as scamming, crime and violence among others, at an older 

age.  

The Current Situation 

 

The data also revealed the commonly shared perception among all fifteen 

participants, that the current social situation in Jamaica indicates that the country is 

experiencing a crisis of character and there is an urgent need for character education to 

address the problem.  In their responses to the case –guided interviews, the teacher 

educators perceived that undesirable behaviors such as crime, lottery scamming, violence 

and indiscipline in classrooms and in the streets among the youth population, are some of 

the strong indicators that character education is needed in Jamaica.  Mrs. Angel opined, 

“If the persons who are carrying out these atrocious acts were character educated you 
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would not find them doing these things, they would care about the hurt that their actions 

would cause to others.”  Mrs. Solas meanwhile suggested, “The society needs to find a 

way to help young people to return to the time when people cared for and respected each 

other. That would prevent them from becoming such heartless murderers for example.  I 

think we badly need character education.”   Mr. Warmer also agreed he said, “We need to 

return to the days when young people were taught positive values and attitudes at home 

and in schools, if we are going to overcome these problems.”  These views are supported 

by the findings of Hovercroft (2002) who posited that when students embrace positive 

character attributes they become trustworthy, productive employees and active, 

responsible participants in the life of the community.  The consensus among the teacher 

educators was that today’s young people lack the moral rectitude, civic and personal 

pride that will allow them to endorse things that are positive.  This seem to indicate that 

there is an urgent need to employ character education as a means of addressing the 

impacts of the inevitable social and moral changes that take place in societies.  

When asked how the problem could be addressed, the educators agreed that if 

children are taught, in the home and at school, to do what is right and to respect others, 

some undesirable behaviors would be eliminated. On this matter, convergence was again 

found between the data from the questionnaire guided interviews and that from the case 

guided interviews.  For example, when the participants responded to the cases, a similar 

trend of perception to that emerging from the questionnaire was found. Undesirable 

behaviors such as stealing, failure to be accountable, vulgarity and lack of respect for 

each other’s personal space were listed.  Although these are not identical traits, they are 

undesirable and therefore supports the compelling case in which respondents perceived 
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that character education is needed to address a wide range of undesirable, traits and 

behaviors among young people.  This view also concurred with that of Ryan (2003) who 

from the findings of a foundational study concluded that given the moral decline in the 

society and among young people, the authoritative perspective is needed in the delivery 

of character education as a means of addressing the decline.   

The respondents also believed that character education is needed because too many 

young people are no longer caring, fair and courteous and there is a general lack of a 

sense shame among members of the society.  Mrs. Marden remarked “The soft skills, that 

make societies civil, have become hard. They are replaced by unfairness, coarseness, and 

selfishness among young people and much of this is being nurtured in schools.” Another 

respondent said, “I believe that the absence of positive personal traits is what usually 

leads to ‘bigger problems’ such as crime and violence so they must be addressed.” The 

participants believed that many young persons have failed to develop soft skills because 

they have never had the privilege of being taught or guided.  Mrs. Lods opined,  

   In the past, schools would really serve as the secondary agents  

   of positive socialization and help to reinforce what is taught at 

   home, or simply teach what is not taught at home but now a days  

   much of that has changed. Some teacher no longer see character  

   education as their responsibility. They are more focused on what  

   will be eventually examined by pen and paper tests – the literacy,   

   numeracy and subjects like that.  

 

      This perception that adequate character education is not taking place, seem to suggest 

that there is a need for character education to be made available to a wide cross-section of 

individuals.  It supports the suggestion by Seaga (2007), that character education will be 

most effective when it is included in the curriculum of schools where children are a 

captive audience.  
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 A similar suggestion was made regarding the need for character education for pre-

service teachers.  The data revealed that all fifteen teacher educators perceived that the 

culture of negativity and incivility that exists in the wider society is currently being 

reflected in the behavior of the pre-service teachers in their institutions.  Mrs. Bowen, 

observed, “character education is also needed in teacher training institutions because in 

addition to the many other undesirable traits, I have found that some of my pre-service 

teachers lacked intellectual honesty, persistence and the ability to self-regulate.”  Mr.  

Hardof and Mrs. Marden agreed, they described as a vicious circle the situation where 

many students at the pre-tertiary level who received no character education at home, turn 

up at schools to be taught by many young teachers who themselves lack character 

training.  

This observation came as no surprise to me, because an inadequate amount of 

character education has been observed to take place within teacher training institutions.  

It however, highlighted the need for character education to be focused on teaching young 

people the values and attitudes that will, for example, make it easy for them to live 

together in shared facilities such as halls of residence on a college campus.  The 

educators believed that a character education focus at the pre-tertiary level would also 

serve to provide the pre-service teachers with the readiness to be trained as character 

education teachers because they would enter teacher training with a foundation on which 

further building could take place.  Mr. Warmer said, “If we are going to change the 

existing situation, deliberate and purposeful character education must become part of the 

curriculum in our schools.”  This view is consistent with the general belief of Lickona 

(1993) that character education should be deliberate and intentional.  This would 
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therefore suggest that the curricula of schools must be adjusted to accommodate character 

education content and that teachers should be deliberately trained to deliver the 

curriculum.     

Failure of Homes to Character Educate Children 

 

The data further revealed that teacher educators also perceived that character 

education is needed because as the society changes there is a growing lack of adequate 

character training taking place in homes.  All fifteen respondents perceived that many 

parents have failed to embrace their role as their children’s first character education 

teachers and as such the basic training that they should undertake is not being done.  The 

participants were of the opinion that the widely accepted belief, that parents and other 

related adults will provide character training for children and young people, has become 

less evident in recent years.  As said earlier, the teacher educators attributed this to the 

belief that some parents have no interest in character related matter or because parents 

genuinely lack the know-how.  They suggested that in the meanwhile, evidence of 

inadequate character home training is everywhere.  Mr. Warmer said, 

When you see how children and young people behave these days you 

know that they are not getting any training at home. So many of them are 

disrespectful and rude and they have no interest in positive things like 

school. The sad thing is that, in the past, teachers would take up the slack 

but nowadays many teachers also lack good character and schools are too 

busy pushing the academics.  

The failure of homes to provide character training was also highlighted by Mrs. 

Bean, who observed, “There are many young persons who have never had the privilege 

of being taught good values in the home because their parents either have no idea or have 

no interest in character related matters.  They themselves sometimes do not have good 

character.”  The participants shared the observation of Campbell (2013) who suggested 
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that many parents have failed to carry out their responsibility to character educate 

children, so schools need to fill the gaps.  In support of the observation that, parents have 

failed in their role, the teacher educators suggested that on many occasions parents have 

even been found to intentionally provided poor examples for their children.  

The educators highlighted instances when they have witnessed parents encouraging 

their children to act inappropriately.  Mrs. Fumer shared that while she taught at the 

secondary level she saw instances where parents came into her school to fight teachers 

because the teachers disciplined their children.  Mr. Hall also spoke about times when 

parents can be seen walking on the street with their children and in full view of the 

children litter the street with their garbage.  The implication here is that many parents 

lack good character and therefore in this regard does not have what to give to their 

children, other agents of the society, such as school and by extension teachers need to 

take on the responsibility.  Seaga (2007) believed that schools should take on the 

responsibility of character educating the children in their care because parents are failing 

to get the job done. Some of the educators are however concerned that many teachers are 

ill-prepared for such a responsibility of character educating children.  Mrs. Bean, Mrs. 

Fumer, and Mr. Hall’s observations attributed the lack of character education mainly to 

the home, while others such as Mrs. Marden and Mrs. Lods placed it in the purview of 

schools because they were convinced that some parents do not have what it takes for such 

a task. 

The respondents explained that character education is also needed because too 

many children are being forced to be their “own parents”, even in some instances when 

adults are present in the homes.  These children get no support at home to develop their 
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character, instead, they are forced to manage the vicissitudes of life on their own and this 

has caused many of them to become hard and callous.  One participant said, “so many 

children have to be in the streets hustling in order to eat or send themselves to school, 

they are not being cared for, let alone being character educated by parents.”  In such 

environments, they are forced to make decisions for which they are ill-prepared.  

“Hustling” describes the situation in Jamaica where individuals get involved in all 

kinds of activities, such as begging and doing odd jobs for economic reasons.  For the 

teacher educators, the character training, which should begin at home and reinforced in 

schools, is not being done and therefore deliberate character education is required to 

break this cycle.  guidance counsellor, Mrs. Intel remarked that “parents have a moral 

obligation to character educate children and they must be held accountable for doing so in 

the same way that they are held accountable for not sending them to school.  Teachers 

should be similarly obligated”.  She believed that character education will eventually fix 

the current situation by producing character educated children who will become adults 

who possess good values and attitudes.  In that way, character education becomes the 

catalyst for the renewal that the society is needs.  

Absence of Positive Role Models 

 

Twelve of the fifteen respondents were of the perception that deliberate character 

was also needed because young people, including those in teacher training institutions, 

are challenged in their efforts to develop good character because they have few positive 

roles models to emulate.  The respondents explained that they arrived at their position on 

the matter because many undesirable behaviors are common among members of the adult 

population.  They named “bad” parents, teachers, politicians and popular reggae artists 
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among the adults who have failed to be good moral examples for young people. Mr. 

Hardof explained that these category of individuals who were once considered 

respectable member the society are no longer considered that way.  They also spoke 

about the negative influences of the media, music and the internet.  Guidance counsellor, 

Mrs. Solas said “the poor young people have very few suitable role models to emulate. 

She explained, “I feel bad to say this, but many of our young teachers and in-service 

teachers are also poor examples of good character and they are poor examples for the 

children they teach.”   

The observation by Mrs. Solas reflected the views shared by other participants 

during the interviews.  For example, Miss Peters said, “Based on the general trend of 

unacceptable behavior among the youth population in the society, it is almost normal 

these days to find the young graduates of teacher training colleges displaying 

inappropriate behaviors that are similar to other young people.”  As a result, she believed 

that character education for teachers in training is an absolute necessity. She noted that 

this is important because teachers; young or old are expected to model appropriate 

behaviors.  For her, it is therefore important that character education takes place at the 

tertiary level. 

Mr. Warmer remarked, “The only way to make the society softer and gentler is to 

start with the character education of the children and keep the process going year after 

year.  Eventually, we will get to a point of satisfaction if we start now.”  The expectation 

is that character educated children will develop into character educated adults who would 

help to create a better society through both their latent and active efforts.  At the same 
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time the educators believed that the first order of business is to train character education 

teachers who will begin the training of children at the earliest possible age.  

Character Education is Needed to Maintain Democracy 

 

  Table 4.2 also shows that all fifteen teacher educators are of the perception that 

character education has the potential to contribute to a just and democratic society.  They 

concurred with the view of Smagorinsky and Taxel (2005) who found that supporters of 

the democratic perception believe that as character education eliminates any tendency to 

marginalize individuals it will fulfill its goal of creating a just and democratic society. 

When asked how this will happen, the respondents explained that character education 

will produce individuals who care for each other, respect each other and who behave 

fairly in their day to day relationships.  Mrs. Bowen said: 

I believe that when individuals are character educated they will become 

caring, respectful, fair and responsible and that will make it easy for them 

to make things right and just for everyone else. I believe that fair and 

caring treatment for everyone and mutual respect are values that will lead 

to a just and democratic society.  

The respondents were of the further view that character education will contribute 

to a democratic and just society when children and young people are taught the 

universally accepted soft skills of fairness, responsibility, caring, trustworthiness, 

kindness, respect and civic pride among others.  Mrs. Intel said,  

The just and democratic society will emerge because character education 

will teach young people to value and respect everyone no matter their 

status in life, to respect other people’s opinion and deal with any conflict  

that will arise in their relationships, teach them to treat each other fairly 

and to understand that people are equal.  

This view is consistent with those of Bickmore (2006) and Glass (2005) who 

suggest that through character education, students are encouraged to address the conflicts 
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that will automatically arise in a democracy.  The view also coincides with that of Kohn 

(1997) who believes that what is needed, is character education that will prepare students 

for their role as active participants in a democratic society.  This would seem to suggest 

that those who teach character education should therefore, employ constructivist teaching 

strategies such as discussion and cooperative grouping that will allow learners to discuss 

their understandings and their disagreements in a respectful and peaceful way and arrive 

at a consensus. 

Table 4.2 Participants’ Response Regarding the Rationale for Character Education 

Features of character 

education 

Participants’ Responses 

 SA M A SlA NA/D SlD MD SD 

1. People do not 

naturally develop good 

character and need 

correction 

15       

4. Parents are playing  

 their role in the  

character education of 

children. 

      15 

5. There are current 

situations that indicate 

the need for character 

education 

15       

14. Character education 

should contribute to a 

just, democratic society 

15       

Source: Likert scale questionnaire  

 

 

Responsibility of Adults in Character Education 

 

In this segment, I will present the findings as emerged under the theme 

responsibility of adults in character education.  Data from the Lickert scale questionnaire 

and case guided interviews revealed that respondents believed that adult responsibility is 
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crucial to character education especially in relation to providing direct character 

education to children and young people.  The respondents named parents, teachers and 

cultural icons as persons of influence whose efforts can help to achieve this end. 

Respondents were however quick to point out that only eligible adults of high moral 

standing and experience who could be assessed as suitable should be allowed to take on 

the task of character educating young people.  The data in this section are presented under 

two subheadings; direct character education by adults and character education teachers 

must be selected.  

Direct Instruction in Character Education 

 

Table 4.3, shown below, indicates that twelve of the fifteen respondents agreed with 

the authoritative perception that adults should have the authority to provide young people 

with direct moral education.  By this the teacher educators believed that young people 

should be guided by the instruction of adults in an authoritative environment where 

according to Wynne (1997) democratic considerations are not permitted.   This view is 

also consistent with that of Greer (2007) who found that adults are not only expected to 

have authority regarding the character education of young people, but that they should 

take responsibility for character educating them.  Greer is of the view that schools, and by 

extension, teachers have the responsibility to develop character education programmes 

and to instruct students regarding the meaning of good character so that unacceptable 

behaviors can be reduced in such schools.  This seems to suggest that there is a need for 

some mechanism to be put in place to ensure there are teachers and other education 

stakeholders who can effectively carry out their role. 
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There was also strong agreement among the twelve respondents, that adults have a 

God-given mandate to take on the character training of young people.  Once again these 

respondents referred to the Bible and quoted the passage that states “Train up the child in 

the way he should go and when he is old he will not depart from it.” (Proverbs 22:6).  Six 

of the twelve teacher educators explained that whereas they are not strict advocates of the 

authoritative approach to teaching in general, they believe that for character education the 

approach is necessary because there should be no subjectivity as it relates to values and 

attitudes.  It is instructive that the three youngest respondents did not have such strong 

views on the matter, they believe that the voice of the learner should be heard in their 

character education.  This is probably a reflection of how the teacher educators were 

educated.  Although the differences in perception could potentially create tension 

between older and younger educators, the educators shared that they are usually a source 

of robust discussions among staff members.  

The group of twelve participants perceived that by virtue of their training and 

experience, adults should have the requisite knowledge and skills that qualify them to be 

character education instructors.  They believed that these adults would therefore be able 

to take on the responsibility of intentionally developing the character of children and 

young people.  Mr. Hall said “It is the adults who should know the traditions and the 

heritage of the society that must to be passed on to the next generation, so adults must be 

the teachers”.  He further asserted that teachers must be trained in order to do a good job 

of picking up where parents have left off.  Since the passing on of a society’s traditions 

represent only one aspect of character education, this appears to be a narrow view of the 

responsibility of adults in character education.  For Mrs Angel the responsibility is a 
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divine one.  She stated, “I believe that the Biblical instruction to train up the child, is not 

an instruction for children and their peers, it is an instruction to adults.”  She explained 

her belief that God gave the instruction to adults so that the society can be maintained or 

be improved as adults pass on their knowledge and skill to subsequent generations.  She 

therefore believed that adults should be required to take responsibility for the character 

education of children.  Mrs. Lods added with this:  

It is difficult to legislate morality but I believe that if we are going to 

change our society and our young people, adults must be made to take 

responsibility. Parents should be held responsible for the basic values that 

children should learn at home and made ready to reinforce them at school. 

The teachers must then be made to do their part as a direct responsibility. 

She further explained that adults should be made to maintain the kind of 

lifestyle that would provide the example that young people could imitate. 

For example parents and teachers should be prepare to provide young 

people with direct instruction on character matters and then provide then 

model the expected behaviour for these young people.   

 

Careful Selection of Character Educators 

 

All fifteen respondents shared the perception that not all adults have the moral 

authority to train children and young people in character education.  The educators 

expressed the need for caution in the selection teachers given that some adults might not 

be suitable to take on the task of character education because of their posture towards 

children.  Many adults, they claimed, have misled and abused children and young people 

and have therefore lost their moral authority to influence them.  The teacher educators 

shared real life examples of incidents, which took place in Jamaica in which children 

were abused by adults.  Mr. Hall spoke with much passion as he shared about an incident 

in which his own niece, who was under age, was sexually assaulted by her male teacher. 

Consequently, the respondents agreed that there is a great degree of mistrust in many 

adult-young people relationships and this has created some challenge for the 
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advancement of character education in Jamaica. Asked how, Mrs. Bowen responded that 

“Some children may have lost trust in adults and they may not want to learn from them.” 

Mr Hall said, “If children do not trust you they will not want to learn from you and when 

trust is lost the rebuilding process can be long.”  It is therefore not hard to understand that 

in this regard, twelve participants believed that not every teacher should be a character 

education teacher although teachers and parents should be reasonably expected to be the 

two groups of persons suitable for character endeavours.  

The teacher educators are therefore of the opinion that character education teachers 

should be carefully selected from among other teachers.  This would suggest that an 

objective set of criteria for selecting those teachers would have to be developed and it 

raises the question about who would develop the criteria. As it relates to the role of 

parents, the educators expressed support for the current attempt being made by 

government to train Jamaican parents in proper parenting.  They however suggested that 

the reach of the programme is not far enough.  In explaining the lack of good character 

among some parents and other adults, one respondent said “Thank God for my 

grandmother, my mother had no interest in character matters when I was growing up, she 

had me when she was eleven and she was mostly not around, my grandmother took on 

the task of raising me right”.  

Other respondents spoke about the important role that grandparents played in 

character educating previous generations.  They explained that grandparents’ 

involvement is less visible and possible these days because there are less stay-at –home 

grandparents and many grandparents are less interested in character matters.  Mrs Bean 

said “as it relates to grandparents, the socio economic and demographic realities are 
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different than they were some years ago.  For example, the dynamics have changed and 

there are no longer many ‘stay at home’ grandparents because individuals are becoming 

grandparents at an earlier age.”  These persons continue to live active lives that cannot 

accommodate the care of their grandchildren.  Also, not many children are growing up in 

extended families where they are guided and supported by a group of caring persons. The 

absence of such support in the home has deprived many young persons of the opportunity 

to gain well need character training. This has pushed the responsibility to schools and 

teachers.   

In providing a further rationale for the perceived role of adults in character 

education, participants explained that similarly to the way that adults have responsibility 

for the physical, academic and emotional development of young people, the character 

education of young people should be the responsibility of the adults in their lives.  Mrs. 

Fumer opined, “I believe that every adult should be made to take responsibility for the 

character education of children, personally I think that adults know enough to do so.” 

Thirteen respondents named parents, and teachers as the two main categories of adults 

who should take responsibility for the character education of children.  Mrs. Bean who 

described herself as a “barrel child” did not agree that adults were needed for character 

education, she shared that it was an older sibling – two years her senior, who provided 

much of her early character education. This statement is different from the general 

sentiment of the other respondents and may be considered an outlier.  Miss Fumer also 

shared a slightly different thinking. She said “I don’t know if I agree or disagree that 

adults are necessary because many of the adults I encountered as a child, have left a bad 

taste in my mouth. Life itself became my teacher and my grandmother helped.”  
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The phenomena of barrel children were very common in the 1990s and among 

many Jamaicans is blamed for breakdown in discipline in the Jamaica. Crawford – Brown 

(1999) describes a “barrel child” as a child whose parents resides overseas, usually in 

search of a better life, economic and otherwise, and provide material support for the 

children they left behind, by sending things like food and clothes in barrels.  In some 

instances, these children are left with other relatives or depending on their age are left on 

their own without adult supervision.  Such children manage all aspects of their lives 

while the parent or parents provide the financial and material support.  In the view of Mrs 

Barns, “A good character teacher does not have to be an adult, what is required is a 

responsible individual.” 

Data gleaned from analysis of the responses to the cases, pointed to the need for 

trained character education specialist who have received training that is specific the 

integration of character education in lesson plans.  Such plans should then be made 

available to all character education teachers.  They suggested that each school should 

then be assigned at least one character education specialists whose work would be 

supported by every other teacher.  One respondent suggested that teacher training 

institutions would therefore need to ensure that pre-service teachers are first trained to be 

persons of character and then equipped with the necessary pedagogical skills to respond 

to the character education needs of the student that they will encounter in the classroom. 

They also suggested that one way of ensuring effective integration of character education 

is to ensure that teachers be required to account for the teaching of the affective or 

attitudinal objectives in their curriculum, since too little emphasis is placed on this aspect 

of the development of children in place of other aspects.  Mr Warmer said, “Theodore 
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Roosevelt words are fulfilling on us because we are educating our children in mind and 

not in morals and so we end up making them a menace to society."  

Table 4.3 Participants’ Response Regarding the Responsibility of Adult in Character 

Education  

Features of character 

education 

Participants’ Responses 

 SA M A SlA NA/D SlD MD SD 

2. Young people should 

be provided with direct 

moral education by 

adults 

10  2    3  

6. All adults should 

have authority to 

provide direction to 

young people’s moral 

education 

12      3 

11.Character education 

should be given similar 

prominence given to other 

areas of a child’s 

development 

14 1      

Source: Likert scale questionnaire           

 

Marginal Role of Students in Character Education 

 

Student Should not be Held Responsible for Their Character Education 

 

Twelve of the fifteen respondents strongly disagreed with the democratic 

perception that young people should be allowed to take responsibility for their own 

character education.  Table 4.4 indicates that three of the fifteen teacher educators only 

slightly disagreed.  The twelve educators explained that by disagreeing with the view, 

they are indicating that young persons should not be the ones who determine the content, 

strategies and the time when they should be character educated.  The twelve participants 
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further justified their strong agreement with the perception by explaining that the 

character education of young people should be treated similarly to the way other areas of 

their development are treated.  They believed that children need support and guidance in 

all areas of their development, including their character development.   According to Mrs. 

Burns, “Children and young people need to benefit from the experiences and guidance of 

adults as it relates to the norms and values of the society that should be embraced.”  Mrs. 

Intel opined, “The fact that young people are faced with so many choices, makes it 

absolutely necessary for adults to be by their sides, holding their hands and guiding them 

through the process of their character development.”  She believes that young people 

need to be taught, to make right decisions and character education is the best tool that 

adults can use to do it.  

The three respondents who slightly disagreed, believed that children and young 

people should take some responsibility for their own character education.  One of the two 

said, “Learners must take some responsible ownership of the very important matter of 

their character education if they are to internalize what they are taught and make it 

become part of who they are.”  They also believed that it was important that young 

people share this responsibility of their character education in order to make them more 

accountable for their behavior and reduce any perception that it’s an adult imposition. 

This means that the young person should recognize that they have a role to play, that 

there are some things that they must do for themselves; think and make right choices and 

take control of their lives.  In return, adults should provide young people with the 

opportunity for their involvement.  

 



  84 
   

  

Students Should not be Allowed to Choose Their Own Values 

 

Table 4.4 also shows that twelve respondents completely disagreed with the 

statement that character education should help students to choose their own values.  Their 

responses were emphatic. “No way!” and “absolutely not!” were two quick responses. 

These responses gave some indication of fear on the part of the older teacher educators, a 

fear that indicated a threat to adult authority and a fear of change, fear that young people 

would choose in such a way that upsets the status quo.  

The respondents suggested that the society would be in chaos if everyone could 

choose his or her own values.  They shared their belief that a society can only survive 

when its members have a single set of commonly shared values.  This they believed was 

absolutely necessary for the achievement of the society’s goals and objectives.  Mrs. 

Bean said, “The imposition of a society’s values on its young is a necessity, there would 

be absolute chaos if every individual and every generation is allowed to choose his or her 

own values.”   This somewhat narrow perception of the educator is very interesting but 

controversial because it fails to recognize that sometimes moral education is necessary to 

oppose some undesirable societal values.  

 The need to restrict choice is probably due to the fact that for most of the teacher 

educators, character education is viewed as simply a matter of right and wrong which 

should not be challenged.  It could also be due to the culturally accepted view in which 

adults believe that children are to be seen and not heard and where adults believe they 

have the God-given authority to make decisions for children and young people.  The view 

is in contrast with that of Khon (1997) who believes that the only way to ensure that 

children and young people develop good values that they will internalize and make their 
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own, is to allow them the choice to be actively involved in deciding what kind of 

individuals they want to be.  

Once again, the divergent views of the three youngest participants did not coincide 

with those of other participants.  They believed that if character education cannot 

empower its learners to choose, then it would be useless.  They believed that character 

education should empower learners.  Mrs. Sultan said, “If character education does not 

empower individuals to choose among positive and ethical values and norms then it 

would be worthless.”   For her, the character educated individuals should be able to make 

good value judgment, think critically and be empathic, peace agents.  Miss Fumer 

concurred, she said, “The power of choice is critical in character education, otherwise is 

brainwashing and brainwashing is not education.”  This view reflected that of Kohn 

(1993) who believed that it is irrational for adults to ask students to take responsibly for 

their actions or to practise self- discipline while they continue to make all decisions for 

them and simply give them instructions.  In my capacity as a teacher educator, I 

completely support the democratic perception of the younger teacher educators.  Young 

people should be empowered to choose the way they need to live.  

The twelve older respondents suggested that students’ role in the character 

education process should be within the guidelines of the curriculum and the instructions 

of teacher.  Mr. Hardof and Mrs. Burns were concerned that giving learners the 

responsibility for their character education would mean taking chances that they may not 

learn what is intended.  Mr. Hardof said, “I believed that it is a risk that a society cannot 

afford to take because children and young people tend to know no boundaries. They need 

to be strictly guided.” guidance counsellor Mrs. Solas said students should be encouraged 
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to participate in class activities, learn from the good examples provided by their teachers 

and practise what they are taught. The idea given here is that character education should 

be treated as any other academic subject.  This response from the educators appears to be 

consistent with the view of Ryan (1996) who believes that one of the essential 

responsibilities of schools is to indoctrinate children with the best values of a society. It 

also agreed with the view of Mrs. Marden who believes that where necessary children 

and young should be indoctrinated.  The implication then is that these teacher educators 

believe that the focus of character education should not be on empowering children and 

young people to choose but rather to accept the dictates of whomever their teachers are. 

They believed that the challenges that the society is currently facing with regard to values 

and attitudes have arisen because the society has become permissive. 
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Table 4.4 Participant Response About the Role of Students in Character Education  

Features of character 

education 

Participants’ Responses 

 SA M A SlA NA/D SlD MD SD 

9. Students should be 

allowed to take 

responsibility for their 

own character 

development 

2 1     12 

13. Character education 

should help students to 

choose their own values 

freely rather than 

impose values on them 

3      12 

Source: Likert scale questionnaire  

 

Research Question 2: How Do Teacher Educators Enact Character Education in Their 

Classroom? 

 

I will now discuss findings related to research question two. In this question, I 

sought to understand how teacher educators enact character education in their classrooms.  

The ideas of focus to ascertain this perception related to statements 3, 4, 7, 8, 10,12 15  

and sixteen which speaks to didactic and constructivist teaching, the focus and content of 

character education, pre-service teacher training, and training of character education 

specialists. The ideas are captured in three themes which emerged: approaches to the 

delivery of character education, informal teaching of character education and inadequate 

teaching of character education. The themes are discussed below:  

Enactment of Character Education 

 

The data revealed that except for the guidance counsellors, teacher educators did 

not formally teach character education.  The educators described their character education 
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teaching as informal and reactive, evidenced mostly by their modeling of appropriate 

behaviors and correcting of undesirable and inappropriate behaviors in their students.   

 Their responses therefore reflected the approaches that they would take if they were 

required to formally teach character education and the recommendations that they would 

give to character education teachers.  The discussion that follows, focuses on the 

educators’ responses in support of the didactic and constructivist approaches and outlines 

what the content of character education should be.  

Based on perceptions shared in response to research question # 1 it is probably not 

surprising that the older participants were found to be supportive of direct, didactic 

approach while the younger participants supported the constructivist approach.  This 

could be a reflection of the way these educators were taught and their understanding of 

the meaning of character education; older participants were found to have been educated 

in the era when the authoritarian approach was the dominant approach, while the younger 

members had a greater exposure to the constructivist approach.  The responses from the 

teacher educators are that the significant differences in perception between them, as older 

and younger members of their various institutions, do not negatively impact the manner 

in which they carry out their jobs as teacher educators. 

The Direct, Didactic Approach 

 

The data displayed in Table 4.5 shown below, suggest that significant differences 

exist among the participants in relation to their recommended approaches to the 

enactment of character education.  This would appear to be a reasonable observation 

because according to Evangelisto (2002), although the constructivist approach has been 

employed in teaching since the start of the 19th century, the transition from the didactic 
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approach for some educators has been slow.  This means that while some educators are 

well engaged with the constructivist approach in the general teaching of their specialist 

courses, others have remained stuck in their old ways of doing things, very often 

reflecting the way they were taught.  

The study revealed that the older teacher educators were the strong supporters of 

the direct didactic approach to character education teaching.  They believed that the more 

traditional didactic approach represents the better approach because it emphasizes the 

role of the adult or the teacher as the important resource and guide from which young 

people learn the traditional values of the society.  Miss Peters said “Many of us older 

members of the society are living proof that the didactic approach works.  That is how we 

were taught and that has helped us to be the responsible and respectful citizens that we 

are today”.  Mr. Hall supported the didactic approach because he believed that it provides 

effective guidelines within which individuals are able to efficiently learn what is 

necessary and required.  He expressed the concern that “left to themselves young people 

know no boundaries and adults are needed to provide workable limits for them”. 

With frequent references to their own character education and what they described 

as “the good old days”, ten respondents supported the authoritative perception of 

adopting a didactic approach to the delivery of character education.  The ten participants 

provided varying degrees of agreement to the statement that character education should 

adopt a didactic approach because students need to learn good values from adults.  This 

statement is consistent with the description provided by Tubbs (2014) who describes the 

didactic approach as one which is both teacher-centred and one directional, with 

instructions being passed from teacher to students while students engage in activities such 
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as memorization, performing, listening and practising.  The older participants appear to 

be supporters of the banking concept which sees the teacher as the reservoir of all 

knowledge and the learners as barrels to be filled with that knowledge.  

The respondents explained that by using this didactic approach, young people 

should be instructed with the “acceptable” values of the society.  They explained further 

that in the process, learners should be provided with the guidelines and rules about how 

to conduct themselves and they should be informed of the benefits to be gained from their 

character education.  This perception of the educators seem to assume that just the 

presence of guidelines and instructions will ensure that students apply and embrace the 

principles of character education.  They appeared to believe that this will make learners 

receptive to what they should learn.  Mrs. Bowen said, “I believe that all that is needed is 

a clear explanation.”  Some of the educators were however of the view that the approach 

may be most effective with young children because teenagers and young adults may be 

less receptive to its dictates and imposition.  This admission by the educators has serious 

implications regarding how they would address the character education of those young 

people who may resist the approach.  When asked, the educators provided no clear 

response.  This gave the impression that the teaching of character education was not a 

matter to which the educators had given much thought and confirmed their lack of active 

engagement in its delivery.   

The ten educators who support the didactic approach also suggested that character 

education instructors should be adults who have benefitted from their lived experiences; 

both positive and negative.  Mrs. Angel said “experiences provide stories to be told as a 

way of enriching the teaching and learning experience.”  The teacher educators also 
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believed that character education teachers should recognize that their most important 

roles are that of instructors, who should be armed with knowledge and skills to pass on to 

their learners.  They believed that character education teachers should function as 

instructor rather than facilitator.  

For me, the most surprising revelation from the findings was that the older teacher 

educators while recommending the didactic approach to character education, explained 

that they employed the constructivist approach in the teaching of their academic subjects.          

Asked to explain the dissonance in their general practice and their beliefs about the 

teaching of character education, the educators suggested that there were no major 

contradictions. They explained that although they employ the constructivist approach in 

the teaching of their specialist courses, they believed that for character education a more 

direct didactic approach is required because they do not like the idea of learners 

formulating ideas for character. Mr Warmer said, 

 We cannot afford to leave room for errors or misinterpretation in 

character education, so I think the instructor should help the learner to 

leave the classroom with the correct information. Students should not be 

left to come up with their own understanding or interpretation of the 

values are expected to learn. I believe that using didactic approach will 

ensure that all our learners get the same correct information at the same 

time. For example, they will all gain the same understanding of what we 

mean by respect, civic pride or any other named value.  

 

Meanwhile, Mrs. Burns explained that she has never taught a lesson using 

a single strategy.  For her, the approach to the teaching of lesson depends on a 

number of factors such as the nature of the content and the objectives to be 

achieved. She explained that because of the moral nature of character education, 

and the objectives to be achieved in teaching it, she believed that the didactic 
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approach is best suited because it will allow all learners to leave the learning 

environment with the same knowledge. 

It could easily be argued that although the motivation for this idea may be genuine, 

its premise appeared to be flawed, because even in cases where instruction is delivered 

simultaneously not all students be at the same stage of readiness to learn what is being 

taught.  In addition, the ten respondents who supported the didactic approach, believed that 

what is to be taught in character education should be predetermined and how it is taught 

should be by teacher direct instruction. They strongly reject the democratic idea that 

suggest that the constructivist approach should be used so that students can freely choose 

their own values Smagorinsky & Taxel (2005).  

The participants believed that the didactic approach is the best way to ensure that all 

learners receive the same character education and that the incidences of misconceptions 

may be reduced.  One teacher educator fielded the support for the idea, she said “In this 

day and age, young people have unconventional ideas about everything but as it relates to 

character education, they must be made to learn whatever the society has decided so that 

our country can be maintained in a civilized way”.  The teacher educators believed that 

other approaches are ineffective given the level of choice that young people have with 

everything.  This view is inconsistent with that of Dewey (1908) who suggest that despite 

its many advantages, direct moral instruction is incapable of ensuring moral growth 

through education because the approach does not facilitate learners to the point of 

converting knowledge into long term values and attitudes.  The teacher educators who 

supported the didactic appear to view the teaching of character educator no different than 
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the teaching of other cognitive subjects such as Biology or Mathematics in which students 

are required to learn facts.    

In further support of the didactic approach, Mrs. Angel said, “To me character 

education should be treated as the road code of civilized living and I think that is how it 

should be taught, and practised.”  She explained that in a similar way that the Jamaican 

driver learns the road code and is expected to and usually drives on the left of the road, so 

the learners of character education should learn and practice character values; everyone 

doing the right thing for a better society.  One observation here, is that character education 

should be treated as a set of rules that can be simply provide to and follow by those who 

are instructed to do so.  Mr. Bob believed that no one is too old to develop a good character 

meanwhile Miss Peters shared that good values are the most important legacy that one 

generation can pass on to another and so it should be taken seriously.  She further 

remarked:  

Values should be taught in much the same way that children are taught the 

letters of the alphabet, how to lace their shoe or brush their teeth – just 

give clear instruction and provide opportunity to practise. There should be 

no choice, because good values are too important to be left to every 

individuals various interpretation.  

 

Other supporters of the direct, didactic approach also agreed with the authoritative 

view that where necessary character education should involve the indoctrination of young 

people with a society’s values (Smagorinsky &Taxel, 2005). Mrs. Marden who has been 

a teacher educator for twenty-nine (29) years said: 

Yes indoctrinate if necessary, indoctrination is not as bad as it sounds, we 

are indoctrinated every day in other areas of our lives. When we listen to a 

sermon we are indoctrinated even when we teach some facts or students 

read it from a text book, we are indoctrinating. We don’t leave learners to 

come up with their own ideas about so many things that they must learn.  
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There are many instances in which we are indoctrinated; we are simply 

told what to do and we do them without question.   

 

Mr. Bob agreed, he said “As a boy I was indoctrinated by my father and his belt, he 

said do and I did.  Today I have no regrets because the values I have now has made me a 

better man.”  He believed that there is need to do whatever is necessary to save our young 

people from the decadence that is happening all around.  He further explained that the 

direct approach is an efficient way to get more done with students, given the large 

percentage of schooling time that is consumed by the academics and the little that is 

available for character education.  Mr Bob’s views are however in contrast with that of 

Kohn (1997) who explains that in the didactic classroom students are not engaged in 

activities that help them to learn and grow and therefore effective character education 

cannot take place.   

The Indirect, Constructivist Approach 

 

While ten of the fifteen participants supported the didactic approach, Table 4.5 also 

shows that five disagreed with its use and espouse an indirect constructivist approach 

instead. They argued that character development requires the making of decisions about 

moral issues and therefore requires the active involvement of the learners.  For them, the 

teacher-centred, didactic approach does not facilitate the engagement in critical thinking 

which is required for decision making.  They were however of the opinion that there may 

be a place for the didactic approach in character education, for the giving of information 

and the sharing of guidelines as indicated by Ruutmann and Kipper (2011) who suggested 

that the objective of the didactic approach is to pass on guidelines and instruction.  This 

seem to suggest that for these teacher educators the most effective approach may be a 
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careful balance, between the direct didactic approach and the indirect constructivist 

approach, in which the indirect constructivist approach is dominant.  

The teacher educators nevertheless believed that by itself the constructivist 

approach for the delivery of character education and the concretizing of good values and 

attitudes is far more effective than other approaches because it provides for active learner 

involvement, decision making and the construction of knowledge and understanding by 

learners.  Mrs. Sultan opined, 

The constructivist approach is better because when it allows students to 

assess real life situations in a classroom, think critically about those 

situations, and make decisions, it is preparing them for real life. Therefore, 

to me, that is what character education should be about, preparing young 

people to deal with the moral and ethical realities of the real world. 

 

This view coincides with that of Lapsley and Narvaez (2006) who suggest that in contrast 

to the direct approach, the indirect or constructivist approach encourage self-directed 

practices in the classroom through learner empowering activities that help students to 

become thinkers and decision makers.  

The teacher educators also believed that in the long run the indirect constructivist 

approach will empower learners to develop the capacity to become independent learners 

who will be committed to lifelong learning and become good contributing citizens who 

are able to make right decisions.  This seem to imply that every learner will have the 

capacity to become engaged in the constructivist approach and learn from it.  This idea is 

in contrast with the findings of a study done by Bottcher and Meisert (2013) who 

identified critics of the indirect approach who were concerned that the approach will 

not accommodate learners who do not have the potential to develop their own 

understanding.  This then seem to raise the question regarding whether or not a hybrid 
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approach, as suggested by the five teacher educators, which creates a careful balance, 

between the direct didactic approach and the indirect constructivist approach, in which 

the indirect constructivist approach is dominant, may not be the most effective. 

In addition, respondents who support the indirect constructivist approach also 

believed that the learner centredness of the approach would lead to increased learner 

involvement in the teaching-learning process and eventual “buy-in” by the learner.  They 

explained that as learners become involved in creating meaning, sharing their experiences 

and understandings, they will embrace and practise the principles of character education.  

Miss Fumer said, “This is where the creation of the democratic just society will begin to 

take shape because students would be given the opportunity to address disagreements and 

conflicts and start to practice respect for each other and things like that.”  According to 

Mrs. Bean, “Children and young people are very exposed these days and they come to the 

classroom with a wealth of knowledge and well-informed opinions so we cannot simply 

force our opinions on them”.  She believed that the character education classroom should 

provide the opportunity for learners to bring their own interpretation and experiences to 

bear on their understanding of what it means to be a person of good character. 

The view is in stark contrast to the opinion of those who support the didactic 

approach who believe that teachers have all the knowledge that is to be passed on, 

unchallenged and undiluted to children who have nothing to offer.  Mrs. Bean believed 

that learners must be engaged in such a way that they will both contribute to and learn 

from their character education experiences.  Miss Fumer agreed with the view she stated, 

“I believe that students know enough to contribute to their own character education, 

teachers must therefore use the constructivist approach to help them to do so.”  Another 
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participant, Mr. Hall shared a similar opinion when he said, “There is no place for 

indoctrination in education, we are in the era of constructivism and this is the approach 

that should be used.”  When Mrs. Sultan commented she presented a similar dimension to 

the matter when she said, “It is even a misnomer to speak of character education and 

indoctrination in the same sentence, we cannot educate by indoctrinating.”  The views of 

Mr. Hall and Mrs. Sultan contradicted that of Mrs. Marden who believe that 

indoctrination in character education may sometimes be a necessity.   

It was not surprising that the five supporters of the indirect constructivist approach 

rejected the notion that when teachers employ the constructivist approach they give up their 

responsibility to their students (Lapsley & Narvaez, 2006).  The teacher educators 

explained that when they use the constructivist approach in the teaching of their content 

courses they are required to plan more in order to keep students engaged and on task with 

various learning activities so they in fact, remain responsible in the process.  Mrs. Bean 

spoke from first-hand experience to say, “Although my students end up doing more work 

on their own and in groups it does not make my job any easier because I take seriously my 

responsibility to keep them on task and to guide their understanding.  There was consensus 

among the five educators on this matter, which also coincides with that of Ruutmann and 

Kipper (2011) whose study revealed that teachers are expected to guide students thinking 

and decision making when they use the indirect approach although learners are required to 

construct their own understanding.    

Content of the Character Education Curriculum 

 

The consensus among all fifteen respondents was that character education should 

teach all young persons the same set of universally accepted values.  This view is 
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consistent with the authoritative perception advocated by the Character Counts! Coalition 

(2017) that list trustworthiness, respect, responsibility, fairness, caring and citizenship as 

the set of values to be included in every character education curriculum.  The educators 

believed that when individuals are trained in these values they will develop and practise 

acceptable relationship values such as empathy and equality which are necessary in 

civilized communities.  

Although this seems to suggest that teaching acceptable values automatically 

guarantee application by all learners, respondents explained that they are conscious that 

this will not necessarily be the case.  When asked, Mr. Hardof said, “As with anything else 

that we teach, we may not get everyone to internalize and practise what is taught but for 

every individual who does, our society stands to benefit.”  Mrs. Intel shared her view, 

saying “Teaching a set of universally accepted values is one of the most important ways of 

ensuring that our students can function effectively here in Jamaica and in the wider world 

so we have to do our part even if they cannot see the benefits now.” This view seems to 

support that of Mr. Bob who in reference to the early character training received from his 

father, spoke about not having regrets for receiving decisive character training.    

In support of the idea of teaching a single set of values, Mrs. Marden explained that 

as a teacher of accounting she can appreciate the needed for a set of universally accepted 

values which she thinks would serve the same purpose as international accounting 

standards and protocols.  She explained that a shared understanding of accounting concepts 

and jargon makes it possible for people in business to understand each other.  In support, 

another respondent explained that without a common set of shared values the people of the 

world would have to find ways of interpreting values and attitudes across different 
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countries in a similar way that countries now have to interpret the worth of their currency 

or legal tenders in relation to an established standard. She believed that teaching the 

universally accepted set of values is the best place to begin the process of character 

education in recognition of the global arrangement of the world.  

Focus of Character Education 

 

The data also revealed that the focus of character education emerged as an important 

sub-theme in the discussion of the approaches to character education.  This is probably 

because, knowing what or who the focus of teaching and learning is always useful in 

determining teaching strategies, resource allocation and teaching and learning activities. 

Table 4.5 reveals that twelve of the fifteen participants indicated their agreement with the 

authoritative perspective that character education efforts should be directed at the learner 

rather than at the various societal factors such as economics, and culture that may impact. 

Mrs. Burns said,  

I believe that the focus of character education must be where the change is 

needed and the change is needed in the students who are to be character 

educated. It is not enough to change the external factors with the hope of 

changing the individual. I have seen many young people in perfect living 

and learning environments with all the positive variables and yet their 

character has been is less than appropriate.  

This view was found to be inconsistent with those of Purpel (1997) and Kohn, 

(1997), who criticized character education for placing the responsibility for societal issues 

on individuals rather than on political, economic, or cultural institutions that impact their 

lives. The teacher educators appeared to be of the view that even if the social system of 

which schools are a part, should become the focus of character education efforts, that could 

not adequately address the character deficits in individuals.  
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In addition, the educators explained that it is the individuals whose characters need to 

change and so all attention should be on the individual.  Some participants spoke of the 

positive impact that school has had on their character development; they recalled that what 

impacted them most at school was what their teachers said or did for them individually and 

how teachers made them feel as individuals rather than what other classroom factors.  Miss 

Peters recalled how her teacher took her aside one day and told her why it was impolite to 

speak when someone else was speaking and that she has never disrespected anyone like 

that since.  The participants also remembered what they learned from particular class 

activities and their peer to peer relationships.  For them the focus of character education is 

to be correctly placed on the learner. 

 Two of the three respondents who did not support the statement that the learner 

should be the focus of character education are of the view that the external factors that 

negatively influence children and young people should also be the focus of character 

education.  They believed that what is needed is a multi-focus approach to character 

education.  For Mr. Warmer, “The dancehall culture in Jamaica that promotes violence 

and vulgar irresponsible sexual activity no doubt affected the psyche of young people and 

would have to be addressed along with the other factors if character education is to have 

any meaningful impact.”  Meanwhile, Miss Fumer spoke about the high degree of 

corruption in government and business and suggested that such poor models of 

appropriate conduct can negatively impact character education.  These teacher educators 

believed that only a multi-focus approach that captures teacher and learner, politics, 

culture and economics and other related variables will create the greatest impact on the 

attempts of character education.  Mrs. Sultan shared another view, she believed that in 
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order for character education to achieve its objective of creating good contributing 

citizens, learners will also want to know that the actions of teachers and school 

administrators in the learning environment reflect the values that they are being required 

to learn, so attention must also be given to the teaching and learning environment and the 

other societal factors.  She observed: 

  I believe that students would want to know that a teacher who is trying to 

teach them to care, would display care for her students for example in how 

his/her curriculum and timetable are arranged. The matter of practising what 

you teach I mean. 

 The responses from the three educators seem to suggest that important 

consideration must be given to not only the student but also to the economic, political and 

cultural factors that impact character education.  They also suggested that not only should 

the emotional environment, be characterized by demonstrated care, fairness, and 

accountability but that character education should take place in a physical environment 

that is conducive to learning because it is clean, adequately ventilated and lighted and 

where adequate teaching and learning resources are available. 

  The same group of twelve respondents also supported the authoritative 

perception also believe that students should receive systematic character education 

knowledge from their teachers.  They posited that a systematic approach will ensure that 

all relevant concepts are taught and information presented to students in a logical way in 

manageable portions.  In addition, the approach should include ongoing assessment to 

ensure that learning is taking place and that students are given adequate opportunities to 

take part in class activities.  Asked what the nature of the assessment would be, seven of 

the twelve educators said pen and paper while five said authentic methods such as 

projects, presentation and role playing.  The educators’ responses suggested that the 
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participants are not strict supporters of neither the authoritative nor the democratic 

perception because in some instances they supported an authoritative perception and in 

other instances, the same educator supported a democratic perception.   

  In addition, the participants disagreed with the democratic view that character 

education should differentiate between moral behaviors and existing social conventions.  

Mr. Hardof said, “I disagree because I believe that our conventions are what make us a 

people so the two should go hand in hand.”  Another respondent said, “for me 

conventions reflect the character of the people and the character of the people reflects the 

conventions."  She explained that what she meant is that as a convention, in Jamaica we 

say “good morning” to those we meet on the street as a display of our character trait of 

respect.   

 Despite the differences in how character education is perceived and how the 

educators believe that it is or should be enacted, the educators explained that these 

differences do not negatively impact their working relationships or the achievements of 

their department objectives.  Mr. Hall said, “There is enough that we agree on, to keep us 

working effectively together; the interest of our students and not personal views are what 

drives what we do”.   For Mrs. Bean, “The level of professionalism, the demands of the 

curriculum and the demands of the learners are factors that eventually override the 

individual’s personal perception on matters of teaching and learning in my department”. 

The educators explained that they tend to teach the way they were taught but that they 

were never afraid to compromise in the interest of their students and what our jobs 

require.  The fact that teacher educators are mostly implementers of course outline rather 

than sole developers of them, makes it easy to eliminate extreme personal perceptions in 
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any given course.  Mrs. Peters explained further that based on the requirements of their 

various course guides, which include established the class activities and teaching 

strategies, means that for the most part teacher educators conform to an objective way of 

engaging students in the teaching-learning process.  The formal teaching of character 

education would be no more affected.  

Table 4.5 Participants’ Response Regarding the Enactment of Character Education  

Features of character 

education 

Participants’ Responses 

 SA M A SlA NA/D SlD MD SD 

3. Character education 

should adopt a didactic 

approach because 

students need to learn 

good values from adults 

10     2 3 

7. Character education 

should focus on 

teaching all students the 

same set universally 

accepted of values 

12 3      

8. Character education 

should focus on the 

learner rather than on 

economics, culture or 

politics 

10 2                                          3 

12. Character education  

should differentiate 

between moral 

behaviors and social 

conventions  

    1 2 12 

Source: Likert scale questionnaire. 

 

Informal Teaching of Character Education 

 

 Data obtained, from both the questionnaire and case guided interviews, revealed 

that the fifteen respondents believed character education should be taught at all levels of 
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the education system.  However, all the participants except the three guidance counsellors 

reported that they did not formally teach character education because there were no 

formal requirement for them to teach character education. Their subject specialization 

course outlines that guide their teaching do not include learner outcomes that require 

them to teach character education.  Their character education teaching is therefore 

informal.  The respondents explained that informal character education teaching speaks to 

spontaneous responses to evidence of lack of character education. It is mainly 

characterized by reactive, on- the - spot correcting of misbehaviors and modeling of 

appropriate behaviors by the lecturer or teacher.  Data collected from the case guided 

interviews and the artifacts revealed that the twelve specialist educators did not teach 

character education formally.  It was very instructive to learn that only the three guidance 

counsellors taught character education in a formal way.  The other respondents all 

indicated that their teaching was informal and reactive in nature.  

 The respondents explained further that they are aware that although character 

related content can be found embedded in various professional studies and general 

education courses, specialization courses such as mathematics, science, and geography 

contain no such specific details.  English educator, Mrs. Lods admitted however that 

some of the English language and literature courses that she teaches are in fact steeped in 

human experiences but that when she addresses any character-related issues during her 

teaching it is strictly because of her own choice and not because it is a professional 

requirement. She said,  

The course outlines that I use have no formal requirement for me to go 

beyond what is academic. I only highlight the value related issues because 

personally I have an interest in the character development of my students. 

But if you give that same course outline to someone who does not have the 
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same character education interest as I have, they could successfully 

address all of learning objectives without addressing the character related 

issues.  

Mr. Hardof the science educator shared similarly, he said, “There is no mandatory 

requirement for me to teach character education, so given the choice, like the typical 

teacher educator I would want to focus on the course content that would be important to 

the class of degree that my students would receive.  

 The responses would seem to suggest that there are no guarantees that the matter of 

character education will be addressed in a teaching-learning environment where it is not 

considered a priority or given the pride of place similar that received by academic 

subjects. The data further revealed that the informal character education efforts of the 

educators were also indirect, and reactive.  The educators explained that their character 

education responses were usually stimulated by the unacceptable behaviors of their 

students or by any social issues that bring into question the character of individuals.  For 

example, Mrs. Sultan shared that she had a long whole class discussion with her students 

when the newspaper reported the rape and murder of a young Jamaican girl. She recalled 

that a number of character related issues were discussed.  Mrs. Burns also described her 

character education efforts as reactionary, she said;  

I do not go to my classes with a plan to teach character education in any 

form, it is never in my plan of work. So anything related to character 

education is usually an on- the- spot reaction to that issue. I do the same 

thing anywhere on the campus, not only in the classroom. So I would say, I 

character educate when the need arises.  

Mrs. Marden shared similarly she said, “I do not have a formal course requirement 

for this but I provide students with guidance on speech, dress, interpersonal relationship 

and I talk to them about inappropriate behaviors when required.”  All fifteen teacher 

educators explained that they always modeled the acceptable behaviors that they expect 
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their students to emulation.  Modelling of good character in term of general discipline, 

dignity and decorum is how the teacher educators describe their most significant 

character education responses.  In addition, they respond to correct the inappropriate 

behaviors of their students.  The teacher educators also explained that if there are 

inappropriate behaviors that they do not believe that they can address, these are referred 

to the guidance counsellors for further action.     

 As indicated earlier, guidance counsellors were the only teacher educators who 

formally taught character education.  The three guidance counsellors indicated that they 

teach character education from a formal course outline. For this, they employed a 

constructivist approach to teaching.  They described themselves as facilitators and 

rejected the concept of indoctrination in teaching.  They supported the idea of a high level 

of students’ involvement in the classroom.  One counsellor provided artifacts in the form 

of a list of class activities which reflected the constructivist approach and which 

corroborated her explanation regarding the use of the constructivist approach.  The other 

counsellors provided samples of students’ work that indicated that marks were allocated 

to areas such as students’ participation, general helpfulness, and volunteerism.  As a 

learning activity they also asked students to prepare a list of positive and negative 

qualities that they identify in themselves and to say how they would try to strengthen or 

reduce them.  In another activity, Mrs. Bean asked students to list the characteristics that 

are needed for healthy interpersonal relationships.  When asked how the information is 

then used she explained that students discussed these characteristics in their work groups 

and then shared their ideas with the rest of the class.  The guidance counsellors also 

provided rubrics used for the marking of students’ community work project which 
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allocated marks to criteria such as shared creativity, decision making and initiative, some 

of which had relation to values or attitudes.  

 Of interest was the observation that there were no marks allotted to criteria that 

reflected character related traits such as responsibility or fairness although the counsellors 

were teaching character related content and employing the constructivist approach, the 

assessment remained academic.  This observation, seem to suggest that there was 

probably some level of confusion about how to assess the outcomes of character 

education activities.  When asked, the guidance counsellors reported that they were never 

taught to teach or assess character education.  Meanwhile, interview data relating to the 

artifacts and the level of students involvement in the activities, revealed that the 

counsellors agreed with the democratic perception that suggests that students know 

enough to contribute to their own character education.  This is in contrast with those who 

support the authoritative perception in the belief that students do not know enough to 

contribute to their character education and must therefore be provided with guidance by 

their teachers, (Smagorinsky & Taxel, 2005)             

Teacher Preparation for Character Education 

 

Inadequate Preparation for Character Education  

 

The data suggested that respondents were of the perception that teachers are 

inadequately prepared to teach character education.  Table 4.5, shown below, indicates 

that all fifteen teacher educators believed that teachers are not being adequately prepared 

to teach character education at any level of the education system.  This view is consistent 

with that of Nucci (2009) who found that many teacher education programmes have 

failed to deliberately prepare pre-service teachers for the task of character education. 
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They reasoned that in a similar way that teachers are trained to teach other areas or of 

interest to the development of students, there should be training of teachers for the 

character development of children and young people.  This therefore raises the question 

regarding whether or not teachers should be called upon to teach character education.  

The educators said yes, they believed that classroom teachers should be required to teach 

character education because the need exists.  In that regard, they believed that calls from 

the Jamaican public, for schools to begin to teach character education, are warranted 

because they emanate from a genuine societal need which they believed schools are 

capable of addressing.  In addition, they believed that the expectation that all teachers 

should be able to teach character education would not be altogether unreasonable if the 

teachers were being adequately prepared for the task.  The educators explained that in 

order for schools to carry out this task, steps must be taken to ensure that teachers are 

adequately trained.  They further explained that even though every teacher should be 

capable of providing character guidance, character education teachers should be specially 

trained.   

 The educators also explained that teacher preparation is one of the most important 

influences on how character education is enacted, but that Jamaican teachers are not 

being trained to teach character education.  The literature indicates that this is not a 

Jamaica –specific issue, there is a general trend of non-training of pre-service teachers for 

character education.  For example, Narvaez and Lapsley (2006) found that the formal 

curriculum for pre-service teachers has neglected character education.  This could be due 

to the fact that societies have become very permissive and has eliminated the need for 

formal character education training.  All fifteen respondents explained that they were 
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never trained to teach character education although they always knew that the society 

expected them to teach children good manners and good behavior.  They advised that 

despite this ever present societal expectation, there remains an inadequate level of 

preparation for pre-service teachers for the teaching of character education. One 

respondent said “It is almost as if the society expects that once you become a teacher, no 

matter what you are trained to teach, you should automatically be able to teach character 

education.  They are so wrong.  We have so many ‘bad’ teachers.”  

 By bad teacher, she explained that these are teachers who display undesirable 

character traits and therefore have no moral authority to tackle the demands of character 

education in the classroom.  Another respondent Mr. Hardof concurred with the view, 

stating that “The matter of inadequate preparation of character education teachers is not 

new. I went to college twenty-five years ago and I was not taught to teach character 

education although as a teacher I was always expected to teach it.”  This brings to the 

fore the need for the Jamaican Ministry of Education to make the training of character 

education teachers mandatory and for teaching training institutions to take on the 

challenge of preparing those teachers. It also highlighted the lack of character education 

at the pre-tertiary level. 

 The teacher educators spoke of their general expectation that by time pre-service 

teachers got to teacher tertiary level they would have been character trained. This is 

however not the case.  Mr. Hardof said, “I was expecting my first-year students to come 

to college trained in basic character matters, but am so surprised by their lack of 

appropriate behavior inside the classroom and on the halls of residence.”  Mrs. Peters said 

“the students are so unprepared I have to correct the same behaviors over and over again. 
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That is why I think they need direct character education.  Many of them do not even seem 

to know right from wrong.”  The respondents also believed that it may be this expectation 

of character readiness that has given rise to the situation where only a few credits in the 

current teacher education programme have been allocated to character-related courses. 

This would seem to suggest that character education should also be explicitly taught at 

the tertiary level with special focus on those who will become character education 

specialists. 

 The teacher educators suggested that character education efforts at the teacher 

training level are currently focused on helping to develop the character of the pre-service 

teachers and not on their preparation to teach it as a subject.  One respondent said, “I was 

never trained to teach character education, so my own attempts, at correcting the 

inappropriate behaviors that I encounter in my classroom, are guided only by my personal 

values, my experiences and what I was taught at home as a child.”  Another respondent 

said, “I guess the four years of teacher training is just not enough time to help pre-service 

teachers develop their own character amidst the volume of academic requirements and 

then equip them with the knowledge and pedagogical skills to graduate as effective 

character education teachers.”  The implication is that, in general, pre-service teachers 

lack acceptable character traits which are needed for citizenship and must be taught these 

even as they are being prepared to teach specialization courses.  One teacher educator 

was however of another view.  She opined, 

I think that the teacher preparation programme for character education is 

inadequate because those who planned the training curriculum may have 

overestimated the prerequisite knowledge and skills of the potential pre-

service teacher. I just can’t understand how a curriculum for teacher 

education does not include a greater focus on character education. 
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 Meanwhile, the three guidance counsellors, explained that the focus of the 

personal development and the health and family life courses, that they teach, is on the 

character education of the pre-service teachers rather than on preparing them to teach 

character education.  They believed that taking this course does not adequately prepare 

the pre-service teacher to teach character education.  One could argue that the pre-service 

teachers should easily transfer these skills but as observed by Narvaez and Lapsley 

(2006) there is need to prepare teachers for character education but enough is not being 

done.  One guidance counsellor suggested that both the “fixing” of character and the 

training for character education teachers are important and should therefore be given 

special attention in the curriculum at all level of the education system.  

 The educators perceived that in terms of moral issues much has changed for the 

worst in the society, compared to when they went to college.  It was difficult to say 

specifically how worse the change that the educators spoke about, because this 

expression of the educators has been a common one among many generations.  The 

educators however listed lack of care and concern for one another and lack of respect and 

the effects of those, as evidence of what they referred to.  As a result, they believe that it 

is important that more time and effort be directed at addressing the matter of training the 

pre-service teacher to teach character education.  It is their further view that in a similar 

way that subject specialist are trained to teach various areas of specialization at the 

different levels of the education systems character education specialist should be trained 

and deployed to every school with a job description to teach character education.  All 

fifteen respondents agreed that teacher training programmes should produce character 
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education specialists by developing a discrete area of specialization similarly to 

Mathematics or Social Studies 

 In support of the idea one respondent claimed that, “Character education is so 

important it should be treated like any other subject, both in how we prepare teachers and 

how it is taught at other levels of the education system.”  She explained that she was 

aware that all education stakeholders, including parents and politicians, have expected 

teachers to teach character education.  According to her, “The society’s expectation of 

teachers has not changed, neither has the policy regarding their training - all teachers 

should teach character education, no specific training necessary.”  The educators believed 

that if the cycle of inadequate character education is to be effectively addressed, 

preparation to teach character education must be made deliberate at every level of the 

education system.  They believed that, character education specialists should first be 

trained for the tertiary level so that they can in turn train pre-service teachers to respond 

to the needs at the pre-tertiary levels of the education system.  

 Table 4.6 also indicates that educators believed that character education should be 

taught by character education specialists.  These specialists should be carefully selected 

persons who are of “good character” and who are trained with the knowledge and 

requisite pedagogical skills to teach character education.  This view differed from that of 

Glaze (2011) who suggested that character education is best delivered as an integrated 

component of the curriculum by all teachers. 

Character Education Specialists are Needed 

 

 The teacher educators however believed that teacher training colleges should be 

required to take the lead in the character education process by training pre-service 
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teachers in how to teach character education.  In response to my question about how 

effective colleges are at training character education teachers, Mr. Bob replied, “There is 

very little in the curriculum for formally training teachers for character education.  That is 

totally crowded out by what is considered more important; the academics.”  This view 

concurred with that of Lapsley and Nevarez (2006) who found that pre-service teachers 

do not receive adequate training for character education.  Mr. Bob continued, “Not 

effective at all, teachers’ colleges are being left with no choice but to become involved in 

character education which should have been done at home and at the primary level.”  For 

this reason, he suggested that “Character education should be a discrete requirement in 

the curriculum of schools, and pre-service teachers should be deliberately prepared to 

teach it.”  Mrs. Lods agreed, she opined “if students are trained at home and at the pre-

tertiary level of the education system, it will be less challenging for them to be trained as 

character education teachers because they will enter college with some prerequisite 

knowledge.  According to her, too many teacher training hours have to be spent character 

educating the pre-service teachers instead of helping them learn to teach character 

education.   

In addition, all fifteen teacher educators support the suggestion that character 

education should be taught by character education specialists. They describe the character 

education specialist as someone who is has detailed knowledge of character matters and 

the relevant pedagogical skills to pass it on to the learner.  They contend that in character 

education must be given focused attention that requires teachers to be trained and made 

accountable for what is taught. Mrs. Solas explained:  

 Character education is not getting the priority that is required if it is to 

make the impact that is required to make. At this time it is expected that 
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every teacher will teach it and I am not sure that anyone is because 

teachers are so focused on the teaching academic subjects and finishing 

their syllabi. So very little time is being given to character related matters. 

The suggestion is that the teacher who is employed to teach character education as 

his or her area of specialization and sees character education as his or her job will pay 

more attention to its delivery and to the growth and development of the learner.  

In addition, the specialist will be armed with the requisite knowledge and skill to 

achieve the highest level of performance.  The educators believed that in the same way 

that education stakeholders give focus to academics character education should be given 

the same kind of focus.  Mr. Warmer agreed that if specialist are trained and employed 

then there would be some guarantee that character matters would be addressed.  He said, 

“We now all we have are unwritten rules to teach character by those who will, so it is not 

being done and nobody ensures that it is done.”   He believed that if specialist are trained 

and then assigned to teach character education much improvement results would be 

achieved. 
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Table 4.6 Participants’ Response Regarding the Preparation of Teachers for Character 

Education   

Source: Likert scale questionnaire.  

 

Summary 

 

 The data analyses revealed information to adequately answer the two research 

questions that sought to gain an understanding of Jamaican teacher educators’ perception 

of character education and how they enact character education in their various 

classrooms.  Altogether four themes emerged in response to research question #1 and 

three in response to research Question # 2.  Very early in the analysis it became obvious 

that the older teacher educators who participated in the study, displayed an affinity 

towards the authoritative perception. Smagorinsky and Taxel (2005) explained that the 

authoritative perception is characterised by the belief that young people need character 

education and this should be provided by adults.  The teacher educators also shared the 

view of Almerico (2014) who suggested that character education curricular should 

Features of character 

education 

Participants’ Responses 

 SA M A SlA NA/D SlD MD SD 

10. Jamaican pre-service 

teachers are being 

adequately trained for 

character education 

15       

15. Character education 

should be taught by 

specialists in the field 

 

15       

16. Character education 

is an explicit 

requirement of my job 

as a lecturer 

          1                2 12 
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intentionally instil in children and young people, the traditional values and qualities of 

good character.  

The combination of the two sets of opinions, relating to the teacher educators 

understanding of character education; that of the older teacher educators, that character 

education was about compliant behaviour and that it is about empowering young people, 

suggested that among teacher educators there is no single clear understanding regarding 

what character education is designed to do or what it does.  The authoritative perception 

of teaching agreeable behaviors appears to be the dominant view among the older teacher 

educators.  It is, however, instructive that the younger participants and the guidance 

counsellors were of more moderate perception; embracing aspects of both the 

authoritative and democratic perceptions.  Their moderate view is consistent with that of 

Cubukcu (2012) who contends that character education is about taking a planned and 

organized approach to teach individuals self- respect, responsibility and honesty and to 

help them to become good citizens.  This would seem to suggest no dominant perspective 

but that the individual who is character educated will be able to self -regulate and to meet 

the expectations of the society of which they are a member.  Participants shared that the 

difference in perception among the older and younger colleagues have given rise to 

robust discussions about how children and young people should be character educated.  

Their differences in perceptions have not negatively impacted their ability to work 

effectively as teams.  

  The study also revealed that guidance counsellors were the only teacher 

educators who taught character education in a formal way.  The teacher educators who 

are subject specialists only taught character education informally because it is not a 
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requirement of their area of specialization.  It also became apparent that although most of 

the teacher educators did not formally teach character education they supported the direct 

approach to its enactment in the classroom.  The teacher educators’ informal involvement 

in character education was found to be indirect and reactive.  This was evident when they 

explained that they modelled the appropriate behaviours that they expected their student 

teachers to emulate and that they corrected inappropriate behaviours when they were 

observed.  The Likert scale questionnaire that guided the interviews about the educators’ 

perception and their enactment of character education, included statements that focused 

on the authoritative and the democratic perspectives and on the approaches to teaching 

character education.  

Responses from the analyses of the cases were used to validate the responses from 

the questionnaire.  Artifacts which were provided in the form of a list of learning 

activities that was used across all Jamaican teacher training colleges from which the 

participants were selected provided further validation.  I was satisfied that adequate rich 

data was collected, using the questionnaire and case guided interviews and artifacts to 

answer the research questions as stated.  

Overall it can be inferred from the foregoing discussion that teacher educators 

perceive that there is a need for character education in Jamaica.  The teacher educators 

make the point that the need arise from the fact that good character does not develop 

naturally and therefore it must be instilled by deliberate efforts into children and young 

people.  In addition, the educators describe the current social situation with which the 

society is faced as crisis of character, given the high level of crime and other undesirable 

behaviours among the youth population.  The educators believed further that there is need 
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for character education because homes and parents have failed to be effective in their 

roles as the first character educators of children.  At the same time there is an absence of 

adequate role models who can provide the examples of good character that children can 

emulate.  Finally they believed that character education is needed because it is essential 

for the maintenance of a just and democratic society.   

 Also, the responses from the participants regarding the role of adults in character 

education would seem to suggest that adults are essential to the character education of 

children and young people.  The two most important groups of adults are considered to be 

parents and teachers who should provide direct character education.  Participants 

converged on the view that within these two group of adults however are some 

individuals who do not have the moral authority to engage children and young people in 

character education because of their posture towards young people.  They believed that 

careful selection of those who become character education teachers is an important aspect 

of any plan to engage in character education.  The teacher educators are of the perception 

that students’ role in character education should be limited to their involvement teacher 

guided class activities.  Therefore, it is their view that student should not be allowed to 

take responsibility for their own character education in much the same way that the do 

not take responsibly for other areas of their development.  They believed that adults 

should be responsible for all aspects of the character education of children.  

 The study found that in general, teacher educators do not teach character 

education they however are of the view that there is need to teach character education at 

all levels of the education system.  They also believed that there is an inadequate amount 

of character education taking place in the education system and that there is need to train 
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character education specialists in order to stem the problem.  They recommend that when 

character education is being taught teachers should employ a direct didactic approach 

where the teacher provides student with the content using teacher centred strategies.  In 

this way they hoped that all students will learn exactly what the society has decided that 

they should learn.  The educators also believed that all students should be taught the set 

of universally accepted values.  They also believed that the focus of character education 

should be on the learner rather than on the economic, political and social factors that may 

impact their learning.  
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CHAPTER 5 

INTERPRETATION, DISCUSSION, IMPLICATIONS AND 

RECOMMENDATIONS 

 

This chapter sought to present, interpret and discuss the findings that emerged from 

the data collected from the fifteen teacher educators.  The teacher educators were 

purposively selected from three teacher training colleges from the rural, sub urban and 

urban areas of Jamaica.  Majority of the educators were in the fifty to sixty age range and 

have served their institutions for their respective institutions for 21 - 32 years.  The 

findings revealed that it was the older members of the sample who were more traditional 

and were most passionate about the matter of teaching character education in schools. 

They supported the authoritative perception of character education and the didactic 

approach to its teaching.  

These educators believed that this approach is likely to provide the best results 

because it leaves the learner without any doubt about what they are required to learn.  

The educators recounted that the didactic approach was the method by which they were 

character educated and suggested that their success as good contributing members of the 

society provides evidence that the approach works.  Meanwhile the younger educators 

embraced the democratic perception and the constructivist approach suggesting that the 

approach empowers the learner and makes the teaching and learning of character 

education more effective.  

Given the abstract nature of character education, the interviews were guided by 

participants’ responses to a Likert Scale questionnaire and to two short case studies.  The 
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chapter begins with an overview of the findings.  This is followed by the presentation of 

seven themes that emerged from the responses to the questionnaire items.  Related data 

from the case studies were also accounted for.  The chapter then suggested implications 

and make recommendations, based on the major findings.  Suggestions were then made 

regarding how policy makers can apply the results of the study in their practice. 

Overview of Findings 

 

This study was designed as a multi-case qualitative study to gain an understanding 

of Jamaican teacher educators’ perception of character education and how they enact 

character education in their classrooms.  Seven major themes emerged from the data.  

Four of the emerging themes: understanding character education, rationale for character 

education, responsibility of adults in character education and role of students in character 

education, were reflected in response to how the teacher educators perceived character 

education.  The other three themes: approaches to character education, informal teaching 

of character education and inadequate teacher preparation addressed the question of how 

the teacher educators enacted character education in their classrooms.  Together, the 

themes provided information that helped to position the educators on the character 

education continuum postulated by Smagorinksy & Taxel (2005). 

Discussion and Connection of Findings with Existing Literature 

 

Early in the data analysis process, a leaning toward the authoritative perception of 

character education was detected among the older teacher educators who believed that 

although the constructivist approach to education is useful for the teaching of general 

academic work, it does not represent the best approach to the teaching of character 
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education.  The findings revealed that older teacher educators were of the view that the 

constructivist approach provides too much room for students make choices which do not 

take the interest of the wider community into consideration.  The findings have been 

discussed under their respective research questions.  This was followed by a synthesis in 

which the literature reviewed in chapter two was used to interpret each finding.  The 

synthesis included identifying and addressing gaps observed in previous studies.  

Research Question 1: “How Do Teacher Educators Perceive Character Education?” 

 

Understanding Character Education 

 

The findings from this research revealed that twelve of the fifteen teacher educators 

perceived character education as a means of ensuring that children and young people are 

taught the traditional values of the society, values that would make them respectful, 

caring, good mannered and compliant with the norms of the society.  This finding 

reflected the general thinking of the average Jamaican who is often heard to describe a 

person of good character as someone who has good manners.  In that regard, the 

educators consistently spoke of character education as a means of teaching respect and 

good manners.  This finding was supported by Smagorinsky and Taxel (2005) who 

suggested that character education would have achieved its main objective when children 

and young people are obedient and respectful to adults 

Another finding of this study was that teacher educators believed that young people 

who value and respect the older members of the society will be open to accepting the 

traditional values that these elders embrace and by doing so will help to maintain the 

established norms of the society.  These findings have immediate implications for our 
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practice as ascertaining the perception of educators on character education is a first step 

in addressing the issue of character education in schools.  Also, it is important that the 

perception of educators are favorably aligned with expected norms since these educators 

must first embrace the concept of character education in order to convincingly foster 

character education among pre-service teachers.  

In support of this finding, Costley and Harrington (2012) believe that students need 

character education if they are to be able to function in the school setting and in life 

outside of schools and society.  They support the widely accepted view that education is 

the most effective way by which a society can seek to change the mind-set of its people. 

The foregoing discourse implies that schools have a major role to play in helping young 

people to develop into worthwhile citizens, especially in an environment where homes 

are considered less capable or willing to carry out this task. Supporting this view, 

Campbell (2013) asserts that many homes have failed to provide students with positive 

social skills which they need to become positive contributing citizens.  More so, the 

philosophy of educators dictates how they teach and interact with students. 

   The perception of character education as a moral issue in this study was 

supported by the view of Berkowitz, Althof, and Jones (2008) who found that much of 

focus on character education has been on the moral and civic dimensions of character 

because morality is central to character building. This perception of character education 

as a moral issue also concurs with that of Cubukcu (2012) who contends that character 

education is about teaching individuals respect, responsibility, honesty and how to 

become good.  A total of thirteen participants identified indicators of good character to be 
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the explicit display of values such as respect, good behavior, obedience, care, good 

manners by young people who conform to the traditional values of the society.  

 The three youngest participants rejected the view of developing compliant 

behavior through character education.  They believed that compliant behavior can be 

dangerous in an imperfect society especially where many young people are often abused 

by adults. In their view, character education should instead make a difference by 

producing individuals who are self-assured, confident and capable of making right 

decisions.  These younger participants who appeared to be more liberal in their thinking 

believed that a character educated person should possess values and attitudes which will 

help them to think outside the box, and adapt to those changes in order to live 

successfully in community.  Their views are more closely related to those presented by 

Shields (2011) who believes that character education should impact the moral, 

intellectual, performance and civic character of the learner.  

Rationale for Character Education 

 

 The findings of this study also revealed that the participants agreed with the 

authoritative perception that there is a need for character education because human beings 

do not naturally develop good character and are therefore in need of correction.  By this, 

respondents explained that they meant that people are generally selfish, self-centred, 

irresponsible, and uncaring and training is therefore required to correct these 

unacceptable traits.  Significant support for this perception came from fourteen of the 

participants who presented Biblical evidence to support their view.  The older participant 

spoke very convincingly to their belief that based on what the Bible teaches, people are 

prone to be depraved in their actions and they need help in order to change.  
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 Smagorinsky and Taxel (2005) highlighted this perceived depravity in human 

nature as one of the beliefs of those who embrace an authoritative perception of character 

education.  Meanwhile the educators’ belief that direct character education is needed 

concurred with that of Pala (2011) who believes that good character is not developed 

without deliberate action; therefore, children need to be taught in order to become adults 

of good character.  Hovercroft (2002) agrees, stating that when students embrace 

affirmative character traits, they become reliable, productive adults who are involved, 

accountable participants in the life of a community.  Although the authoritative 

perception embraced by the teacher educators appear to be fuelled by the teaching of the 

Bible, the literature review revealed that the perception is not uncommon.  

 The teacher educators’ support of the perception regarding the immorality of 

human beings was found to be underpinned by their strong acceptance to the teaching of 

scriptures and their experiences of observing other people, especially children in their 

natural environment.  The educators referenced the scripture that teaches that man is born 

in sin and shaped in inequity.  However, the educators were of the view that an 

inadequate amount of character education is taking place in homes and schools.  They 

believed that the expectation that adults will train children has not been adequately 

realized. They have observed that many parents do not know how to character educate 

their children and teachers are not being prepared for doing so.  One implication of this 

finding is that there is need for teachers to be trained if they are expected to meet the 

character education demands of the wider society.  

The perception of inadequate character education in homes, coincides with the view 

of Campbell (2013) who opines that many homes have failed to provide students with 
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positive social skills which are needed for good citizenship.  In addition, the teacher 

educators also perceived that there is an inadequate number of suitable role models 

available for young people to emulate.  They perceived that one source of the problem is 

that many children are being born to very young parents many of whom are themselves 

not character educated.  As a result, the character education which should be taking place 

at home is almost non-existent.  In addition, they believe that some parents are poor role 

models for their children.  The educators therefore, concurred with the further view of 

Campbell (2013), that there is an urgent need to begin the teaching of character education 

in schools.  

 In the opinion of the teacher educators, schools should be directly required to fill 

the gaps where parents have failed to embrace their roles as character educators in their 

homes.  The educators believed that in order to be effective, character education should 

be treated as a discrete subject in the curriculum of schools and delivered by specially 

trained teachers.  In this regard, the educators supported the view of Seaga (2007) who 

believes that character education should be taught as a curriculum subject and not simply 

as an appendage to academic subjects.  

 The educators believed that it is only after character education teachers have been 

trained that they should be held accountable for what is taught.  To do otherwise is unfair. 

They dismiss the idea of requiring teachers who have no pedagogical training in character 

education to take on the responsibility of teaching character education.  These findings 

have implications for the curriculum at all levels of the education system including that of 

teacher training institutions.  The implication is that policy makers and curriculum 



  127 
   

  

developers must give consideration to what will be “traded out” of existing curricula in 

order to include character education into the curriculum of institutions.  

All fifteen teacher educators believed that character education is also needed 

because too many children are being forced to parent themselves even in some instances 

when adults are present in the homes.  They point out that for various economic reasons, 

parents are spending longer hours outside the home.  As a result, children are no longer 

receiving adequate attention to their character and other areas of development.  The 

educators believed that these situation force children and young people to take on adult 

responsibilities too early and this has made some children hard and callous; resulting in a 

society where soft skills are disappearing.  The educators therefore, endorse the 

democratic perception that as children and young people are character educated the result 

will be a just and democratic society (Smagorinsky & Taxel, 2005).   

Responsibility of Adults in Character Education 

 

 Thirteen of the fifteen teacher educators perceived that adults should be given the 

authority to provide young people with character education using the direct approach to 

teaching.  Of note is the fact that all ten of the oldest educators are included in the group 

of thirteen educators who support the authoritative perception of adults’ responsibility in 

character education.  The educators further believed that by engaging in character 

education adults are fulfilling their God-given mandate to train children in ways that are 

right.  This perception reflected the general thinking of Jamaicans many of who pride 

themselves on the quoting of Bible verses to support any action that they hope to 

legitimize.  They perceived that parents and teachers should be the main group of adults 

tasked with the responsibility of character educating children and young people.  They 
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believed that adults have the lived experiences and the consciousness about societal 

expectations and are therefore well suited to take on the task of passing on the norms and 

values of the society.  The educators’ belief that adults should determine what values 

should be passed on to young people concurred with that of Tyra (2012) who believes 

that young people should conform to traditional values of the society values as 

established by adults. 

The educators perceived, however, that some adults are not suitable for character 

education, because they lack good character themselves.  One respondent said “People 

cannot give from what they do not have.  It is impossible to pour from an empty cup.” 

They believed that in order to be effective, character education teachers should be 

persons of good character who have received the requisite training for teaching character 

values and attitudes.  For the respondents, there has been a break down in many 

relationships between young people and adults.  This has made it necessary to ensure that 

those who become character education teachers are adequately screened and 

appropriately trained.  One implication of this finding is that teacher training institutions 

will need to develop a robust set of criteria for effectively selecting suitable persons to be 

trained as character education specialists.    

 The teacher educators were also of the perception that character education should be 

taught from specifically developed character education syllabi.  They suggested that 

teacher training institutions should therefore be required to take responsibility for training 

character education specialists who are adequately equipped with the character 

knowledge and related pedagogical skills.  The educators believed that any decision to 
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take this approach towards character education would immediately send a positive 

message that character education is being treated with the seriousness that it deserves.      

 

Role of Students in Character Education 

 

         Thirteen of the fifteen teacher educators perceived that students should not be 

allowed to take responsibility for their own character development or chose their own 

values.  Again this represents an authoritative response.  According to Smagorinksy and 

Taxel (2005) those who embrace the democratic perspective believe that children and 

young people should be allowed to choose their own values and take responsibility for 

their character education.  The teacher educators opposed this perception. They believed 

instead, that young people should benefit from the experiences and guidance of adults 

since character education is about passing on the values of the society to young people.  

In support of the authoritative perception, the educators believed that since character 

education involves the passing on of values, children and young people need to be guided 

by adults.  This implies that adults must be prepared to take on this most important task.  

          For two of the teacher educators however, effective character education requires 

“students’ buy-in, and therefore students should be allowed to actively engage in the 

character education process.  They believed that students’ involvement in their character 

education should nonetheless be managed and afforded no more privilege than is allowed 

in their academic subjects.  In that regard, the two educators believed that the level of 

students’ involvement should be effectively managed and limited to teacher directed 

activities and guidelines.  The educators perceived that in the same way that adults have 

responsibility for the physical, academic and emotional development of young people, 
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their character education should be the responsibility of the adults in their lives.  The 

mixed view of the two educators reflected a moderate perception of this aspect of 

character education.  

 The findings revealed one respondent who believed that adults are not a necessity 

in character education.  This view may be classified as an “outlier”.  She shared that since 

she was twelve years old she had been cared for by a sibling who was two years her 

senior. Her experience with her sibling who was also a child when they reared themselves 

has taught her that what is necessary for character education is a responsible individual 

who does not have to be an adult.  Another respondent believed that in the process of 

living, persons can develop good character, with or without the direct input of adults.   

 

Research Question 2: How do Teacher Educators Enact Character Education in Their 

Classrooms? 

 

Enactment of Character Education 

 

 Ten of the fifteen teacher educators supported the authoritative, didactic approach 

to the teaching of character education.  They suggested that where necessary, learners 

should also be indoctrinated with society’s best values.  Although the educators explained 

that they did not formally teach character education, they believed that character 

education will be most effective if teachers are allowed to provide students with direct 

character instruction.  The educators believed that no opportunity should be provided for 

students to encounter information that may be contrary to what the society desires for 

them to learn and in that regard, they discount the constructivist approach for character 

education suggesting that it embraces permissivism.  For them, the direct, didactic 

approach is the only way to avoid the infiltration of good values education with 
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unacceptable ideas and actions.  The educators believed that strictly passing on the values 

of the society is so important that they suggested that indoctrination may be necessary. 

This perception of indoctrinating learners, concurs with that of one Ryan (1996), who 

believes that one responsibility of schools is to indoctrinate children with society’s best 

values.  This means that teachers and school administrators should be persons of sound 

character.  The teacher educators appear cognizant of the fact that not all teachers or 

adults have the moral authority to provide character education.  

          At the same time the educators explained that they did not oppose the use of 

learning activities that reflected a constructivist nature, however, for them, the dominant 

approach to teaching character education, must remain the authoritative approach. Their 

thinking reflected that of Sommers (2002) who believes that in the absence of the 

authoritative perspective on character education, children will be poorly socialized and 

will become vicious individuals.  The suggestion of a possible combination of the 

authoritative and democratic approaches in the teaching of character education implied 

that the educators’ perception of the delivery of character education is not purely 

authoritative or democratic.  According to Smagorinsky and Taxel (2005) these educators 

view may be considered to be moderate.    

Five of the fifteen teacher educators strongly dismissed the didactic approach to 

teaching character education.  They suggested that the approach should only be used for 

giving information.  These educators explained that character education and development 

requires decision making which the didactic approach does not facilitate.  As a result, the 

educators embrace the constructivist approach.  They believed that the constructivist 

approach empowers the learner because it provides opportunities for critical thinking and 
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decision making which are critical to character education.  My personal view as a teacher 

educator concurs with that of these five teacher educators. 

All fifteen educators also dismissed the democratic perception that suggested that 

character education should distinguish between moral behaviors and existing social 

conventions.  For the educators, there is no need for this distinction because moral 

behaviors and social conventions represent two sides of the same coin.  The educators 

explained that by this they meant that the moral behaviors of an individual or group of 

individuals are reflected in the social conventions of the society in which they live.  For 

example, they believed that saying “good morning,” please and thank you, are 

conventions that reflect the character values of respect and care.  The idea is that people 

say good morning as a sign of respect and care for others.  The educators believed that 

moral behaviors and social conventions complement each other and one without is 

impractical. 

In further support of the authoritative perception all fifteen educators also perceived 

that character education should systematically teach all young persons the same set of 

universally accepted values.  The educators believed that employing a systematic 

approach is one way of ensuring that all related issues on a particular topic are adequately 

covered and that learning is made easier.  Their belief is that the systematic approach 

presents information in a logical way which also makes it easy for stakeholders to be held 

accountable for what is taught.  The implication here is that curriculum for character 

education must be carefully developed to reflect a systematic approach. 
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Informal Teaching of Character Education 

 

          Twelve of the fifteen teacher educators who were subject specialists did not 

formally teach character education.  The specialist educators explained that there were no 

formal requirements in their course outlines that indicated that character education should 

be taught in a formal way by them.  Their course outlines did not include learning 

outcomes that focus on character education.  The educators explained that they have only 

taught character education in an indirect and informal way, usually because of their 

personal convictions that character training is needed.  For the specialist educators, 

indirect teaching of character education meant correcting inappropriate behaviors as they 

arise; this is however, best described as an informal approach rather than an indirect 

approach.  The educators also explained that as part of their normal course of duty, they 

correct inappropriate behaviors whenever it is observed.  They also modeled the 

appropriate behaviors that they expect their students to emulate.  The response from the 

specialist education implied that in the truest sense teacher educators were not teaching 

character education in their various classrooms.  The teacher educators explained that 

they do not include character education in their plans for teaching.  They were not 

convinced that their approach was effective because they have had to correct the same 

behaviors on more than one occasion in the same students or set of students.  

 The three guidance counsellors explained that they employed the constructivist, 

indirect approach in their teaching of character education.  They planned character 

education lessons and they facilitate students in the learning process.  They employed 

social strategies such as discussion, simulations and cooperative learning groups and 

inductive strategies such as projects, inquiry and concept attainment strategies.  The 
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guidance counsellors however, pointed out that the focus of their character education is 

on correcting deficiencies in the character of pre-service teachers rather than on 

developing their pedagogical skills and making them competent for teaching character 

education.  They are however of the opinion that in order to be able to teach character 

education the pre-service teacher must be deliberately trained.  The implication of this 

finding is that the Ministry of Education needs to include the requirement for the training 

of character education specialists who will be equipped to train the pre-service teachers.  

Inadequate Teacher Preparation 

 

All fifteen of the teacher educators agreed that teacher preparation is one of the 

most important factors that impact how character education is enacted.  They however, 

explained that pre-service teachers are not being prepared to teach character education 

even though these teachers are expected to become character education teachers when 

they would have graduated from teacher training.  The teacher educators believed that the 

informal approach to character education at the teacher training level is inadequate 

preparation for the teacher.  They also believe that the training provided by guidance 

counsellors does not prepare pre-service teachers to teach character education.  They 

referenced the training for other areas of specialization such as mathematics for which the 

pre-service teacher receives both content and methodology training and suggest that in 

order for effective character education to take place, pre-service teacher must be similarly 

trained in character education content and methodology.  

  The educators believed that pre-service teachers should be deliberately trained to 

teach character education.  All respondents believed that the enactment of character 

education will only be effective when teacher training programmes begin to produce 
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character education specialist teachers.  This should be done by developing a discrete 

area of specialization, for character education, similarly to that for Mathematics, Social 

Studies or any other subject areas.  

Summary 

 

The study provided an opportunity to investigate selected teacher educators’ 

perception of character education and an understanding of how they enact it in their 

classrooms.  The emerging thematic data identifying particular related themes and sub-

themes reflected variations in responses relating to the age of the respondents.  As 

indicated above, the findings appear to be consistent with those of earlier research 

initiatives and carry important implications for teacher trainers and school leadership 

personnel.  

As outlined earlier, the study was designed to acquire some insight into how 

character education is perceived and enacted by teacher educators in selected teacher 

training institution.  The investigation was cast within the theoretical framework of 

Smagorinsky & Taxel (2005).  More recently, Smith (2015) argued that instruction in 

character education should assume a special urgency as a means of training children and 

young people at varying levels in the Jamaican education system.  Given the 

responsibility of teacher training institution to train students for work in the classrooms, it 

was felt that an investigation of the views of teacher educators or trainers would prove 

very instructive.  

A qualitative research design was pursued in order to obtain deeper insights into 

how teacher educators view the character education in terms of what it means, the extent 

to which it is needed and the role of the teacher and learner in the process.  This was 



  136 
   

  

considered necessary as a means of informing the preparation of teachers for work in 

Jamaican schools.  Structured hypotheses was abandoned in favor of two major research 

question, owing to the exploratory nature of the investigation.  The qualitative research 

approach according to Creswell (2009) was applied since the study was “seeking to 

understand the meaning that individuals attribute to a social or human problem” (p.4). 

Based on the inclination of the findings towards a more authoritative perception of 

character education it became apparent that this view carries a special urgency for the 

stakeholders in the educational system.  The findings carry important implications for 

establishing and applying particular criteria for both the selection and training of 

teachers.  

Implications 

 

 The findings implied firstly, that teacher educators are in need of a comprehensive 

understanding of character education and the potential it has to positively impact young 

people in areas other than their social and moral behavior.  Secondly, teachers need to 

take responsibility for the character education of the nation’s children because in many 

instances the first agent of socialization; the home has become less than effective in this 

regard.  Thirdly, the character education process must begin with the training of selected 

teacher educators as specialist in character education; equipped with the requisite content 

and pedagogical skills.  Fourthly, teacher training institution should begin to train 

character education specialist teachers, in appropriate knowledge and pedagogical skills 

for the early childhood primary and secondary levels of the education system.  Finally, 

the curriculum of schools should be adjusted to explicitly include character education 

objectives and content.  
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Recommendations 

 

 Based on the findings unearthed in this study, the following recommendations were 

formulated.  This includes recommendations for future practice followed by 

recommendations for future research. 

Recommendations for Future Practice 

 

A number of recommendations were derived from the research.  Firstly, teacher 

educators must be trained in content and pedagogy in order to be able to provide the 

requisite training for teachers who are expected to teach character education at the lower 

levels of the education system.  Secondly, character education as a discrete discipline 

should be included in the list of available specializations that pre service teachers can 

choose to pursue in teacher training.  This will assist in providing the competence and 

personnel that are needed to ensure that young people are adequately character educated. 

Thirdly, each school to be assigned a character education teacher in much the same way 

that they are assigned a school nurse, a science teacher or a guidance counsellor.  This 

will ensure that character education is seen as someone’s job and not everybody’s job that 

nobody does.  Fourthly, that character education be treated as a discrete item in the 

curriculum of school rather than something that every teacher is expected to do. 

Recommendations for Further Research 

 

 There is need for further comparative research among younger teacher educators in 

an attempt to ascertain the extent to which their perceptions are grounded in core values 

of the society.  This will also provide information that will help in the strategic planning 

for character education.  This study included a small group of younger teacher educators 
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and note was taken that on many points of view there was divergence between their view 

and that of the older participants.   
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INTERVIEW PROTOCOL 

 Topic:  

Teacher Educators’ Perception of Character Education in Jamaica  

Main Research Question: 

2. How do teacher educators perceive character education? 

3. How do teacher educators enact character education in the classroom? 

Persons to be interviewed 

Teacher educators, with at least five years of teaching experience at the tertiary level. 

Educators will be selected from three teacher training institutions in Jamaica 

Location  

The interviews will take place in the conference rooms of each institution.  

Introduction 

Interviewer: I wish to thank you for agreeing to participate in my research on character 

education. The research is seeking to gain an understanding of how teacher educators 

perceive character education and how their perception is reflected in their instructional 

delivery and assessment of its impact. Please be assured that if you are uncomfortable 

with any question you may choose not to answer. In addition, please feel free to ask for 

clarification where questions are not clear. Please also note that you are free to withdraw 

from the interview process at any time should you feel the need to.  

In order to gain an understanding of your perception it will be important to learn about 

your background, your training and your and decision to become a teacher educator 

Demographic Questions 

1. Interviewer: What is your age range?  30 – 35     36- 40      41- 45 over 45 

2. Interviewer: For how many years have you been a teacher educator?   
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3. Interviewer: How would you describe the location of your institution?  Urban     

Rural 

4. Interviewer: How did you received your earliest character education? 
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APPENDIX B 

LIKERT SCALE QUESTIONNAIRE 
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LIKERT SCALE QUESTIONNAIRE 

Aim: To understand the perspective of teacher educators regarding character education and how it is enacted 

in their classrooms.  

Instruction: Please read through the following statements about character education and indicate the extent 

to which you agree or disagree the extent to which you agree or disagree with them based on your 
perspective on the topic.  

 

Features of 

Character 

Education 

Strongly 

Agree 
Moderately 

Agree 
Slightly 

Agree 
Neither 

Agree nor 

Disagree 
Slightly 

Disagree 
Moderately 

Disagree 
Strongly 

Disagree 

1.  People do not 

naturally develop 

good character and 

need correction. 

       

2.  Young people 

should be provided 

with direct 

moral/character 

education by 

adults. 

       

3. Character 

education should 

adopt a didactic 

approach because 

students need to 

learn good values 

from adults. 

       

4. Parents are 

playing their role in 

the character 

education of 

children. 

       

5. There are current 

situations that 

indicate the need 

for character 

education. 

       

6. All adults should 

have authority to 

provide direction to 

young people’s 

moral education.  

       

7.Character 

education should 

focus on teaching 

all students the 

same set 

universally 

accepted of values 
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Features of 

Character 

Education 

Strongly 

Agree 
Moderately 

Agree 
Slightly 

Agree 

Neither 

Agree nor 

Disagree 

Slightly 

Disagree 
Moderately 

Disagree 
Strongly 

Disagree 

8. Character 

education should 

focus on the learner 

rather than on the 

economics, culture or 

politics that impact 

their lives. 

       

9. Students should be 

allowed to take 

responsibility for 

their own character 

development 

       

10. Jamaican pre-

service teachers are 

being adequately 

trained for character 

education 

       

11. Character 

education should be 

given the same 

importance given to 

other areas of a 

child’s development 

       

12. Character 

education should help 

students to choose 

their own values 

freely rather than 

impose values on 

them 

       

13. Character 

education should be 

taught by specialists 

in the field 

       

14. Character 

education should  

contribute to a just,       

democratic society.  

       

15. Students know 

enough about values 

formation to 

contribute to their 

own character 

education. 

       

16. The teacher’s role 

in character 

education should be 

that of facilitator. 
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APPENDIX C 

POSSIBLE INTERVIEW QUESTIONS AFTER THE COMPLETION OF THE 

QUESTIONNAIRE. 
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Possible Interview Questions After the Completion of the Questionnaire. 

 

1. Interviewer: These following questions relate to your responses to the Likert scale 

questions. Can you please explain why you moderately agree to question one?  

2. Interviewer: Ok. Could you explain why you strongly agree to point number 2. Could 

you explain a little further? 

3. Interviewer:  I see that you also strongly agree will number 3. Please explain  

4. Interviewer: Ok could you share with me your choice in 4 

5 Interviewer: Could you explain your response in 5 

6. Interviewer: Ok thank you. Could you explain your choice in 6 now please? 

7. Interviewer: Ok you strongly agreed with statement 7. Please explain your choice.  

Interviewer: Could you explain a little further  

8. Interviewer: Thank you. Now tell me why you moderately agree with # 8. 

9. Interviewer: Thank you. Please explain your choice in 9.  

10. Interviewer: Thank you. Ok please explain the choice in 10 

11. Interviewer: Ok. Now why do you moderately disagree with 11 

12. Interviewer: And you moderately agree, why?  

Interviewer: Thank you very much  
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APPENDIX D 

CASE STUDIES  
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Case Studies  

 

Character education related case: case 1 

You are the staff advisor to the newest cohort of students who have entered your 

institution to be trained as teachers. In assigning you the task as advisor, your vice 

principal explained that majority of the students have been found to originate from high 

schools which are widely known to have various social and disciplinary problems. She 

explained that since the assignment of these students to the halls of residence a number of 

incidents of undesirable behaviours have been reported.  She has found that the consensus 

among members of the academic staff and some college administrators is that the 

students need character education. She has instructed that you should organize for the 

character education of the pre service teachers as she is of the view that character 

education will help them to become fair, empathetic, trustworthy, honest, respectful, and 

civic minded.  

1. What is your understanding of what you are being ask to do?  

2. Given the scenario presented by your vice principal what are some of the 

undesirable behaviours that could have given rise to the concerns she expressed?  

3. How do you think young people acquired undesirable character traits?  

4. Describe the six main character traits that you would aim to achieve in the 

character education programme for these students.    

5. In your opinion should all students be required to acquire the same set of 

character traits that you have identified? Explain your response please.     

6. To what extent should the students be allowed to decide the content of and 

approach to the character education programme for them?  
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Research Question 2: case 2 

 As you prepare for the teaching of character education, some lecturers have reported that 

they are finding it difficult to teach character education and are seeking your advice 

regarding the approach and strategies that they should employ in order to be effective 

their delivery. They are also of the view that character education should be focused on 

reforming the culture and communities from which student come rather than focussing on 

the character education individual students.   

7. In your view should character education efforts focus on individuals or character 

education be directed? Why? 

8. How would you describe the role of the teachers in the character education 

classroom? 

9. How would you describe the role of students in the character education 

classroom? 

10. Describe the approach that you would recommend that lecturers use. What is your 

rationale for this?  

11. Describe with reason two teaching strategies that you would advise the lecturers 

to employ.  
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APPENDIX E 

INSTITUTIONAL REVIEW BOARD APPROVED PROTOCOL 
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Institutional Review Board Approved Protocol 

 

 Research Integrity & Compliance Institutional Review Board 

 Student Faculty Center Phone: (215) 707-3390 

 3340 N. Broad Street, Suite 304 Fax: (215) 707-9100 

 Philadelphia PA 19140 e-mail: irb@temple.edu 

  

Certification of Approval for a Project Involving Human Subjects 

                                                       Date: 11-May-2016  

Protocol Number: 23615 

PI: DAVIS, JAMES 

Review Type: EXEMPT 

Approved On: 

Approved From:  

Approved To: 

10-May-2016 

Committee: A1 

School/College: EDUCATION (1900) 

Department: EDUCATION:TEACHING & LEARNING (19020) 

Sponsor: NO EXTERNAL SPONSOR 

Project Title: Advancing Character Education through the Training of Pre-service 

Teachers in Jamaica: Perceptions of Teacher Educators. 

---------------------------------------------------------------------------------------------------------------------------

The IRB approved the protocol 23615. 

If the study was approved under expedited or full board review, the approval period can be found 

above. Otherwise, the study was deemed exempt and does not have an IRB approval period. 

If applicable to your study, you can access your IRB-approved, stamped consent document or 

consent script through eRA. Open the Attachments tab and open the stamped documents by 

clicking the View icon next to each document. The stamped documents are labeled as such. 

Before an approval period ends, you must submit the Continuing Review form via the eRA module. 

Please note that though an item is submitted in eRA, it is not received in the IRB office until the 

principal investigator approves it. Consequently, please submit the Continuing Review form via the 

eRA module at least 60 days, and preferably 90 days, before the study's expiration date. 

Note that all applicable Institutional approvals must also be secured before study implementation. 

These approvals include, but are not limited to, Medical Radiation Committee (“MRC”); Radiation 

Safety Committee (“RSC”); 

Institutional Biosafety Committee ("IBC"); and Temple University Survey Coordinating Committee 

("TUSCC"). Please visit these Committees’ websites for further information. 

Finally, in conducting this research, you are obligated to submit modification requests for all changes 

to any study; reportable new information using the Reportable New Information form; and renewal 

and closure forms. For the complete list of investigator responsibilities, please see the Policies and 
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Procedures, the Investigator Manual, and other requirements found on the Temple University IRB 

website: http://www.temple.edu/research/regaffairs/irb/index.html 

Please contact the IRB at (215) 707-3390 if you have any questions 
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