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ABSTRACT

The primary task of this needs assessment was to identity and prioritize the personal
and professional needs of Alberta educators at different points in their carcer -- from
teachers-in-training, through teachers at different phases in their career, to teachers on long
term disability benefits -- and further, to determine the degree to which these needs were
being met in the lives of today's Alberta teachers. This study, presented in paper format,
includes theoretical and empirica: :; *Yings as well as a practical applicaiion of these
findings within an empowerment modei of teacher wellness.

Articles 1 and 2 review the present understanding of teacher needs and teacher
empowerment and discuss the concept of empowerment as a mode! through which o
consider the present needs of the Alberta teacher. Articles 3 1o 5 flow tfrom the results of
the needs assessment. Although the needs varied somewhat within cach group, based on
gender, age, health status, experience and grade level taught, all respondents {teachers-in-
training (n=137), classroom teachers (n=481). and teachers on long term disability benetits
(n=207)] agreed on the following issues:

1) Personal needs, including developmental and health/litestyle needs, were ranked
highest of all the needs categories; professional and school-reluted needs were
ranked lower for ail three groups;

2) Most needs were perceived as being minimally met or better but few needs were
perceived as being adequately or extremely well met.

3) The prioritization of professional needs seemed to correspond with the three
principle areas for enhancing and strengthening tcacher empowerment, namely,
status, knowledge and access to decision-making.

The final two articles represent a practical application of the results of the needs
assessment. Article 6 proposed a comprehensive employee assistance or teacher wellness

program to address the needs of the healthy teacher, the "at risk” teacher and the teacher



with a health disabling condition. Implications were discussed within the framework of
tcacher empowerment. Article 7 attempted to dispel some of the myths that surround the
tecacher as person and teaching as a profession by proposing a number of possible realities

10 take their place. Recommendations for further research were proposed.
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CHAPTER ONE

Overview of the Dissertation

This dissertation represents the culmination of three years of graduate research
study into the complex area of teacher health, including stress-related concerns, teacher
needs, developmental issues, the concept of empowerment and the application of research
to practice. The journey included a 12 month internship assisting in the rehabilitation
process of teachers with health disabling conditions, participation in focus groups for
teachers on long term disability (LTD) benefits and their spouses, presentations at teacher
conventions and professional development days, personal interviews with 'healthy' and
‘disabled’ teachers across Alberta as well as constant communication with administrators,
superintendents, EAP officers and insurance personnel who were visibly struggling with
the overwhelming problems facing them and their employees/clients. The level of concern
and frustration appears to be increasing while the alternatives and solutions seem wrought
with bureaucratic red tape and financial implications that make decisions both tedious and
painful.

The research presented here rises out of these experiences and subsequent
questions:

1) what is the overall 'state of health' of the Alberta educator? In their recent teacher
health study, Jevne and Zingle (1990) indicated that "healthy teachers are not
substantively healthier than their ill counterparts. The margin is slim and it would
appear that a large portion of educators are potentially at risk” (p. 237). My own
personal observaiions would confirm this statement.

2) what are the issues (needs), including stress-related issues, thai are contributing to
an 'unhealthy’ teacher population? What has already been said about teacher needs
in recent American and Canadian studies? A review of these studies noted a
catalogue of school-related needs but little corresponding information on teacher

training, personal and developmental needs. Furthermore, the existing studies into
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teacher needs did not appear to extend the investigation beyond the identitication of
needs and into the prioritization of these needs and the solicitation of how well
teachers believed these needs were being met presently in their personal and
professional lives. How can we come to know these answers?

3) What framework seems most appropriate from which to think about these needs?
This question led to a conceptual framework of empowerment which is indirectly
implied within the relationship between the 'perceived’ and 'unmet’ personal and
professional needs of the tcacher.

4) Do these needs change over the development of a career in teaching? The rescarch
literature into adult and career development coupled with the "lived experiences” of
the teachers interviewed seemed to indicate that this was the case.

5) What now? Once the personal, developmental and professional needs, and the
degree to which they are being met presently in the life of the teacher are known,
how can this information be transferred into action? What is the practical
application of this new information? The hope is that this study would not become

just one more "dissertation decathlon” (Moore. 1985, p. 127) void of pragmatic

implication.

Dissertation Str r

In response to the above quesiions, a series of articles have been written which
constitute theoretical, empirical and practical perspectives. The first two theoretical articles
review the present understanding of teacher needs and discuss the concept of empowerment
as a model through which to consider developmental issues relative to the teacher. The next
three empirical articles represent the "meat” of this research and present the statistical and
interpretive analyses of a needs assessment survey sent to student teachers, active teachers
and teachers who are on long term disability benefits. These three articles together

summarize the personal, developmental and professional needs of the sample, the degree to



which these needs have been met in the lives of these teachers as well as the potential
strategics that appear to be most appropriate as interventions to improve or change the
situation. The sixth anticle, tlowing froin the empirical studies, attempts to dispel some of
the.myths that surround the teacher as person and teaching as a profession by proposing a
number of possible realities to take their place. The final article is presented as "research in
action” in which the preceding knowledge is woven into a proposed comprehensive eacher
wellness program that would have application within this teacher population and beyond.
However, before beginning these articles, it is important to understand in more
detail the purpose of the study itself, the process used to determine the appropriate method
for the task at hand, the limitations within the study and the data analyses proposed to

interpret the results of the survey and to maximize reliability and validity.

Background to the Study

As professionals, teachers profoundly influence the mental health and well-being of
the people of Alberta: approximately 28,000 Alberta teachers touch the lives of over
497,000 regular school children each day. The demands of teaching in the 1990's require
teachers to assume the position of in loco parentis, social worker, mentor, counsellor,
referee, diagnostician, community leader and many other roles for which they may be
variably prepared. Not surprisingly perhaps, teaching has come to be perceived as one of
the least satisfying and most highly stress-related professions (Kyriacou, 1989). It
manifests itself in two observable trends: early withdrawal from the profession and in
health disabling conditions. Fewer than 50% of teachers-in-training enter and remain in the
school system for longer than 3 years (Williams, 1981). Over 500 teachers in Alberta are
presently on long term disability for physical and emotional conditions; others are
considered 'at risk' for similar disabilities (Jevne and Zingle, 1990). The emotional and
financial cost of having professional educators physically or psychologically disabled is

extremely high and increasing each year (Alberta School Employee Benefit Plan, 1991).



The suffering accompanying a disability extends beyond the individual to his/her family,
school system and society at large. If the situation is allowed to continue unchecked. the
result will be a serious decline in the performance and health of the teacher and a lower
quality of education for the student (Alberta Teachers® Association study, 1991).

As individuals, teachers expect, or at least hope for, personal well-being as well as
professional satisfaction (Bolin & Falk, 1987). In order to sustain this sense of well-
being, it logically follows that teachers need to nurture their own uniqueness, cultivate
human relationships, and continually search for personal meaning. To accomplish this, it
would seem important that their life's work nourish this human journey: yet, such topics
are seldom on the agenda of faculty meetings or talked about in staff lunchrooms. As noted
by Bolin & Falk (1987), one could probably experience an entire career as a teacher
without having heard the message surrounding the idea of "reacher as person".

The framework of empowerment is proposed as an appropriate means by which to
confront this dual concern of personal well-being and professional satisfaction tor today's
educator. Empowerment, a term more familiar to health psychologists, social workers and
mental health specialists than to educators, has been defined as the process by which one
develops the ability and capacity to bring about changes that will lead to more control over
one's life (Lord and Farlow, 1990). It emphasizes first and foremost the uniqueness and
individuality of the person, and then the professional, social and political context within
which the individual operates and draws meaning (McWhirter, 1991). In the present
context. the degree of empowerment for the Alberta educator will be operationally defined
as the level of personal well-being and professional satisfaction measured through a needs
assessment.

The primary task of this needs assessment is to identify and prioritize the personal
as well as professional needs that are important in cnsuring individual well-being and
professional satistaction of the Alberta educator. The second equally important step is to

determine to what degree these needs are being met presently in the life of the teacher. For



this study, the difference between ‘perceived needs’ and “met needs’ would represent the
level of empowerment for the Alberta teacher. From this information, future programs and
interventions could be structured to respond to these unanswered needs and to assist

tecachers to maximize their personal and professional potential more easily.

Purpose cf th v
The overriding question to be answered in this study was: what qre the important
needs that must be met 1o empower, in_other words, ensure personal well-being and
professional satisfaction throughout the career of today'’s educaror? The main purpose of

the study was one of discovery: to verify and prioritize the personal, professional and

developmental needs of Alberta educators, from the reacher-in-training, through to the
reacher in different phases of his/her career to the teacher on long term disability benefits,
and to determine the degree to which these needs were being met presently in the teaching
profession. It was hypothesized that if these needs could be prioritized and responded to
effectively, there would be an increase in the level of empowerment among Alberta
educators at different phases of their career.

Questions guiding the research included:

i. What are the preventative and remedial needs of the teacher that are imporiant to
ensure a sense of personal well-being and professional satisfaction in the teaching
profession today?

2. What are the perceived personal and professional needs cited by the Alberta
educator that are important to ensure a sense of personal well-being and
professional satisfaction?

3. How well are these needs perceived to be met in the individual's teaching
cxperience?

4. Do these needs appear to change over time? Are they consistent across the

geographical distribution and grade level distribution?



5. What category of nceds is considered most important to today’s educator (e.g.
personal, professional, developmental or school-relawed)?

6. What intervention methods seem most appropriate to meet these necds: lectare
series, workshops. distance education, teleconferencing, computer-assisted

programs, individual counselling etc.?

Glossary of Terms

As you read the dissertation articles, the following terms wiil continue to appear:
empowerment, stress, burnout and ‘assault of self’. They are defined here in general and
operational terms 1o assist the reader to a better understanding of their proposed meaning
and relationship.

First of all, wellness for the teacher can be thought of on a continuum, based on
perceived and unmet needs. At one end of the continuum, there is the empowered teacher
who has his/her needs relatively well met. At the other end, we find the teacher who has
experienced perhaps the most painful human insult, an 'assault of sclf'. and who questions

whether he/she even has a right to have his/her needs met.

empowerment stress burnout ‘assault of self
Between empowerment and the ‘assault of self’ lie variations known as teacher stress

and teacher burmout.

Teacher Empowerment:
Empowerment can be defined as the process by which one develops the ability and
capacity to bring about changes that will lead to more control over one's life (Lord and

Farlow, 1990). It can best be presented on a continuum from self-empowerment to

collective empowerment:

self- personal professional collective
empowerment empowerment empowerment empowerment



This lincar approach implies progression, not completion, and further recognizes the need
to experience initial self-efficacy, personal power and control from within: outward
expressions in personal and protfessional life will follow (Labonte, 1990: Gadacz, 1990).
Empowerment cannot be measured directly (Rappaport. 1987); for the purpose of this
dissertation, the level of empowerment will be implied within the relationship between the

'perceived’ and 'unmet' personal and professional needs of the teacher.

:I:S‘.!S‘h!sr Sm_

Teacher stress has been described as an unpleasant emotional state, “an experience
of unpleasant emotions such as anger, tension, frustration, anxiety, depression an
nervousness, resulting from aspects of their work as teachers™ (Kyriacou, 1989, p. 27).
Others have defined it in terms of an ability or inability to cope with the pressures and
demands facing teachers in the classroom setting (Blase, 1986). For the purpose of this
dissertation, teacher stress is defined simply as a state in which the global demands made
on the teacher are greater than his/her resources. In the study by Jevne and Zingle (1990),

this experience was characterized by the feeling of being less able (p. 34).

Teacher Burnout:

Teacher burnout has been described as "the permanent negative effects upon the
teacher anising from ihe social and psychological conditions under which teachers exercise
thieir profession” (Esteve, 1989, p.6). For the purpose of this dissertation, teacher burnout
will be defined as chronic stress without relief over a long period of time accompanied by
psychological as well as physical symptoms. In the Jevne and Zingle study (1990), the
experience of feeling less would now include the additional feelings of being less

enthusedfidealistic ard less valued as well as less able (p. 27).



Assault of Self;

The concept, an "assault of sclt” of the teacher, is an example of essential rescarch
data that is known and understood only through experience. It is what Lincoln and Guba
(1985) would call tacit knowledge, the knowledge that cannot be desceribed adequately in
words but which becomes known and understood through experience.  Counselling
teachers on long term disability benefits and listening to classroom teachers who were
feeling this intrusion into the core of their person, I came to know the inner pain and feel

the 'assault of self” of these teachers.

Methodology: Needs Assessment
Cook (1989) claims that needs assessment techniques are applicable to virtually any
setting where programs can benefit from clear goals and determination of service prioritics.
He states further that in develcp g a needs assessment, four general parameters should be
considered: the identification of the target (sample); the appropriate method to contact this
sample; the development of 3 measurement scheme and the interpretation of the collected
data and presentation to decision-makers.

Identification of th mple:

Sample size depends largely on the degree to which the sample population
approximates the qualities and characteristics of the general population (Leedy, 1989). In
establishing sampling protocol for udy, the following criteria were considered:

1) degree of precision required between sample and population:

2) variability of the population;

3) method of sampling;

4) cost; availability; time.

Based on these considerations, a survey questionnaire was distribated to the

following sampling of three groups of teachers:



Since the degree of variability among teachers-in-training is not sufticicntly known,
it scemed important to survey all three Alberta institutions (University of Alberta,
University of Calgary and University of Lethbridge) which presently offer a teacher
training program. This was not an easy task to accomplish. Ideally, the sample would be a
representative sampling from fourth years students with practicum experience in all
branches of education (elementary, secondary, special education and carly childhood).
However. this was difficult to arrange because many of the students spend most of their
senior year in practicum settings in the local schools. Theretore, the sample had to be
limited to a convenience sampling of fourth yecar students with practicum experience,
mostly from the University of Alberta. One hundred and thirty-seven questionnaires were
returned. This represented a 45% return rate. In the data analyses, there were no
significant dif{ferences in the responses from the students at the three Universities and,
therefore, the respondents were considered as one single sample. It is felt that this would
be sufficient to gain some insight into the perceptions of the teachers-in-training on the
issues of preparatory and experiential teacher needs and how their perceptions compare
with the teacher in the field.

Based on written comments accompanying the returned gquestiosnaires, many
students felt uncomtontable completing the career enrichment and professional development
needs sections of the questionnaire due to their limited professional experience. Therefore,
due to limited response in these areas, the student teachers responses are not included in the
statistical analyses of these sections; their responses were included in the comparative

analyses on the other personal, professional and teacher training sections.

> - *3 3 ﬁ
With 28,000 teachers in the province, it was impossible to survey the entire

population. Initially, a stratified, random sampling of the teaching population (2,000
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tcachers) across the province was considered. On further retlecuon, other considerations
seemed to be more important, namely, expense, projected rate of return, geographical
distribution (north, central, south) and divisional distribution (clementary, junior high and
high school). It was decided to solicit the support of superintendents in three geographical
areas and, with their assistance, to survey selected clementary, junior high and high
schools. Using this type of cluster or area sampling, there was the potential for reduced
cost, enhanced rate of return and greater representative sampling. One school jurisdiction
in each geographical district (north, south and central) was chosen to represent the teacher
population as a whole. A total of 481 teachers responded to the questionnaire. The rate of
response was 30.6% and proved to be representative of the Alberta teaching population
relative to age, gender, years of experience, geographical and grade level distribution.
hers on long term disability benefits.

The questionnaire was sent to all teachers insured by the Alberta Teachers'
Employee Benefits Plan (ASEBP) who are, or have been, on long term disability benefits
during the last four years (1987-91). Two hundred and eighty (37.4%) of the 749
distributed questionnaires were returned. Relative to gender, marital status, age,
professional qualifications and years of experience as an educator. the sample proved to be
rcpresentative of the Alberta teacher population in general and the LTD eacher population

in particular.

Th ropri m

The most popular approach to needs assessment is survey sampling using a
structured questionnaire (Cook, 1989). In this format, information can be solicited by
asking individuals to state their needs or by providing individuals with a pre-determined list
of needs and asking them to prioritize needs from this list. The first approach allows a free
response but often gives dubious results lacking clear distinction between 'want' and

‘need’. The second approach, a type of closed-end format, was the method of choice in



this study because it provides a "tighter control of the needs to be assessed and allows for
greater efficiency in data processing” (p. 462). This was evident in the internal consistency
results that gave an overall alpha coefficient of 0.75 to 0.98.

To make the questionnaire less impersonal and more appealing visually and to
stimulate a high rate of return, the followirg suggestions were implemented (Bennett and
Ritchie, 1975; Statistics Canada, 1979: Leedy, 1989; Berdie and Anderson, 1975; Warnick
and Leninger, 1975; McCallon, and McCray. 1975):

1) Credibility of the investigator was established through previous writings,
professional meetings, interviews, presentations and research activities. It was
hoped that this would allowed for a more personalized relationship with the
respondents;

2) All correspondence and the questionnaire design were prepared professionally;

3) The introductory letter provided a strong appeal to altruismn in the teacher;

4) The use of the sponsoring agency's letterhead (University of Alberta), the
supervisor's signature, a covering letter from the specific school board, where
appropriate - all these things were included to help increased participation;

5) A stamped, addressed return envelope was provided;

6) Anonymity and confidentiality were guaranteed.

To enhance participation, the language and wording of the guestionnaire was
succinct and appropriate for a teacher population. Precise directions were included on how
to complete each section, move ahead, how and when to skip certain sections and so on.
Demographics dealing with various characteristics of the sample -- age, sex, marital status,
education, teaching experience -- were included and used for classification purposes in the
tabulations and analyses section.

The questionnaire included pre-set lists of personal, professional, developmental

and school-related needs of an educator gleamed from key informants, an LTD focus



group, a spousal focus group. personal interviews and rescarch studics. It requested cach
participant to perform three tasks:

1) complete the demographic section of the questionnaire:

2) rank each need (by comparing it to a referent which has alrcady been assigned an

arbitrary value) as to its importance in the teacking profession:

3} rank each need (using a 5-point Likert scale) as to the degree to which it has been

met in the participant's teaching career.
It also included a section on prioritization of categories (c.g. arc personal needs more
important than professional needs?); of methods (e.g. CAl, lecture series, teleconferencing)
and of criteria for participation in a course or workshop (e.g. topic. cost, distance to travel,
length of involvement). The questionnaire can be found as Appendix A.

Having taken the above precautions, there is still no guarantee that the proposed
survey questionnaire w.ll fully satisfy the objectives of the study. Theretore, it seemed
essential to include a rigorous pretesting of the questionnaire through an extensive pilot
study. Student teachers from selected educational classes at the University of Alberta,
teachers in the field who attended various 1991 teacher conventions within 'he province and
an LTD teacher support group formed the nucleus of an extensive and intensive pilot study.
Questionnaires were also sent to "experts or key informants” in the ficld who critiqued the
wording, instructions, and actual fermat. It was felt that such rigorous pretesting would
increase the proportion of returns as well as the reliability and validity of responses, detect
procedural mistakes before they exact heavy penalties and formulate general acceptance of

test wording, sequence, layout and choice of types of questions (Ryan, 1985).

Development of m remen heme:

Several criteria were used in choosing a scaling model (Crocker and Algina, 1986;

Cook, 1989; Stevens, 1988): the use of a subject-centered vs stimulus-centered approach;



13

the choice between a judgement vs sentiment and/or comparative vs absolute response as
well as the choice of scale to be used. In the end, a combination of magnitude estimation
(to determine the importance of the needs) and a 5-point Likert scale (to determine the

present degree of need fulfillment) was chosen for this study.

Magnitude Estimation.

As stated earlier, one of the main purposes of this study was to verify and prioritize
the important needs of the Alberta educator through the various points of his/her career.
The Q-card sort, paired comparisons and magnitude estimation were seen as the most
viable strategies for obtaining such ranking betwecn items. Magnitude estimation was
chosen because it appeared to be the simplest, most direct, least time consuming and least
fatiguing method available (Tate. 1982; Altschuld, 1985; Cook, 1989).

The choice of methodology between Q-card sort, paired comparisons and
magnitude estimation was not an easy one. Tate (1982) describes Q-card sort as a
workable prioritizing technique in which individuals are asked to rank items in ¢lusters by
sorting cards containing single items. The result is a visual distribution, a sort of 'tangible’
scale, of the level of importance as perceived by the participant. Initially this method was
chosen for the study. However, the preliminary pilot study indica’2d that this method was
not appropriate with a large number of needs and/cr subjects, particularly when a ‘sick’
population (the LTD teacher) was to be included in the sample. In addition, it was seen as
very time consuming, subject to facilitator-bias and nerve-racking in case the participant
drops the cards!

Cook (1989) appeared very convincing in his argument for the use of paired
comparisons as the scaling method of choice for a needs assessment such as the one
proposcd in this study. Paired comparisons, a form of forced choice scaling, required that
cach irem, (in this case, need) would be contrasted with every other item (need) . This
would yield far more information than just rank ordering needs in terms of importance.

The end result would be rank ordered needs that clearly distinguishes between high-level
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1d low-level needs. Although his analysis was noteworthy. the time/fatigue factors and
i€ limitations in the number of items that could be used (no more than 20). were
>nsidered to be serious limit: ‘ans in a comprehensive needs assessment (Altschuld,
985). Therefore, the Q-card sort method was not chosen for the proposed study. In
immary, paired comparisons, Q-card sorts, and magnitude estimation scaling were
omsidered appropriate techniques for ranking between items.  However, paired
dmparisons and Q-card sorts tell you only which goal is perceived as better than the other:;
iey do not tell you by how much as in magnitude estimation (Altschuld, 1985). in
ddition, too many comparisons could easily lead to sloppily made comparisons.
herefore, magnitude estimation is considered to be the most appropriate method to achieve
1e purpose of this study.

Reflecting Torgeson's original work in fractionation methods, Blunt (1977). Lodge
1981) and Stevens (1988) contended that the basis for the magnitude estimation technique
:sted on the human capacity to make qualitative judgements. Blunt (1977) defined
ragnitude estimation as a subjective estimate of a stimuli [in this case, a need], using a
sychometric procedure that was capable of producing ratio scales to quantify social
pinions. Originally developed by psychologists for the purpose of studying human
erceptual dimensions from environmental stimuli {e.g.. brightness of light] Ledge (1981)
nd Bridgan (1987) concurred that this comparative stimulus-centered approach could also
nprove the measurement of individuals' opinions, and judgements through numeric
stimation and ratio scales. In this study, each individual was asked to compare two needs
imultaneously. One of the needs served as a referent or standard and the individual
stimated the ratio between the two needs. The numeric ¢stimates for cach need was
:presented by the mean for each need. Although groups may assign different magnitude
> the items, it was accepted that there would be a significant degree of agreement among
:spondents within the groups as to the rank order of the items, and the differences in

1agnitudes assigned between the groups.
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Liken Scaling:

The Likert scale, sometimes reterred to as a summated-rating scale, is often used in
an objective survey questionnaire because of its ease of construction, simplicity of scoring
and familiarity of the form (Pyke and Agnew, 1991: Cook, 1989; Isaac and Michael,
1981). A five-point Likert scale was used in this questionnaire to solicit the degree to

which each need was perceived to be met presently.

Analysis of Data

Having established that the samples were representative of the total population
and that the respondents from the three Universities did not differ significantly in their
responses, the data were analyzed using the Statistical Package for Sccial Sciences
(SPSS). The actual procedures done were data driven but also attempted to respond to

the initial empirical as well as pragmatic questions:

Question_1: What are the n th re_important nSur rsonal well-
professional satisfaction throughout a career in teaching today? What arg

ing m ropri meet these n ?

The main purpose of this study was to prioritize the needs of the Alberta educator
under 9 major categories (10 categories for teachers on long term disability benefits).
This was done by having the individual compare each need to a referent with an arbitrary
rating of 50 (Range: 1 to 100). Frequencies were completed on all individual needs.
Some researchers contended that the geometric means was the appropriate measure of
central tendency with magnitude data (Blunt, 1977; Lodge, 1981; Stevens, 1988). In
this study, the decision to use arithmetic or geometric means was determined by the
kurtosis and skewness of the distribution of results. The degree of skewness (0.1 to 0.3)

did not seem to preclude the use of the more familiar arithmetic means. Therefore,
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prioritiecs were established using arithmetic means. The same analyses were used in

determining criteria and methods.

profession of each individual?

A 5-point Likert scale was used to determine the degree to which cach need was met
presently within the individual’s teaching carcer. Descriptive statistics were used in this
analysis.

* Internal consistency:

An item-scale correlation (alpha reliability coefficient ) was done on cach category
of needs. The results indicated high internal consistency (0).75 to 0.98). This was not
totally unexpected since the needs assessment contained pre-set lists of needs that had
already been identified as important by key informants, interviews, rescarch literature and

focus groups.

4. Relationship differen : nd with{:

A number of intercorrelations analyses between groups and within groups were
completed (crosstabulations [CROSSTABS], Multivariate analysis of variance
[MANOVAS] and analysis of variance [ANOVAS]:

a) relationship between the major samples: teachers-in training, teachers in the ficld and
teachers on long term disability benefits.

b) relationship within each major sample: results from student teachers at the three
Alberta universities; results from the three geographical districts; results from LTD
teachers with different health conditions.

c) relationship between personal stress, job-related stress, career satisfaction and

personal control.
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d) differences in needs based on demographics (age. gender, teaching expericnee,
grade level).
¢) differences in needs based on level of stress, satis{uction with feacming »s & career
and perceived control in one's life.
These comparisons followed a similar pattern based on level of significance: an
initial multivariate analysis of variance (MANQCVA) followed by an analysis of variance

(ANOVA) and a post hoc test when appropriate.

5. Factor Analysis:

The Association for Advanced Training in the Behavioural Sci-nces (1992) defines
a factor analysis as "a statistical procedure used to determine how many factors are needed
to account for the intercorrelations among a set of tests. The output of a factor analysisisa
factor matrix, which lists the correlations between the variables as the factors [factor
loadings]" (p. 68).

Since each category of needs was compared to a specific referent, it was not
possible to do a complete factor analysis of all needs across categories. However, factor
analyses were done on each category of nceds. The *‘degree™ scale was a Likert scale, and
therefore, it was possible to do both a factor analysis on each category of needs and a

complete factor analysis on all needs considered together.

A more detailed report on the data analyses and interpretation of results is found
within articles 3 to 5.
imitation h
It seems impossible to control all people, places and things in order to obtain
optimal conditions for any study. There are limitations within this study that may govemn

the degree of generalizability afforded the results. In each case, the reasons for the action
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taken appeared justified and/or unavoidable and sincere eftorts were made to minimize the
effect through various methods of iriangulation of data.

The author of this study chose to use a pre-determined list of needs rather than ask
individuals to state their needs. Although the latter approach allows a free response, it
often gives dubious results lacking clear distinction between 'want' and 'need’ while e
former approach provides a "tighter control of the needs to ve assessed and @ w
greater efficiency in data processing” (Cook, 1989, p. 462). This decision may result in
important needs being missed. This concern was compensated tor to some degree by
leaving a space for "other” needs and further comments at the end of cach section. It was
hoped that this would allow the respondent to correct any deficiency he/she may perceive in
this approach.

In choosing the sample of teachers actively pursuing a teaching career, geographical
(north, central, south) and divisional distribution (¢lementary, junior high and high school)
seemed to be the most important considerations. These criteria do not allow for the usual
stratified, representative sampling across the entire teacher population. The demographics
on the respondents did yield a representative sampling when compared to the Alberta
teacher population in general. It is left to the reader to determine whether this method truly
represents the teaching population, and therefore, possesses the desired credibility and
generalizability.

Administrators and non-tcaching staff were not included in this study although a
few teacher/administrators chose to respond. It was felt that the inclusion of administrators
may present other biases and issues that are not teacher issues, and therefore, it may prove
difficult to respond as a teacher without being somewhat influenced by the dual role as
administrator. The needs of the non-teaching staff were viewed as quite difterent from the
needs of the teacher and, therefore, were not dealt with in this study.

With any survey questionnaire, there are many questions about the respondents and

the non-respondents. Respondents may or may not be biased and the biases may be
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towards cither end of a particular spectrum. Those who do not respond may possess
important information that will not be obtained in any other tashion. Anonymity and
confidentiality would not allow for follow-up on this subject.

A representative sampling of teachers-in-training with practicum experience from all
provincial Universities and educational departments was not teasible. Therefore, a
convenience sample of B. Ed. students with practicum experience from educational
psychology, mostly from the University of Alberta, was used. Although the sample
appeared to be demographically represcntative of the student population in general and the
results appeared to be compatible with other American studies, the generalizability of the
results may be questioned.

An overall response rate of 37% for the teachers on long term disability benefits
may not be cousidered to contain sufficient power to allow generalizability to the entire
population. However, the results would indicate that the respondents were
demographically characteristic of the teacher popuiaion in general and the LTD population
in particular.

With an overall response rate of 30.6% from the active teachers, there may need to
be some caution taken when generalizing results to the entire population. Once again, the
respondents did appear to be demographically characteristic to the Alberta teacher

population.

Ethical Issues
This study and the questionnaire itself were submitted to, and approved by, the
ethics committee at the three provincial Universities and the administrative staff of two
school districts selected for participation. The LTD teachers were notified in writing to
request their participation in the needs assessment project. To ensure anonymity of the
participants, all identifying information that coul4 iink an individual to this project was

removed. Lists of LTD participants and all data were kept in a secured location at all times.
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This research project was assumed to be of minimal psychological or physical risk.  All

individuals associated with the study signed an "oath of confidentiality”,
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Teacher Needs Reviewed

The demands of teaching in the 1990)s require teachers to assume the position of in
loco parentis, social worker, mentor, counsellor, referee, diagnostician, community leader
and many other roles for *x hich they may be variably prepared. Not surprisingly perhaps,
teaching has come 10 be perceived as one of the least satistying and most highly stress-
related professions (Kyriacou, 1989). This manifests itself in early withdrawal from the
profession and in health disabling conditions. Fewer than 50% of teachers-in-training enter
and remain in the school system for longer than 3 years (Williams, 1981). Over 500
teachers in the province of Alberta in Western Canada are presently on long term disability
benefits for physical and emotional conditions; others are considered ‘at risk' for similar
disabilities (Jevne and Zingle, 1990). The emotional and financial cost of having
professional educators physically or psychologically disabled is extremely high and
increasing each year. The suffering accompanying a disability extends beyond the
individual to his/her family, school system and society at large. If the situation is allowed
to continue unchecked, the result will be a serious decline in the performance and health of
the teacher and a lower quality of education for the student (ATA study, 1991).

This research would appear to indicate that the needs of teachers are not being met.
To do so, an understanding of the needs throughout the teaching career is important. Threc
sources inform us of these crucial needs: previous studies, a recently dewslape
framework referred to as empowerment and an understanding of the developmental phases
of career. Therefore, this article will highlight the most recent studies on teacher needs,
discuss empowerment and developmental issues and finally, present for consideration a
paradigm shift from a stress-coping approach to an empowerment model in dealing with the

personal well-being and professional satistaction of the educator.
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Previ ies: Needs of the E ator

What have previous studies of educators proposed as needs? In the past six years
(1986-1991), therc have been numerous Canadian studies on teacher stress (Enns, 1988;
Friesen, 1989; Friesen, 1990; ATA study. 1991), teacher health (Long, Schultz, Kendall
and Hunt, 1986; Blair, Smith, Collingwood. Reynolds, Prentice and Sterling, 1986) and
the her on lon rm_disability benefits (Jevne and Zingle, 1990) emphasizing the
professional needs of the educator. In the United States, various naticnal commissions
(National Commission on Excellenrice in Education, 1983) and educational forums and task
forces (Carnegie Forum on Education and the Economy, Task Force on Teaching as a
Profession, 1986; Peters, 1990) as well as numerous papers presented at national
cducational meetings (Martin, 1990; McElrath, 1988; Melenyzer, 1990; Sidani-Tabbaa and
Davis, 1991) report on the needs of the tecacher and on the paradigm shift in education from
a hierarchical "top down" approach to one of a "decentralized” team concept.

Within these research findings, agreement seems to exist on the concerns within the
educational setting and the 'unmet' needs of the teacher. Recommendations from these

studies can be presented within 'need’ catcgorics as indicated below:

Professional training needs:

1) Consider the adoption of pre-professional screening [e.g. personality and attitude
criteria as well as intellectual ability] and career exploration [guided reflection on the
appropriateness of teaching as a career]. For many educators, there has been a
lingering doubt regarding their choice of teaching as a career (McElrath, 1988; Jevne
and Zingle, 1990; Peters, 1990; ATA study, 1991);

2) Integrate into the teacher training curriculum an opportunity to assess stress
sensitivity, to develop appropriate stress inoculation/management and personal
hardiness for survival and satisfaction as a teacher. Prior to entering the classroom,
teachers have little understanding of the demands of classroom teaching;

consequently, many yonnger feachers experience role overload and task-based



Teacher Needs 28

stress early in their carcer (Long, Schultz, Kendall and Hunt, 1986: Jevne and
Zingle, 1990; ATA study, 1991);

3) Initiate/reinstate an internship/mentoring or cquivalent program for beginning
teachers during their first year of teaching (McElrath, 1988: Jevne and Zingle,

1990; Peters, 1990; ATA study, 1991).

Professional needs:

1) Create new ways to enhance social support on the job, particularly among tcachers
themselves (Long, Schultz, Kendall and Hunt, 1986; Enns, 1988; Friesen, 1989:
Jevne and Zingle, 1990);

2) Establish preventative employee wellness/employee assistance programs and develop
workshops on teacher-wellness as well as on teacher-stress and burnout in cach
school district to assist the teacher presently ‘at risk’ for a health disabling condition
(Friesen, 1989; Jevne and Zingle, 1990; ATA study, 1991);

3) Work towards a more positive public image of the teaching profession within the
community (Long, Schultz, Kendall and Hunt, 1986; Friesen, 1989; Jevne and
Zingle, 1990);

4) Recognize the need for skills training in the following areas: classroom management;
time management; decision-making; problem-solving and mainstreaming (Long,
Schultz, Kendall and Hunt, 1986; Enns, 1988; Friesen, 1989; Jevne and Zingle,
1990; ATA study, 1991);

5) Inject new life into teaching through job chalienge and employment alternauves [e.g.
job sharing, part-time, deferred salary, sabbaticals, secondments, transfers and
study leaves] (Friesen, 1989; Jevne and Zingle, 1990);

6) Establish carly retirement programs for teachers experiencing stress (ATA study,

1991);
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7) Allocate time during regular work hours for professional development and peer
consultation (ATA study, 1991);

8) Identify a non-evaluative resource available to teachers and/or administrators who are
concerned about their own health and well-being, or that of a colleague (Jevne and
Zingle, 1990).

9) Clarify the teachers' benefits package, particularly the misunderstandings that appear
to exist around the two year limit on disability benefits (Jevne and Zingle, 1990).

10) Allow for reflection time for planning and sharing among teachers and stakeholders

(Sidani-Tabbaa and Davis, 1991).

School ¢nvironment needs:
1) Give the individual teacher control over the classroom (Enns, 1988; Maeroff, 1988);
2) Invoive the classroom teacher in decision-making rg: teaching materials and
resources (Enns, 1988);
3) Reduce the demands put on the classroom teacher by curriculum development and

student evaluation programs (ATA study, 1991).

Administrative needs:

1) Encourage more participation in decision-making at the local level (Long, Schultz,
Kendall and Hunt, 1986; Enns, 1988). One suggestion is the establishment of a
board-staff advisory committee (with representation from the classroom teacher) to
deal with budgetary and policy matters (Enns, 1988);

2) Revise, at the board and administrative level, those policies and practices which
create barriers to empowerment (McElrath, 1988);

3) Create an atmosphere of openness and mutual trust between administration and
teachers (Long, Schultz, Kendall and Hunt, 1986; Enns, 1988; Jevne and Zingls:,
1990).
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4) Develop a handbook to assist administrators in dealing with the many aspects of the
LTD experience (Jevne and Zingle, 1990);
5) Establish an annual administrative workshop specific to LTD related topics and

related skills (Jevne and Zingle, 1990).

Health and lifestyle needs:
1) Establish a health promotion program to improve physical fitness and health
behaviours (Long, Schultz, Kendall and Hunt, 1986; Blair. Smith, Collingwood,

Reynolds, Prentice and Sterling. 1 986).

Needs of teachers on long term disability:
1) Enhance re-entry counselling for teachers presently on LTD for stress-related
reasons (Jevne and Zingle, 1990; ATA study, 1991);
2) Provide staged re-entry into the workforce for teachers on leave for stress-related
reasons (Jevne and Zingle, 1990; ATA study, 1991);
3) Provide an active rehabilitation program [including treatment at a pain clinic, where

applicable] for all teachers on long term disability benefits (Jevne and Zingle, 1990).

Although numerous studies have produced recommendations which indirectly
imply personal needs on the part of the professional, the personal needs of educators have
clearly been secondary, if not neglected by researchers. Part of the problem may be due to
an overemphasis on environmental and situational teacher stress and burnout without
concurrent consideration of other empowerment issues -- personal, sociai and political --
that tend to effect an individual's sense of power and control (Hiebert and Farber, 1984).

There are difficulties in assuming that thesec studies capture the full range of needs.
For example, numerous studies on stress and teaching begin with the assumption that
teaching is stressful (Blase, 1986; Bradley, 1985; Fimian, 1987, Enns, 1988). When
asked if teaching is ugually or always stressful, 63% of teachers responded in the
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affirmative; this may seem sigaificant, and perhaps is, until the results are compared with
similar results from other professions: 81% of executives, 65% of physicians and 62% of
secretaries also responded that their profession is usually or always stressful (Aibert and
Levine, 1988).

Hiebert (1985), Anderson and Zingle (1987) question the significance of teacher
stress in the '90s with the following observations:

1) the teacher stress studies are primarily anecdotal, opinion-based, narrow in scope
with little empirical evidence to support the claims;

2) if stress, as defined in these studies, is truly a response to an external stimuli, to
something “‘out there”, why are all teachers not affected equally?

Anderson and Zingle (1987) explain the problem as something “in us”, namely, our
belief system, that creates our behavioural and relational problems. Friesen's studies on
why teachers leave the profession (Friesen, 1990) and on stress and burmnout in teachers
(Friesen, 1989) tend to concur with these findings. He states that the main causes of
'teacher stress’ and dissatisfaction are not totally school-related but often refiect personal
stressors from self and evenis, situations and peoplie outside the school boundaries. If this
is true, they contend, all the efforts to change the situation “‘out there” (e.g. reduce class
size, hire more teachers) or to teach more skills (e.g. relaxation techniques, stress-
management) without changing things "within" the teacher (e.g. irrational belief system),
would be for nought as a lasting solution. This perspective may be viewed as "blaming the
victim" for the etiology and would appear to contradict the recent document reieased by
Health and Welfare Canada (1988) that defines health as "something which is experienced
not only individually, but collectively . . . an understanding of health that dwells less on
pcople's traits as individuals and more on the nature of their interaction with the
environment” (Mental Health for Canadians, 1988, p. 4) and the consensus among

researchers that recognizes that "the idea that personality flaws are at the bottom of stress-
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related illness has simply not been proven (Berkeley Wellness Letter, University of
California, 1990, p. 4).

Through all this debate, one critical question remains unanswered: if teaching is not
stressful, or any more stressful than other professions, why are so many Alberta educators
on long term disability benefits for psychological and/or stress-related disorders?  Despite
very complex understandings of stress, the implicit answer of stress studics is stress
prevention and reduction (Capel, 1989). Other research literature would suggest that the
apparent "assault of self” experienced by so many teachers (Jevne and Zingle, 1990) may

require a shift from a purely stress management model to an empowerment approach

(Maeroff, 1988; Peters, 1990).

Empowerment

Empowerment, a term more farmitiiar to health psychologists, social workers and
mental health specialists than to educators, hus been defined as the process by which one
develops the ability and capacity to bring about changes that will lead to more control over
one's life (Lord and Farlow, 1990). It emphasizes first and foremost the uniqueness and
individuality of the person, and then the professional, social and political context within
which the individual operates and draws meaning (McWhirter, 1991). Empowerment
cannot be measured directly (Rappaport, 1987); for the purpose of this article, it is implied
within the relationship between the 'perceived’ and 'unmet' personal and protessicnal
needs of the teacher.

No one is empowered alone: no one is fully empowered by the actions of others
(Chesler and Chesney, 1988). Empowerment, the journey of the person-professional
towards self-actualization, can best be presented on a continuum:

self- personal professional collective
empowerment empowerment empowerment empowerment
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This linear approach implies progression, not completion, from self-empowerment through
to collecuve empowerment (Gadacz, 1990; Labonte, 1990). It recognizes the influences of
personal aspirations, group influences and authority figures to enhance (empower) or (o

retard (disempower) the attainment of this overriding goal (Sasscon, 1988).

Scif-empowerment:

In this study, self-empowerment is defined as a sense of personal power and
control coming from deep within the person. Through this self-empowerment, the
individual strives to become an active agent of his/her own growth and development and
not a passive robot tossed hither and thither by outside forces (Mahoney and Thoresen,
1979). The strong, innate desire within each one of us to know one's self and to discover
one's identity, talents and capacities becomes the challenge and the goal. The answer to the
question: "Who am 17" gradually becomes clearer.

The question remains: why do so few humans appear to realize this potent sense of
self? Why do so many appear to fail in the search for innate abilities, skills and capacities
that are uniquely one's owa? Why is self-knowledge, normal internal development and
self-empowerment often arrested? Sassoon (1988) would contend that our efforts are often
defeated by self-doubt, unjustified fears, lack of clear goals and initiatives and ignorance
leading to personal discouragement. When self-needs are not realized and accepted, the
result often appears in the form of frustration, stress, depression, psychosomatic disorders
or other pathologies.

Therefore, it would seem important that teacher training programs continue the
personal as well as the professional development of the teacher. This could be done
effectively through a required segment of the training that contained experiential as well as
theoretical information on personal issues such as adult, moral and career development,
self-concept, self-esteem, perceptions, values, beliefs and the like. In stressing the

importance of developing the teacher’s inner powers, the University educators would be
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recognizing the need to be physically and emotionally as well as professionally prepared for

the role of educator.

Personal empowerment:

Personal empowerment represents the living out or ourward expression of self-
empowerment. Whereas, in self-empowerment, the emphasis is on the inward journey to
knowledge, meaning and integration, in personal empowerment the focus is on the action --
taking risks, making decisions and maintaining control -- that flows from a strong sense of
self-efficacy and acceptance. In order for personal empowerment to develop and grow, a
favourable social environment which allows the individual to proceed towards personal
well-being and self-actualization is required.

The social environment of the teacher plays an important part in his/her sense of
personal well-being. The psychological effects of married/single life, parental concerns,
financial stability, pollution, global unrest, the realities of war, famine and the like often
dispose the individual to feel some degree of disempowerment over persons and situations.
The degree of disempowerment due to these situational factors may be proportional to the

initial level of self-empowerment and locus of control (Esteve, 1989).

Professional egmpowerment:

It is only after experiencing a certain level of self-empowerment and personal
empowerment, the sense that one is in control of one's own personal destiny, that a person
can move on to the relational or interactional dimension of empowerment, namely,
professional and collective empowerment (Gadacz, 1990). Professional empowerment has
been defined as "working in an environment in which the person acts and feels like a
professional and is treated as a professional”, (Maeroff, 1988b, p. 53). In Brandt's
interview with Ann Lieberman (1988), Lieberman describes professional empowerment as

meaningful participation in group decisions. In this proposed study, professional
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empowerment is operationally defined as the enhancement of sclf and personal
empowerment through meaningful work that provides a strong sense of professional
confidence/competence, autonomy and the knowledge that 'T am valued', and that 'I can

make a difference’'.

Collective empowerment:

Empowerment literature would suggest that teachers need to work together in this
quest for personal and professional empowerment. In the future, it may be desirable for
small groups of professionals to band together, support one another and refuse to
internalize the negative stereotypes associated with the profession. Peer support groups are
potentially empowering because they promote disclosure and normalize people’s experience
of powerlessness, promote access to information and practical resources, contribute to the
welfare of others and mobilize the group members towards change (Chesler and Chesney,
1988; Labonte, 1990). In this way, teachers may not only gain a sense of themselves as a
group but also begin to empower one another by helping to solve problems that cannot be
solved in isolation.

Given the suggested progression from self to collective empowerment, it may be
assumed that empowerment is a developmental process. Perceived needs today may
change tomorrow through interactions and growth. Therefore, to accurately understand

nceds and empowerment, an understanding of the development of the teacher is necessary.

T Dgv ing T r

Before you can teach well, you must be a self-sustaining individual with your
own alert life, quite independent of the classroom. I am convinced that creative
teachers are creative because they have kep: in touch with their own hidden
sources of emotional energy.. . . You must continue :0 discover and refine your
own talent. (Fish, 1989, p. 8).
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In this brief sketch of the developing teacher -- the eacher-in-training, the wacher in
different phases in his/her career and the teacher on long-term disability bencfits -- those
areas that appear to, or fail to, address empowerment issues or the sense of personal well-
being and professional satisfaction within the weacher, are emphasized. It is hoped that this
overemphasis on what seems to be missing will not detract from the conscious cfforts

presently being made by various individuals and segments of the educational system.

The teacher-in-trainin inning teacher:

A review of the recent educauon journals for articles referring to teachers-in-training
and beginning teachers, revealed a number of references to the teacher as person: the
recognition of the need to value the teacher (Cecil, 1990); to develop the student teacher's
self-esteem (Crawford, 1990); to support and nurture the first year teacher both personally
and professionally (Cole and McNay, 1989 a] and b}); to promote induction programs that
previde supportive modelling and mentoring (Cole and McNay, 1988) and to encourage
self-awareness, self-assessment and reflection in the neophyte teacher (Ross, 1988). This
focus on the teacher as person is very encouraging at a time when a new emphasis on the
empowerment and renewal of the teacher is seen as the key to school improvement (Bolin
and Falk, 1987; Maeroff, 1988a). However, further examination tends to indicate that this
"enlightenment” may be more lip service than active pursuit. As pointed out by Cole and
McNay (1989 bi), no one has accepted the responsibility for the challenge of recognizing
the teacher as a person. Teachers' federations are concerned mainly with certification,
professional status and remuneration; school boards and trustees are heavily involved in
funding, accountability and public image; educational faculties have historically shyed
away from the responsibility of nourishing the teacher as a knowing, thinking, acting and
striving individual and continue to focus on skill development, theory into practice,
instructional methods and professional growth (Fish, 1989). Even those faculties of

education that recognize the need to develop the teacher's uniqueness as well as knowledge
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and skills in all areas, continue to restructure their training programs with traditional
emphasis on core courses (foundations, psychology and administration), methodology and
special focus courses (Crawford, 1990). Perhaps a core course/experience that recognizes
and deals specifically with self-awareness issues and the teacher as a pcrson would provide
the solution.

In summary, the renewal of the teacher as person seems to be a necessary,
somewhat neglected, part of most teacher training programs (Bolin and Falk, 1987).
Techniques, methods, lesson plans and teacher-proof procedures do not equip the
educators of today to cope with the unique and unpredictable experiences of the classroom
in which they are ultimately involved as people. Those responsible for teacher training in
the field are encouraged to reflect on the following questions:

a) what role do personal development issues play in the life of the new teacher? How
can these be addressed adequately within a teacher training program?

b) What process seems most effective in the transition from student to professional in
the educational setting?

c) what changes within the system(s) itself would foster empowerment?

The teacher in differe

The consensus on aduit development in general and career development in particular
provides interesting statistics: the notion of one life-one career is quickly disappearing
(Sarason, 1977); the average job lasts only 3.6 years (Bolles, 1989); the individual entering
today's work place will have S or more occupations in a lifetime (Bolles, 1989); 20% of the
population changes jobs every year (Martel, 1986); 80% of workers may be misemployed
due to unsuitability of personalities, interests, values, abilities or skills (Crystal and Bolles,
1974). Many career changes occur during mid-life, a period of adjustment and transition in
which most individuals re-evaluate all aspects of their lives from career to marriage

(Levinson, 1978; Gould, 1979; Sheehy, 1976). Sommers and Eck (1977) noted that 37.5
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% of men change career between the ages of 30 and 39 while 57.1% change carcers
between the ages of 40 and 60 years of age. It would be unrealistic to assume that teachers
are immune from these same dilemmas and transitions.

The stages of growth in the career of the teacher are linked to normal adult
development and teaching experience (Katz, 1972): survival; consolidation (look for gains
made and tasks/skills still to be mastered); renewal (need for new ideas and stiniulation)
and maturity. Similarly, Newman (1980) and Miller, Taylor and Walker (1982) found that
teachers had similar transition stages to the general population described by Levinson
(1978) and Sheehy (1976). In addition, they found that the most stressful transition period
was after 20 years in the classroom when the mid-lifer re-evaluates his/her entire lifestyle
including personal/professional goals. More recendy, Williams (1981) expanded the above
developmenial pattern of teaching careers to include the tasks involved at the various stages:

1) Survival (year 1): surviving the realities of teaching; managing a classroom; doing

"teacher” things;

2) Consolidation (ye=rs 2-3): mastering skills; gaining confidence;

3) Expansion (years 4-10): professional growth and learning; more realistic notion of

how to integrate personal ideas with system;

4) Disillusionment (years 10+): question purpose and sense of direction; beginning to

feel "less";

5) Holding pattern: (years 15+): because of 4), some teachers begin to do just what is
required and no more; they begin putting in time until retirement; may want to leave
teaching but the prospects are too scary; or lifelong learning; cyclical pattern --
plateaus, growth and disillusionment; integration of idealism and reality.

What is this saying about teacher empowerment? Today's challenge to the person
and the system centers on an awareness of male and female adult development as well as
the corresponding stages of professional growth and on the adequate response to the

personal as well as the professional needs of the educator at different phases of his/her
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carcer. This approach would increase the probability that the issue of personal and
professional empowerment can be addressed effectively.

How well are educators doing this? To look at this issue, two main avenues by
which the teacher in the field is encouraged to develop and grow, namely, educational
publications and professional development opportunities, were considered. To determine
the main focus of today's educational writings, the leading educational publications for the
past three years (1989-91) both internationally and nationally were reviewed. The articles
in the American, Canadian, British and” Australian journals of education for these years
focussed on the following topics (in descending order of preference): curriculum,
administration or classroom management, skills development and specialization training.
Book reviews in these publications tended to focus on the same topics with the additional
reference made to educational foundations. The wide range of Canadian publications,
touted as the professional answer to educaticnal needs, writien by and for the practicing
educator, did not fare much better. Although there was a renewed emphasis on the pre-
service teacher, training and induction programs, the individuality and uniqueness of the
teacher as a person did not appear to be recognized.

Profzssional development activities for teachers also seem to neglect the issues of
personal and professional empowerment. There seems to be a working assumption that
these needs will be met through some other forum. Using the 1991 North Central
Teachers' Convention (one of the largest teachers’ conventions in Alberta with 5,000-
6.000 teachers participating) as an example, most sessions were student-oriented,
curriculum-based and/or administrative in nature. Over 100 lectures/workshops were
available and only 10% of these reflected the personal needs of the teacher. Even in these
scssions, personal needs were pursued to improve professional ability (e.g. maximizing
potental or developing personal reflection in order to reach professional goals). Less than

5% of all sessions dealt with the teacher as person.
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Teacher on Long Term Disability Benefits:

Nowhere is the need for personal empowerment more evident than in the plight of
the disabled individual. Research literature and practical experience would indicate that
"we" (system, supervisor, peers, family. and individual) act as it recovery from an illness
was an individual responsibility performed in a vacuum (Marinelli and Dell Ouo. 1991).
Consequently, the teacher with a health disabling condition often experiences a strong
sense of isolation, unconnectedness and lack of support from administration. peers, family
and friends. Part of the answer may lie in the assessment of the perceived personal and

long term disability needs as well as a better understanding of how these needs may be met

within a supportive recovery process.

An awareness and acknowledgement of the needs of the teacher as person coupled
with the conceptual understanding of empowerment beginning with the self, have
implications for training, practice and vesearch. It would appear that more and more
teachers are looking within and without for some signs of caring and concem for them as
persons as well as professionals. Pragmatically, they hope for change not only in the
professiona? training of teachers but also in the professional development, school
environment and administrative/public support. From a developmental perspective, these
personal and professional needs may change over time; the needs of the beginning teacher
may not be the needs of the experienced teacher. Some needs may be important but met
adequately at this time; other needs may remain both important and unmet. More detailed
information in this area would be critical in the initia! planninz of responsive interventions.
Responsibility and opportunity for action lies within each one of us in our role as academic,
educator, politician, administrator, parent, peer, family member and friend. Further

research to suggest the needs to be targeted and the nature of the appropriate intervention
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scems warranted. A study on the prioritization and degree of fulfillment of important needs

across developmental phases of the teacher is needed.
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Teacher Empowerment: A Philosophical Framework

In the last two decades, numerous changes have been proposed within the field
of education. One such change calls for a paradigm shift from a predominantly
hierarciucal "top down" approach to one of a decentralized "team approach” in which
shared authority and responsibility are not only encouraged but desired. Shifts
normally occur when the application of the existing paradigm fails to solve the
problems of those for whom it is designed (Kuhn, 1970). This article attempts to
address the historical context of this proposed change or paradigm shift as well as
present a new understanding to the concept of teacher empowerment which is imglicit
in this emerging paradigm.

In the 1970’s and early 80’s, widespread dissatisfaction with the American
school and teacher was fueled by an underlying assumption that the teacher was the
"weak link"” in the school system (National Commission, 1983; Carnegie Forum, 1986;
Melenyzer, 1990; Martin, 1990). Solutions called for more accountability, evaluation
and standards in the attainment of excellence in the educational setting. Not surprising,
therefore, the teacher is mentioned only peripherally in school reform and is often seen
as a passive recipient of initiatives rather than as a change agent with vested interests
(Maeroff, 1988a)b)). Most reform efforts ignored the fact that teaching and learning
was done by individuals with unique experiences, values, beliefs and needs
(Weissglass, 1990). By the mid 1980’s, the gap between the administrator and teacher
had widened considerably and had become viewed as counterproductive in a global
society (Martin, 1990). In retrospect, adherence to this hierarchical paradigm will
likely stand as a classic example of disempowerment of the teacher.

The shift began the late 1980’s and into the 90’s with a revised recognition of
the role of the teacher in educational reform. Change is now seen as somewhat

dependent on the teacher as the one who may “make the difference” if a difference is to
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be made (Stimson and Applebaum, 1988). This shift implies the need to empower the
teacher.

Reviewing the recent literature on teacher empowerment, one notes a phlethora
of terms to describe what remains vague in definiion. What is needed is an operational
structure by which to view this concept in today's educational setting. The following is
offered as an integration of the recent rescarch literature whichh presendy addresses this,
enhanced by excerpts from the verbal/written comments on teacher empowerment from
surveyed teachers across the province {Ryan, 1992).

Maeroff (1988a, 1988b) and Peters (1990) outline three guiding principles that
constitute the essential basic structure for enhancing and strengthening empowerment in

the teacher. They identify these as status/protessionalism, knowledge and access to

decision-making.

Insert Figure 1 here

Status/Professionalism: Teachers are motivated by two basic needs: extrinsic and
intrinsic rewards (Peters, 1990). Extrinsic rewards, associated with safety and security
needs, take precedence initially and temporarily over the intrinsic needs of respect,
recognition and sense of belonging (Maslow, 1954). As one wcacher commented:
In the early years of teaching, money and benefits are most
important because you are just getting started on your own,
perhaps for the first time and you have school loans to pay back.
Once this has been done and a pattern of success in teaching has
been established, these things are not so important.
As professionals, teachers also feel a need for adequate support staff (e.g. teacher aids,
secretarial help) and material resources (books, audiovisual aids) to meet the tasks of

classroom teaching (Melenyzer, 1990; Peters, 1990).
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Knowledge: Proficiency in one’s craft gives confidence. However, the *“lived
experiences” of the Alberta teacher as described by Jevne and Zingle (1990) and the
additional comments from the recent needs assessment (Ryan, 1992), tell of numerous
situations that inviie lack of confidence and disillusionment:

There may be security of position in the system but there is little

security for subjects taught. Without proper preparation, it is

not uncommon to find that one has a new grade or subject (0

teach.
Success breeds success and a sense of empowerment; a lack of appropriate teacher
training (preservice), up-to-date expertise and professional development (inservice) as

well as human/material resources, can further disempower the teacher.

Access to decision-making: The degree of external control iraposed within the
cducational setting can be measured by the perceived access to decision-making
experienced by the teacher. A shift in control (empowerment) appears critical [Maeroff,
1988 a)]. The preferred direction of change would include an awareness of the role of
the teacher as equal partner in the daily operation of each local school. Based on the
following comment (Ryan, $992), change may need to begin first at the highest level in
the educational setting in order for this to occur:

It is hard to feel good about yourself and assurne that you have a

role to play when the Minister of Education gets up in front of

the public and says that teachers in Alberta are incompetent.

Teacher empowerment, reflected by internal ¢ “atrol within each local school, is
seen as the vehicle which restores confidence in the educational system, reduces teacher
isolation, increases responsibility and accountability and encourages collegiality
(McElrath, 1988). This does not mean that the responsibility for school reform rests
solely on the shoulders of the teacher. If school personnel are to control their own

destiny, local administrators would do well to recognize each teacher's potential worth
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and contribution and be willing/able to give to the teacher the treedom to “make it
happen™ through shared power and involvement in decision-meking (Martin, 1990;
Huddleston, Claspell and Killon, 1991). This is possible only when administrators
themselves teel secure in their own level of empowerment (Maceroff, 1988 a)b); Peters,
1990).

Based on the work of Maeroff [1988 a)b)], Peters (1990) and recent studics
(Jevne aund Zingle, 1990; Ryan, 1992), this article will expand further on the three basic
components cited above and present a more detailed conceptual framework within

which to understand teacher empowerment.

Teacher Empowerment through Status/Professionalism
No one questions the need for status and professionalism. As stated earlier,
extrinsic and intrinsic rewards are the basic requirements of any profession; these
rewards are enhanced through resources such as the teachers’ union, clerical/support

staff and matenial resocurces.

Insert Figure 2 here

The mechanism for the pursuit of status (teachers' union) has the potential to
interfere with its acquisition. In all likelihood, without a common voice, the tcacher
would not enjoy many of the extrinsic rewards presently associated with the
profession. However, teachers do not often speak about securing teacher
empowerment through collective bargaining or binding contracts but through
collegiality and environmental realities that support their needs (Melenyzer, 1990). A
reactive focus could be viewed as a disesmpowerment process within the teacher ranks
with the teachers’ union becoming another barrier rather than an important resource:

The [teachers' organization] becomes its own worse enemy . . .

it needs to take a more proactive stance with regards to the
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retention of incompetent teachers. Too often, the "union”
aspects override the "professional”. This is disheartening to
competent teachers who see incompetent teachers maintain their
jobs, giving a negative image to everyone in the profession.

Therefore, the present challenge is to work towards ““collective empowerment™.
The partnership of union, school administration and the community can no longer be
driven by a defensive and reactive stance on behalf of anyone; empowerment suggests
more emphasis on the personal well-being and professional satisfaction of the teacher
not only through compensation and resources but also through working conditions that
portray respect and recognition.

In the recent Canadian studies in teacher health and teacher stress (Long,
Schuliz, Kendall and Hunt, 1986; Enns, 1988; Friesen, 198G; Friesen, 1990; ATA
study, 1991), working conditions are seen as a major influence on the intrinsic rewards
of autonomy, respect, respensibility and recognition. Teacher empowerment implies
not only a recognition of existing competencies but also the opportunity for their
expression (Rappaport , 1981). However, as pointed out by Boyer (1988), day to day
conditions in the schools leave many teachers with more responsibility and less
empowerment:

I feel that I have complete control in the class. At the same time,

I feel that the administration takes away that control and

autonomy by intervening in what goes on and in what 1 do.
Unquestionably, administrative support plays an important role in teacher
empowerment:

. . the teacher needs administrative support in the form of
encouragement, awareness of what I am doing, just "being
there” to facilitate and support when needed.

In addition, a positive public image, respect and recognition, appears to be eroding:
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The community no longer respects the teaching profession as it
once did. This is occurring at the same time that teaching is
geting tougher each vear.

The professional needs of the teacher, cited here as intrinsic rewards, extrinsic
rewards ana human/material resources. are the more recognizable signs of status and
those which are most often considered the initial steps to eacher empowerment. Once
this basic level of security and ©go strength has been achieved, the emphasis often

changes to knowledge and competency.

+ eacher Empowerment thr h Knowl

Teacher empowerment is enhanced when the opportunity for knowledge

acquisition is addressed at both a pre-service and in-service level.

Insert Figure 3 here

As indicated in the recent Canadian and American studies (Long, Schultz,
Kendall and Hunt, 1986; McElrath. .~88; Stimson and Applebaum, 1988; Colc and
McNay, 1989 a)b); Crawford, 1990; Peters. 1990; Jevne and Zingle, 1990 and ATA
study, 1991), the elimination of the deficits in pre-service training rests with the
faculties of education. A focus on teacher empowerment and the needs of the student
icacher calls for pre-professional screening and carecr exploration prior to admission to
the educational program, a core component in each program which emphasizes scif-
awareness, self-assessment, adult/career development, self-esteem and reflective
practice; a mentoring or internship program for b2ginning teachers and administrative
training in teacher empowerment. In this way, the universities will recognize the

teacher's need to be physically and emotionally as well as professionally prepared for

the role as an educator.
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The need for change in the pre-service training was uppermost in the comments
from the teachers-in-training who responded to the needs assessment survey (Ryan,
1992):

I find it strange that so much emphasis is placed on building
self-esteem in the student while little emphasis is placed on the

corresponding sclf-esteem of the teacher.

I received no training in personal development needs. I learned

them on my own through trial and error.

I believe that if | had had a series of psychological tests done on

me, ] would have moved into a different career.

Recent Canadian and American studies (Long, Schultz, Kendall and Hunt,
1986: Enns, 1988; McElirath, 1988; Friesen, 1989; Jevne and Zingle, 1990: Peters,
1990; ATA Study, 1991) also address the issue of inservicing for the classroom
teacher. They stress the need for additional educational opportunities and career ladder
programs within the present structure the provision of scholarships, sabbaticals,
paid/unpaid leaves and secondments to assist in further education; adequate time for
teacher interaction and collaboration in curriculum planning, peer observation/coaching;
adequate resources and support staff to mect the necds of the classroom teacher and
opportunities to build collegial networks with teachers, administrators, parents and
community leaders. According to the Alberta teachers surveyed (Ryan, 1992), these
oppei “dcs are the the exception rather than the rule:
Opportunities to teach with peers and to share classroom
assignments is lacking; to work with someone else and share the
load rather than operating solely in isolation with only "my" kids

would be ideal.
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Lack of teacher professional development, compared to other
professions, is abysmal. Teachers rank bottom last for
development . . . teachers are expected to pay for courses/in-
service themselves and attend after school/weekend.
Some of the responsibility for in-servicing, competence and educational opportunitics
clearly lies with the individual teacher:
One needs 1o be truly capable and willing and able to keep current
. .. also to take initiative to seek more satisfying and suitable
career opportunities as one matures.

To date, the focus on knowledge acquisition emphasizes subject content rather
than reflective practice. Keeping a daily journal on events and ideas/observations,
reviewing the happenings of the day. is an essential part of formative evaluation and
professional accountability. This was unquestionably a recognized need for the Alberta
teachers surveyed (Ryan, 1992):

There is not enough time to do long range, unit and daily
planning, to keep up with curriculum changes and deal properly
with behavioural problems as it is. There is po time for

reflection, evaluation and personal development.

Most teachers are so programmed into day-to-day operation of
the classroom and too tired by Friday to deal with or even care
about anything else.

With the experience of feeling and being treated as a professional, teachers
continually look for ways to expand their horizons and become more involved in the
actual operation of the school. Their teaching experiences, involvement with students
and parents and developing desire to give back to the system, brings them face to face

with administrative styles and procedures.
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Empowerment through Access :; Decision-Making

The present system is scen as not only disempowering the teacher but also
discmpowering the entire educational system. A proliferation of recent literature on
tecacher empowerment focuses on participatory management (Enns, 1988; Maeroff,
198K; Peters, 1990; Frase and Sorenson, 1992) Recent Canadian studies call for more
participation by classroom teachers at the local school level, the establishment of board-
staff committees and the development of an atmosphere of openness and mutual trust
between teachers and administrators (Long, Schuliz, Kendall and Hunt, 1986; Enns,

1988; Jevne and Zingle, 1990; ATA study. 1991).

Insent Figure 4 here

As shown in Figure 4, access to decision-making, a measure of increased
empowerment, includes two tasks, namely, external and internal control. For example,
the Department of Education and local school boards tend to established policics that
directly affect classroom teachers without effective teacher consy i1 Or preparation.
In the needs assessment survey (Ryan, 1992), this apparent lack of uaderstanding of
classroom management and collegial decision-making was most evident in two areas,
namely, curriculum planning and integration. With regards to curriculum pianning, the
teachers explained:

Alberta Eu present mandatory new programs and starting dates
without resources and final curriculum, Directives need to
include texts and all materials needed before introduction into the

schools.

Alberta Ed has been taking a "reactive” role to public pressure
for change. I think that a "scattergun" approach has resulted

with serious impact on the classroom.
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In the area of classroom integratio. ., teachers responded o imposed expectatons e
I don't think it is fair to put "special needs” students into a
classroom and not inform the teacher about the child's needs

This creates many problems that could have been avoided.

Integration of "special needs” children into regular classes is
inappropriate when the regular classroom teacher has not had
special ed training.

Operating from a paradigm congruent with empowerment, politicians and senior
educators would be advised to abandon the "top down” approach to administration and
move 1o a system that recognizes and respects teachers as equal partners and
encourages involvement in all aspects of school involvement: hiring/mentoring of new
staff, curriculum development, assessment of student achievement and school policy-
making/budgeting (McElrath, 1988; Peters, 1990; Martin, 1990; Melenyzer, 1990;
Sidani-Tabbaa and Davis, 1991).

Much of the recent empowerment literature would place self-empowerment as a
precursor to shared governance and collegiality (Labonte, 1990 Gadacz, 1990).
Maturing as a person as well as a professional is an important aspect of decision-
making and local control. As Jones (1991) comments:

Betfore you can start on the road to professional empowerment,

you must undertake a ditficult, somewhat painful search for a

small voice deep within you -- a small empowering voice that

has the potential to guide you towards life's goals which fit who

you really are. (p.91)
Without this sense of personal well-being and professional satisfaction, the individual
teacher will find it difficult to enter into an effective collegial setting wrought with

potential personal differences, adversity and compromise.
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This review and expansion on the concept of teacher empowerment merely
scratches the theoretical surface and warrants tfurther empirical study. A needs
assessment is recommended to prioritize the personal as well as professional needs that
are important in ensuring the further empowerment of the educator. The second equally
important step would be to determine to what degree these needs are being met
presently in the life of the teacher. For this study, the difference between ‘perceived
needs’ and ‘met needs’ would represent the level of empowerment for the educator.
From this information, future programs and interventions could be structured to
respond to these unanswered needs and to assist teachers to maximize their perscnal

and protessional potential more easily.

It would appear that teachers share similar challenges as they strive for
personal well-being and professional satisfaction. The present focus on teacher
empowerment appears to be one approach with merit in the struggle for educational
reform. The collegial movement towards professional status, competence and
knowledge as well as access to decision-making for all, would do well to model the
interdependent nature of our society. A focus on extrinsic needs, adequate professional
and developmental programs and decentralized decision-making practices will go far to
intluence the protessional empowerment of teachers; a corresponding focus on intrinsic

nceds will play an equally important part in the enhancement of personal empowerment.
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The Needs of the Teacher-in-Training

Numerous authors raise the question of whether weacher training programs prepare
individuals for the realities of teaching (Dunbar, 1981). Several sources of deficiency are
cited as contributing 10 the problem. Using a sort of 'sink or swim' approach to the
profession, the first year ot teaching is considered the most difficult year of an educator's
career; all t0o often, the novice teacher lacks the skills fundamental to teaching and this
contributes to the inability to mecet the demands of the profession (Laman and Reeves,
1683, Fullan, 1982). Unlike many other professions that require at least 2 12-month
internship, educaton expects the first year teacher to assume full professional responsibility
irom the day he/she steps into the classroom tor the first ime (Goodman, 1987). Untl this
gap between what is and what is needed 10 have more power and control over one's life is
bridged, one out of every four students who complete a wacher trainir> program may never
begin teaching or, if he/she does, fail to last more than S years (Peters, 1990). The
guestion then arises: what is missing in the teacher training? Better still, what could be
included to enhance the experience and increase personal confidence? What are the
important nceds for personal well-being and professional satisfaction that remain 'unmet’
for the student and the novice teacher?

Research tells us that perceived seit-etfticacy (self-empowerment) is a central
motivating factor in a student teacher's feclings of preparedness and ability to teach
(Housego, 1990). Empowerment cannot be measured directly but it can be implied within
the relationship between the ‘perceived’ and ‘'unmet’ personal and professional needs of the
teacher; therefore, a needs assessment of student teacher needs would be one possibie way
of addressing these questions. This article presents the results of such a survey into the
needs of the teacher (including the student teacher), compares these results with the current
literature on the subject and, finally makes concrete suggestions for improvement in the

future.
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Method
Subjects:

One-hundred and thirty-seven fourth year B. Ed. students from three Universities
with student teaching expenience composed the sample. This represents a 459 response
rate. An analysis of variance (ANOVA) showed no signiticant differences in the prority of
needs between the three University groups and. therefore, the respondents were treated as
one sample. The responses trom the student teacher group were compared with similar
responses from two other teacher groups: classroom teachers from three geographical arcas

(n=481) and teachers on long term disability benefitss (n=207).

Survey Instrument:

A survey questionnaire was developed. piloted and revised accordingly. The
questionnaire contained a pre-set list of 118 personal and professional teacher needs
:Jivided into 10 major categories [protessional training needs (7). personal needs (14),
professional needs (12), school environment needs (10), administrative needs (10). career
enrichment aceds (10), personal development needs (14), professional development needs
(11), health and life style nceds (10) and long term disability needs (19)]. The list of needs
was gleamed from recent rescarch swudies (Long, Schultz, Kendall and Hunt, 1986; Ross.
1988; McElrath, 1988; Coile and McNay, 1989 a)b): Cecil, 1990): Peters, 1994); Jevne and
Zingle, 1990 and ATA study, 1991) and personal interviews with student teachers, master
teachers and key informants in the educational system. Subscquently, it was validated and
revised in an extensive pilot study by student teachers (19), teachers on long term disability
(8). and classroom teachers (23). A detailed critique of the questionnaire itself
(introductory letter, wording, instructions to participants, sequence, layout and choice of
referents) was performed by a group of 7 educational and research design experts. The rate
of return, the reliability and validity of responses, fewer procedural crrors and general

acceptance of the questionnaire were likely enhanced by these procedures.
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Procedure:

The guestionnaires were distributed in person and the purpose of the questionnaire
as well as the guarantees regarding anonymity and confidentiality were explained to the
students by the rescarcher. A stamped business reply envelope was also distributed tor the

individual's use. In the detailed instructions, each subject was asked to:

a) rank cach need as to its importance 1o the weaching profession (using magnitude
estimation and an arbitrary referent) and the degree to which you believe that need
had been met in the teaching profession (using a S-point Likert scale);

b) prioriti-e the criteria for participation in an intervention and the appropriate methods
‘or intervening to meet these imponant needs in the future.

The data were then analyzed using the Staustical Package tor Social Sciences (SPSS).

R 1 nd_Discussion

Pemographics

Approximately 80% of the respondents were female, 200% male: the majority were
single (80%) while far fewer were married (18%) and divorced {2%). Average age was 22
years old: 73% were between 20-24 years, 15% Setween 25-29 years and 12% over 30
years of age. Based on University of Albernta statistics (1991), this sample appears to be

representative of the general B. Ed. University student.

Needs
Personal and teacher training needs give a strong indication of the critical issues for
the student teacher; therefore, they are dealt with in some detail. The professional and
school-related needs provide an understanding of what student teachers perceive as
important needs for classroom teachers, based primarily on their experiences and

observations during pracricum in the schools; these needs are discussed briefly and
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primarily for comparative purposes. The needs will then be discussed in light of the
Current literature on wacher training.

All teachers, including student teachers. ranked personal needs, (personal,
development and health and lifestyle needs) the highest: within cach category, the needs
themselves were perceived as being minimally met -- no category was constdered
adequately or extremely well met. Not surprising, for the tcacher-in-training, professional
training needs were rated highest after personal needs while school-related needs ook

precedence for the classroom teacher.

Insert Table 1| here

Personal needs:

Although all groups rated persona: ..ceds the highest, the mean scores for student
teachers was signiticantly higher than tor the other weacher groups. Research indicates that
teachers-in-training are more committed/int . lved in integrating their personal world into the
collective world of the school and in so doing. are filled with overwhelming feelings of
uncertainty, tension, fear and anxicty (Fullan, 1982:; Goodman, 1987: Junssens, 1987).
For many, teaching has become synonymous with 'who they are’, not just with 'what they

can do'.

Insert Table 2 here

A factor analysis revealed four distinct clusters of needs that account for almost
65% of the variation among respondents and represent different aspects of personal

empowerment such as personal power, adequacy, control and relational issues.

Insert Table 3 here
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Professional training needs

All three groups (student teachers, classroom teachers and teachers on long term
disability benefits [LTD)) prioritized the professional training needs similarly: however,
there was a significant difference in the mean scores assigned, with the teacher-in-training

rating most needs higher.

7 _.l_nscn Table 4 here

Successful student teaching experiences is the most important need: it is being
adequately met at the present time (3.75 out of 5). Cognitively based preservice edircation
is no suh:-* . for on-the-job learning (Olson and Osbourne, 1991); therefore, there is a
SCRSE ¢ 5 ior a practical exposure to the classroom early in the program, particularly
on the part of the student teacher. 1t kas been further suggested that it this need could be
addressed successfully, the incvitable disorientation between personal idealism and
practical realitics might be reduced and a more successtul transition into the profession
would follow (Olson and Osbourne, 1991).

An internship and mentoring system weie also seen as important needs. This was a
concern not just for the teacher-in-training bu:: also for the classroom and LTD teacher. If
25% of the teachers trained never tcach and an additional 25% withdraw from the teaching
profession within 5 years, there appears to be a problem within the teacher training
program itself (Peters, 1990). Collaboration between the teacher training personnel, school
district, principal and beginning teachr - is essential. Weekly seminars, peer observation,
personal contact, emotiona! support and curriculum planning are ways this could be
accomplished.

The remaining teacher training needs (enhancement of personal hardiness, pre-
professional screening, carcer exploration and assessment of personal stress tolerance)

were given less imporance. Opportunities to enhance personal hardiness was considered
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relatively important to the student teacher but not to the classroom or LTD teacher. With
regards to selection criteria, the findings of the study agree with the literature. Selection of
teacher candidates has never been a major concern of the teaching profession: current
practice suggests that selection into B. Ed. programs is through self-selection (Applegaie,
1987). Academic achievement has been the most widely used criterion; other criteria
include written letters of recommendations. writing samples, speech tests and rarely, a
psychological assessment (Laman and Reeves, 1983). More recently, there has been a

recomniendation to consider making pre-professional screening a part of the sclection

process (McElrath, 1988: Jevne and Zir 600 ATA study, 1991). Esteve (1989)
suggests the establishment of admissina -~ ~ » « - hased more on personality that on
intellecual qualifications. However, pe & 1. hnosiund legal issues regarding the validity

and reliability of a number of measurement scales may keep this potential solution from
becoming a reality. Perhaps part of the answer would come from a volunteer program that
allowed the student teachers to participate in a confidential and non-evaluative assessment
profile, more for their own information than for the scrutiny of the cducation faculiy.
There still may be a place for career guidance and counsclling within the present system.

F4ow this can be done remains the challenge of the educational system.

School-related needs:

A series of analyses of variance (ANOVA) were done to compare the mean scores
of needs based on experience and gender. The level of significance was set at 0.05. There
were significant differences between the student/novice teachers and the more experienced

teachers with regards to protessional and school-related needs.

Inse ¢ Table S here

Student teachers needs, not unlike the needs of the novice tcacher, reflect a

preoccupation with self and survival (professional competence, security of teaching



Student Teacher Needs 75

position, administrative support, training tor the job and respect as a person/professional),

and boundary tasks (classroom management, discipline. motivauon and communication).
Female student teachers consistently ranked most needs the same as their male

counterparts hut assigned significantly higher mean scores to many ot the personal,

professional and school-related needs.

Insert Tabie 6 here

In interpreting these results, however, a caution needs to be used: the sample is
small and the ratio of female to male is 4:1. Nevertheless, these results do represent a trend
and arc comparable 1o similar results found with classroom teachers in other studies (Long,
Schultz, Kendall and Hunt, 1986: Byrne, 1991). Although these results may be
statistically significant, it is not possible to say if they are significant in the "lived
experience” of the student teacher. Rescarch and experience would indicate that females are
more willing to express needs and feelings than are most males. The confidentiality and
anonymity of the study did not permit follow-up member checks to denote the true meaning

of these results.

nclusion

The needs assessment established the priority of the perceived personal and
professional needs of the student teacher and confirmed many of the proposed changes to
the teacher training program presented in the recent literature. The personal needs of the
teacher-in-training, addressing issues of identity, feelings of inadequacy, power and
control, are paramount issues as a new career is launched. The importance of a successfu!?
student teaching experience and the need for an internship and/or mentioring system should
not be underestimated. Teacher training programs would do well to consider options of

addressing these issues in a concrete way.
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Gender differences suggest that the needs of the beginning female teacher may be
somewhat different from that of her male counterpart. This warrants turiher exploration.
Issues related to pre-screening and intermship also require turther consideration in teacher

training,
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Table 1: Mean scores of categories of needs (n = 137)

Category Me: soree me
Pcrsonal needs K0 33
Personal development necds 75 3.3
Health and lifestyle needs 73 3.6
Professional training needs 71 3.4
School environment needs 65 2
Professional development needs 65 3.2
Career enrichment needs 61 3.2
Administrative needs 51 2.9
Professional needs (*referent) 50 3.1

Note: Mean scores reported above are based on the following scales:
Assigned value: magnitude estimation scale 1 to 100.
Degree mer. a 5-point Likert scale: 1 - not at all met
2 - seldom met
3 - minimally mex
4 - adequately met
S - extremely well met
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Table 2: Mean scores of personal, developmental and health/lifestyle
needs (n=137)

alego 2 Mean (Degree met)

Personal needs
Sense of self-worth/self-esteem 90 3.6
Ability to accept self as person k2 3.7
Sense of being in control 78 3.3
Sense of balance in life 77 3.3
Respect from others 73 3.5
Ability to say no 72 2.9
Ability to accept change 71 3.6
Personal Development Needs
Effective communication skills 86 3.4
Look at strengths/weaknesses 73 3.6
Conflict resolution 70 3.0
Decision-making 72 3.3
Health L N
Appropriate workload 83 2.7
Appropriate medication 78 3.8
Regular medical check-up 74 3.3
Note: Mean scores reported above are hasci .. “he following scales:

Assigned value: magnitude . on scale 1 to 160.

Degree met: a 5-point Lil. = .cale: 1 - notat all met

2 - seldom met

3 - minimally met

4 - adequately met

5 - extrernely well met
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Table 3: Factor Analysis of Personal Needs

% _of variance Theme
36.9% Factor 1: Personal Power Issues

Ability to live with uncertainty
Ability to live with limitations
Ability to accept self as a person
Ability to accept change

Understanding my own upbringing

10.2% Factor 2: Adequacy lIssues
Approval of others
Ability to say no

Ability to communication with children

9.4% Factor 3: Control Issues
Sense of balance in life
Sense of self-worth/self-esteem

Sense of being in control

7.9% Factor 4 Relational I

Approval of others
Respect from others

Ability to say no
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Table 6: Personal and professional needs based on gender

Needs Female Male F - ratio Significance
(n=109) (n=23)

Personal needs
Communication with children 92 82 5.12 0.03
Sense of self-worth 92 84 3.72 0.05
Accept self as person 83 71 7.81 0.01
Living with limitations 65 52 6.69 0.01
Living with uncertainty 60 46 6.12 0.01
Professional needs

Peer/self-help groups 67 55 5.26 0.02
Someone to talk to 78 64 6.12 0.01
In-service:mandated programs 78 65 5.12 0.03

School environment _needs

Control over classroom 76 64 441 .04
Training for duties 85 74 4.73 0.03
Assist. discipline problems 73 59 5.50 0.02
Access to resources 75 62 5.77 0.02
Training for integration 85 63 20.94 >0.01
Respect as person/teacher 86 75 6.10 0.02
Participate in decisions 73 63 3.98 0.05
Communicate with principal 83 71 6.28 0.01

Positive feedback 84 73 543 0.02
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Teacher Needs across the Career Span

Teaching has come to be perceived as one of the least satisfying and most highly
stress-related professions (Kyriacou. 1989). This manifests itself in carly withdrawal from
the profession and in health disabling conditions. One out of cvery tour students that
completes a teacher training program never pegins a teaching carcer and another | in 4
leaves teaching within the first five years (Peters, 1990). Over 500 teachers in the province
of Alberta in Westei™: ° inada are presently on long term disability for physical and
emotional conditions; o:hors are considered ‘at risk' for similar disabilitics (Jevne and
Zingle, 1990). If the situation is allowed to continue unchecked, the result will be a serious
decline in the performance and health of the weacher and a lower quality of cducauon for the
student (ATA study, 1991).

Somehow, the needs of teachers are not being met. To do so. an understanding of
the needs throughout career is important. The growth in the carcer of the teacher appears o
parallel Erickson's and Levinson's theory of adult development (Katz, 1972; Williams,
1986; Galvez-Hjornevik,i987). Present understandings suggest that the new teacher
secems more influenced by boundary and survival issues (physical environment, classroom
management. student discipline and resources) while the experienced teacher, having dealt
with boundary and survival issues more or less successfully, is more concerned with core
instructional tasks that directly intervene in students' lives (Burden, 1990:; Rozenholtz and
Simpson,1990). The literature also indicates that teaching becomes most stressful after 18-
20 years in the classroom, at the time of mid-life, when the teacher is re-evaluating his/her
life decisions and personal/professional goals (Newman, 1980; Miller, Taylor and Walker,
1982; Jevne and Zingle, 1990). In summary, researchers tend to believe that the personal
and professional needs of teachers vary at different points in their career, that this variation

parallels the normal development of the adult and that this relationship between adult and
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career development is ihe starting point for the enhancement of personal and protossional
empowerment,

Empowerment, a term more familiar to health psychologists, social workers and
mental health specialists than to educators, has been defined as the process by which one
develops the ability and capacity to bring about changes that will lead to more control over
one's life (Lord and Farlow, 1990). It emphasizes first and foremost the uniqueness and
individuality of the person, and then the professional, social and political context within
which the individual operates and draws meaning (McWhirter, 1991). Empowerment
cannot be measured directly (Rappaport, 1987): for the purpose of this article, it is implied
within the relationship between the ‘perceived’ and ‘unmet’ personal and professional
needs of the teacher.

From this theoretical framework, a needs assessment into teacher needs across the
career span was performed to respond to the questions: what are the specific needs of the
teacher and how well are they being met presently; do teacher needs change over time due
to normal adult development and what is the potential for intervention to meet these 'unmet’

needs?

Method

Subjects

A cluster or area sampling based on geographical distribution (north, central and
south) and divisional distribution (elementary, junior high and high school) was considered
appropriate for examining teacher needs. Of the 1,570 questionnaires distributed, 481
were returned. This is a 30.6% rate of response.

The sample was representative of the population surveyed. The demographics
indicate that relative to gender, age, marital status and professional qualifications, the
sample does not differ appreciably from the average Alberta educator (statistics from the

Alberta Teachers' Association). Fifty-eight per cent of the respondents were female, 42%
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male; age range was 20-24 (4%), 25-29 (11%). 30-36 (7%, 37-45 (349%), 46-55 (29%),
56-60 (3%) and over 60 (1%): the majority was marricd while far fewer were single,
divorced, separated or widowed: average years of experience was 14 and 77% held a B.
Ed. degree. There was approximately equal distribution across grade level and

geographical location.

I on

A survey questionnaire was developed, piloted and revised accordingly. The
questionnaire contained a pre-set list of 118 personal and professional teache. needs
divided into 10 major categories [professional training needs (7). personal needs (14),
professional needs (13), school environment needs (10), administrative needs (10), carcer
enrichment needs (10), personal development needs (14), professional development needs
(11), health and life style needs (10) and long term disability needs (19)}. The list of needs
was gleamed from recent research studies (Long, Schultz, Kendall and Hunt, 1986; Ross,
1988; McElrath, 1988; Cole and McNay, 1989; Cecil. 1990: Peters, 1990); Jevne and
Zingle, 1990 and ATA study, 1991) and personal interviews with key informants, focus
groups and participants in teacher professional development days. Subsequently, it was
validated and revised in an extensive pilot study by student teachers (19), teachers on long
term disability (8), and classroom teachers (23). A detailed critique of the questionnaire
itself (introductory letter, wording, instructions to participants, sequence, layout and choice
of referents) was performed by a group of 7 educational and research design experts. The
rate of return, the reliability and validity of responses, fewer procedural errors and gencral

acceptance of the questionnaire were likely enhanced by these procedures.

Procedure
The questionnaires, and the letter of introduction explaining the purpose of the

Guscriinnngires, were distributed to each individual in the sample by the principal with the
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consent of the district office. A stamped business reply envelope was also included to
cnsure anonymity and confidentiality. In the detailed instructions, cach respondent was
asked to:

a) complete the demographic section of the questionnaire;

b) rank each need as to its importance in the teaching profession (using magnit. Jde
cstimation and an arbitrary referent) and the degree to which the need had been met
in your own teaching career (using a 5-point Likert scale);

¢) prioritize the crireria for participation in an intervention and the appropriate methods
for intcrvening to meet these important needs in the future.

The data were then analyzed using the Statistical Package for Social Sciences (SPSS).

Demographics

The data from this study revealed no relationship between career satisfaction, stress
and perceived control, and gender, geographical location and years of experience. Using
CROSSTABS, there did appear to be a significant chi-square when examining the
relationship between career satisfaction and grade level, and personal stress and age: more
teachers than expected in elementary and fewer teachers in junior high were satisfied with
teaching .s a career; personal stress appears to be higher than expected for teachers over 55
years of age. These results tend to agree with a recent study done on classroom teachers
(Byrne, 1991) which found that age and grade level taught were salient demographic

variables of icacher stress.

Thirty-eight percent of educators in this study found teaching very or extremely

stressful; at the same time, over 80% of respondents were fairly or very satisfied with



Teacher Needs 91

teaching as a career. These results are consistent with the results from similar studies done
on classroom teachers (Albert and Levine, 1988: Jevne and Zingle 1990). There was no
relationship between the level of personal stress and the level of satisfaction with teaching
as a career. The majority of teachers remained quite satisficd with teaching as a career
regardless of the level of personal stress in their lives. However, using CROSSTABS.
there did appear to be a significant chi-square when examining the relationship between
Jjob-related stress and career satisfaction: more teachers than expected with high job-related
stress were dissatisfied with teaching as a carcer, and correspondingly, fewer teachers than
expected with high job-related stress were satisfied with teaching as a carcer. In addition,
there was a significant relationship noted between personal and job-related stress: more
teachers than expected with low job-related stress experienced corresponding low personal
stress and vice versa.

Twenty-nine percent of the teachers surveyed reported that their personas lives had
been considerably, very or extremely stressful during the previous two years. On average,
60% of the respondents also reported that they feit very or extremely "in control” in their
personal lives. Using CROSSTABS, there was a significant chi-square when examining
the relationship between stress and job satistaction with the perception of being "in control”
in one's personal life: more teachers than expected with low personal or job-related stress
experienced an accompanying high level of control; more teachers than expected that felt
satisfied with teaching as a career expericnced more control in their personal lives. From
these findings, one can hypothesize that the sense of being in control as well as the level of
personal and professional stress has a direct relationship with the feeling of satisfaction
with teaching as a career, the exact nature of that relationship still unknown.

Using CROSSTABS, there was a significant chi-square when examining the
relationship between personal and job-related stress, career satisfaction and the perception
of personal control, and the mean scores assigned to needs. The relationship followed a

predictable pattern. Teachers who experienced a great deal of job-related stress gave
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significandy higher mean scores for needs related to school and developmental issucs;
teachers with high personal stress gave significantly higher mean scores to needs related to
personal growth and development. The level of perceived control did not appear to
significantly influence responses to needs except with regard o control issues such as
balance in life, acceptance of self and psychological counselling. Teachers who were
dissatisfied with teaching as a career gave significantly higher values to issues of self-

esteem, respect of the person and career transition issues.

Needs

For the purpose of this paper only the first 4-5 needs in each needs category will be
discussed in any detail. Personal, personal developmental and health and lifestyle needs
ranked highest of all the necds categories; within each category of needs, the needs
themselves were perceived as being minimally met -- no category was considered
adequately or extremely well met. There did not appear to be any significant differences in
the teacher needs based on north, south or central geographical location. With only 20%
respondents from rural areas, it was not possible to determine whether the needs were

different between urban and rural teachers.

Insert Table 1 here

Personal Needs:

Personal needs (sense of self-woril and self-acceptance, control and balance in
one's life), health and lifestyle needs (appropriate workload, good nutrition and regular
medical check-up) and personal development needs (communication, conflict resolution
and decision-making) reflect self-awareness and interpersonal relationship issues that may

or may not have been resolved in the personal life of the teacher.
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Insert Table 2 here

Professional Needs:

Professional needs (teacher training, professional, school-related and development
needs) operationally define the three guiding principals for enhancing and strengthening
teacher empowerment, namely, status, knowledge and aceess to decision-making (MaerofT,
1988 a)b); Peters, 1990). The need for positive public image and feedback, respect and
recognition as a person/professional, good working conditions, improved communication
skills and administrative support reflect intrinsic rewards associated with starus: preservice
needs (positive practicum experience and mentoring system), professional competence,
appropriate training/in-servicing for teaching duties, in-servicing and educational
opportunities are components of knowledge while conflict resolution, decision-making and

classroom management denote participatory management.

Insert Table 3 here

velopmental N
The most significant differences in perceived needs were based on gender, age and
years of experience, and grade level taught. A series of analyses of variance (ANOVA) and
post hoc tests were done to compare the mean scores of needs/degree needs met based on
these demographic and developmental issues. The level of significance was set at 0.05.
Female teachers consistently ranked most needs the same as their male counterparts but

assigned significantly higher mean scores to most personal and professional needs

Insert Table 4 here

Although these results may be statistically significant, it is not possible to say if they are

significant in the "lived experience"” of the teacher. Research and experience would indicate
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that females are more willing to express needs and teelings than are most males. The
confidentiality and anonymity of the study would not permit foliow-up member checks to
denote the true meaning of these results.

The traditionzl developmental pattern for adults and teaching career ((Levinson,
1978; Williams, 1986; Burden, 1990) arc evident in the perceived needs across the life
span. The assigned mean scores on school-related needs diminish significantly with age
(particularly for those over 55) and years of experience (particularly for those with 16+
years of teaching experience); personal needs appear to remain high throughout adult and

teaching career.

Insert Table S here

As stated in the research literature on beginning teachers (Burden, 1990; Rozenholtz
and Simpson., 1990), boundary and survival tasks are emphasized, particularly in the first
three years; this would include such things as resources, classroom management, support
from administration and basic respect as a person and a professional. These are important
10 the experienced teachers as well but not as important as "core tasks" directly related to
the student such as student-teacher ratio, training for integration, input into curriculum

changes and participation in decision-making.

Insert Table 6 here

Other differences in school-related needs are based on grade or division in which
teaching occurs. Elementary teachrrs consistently assigned a higher value on school
environment needs than either the junior high or high school teachers. Kindergarten to
grade 3 and then grade 4 to 6 teachers saw the greatest needs in the areas of classroom

discipline, control/input into the implementation of curriculum changes, student-teacher
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ratio, safety and working conditions confidentiality and positive feedback. In comparison,
the needs of the junior high and high school teachers do not seem as critical to their

professional career.

Insert Table 7 here

Intervention r i

Having prioritized the needs and the level to which they are being met presenidy,
interventions can now be proposed from a more informed position. The methods chosen to
meet the personal and professional needs indicate a strong preference for the 'known' (one
day workshop) and 'personal touch’ (peer support group, individual counselling) in service
delivery. Recent advarices in computers and telecommunications {(computer assisted
programs, teleconferencing and distance education) are not highly endorsed. It is obvious
that lectures at lunch time are not a high priority for the educator of today! With regards to
criteria for participation, if the topic is interesting, the instructor has credibility, release ime
is available and the program is not toc expensive personally, the teacher is more likely to

attend.

Discussion
Ii was not possibie to report all aspee.. - uie ~udy in this article. The results

presented here do indicate some significant difference: .~ personal and professional needs
based on developmental issues (gender, age, years of experience and grade level taught).
A follow-up study, preferably qualitative in nature, might pursue the issue of teacher needs
based on developmental issues in more detail to discover if the needs do vary across the

career span in keeping with the traditional adult development approach.
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Althcugh the geographical divisions did not appear to influence the prioritization of
needs, further studies with other focii, such as the comparison of urban and rural schools,
small and large districts, mighi prove worthwhile.

Perhaps the most revealing statistic was the revelation that personal needs far
outrank professional needs in the lives of the teachers of today. If this is true, it would
confirm the recent literature that emphasizes self and personal empowerment prior to
professional empowerment (Labonte, 1990; Gadacz, 1990). It might also mean that we
have somehow "missed the boat™ in our initial preservice training and subsequent in-service
professional development that does little to enhance the growth and development of the

person of the teacher. This perhaps is the task of the 90s.
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Table 1: Mean scores of categories of needs (n = 48})

Category Mcan (assigned valu Mean (Degree met)
Personal nezds 70 3.5
Health and lifestyle needs 66 3.4
Personal development needs 64 3.2
School environment needs 63 3.2
Professional training needs 59 3.3
Professional development needs 59 3.4
Carcer cnrichment needs 55 3.1
Professional necds (*referent) 50 3.2
Administrative needs 48 3.2
Note: Mean scores reported above are based on the following scales:

Assigned value: magnitude estimation scale 1 to 100.

Degree mer: a 5-point Likert scale: 1 - not at all met

2 - seldom met

3 - minimally met

4 - adequately met

5 - extremely well met
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Table 2: Mean scores of personal, developmental and health/lifestyle

needs (n=481)

atego 2 Mcan (assigned valug) Mcan (Degree met)
Personal needs
Sense of self-worth/self-esteem 83 34
Ability to accept seif as person 72 3.7
Sense of being in control 72 3.4
Ability to accept change 69 3.6
Sense of balance in life 68 34
Persongl Development Needs
Effective communication skills 77 3.1
Conflict resolution 63 2.7
Decision-making 62 3.0
Health Li Nee
Appropriate workload 80 2.8
Refrain from smoking 72 4.1
Proper nutrition 70 3.7
Regular medical check-up 61 3.7

Notg: Mean scores reported above are based on the following scales:
Assigned value: magnitude estimation scale 1 to 100.
Degree met: a 5-point Likert scale: 1 - not at all met
2 - seldom met
3 - minimally met
4 - adequately met
S - extremely well met
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Table 3: Mean scores of training, professional, schooi-related and
developmental needs (n=481)

Category/Need Mean_(assigned value) Mean (Degree met)
Professional needs

Professional competence 83 3.9
In-scrvice for mandated new programs 74 2.7
Positive public image of the educator 72 3.0
School-related needs:

Support from administration 81 3.7
Honesty in communication 79 3.5
Basic respect as person/professional 79 3.8
Impact of student/teacher ratio 77 2.7
Traini !

Successful student teaching experience 74 3.8
Internship/mentoring for new teachers 72 2.5
Early exposure to the classroom 70 3.2
Professional Development Needs

Classroom management 76 33
Opportunity for change within teaching 75 3.1
Effective communication skills 77 3.1
Opportunity to consider career transition 69 2.7

Note: Mean scores reported above are based on the following scales:
Assigned value: magnitude estimation scale 1 to 100.
Degree mer: a 5-point Likert scale: 1 - not at all met
2 - seldom met
3 - minimally met
4 - adequately met
5 - extremely well met



Table 4: Personal and professional needs based on gender

Needs

Personal needs

Sense of self-worth
Accept self as person
Sense of balance in life
Ability to ask for help

Professional needs

Professional competence
Professional development
Someone to taik to

Job challenge

hool environment n
Assist. discipline problems
Training for integration
Good working conditions
Administrative n
Honesty in communication
Respect as person/teacher
Communicate with principal
Positive feedback

Developmental needs:

Classroom mgt

Career burnout prevention
Conflict resolution
Decision-making

Health/lifestvle needs:

Appropriate workload
Proper nutrition
Regular medical check-up

Female
(n=278)

86
80
76
64

86
72
66
64

72
68
67

83
82
79
79

78
72
66
64

82
72
65

Male
(n=203)

80
70
68
58

79
64
54
57

65
60
60

75
74
74
72

72
66
58
59

65
56

E - ratio

8.4
158
12.4

5.6

9.3
9.0
19.6
7.8

6.4
8.7
7.3

11.5
11.4
4.1
8.8

6.8
5.2
10.0

5.9

4.7
9.5
10.1
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Significance

<().01
<().01
<().0!

0.02

<(0.01
<(.01
<(0.01
<(0.01

0.0}
<().01
<().01

<(.01
<(.01

0.04
<{().01

<0.01
<().01
<(0.01
<0.01

0.03
<().01
<().01
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Needs of the Teacher with a Health Disabling Condition

Nowhere is the need for personal cmpowerment more evident than in the plight of
the disabled individual (Kirchman. 1987). In North America, the disabled is defined in
terms of "deviation” from the norm or the customary cxpected behaviour. This language
of illness rather than wellness. dvsfunction rather than function, is evident in public
statements throughout Canada (Special Committee on the Disabled and the Handicapped,
1981; Canadian Rehabilitation Council for the Disabled. 1987). When a person's
disability is such that he/she can never return to gainful employment, he/she is wfien
labelled/referred to as "totally disabled” (Canadian Disability Pension) despite documents
of public policy to the contrary. Given the above, it is not suiprising that the disabled
person feels powerless, out of control, accepts the sick person syndrome (ligen, 199()
and begins to shift his/her self-concept from that of a healthy person to that of one who is
sick. To counteract this 'stigma’. there nced to be forms of intervention that would
attempt to return personal empowerment, self-respect and human dignity to the disabled
individual.

Empowerment, a term more familiar to health psychologists, social workers and
mental health specialists than to educators, has been defined as the process by which one
develops the ability and capacity to bring about changes that will lead to more control
over one's life (Lord and Farlow, 1990). It emphasizes first and foremost the uniqueness
and individuality of the person, and then the proifessional, social and political context
within which the individual operates and draws meaning (McWhirter, 1991). 1n
c¢mpowerment approach to rehabilitation would auempt to "facilitate and maximize
opportunities for individuals with disabilities to have control and authority over their own
lives” (Emener, 1991, p. 8). This calls for change at many levels: systems and institutions
may be challenged to re-evalu.te their beliefs, value statements, policies and procedures

in light of an empowerment model; rehabilitation professionals themselves may need to



be empowered in order to trulv attend 10 individual necde: Family memhers may o

............... vy necd
assistance with economic security and communications in order to remain cempowered
with a healthy self-concept, meaningful interpersonal relationships and supportive social
networks and individuals with a health disabling condition may need to be taught not only
to manage their cxternal environments but also to discover an internal level of self-
empowerment that will enable them to risk taking charge of their personal recovery.
Empowerment cannot be measured directly (Rappaport, 1987); for the purpose of
this study, it is implied within the relationship between the ‘perceived’ and ‘unmet’
personal, professional, school-related and long term disability needs of the teacher with a
health disabling condition. The sample used is a specific group of ‘disabled’ individuals,
namely, AlbertaA teachers who are on, or have been on, long term disability benefits for a
health disa?gﬂércondilion within the last four years. In order tc accomplish this task, we
need to ask ourselves the question: what are the important needs that must be met to
empower the teacher with a health disabling disorder? The answer to this gn -tion
requires a knowledge not only of the 'empowering' needs of this designated greup but also

how well these needs are being met presently and what service delivery strategies would

best respond to these important needs in the future.

Method
Subjects:

The sample consisted of the population of teachers covered by the Alberta School
Employee Benefit Program (ASEBP) who were presently on, or had been on, long term
disability (LTD) benefits within the last four years (1988-91). Two-hundred and eighty
of the 749 distributed questionnaires were returned (37.4%); 209 responses (27.9%) were
used in the survey. Since the survey included individuals who had been on long term
disability benefits from 1988 to 1991, it is not surprising that some questionnaires were

returned due to incorrect mailing instructions (53 or 7.1%). An additional 18 subjects



(2,493 disqualificd (homscives fu iicaitvpersonal reasons.  Lhis rate of return seems

acceptable from a sample with a health disabling condition.

The sample is representative of the population surveyed. The demographics
indicate that relative 1~ gender. age, marital status, professional qualifications and years
of experience as an educator, the sample does not differ appreciably from the average
Alberta educator (statistics from the Alberta Teachers' Association) or the LTD recipicnt
[statistics from ASEBP and the Jevne and Zingle study (1990)]. Sixty-three per cent of
the respondents were femaie, 37% male: the majority were marricd while far fewer were
single, divorced. separated or widowed: the respondents tended to be somewhat oleer (50
years) with more years of experience (18+ years) than the average Alberta teacher and

approximately 80% hold a B. Ed. degree.

Surveyv Instrument:

A survey questionnaire was developed, piloted and revised accordingly. The
questionnaire contained a pre-set list of 118 personal and professional teacher necds
divided into 10 major categories [professional training needs (7), personal needs (14),
professional needs (13), school environment needs (10), administrative needs (10), career
enrichment needs (10), personal development needs (14), professional development needs
(11). health ard life style needs (10) and long term disability needs (19)]. The list of
nceds was gleamed from recent research studies (Long, Schultz, Kendall and Hunt, 1986;
Ross, 1988; McElrath, 1988; Cole and McNay, 1989; Cecil, 1990:; Peters, 1990); jevne
and Zingle, 1990 and ATA study, 1991) and personal interviews with key informants and
participants in an LTD and a spousal focus group. Subsequently, it was validated and
revised in an extensive pilot study by student teachers (19), teachers on long term
disability (8), and classroom teachers (23). A detailed critique of the questionnaire itself
(intreductory letter, wording, instructions to participants, sequence, layout and choice ¢

referents) was performed by a group of 7 educational and research design experts. The



rate o1 return, the reliability and val:dity ¢! responses, tewer procedural errors and general

acceptance of the questionnaire were likely enhanced by these procedures.

Pr re:

The questionnaire, and letter of introduction explaining the purpose of the
guestionnaire, were sent to each individual in the sample. To ensure anonymity, no
guestionnaire contained any identifying information other than a number; to safeguard
confidentiality. a stamped business reply envelope was also included. In the detailed
instructions, cach subject was asked to:

a) complete the demographic section of the questionnaire;

b) rank each need as to its importance to you and/or the teaching profession (using
magnitude estimation and an arbitrary referent) and the degree to which the need
had been met in your teaching career/recovery process (using a S5-point Likert
scale);

¢) prioritize the crireria for participation in an intervention and the appropriate
methods for intervening to meet these important needs in the future.

The data were then analyzed using the Statistical Package for Social Sciences (SPSS).

Dem ics:

The level of job-related stress, personal stress, satisfaction with teaching as a
carcer and the perception of being "in control” in one's life does not appear to be
influenced significantly by gender, age, years of experience or grade level taught. These
results appear to agree with the only other study done on teachers on long term disability
benefits in Canada (Jevne and Zingle, 1990); however, they seem to be in direct contrast
with previous studies done on 'healthy’ teachers (Long, Schultz, Kendall and Hunt, 1986;

Byrne, 1991) that found that age, gender and grade level taught were salient demographic



variables of teacher stress. This would seem to indicate differences between the ‘ill' and
‘healthy’ teacher population relative to homogeneity, the ability to recall levels of job-
related stress and satisfaction with teaching as a carcer and present concerns regarding

personal siress and control during the recovery process. Further rescarch may bce

warranted in this arca.

Fifty-eight percent of educators in this study found teaching very or extremely
stressful. This reported increase in job-related stress since the Jevne and Zingle study
(1990) -- an increase from 37% t0 58% -- would be consistent with the ASEBP statistics
(Annual Report, 1991) which indicated that the percentage of teachers with a health
disabling condition for emotional/stress-related reasons had gradually increased over the
life of the survey from 14% to 43%.

Seventy-three percent of those surveyed reported that they were fuirly or very
satisfied with their career in education. These results are lower than the results obtained
from other teacher health studies: Jevne and Zingle (1990) with 84% and Albert and
Levine (1988) with 85% of teachers who appeared satisfied with teaching as a career.
The level of job-related and personal stress did not seem to influence significantly the
level of satisfaction with teaching as a career. In other words, the majority of teachers
remained quite satisfied with teaching as a carcer regardless of the degree of job-related
and/or personal stress they experienced during the last two years of teaching.

Thirty-eight percent reported that their personal lives had been considerably, very
or extremely stressful during. the previous two years. The data also indicated that teachers
with high personal stress showed high job-related stress while teachers with low job-
related stress indicated low stress levels in their personal lives. On average, only 44.5%
of teachers reported that they felt very or extremely "in control” in their personal lives.

This would indicate a minimal level of personal empowerment. Without implying 'cause



or effect’ or direction, CROSSTABS indicated that there was a significan. chi-square
when examining the relationsnip between job-related and personal stress and the
perception of being "in control” in one's personal life: fcachers who perceived themselves
as not being in control of their personal lives, felt quite stressful both at home and at
school. In contrast, teachers that 1t they were in control of their personal lives did not
experience a great deal of personal or job-related stress. This would seem to confirm the
relationship between empowerment and personal well-being and professional satisfaction.

Using CROSSTABS, there was a significant chi-square when examining the
relationship between personal and job-related stress, career satisfaction and the perception
of personal control, and the mean scores assigned to needs. The relationship followed a
predictable pattern. Teachers who experienced a great deal of job-related stress gave
significantly higher mean scores for needs related to school and developmenial issues;
teachers with high personal stress gave significantly higher mean scores to needs related
to personal growth and development. The level of perceived control did not appear to
significantly influence responses to needs except with regard to contrcl issues such as
balance in life, acceptance of self and psychological counselling. Teachers who were
dissatisfied with teaching as a career gave significantly higher values to issues of self-

esteem, respect of the person and career transition issues.

Needs

Prority Needs:

For the purpose of this paper, the perceived personal, professional and school-
related needs as well as the needs relative to LTD status are reported briefly. Personal,
personal development and health and lifestyle needs ranked highest of all the needs
categories; within each category of needs, the needs themseives were perceived as being

minimally met -- no category was considered adequately or extremely well met.
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Insert Table | here

There did not appear to be any significant differences in the perceived personal
and LTD needs based on gender or level of teaching experience.  The need for a support
group seemed to diminish with age. Not surprisingly, the tyoc of health condition
(physical vs psychological) registered the most signiticant dit. >rences in need priority.
Those with physical disabling conditions were more inicrested in good medical treatment,
while those with psychological disabling conditions were more interested in good
psychological counselling, more sensitive handling of LTD matters by personnel and less

stigma attached to the illness.

Personal Needs:

Personal needs (sense of self-worth and self-acceptance, control and balance in
one’s life), health and lifestyle needs (appropriate workload, good nutrition and regular
medical check-up) and personal development needs (communication, conflict resolution
and decision-making) reflect self-awareness and interpersonal relationship issues that

may or may not have been resolved in the personal life of the teacher.

Insert Table 2 here

A factor analysis of personal needs revealed the presence of 3 relative'y
independent factors which, together, explain much of the difference in the sample (509 ..
The main themes of control, identity and relationships form the basis of self and personai

empowerment.

Insert Table 3 here
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Professional Needs:

Professional needs (teacher training, professional. school-related and development
weds) operationally define the three guiding principals for enhancing and strengthening
tcacher empowerment, namely, status, knowledge and access to decision-making
(Macroif, 1988 a)b); Pcters, 1990). The need for positive public image, respect and
reccognition as a person/professional, good working conditions, improved communication
skills and administrative support retlect intrinsic rewards associated with srarus;
preservice needs (positive practicum experience and mentoring system), professional
competence, in-servicing and educational opportunities are components of knovledge
while conflict resolution, decision-muking and classroom management denote

participdiory management.

Insert Table 4 here

Long Term Disability Needs:
The LTD needs were considercd to be very important to the respondents. These

results compare favourably with the actual experience of the LTD recipient and the tasks

outlined in the rehabilitating phase in the Jevne and Zingle study (1990).

Insert Table 5 here

The previous authors' recommendations regarding the need for assistance with re-
entry ar - . llow-up tasks, the critical role played by a caring support system and the
place of cmpowcerment in one's own recovery process appear to be upheld in this study.
The only result that scemed somewhat inconsistent with the interviews and tfocus groups
discussions was the 10w rating given to support group for partner. However, this may

have more to do with the rcierence specifically to 'group’ than the actual or perceived
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need for support for the partner. Another explanation might be that the subjects tend to
rate their own needs higher than the needs of those around them.

A factor analysis revealed 5 relatively independent factors which, together,
explain much of the difference in the sample (59%). The variation in the LTD population
1s evident: some will never return to work and, therefore, are not interested in these LTD
needs ; some have a great deal of support while others appear to exist in isolation.
Factors 3 and 4 relate more to potential changes within the system (ASEBP) and the
rehabilitation team (counsellor. psychologist. medical staff, secretarial statf). Once again,

the basic themes center around empowerment issuces.

Insert Table 6 here

Intervention Str

Having prioritized the needs and the level to which they are being met presently,
interventions can now be proposed from a more informed position. The methods chosen
to meet the personal and professional needs indicate a strong preference for the 'known’
(one day workshop) and 'personal touch’ (peer support group, individual counselling) in
service delivery. Recent advances in computers and telecommunications (computer
assisted programs, teleconferencing and distance education) are not highly endorsed. Itis
obvious that lectures at lunch time are not a high priority for the educator of today! With
regards to criteria for participation, if the topic is interesting, the instructor has credibility,
release time is available and the program is not too expensive personally, the teacher is

more likely to attend.



Teacher Needs 118

Future Implications

The ‘felt’ experience of being on long term disability benefits, as described
qualitatively in the teacher health study by Jevne and Zingle (1990). revealed a strong
sense of personal disempowerment (a keen sense of isolation, unconnectedness and lack
of support; feelings of personal helplessness and hopelessness; the effects of stigma,
living with severe limitations and personal losses). This needs assessment study has
concurred with these results and has carried the research one step further by prioritizing
the perceived needs to be met, as well as the service strategies by which to meet them. In
addition, Jevne and Zingle (1990) had recommended a 'structure’ to address the broad
range of preventative and remedial needs of the Alberta teacher. This study may
contribute further to a foundation of understanding necessary for the development of a
comprehensive teacher wellness program to respond to the needs of the teacher with, or at
risk for, a health disabling condition.

It is possible that these needs have a wide application beyond the sample in this
study. Further studies with similar professional groups (e.g. University academic staff,
post-secondary institutions instructors, teacher groups in other provinces) and other
professional groups (e.g. nurses, laboratory technologists) are required.

nclusion

The initial goal of this study was to discover needs, which if met, would
contribute to empowering the teacher with a health disabling condition. In order to do
this, the 'unmet’ personal, professional, school-related, developmental and long term
disability needs were prioritized; in addition, the preferred methods of intervention were
established. Personal needs appear to be the top priority of the teacher with a health
disabling condition; school-related needs seem secondary. Therefore, future programs

may wish to place more emphasis on the person rather than concentrate solely on the
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protessional aspects of the reacher. The results also confirmed the potential need for
change in other areas such as within the system itself (insurance company and school),
among professionals (principals, medicu! personnel, psychologists) and support networks
(family members, peers). Without these changes, empowerment may prove more

difficult.
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Table 1: Mean scores of categories of needs (n_= 209)

Category Mean (assigned value) Mean (Degree met)
Personal needs 67 33
Health and lifestyle needs 66 3.3
Personal development needs 64 3.1
School environment needs 62 3.1
Professional training needs 59 3.2
Professional development needs 58 33
Career enrichment needs 52 3.0
Professional needs (*referent) 50 3.2
Administrative needs 48 3.1

Note: Mean scores reported above are based on the following scales:
Assigned value: magnitude estimation scale 1 to 100.
Degree mer: a 5-point Likert scale: 1 - not at all met
2 - seldom met
3 - minimally met
4 - adequately met
5 - extremely well met
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Table 2: Mean scores of personal, developmental and health/lifestyle
needs (n = 209)

Needs Mean (assigned value) Mean (degree met)
Sense of self-worth/self-este:m 83 3.5
Ability to accept self as a person 72 37
Sense of being in control 72 34
Ability to accept change 69 3.6
Sense of balance in life 68 34
Ability to say no 65 R
Respect of others 64 39

Personal/Developmental Needs

Effective communication skills 76 3.1
Conflict resolition 62 2.6
Decisicn-making 62 3.0

Health and lifestyle Needs

Appropriate workload 86 2.6
Proper nutrition 72 ER
Refrain from smoking 70 4.0

Note: Mean scores reported a2 hove are based on the following scales:
Assigned value: magnitude estimation scale 1 to 100.
Degree met: a 5-point Likert scale: 1 - not at all met
2 - seldom met
3 - minimally met
4 - adequately met
5 - extremely well met
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Table 3: Factor Analysis of Persona! Needs

¢ of variance Theme
31.3% Factor 1: Control Issues

Ability to live with uncertainty
Ability to live with limitations
Ability to say no

Sense of being in control
Ability to accept change

Sense of balance in life

10.5% Factor 2: Identity I
Sense of self-worth/self-esteem
Ability to accept myself as a person
Sense of balance in life
Ability to accept change

Ability t 0 communicate with children

8.2% Factor 3: Relational Issues
Approval of others

Ability to ask for help
Respect frocm others

Understanding my own upbringing
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Table 4: Mean scores of teacher training, professional, school-related and
developmental needs (n=209)

atego Mean (assigned value) Mean (Degree met)
Professional needs
Professional competence 83 4.0
In-service for mandated new programs 73 29
Positive public image of the educator 68 3.2
School-related needs:
Support from administration 83 33
Honesty in communication 78 3.2
Basic respect as person/professional 76 3.7
Communication with principal 75 33
Iraining needs
Successtul student teaching experience 70 3.7
Internship/mentoring for new teachers 69 2.6
Early exposure to the classroom 68 34
Pr 1 Dev ment N
Classroom management 73 34
Eftective communication skills 73 3.1
Opportunity for change within teaching 71 29
Stress management 71 2.3
Opportunity to consider career transition 67 25
Note: Mean scores reported above are based on the following scales:
Assigned value: magnitude estimation scale 1 to 100.
Degree mer: a 5-point Likert scale: I - not at all met

2 - seldom met

3 - minimally met

4 - adequately met

5 - extremely well met
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Table S: Mean scores of long term disability needs (n = 209)
Nee Mean (assigned value) Mean (degree met)

Good medical treatment 87 4.1

Financial security 85 3.8

Appropnate placement for re-entry 78 3.0

Staged re-entry 72 2.8

Focus on what I ‘can do’ vs what I ‘can't do' 72 3.1

Sensitive handling of LTD matters 72 3.6

Good psychological counselling 71 3.1

Easy access to benefit information 71 2.3 ]
Follow-up after returning to work 70 2.5
Rehabilitation counselling/training 69 23 j'
Less stigma attached to illness 61 29 A
Support group for self 59 2.6

Less physical pain (pain management) 57 2.6

Less paperwork for insurance company 55 2.7

Contact with school/peers 55 3.1

Sclf-help information 52 2.4

Contact with other LTD teachers 51 2.5

Note: Mean scores reported above are based on the following scales:
Assigned value: magnitude estimation scale 1 to 100.
Degree met: a 5-point Likert scale: 1 - not at all met
2 - seldom met
3 - minimally met
4 - adequately met
5 - extremely well mes
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Table 6: Factor Analysis of LTD Needs:

% of variance Theme

31% Factor 1: Return to Work Issues

Follow-up after retumn to work

Less stigma

Focus on what "I can do" vs what "I can't do"
Staged re-entry

Appropriate placement for re-entry

9% Factor 2: Support Issues
Support group for self

Support group for spouse

7 % Factor 3: Insurance Company Issues

Less paperwork for the insurance company
Good medical treatment

Financial security

Sensitive handling of LTD matters by personnel

Easy access to benefit information

6% Factor 4: Rehabilitation Process

Good psychological counselling
Rehabilitation counselling

Self-help information

8% Factor 5: Physical/Social Comfort

Less physical pain
Contact with other LTD

Contact with school/peers
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A Wellness Program (EAP) for Teachers: A Proposed Model

The literature is replete with studies on the stress of being an educator (Hiebert,
1985; Bradley, 1985; Blase, 1986; Fimian, 1987; Enns, 1988; Friescn, 1989; 1990: ji n
and Zingle, 1990; ATA study, 1991). Some view the problem as individual while others
see it as systemic; some concentrate on school-related issues while others look beyond tc
personal, political, environmental and social concerns. All recognize that if the situation is
allowed to continue unchecked, the result will be a serious decline in the performance and
health of the teacher and a lower quality of education for the student (ATA study, 1991). A
real understanding of the personal and professional needs of the teachers, particularly those
areas that, if not met, would lead to further stress and dissmpowerment, seems important
as a foundation for effective intervention.

A recent needs assessment study (Ryan, 1992a) was able to address many of the
above issues by prioritizing the personal, developmental and professional needs of the
teacher, soliciting how well these needs arc being met presently and clarifying appropriate
methods t0 meet these needs more effectively in the future. Findings concluded that
personal and developmental needs were top priority with most teachers; school-related
needs were consistently ranked third or lower. A relationship between stress and control,
the exact nature of which remains unknown, was also reported. In essence, the higher the
stress, the lower the control and vice versa. This fact may give further credence 1o the
premise that we are dealing with something more appropriately described as an 'assault of
self’, a debilitating phenomenon that leaves the teachers dissmpowered to varying degrees.

Empowerment can be described as the process by which one develops the ability
and capacity to bring about changes that will lead to more balance and control over one's
life (Lord and Farlow, 1990). It emphasizes first and foremost the uniqueness and
individuality of the person, and then the professional, social and political context within
which the individual operates and draws meaning (McWhirter, 1991). Empowerment

cannot be measured directly but is implied within the relationship between the '‘perceived’
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and 'unmet’ personal and professional nceds of the teacher. Theretore, the goal of any
program that would respond to the needs of teachers might appropriately develop such a
program within an empowerment and developmental perspective. Not uncommonly, such
efforts are cccuring through employee assistance programs.

A recent literature search into EAPs for educators, particularly clementary and
secondary teachers (Stevens, 1988), showed limited published accounts. Not unlike the
market place, the reason for the establishment of the employee assistance programs for
teachers that do exist, appears to be more corporate-oriented than person-oriented. Most
are described primarily in terms of enhancing the retention rate and improving job
performance and only secondarily in terms of empowering the individual so as to improve
personal well-being and quality of life. For example, the teacher EAPSs of today are
increasingly being asked to address such employee concerns as marital and family issues,
relocation difficulties, financial concerns, work-piace burnout, co-dependency issucs and
retraining requirements (Walsh, 1991), all for the purpose of increasing productivity and
reducing absenteeism. Ore might contend the outcome is similar. Human versus market
values may only be a matter of priority. However, in the field of education, a basic cthical
question arises and goes unanswered: if we place individuals in situations that could be
hazardous to their health, are we ethically responsible to address their special
personal/professional needs to ensure a healthy career? If some ethical obligation exists, an
organizational structure with an empowerment focus that would address the needs of the
educator throughout the career span would reflect values consistent with those expected of
educators towards children.

The recommendations from the Jevne and Zingle study (1990) call for effective,
confidential, preventative and remedial consultation and rehabilitation with non-e¢valuative
personnel who have no vested interests within the educational system. There is also a clear
recognition that, although familiarity with education is necessary, it is not sufficient; the

personnel must also be knowledgeable in health psychology, chronic illness and disability-



Employee Assistance Program 132

related issues. Based on these and other research findings, the results of the recent needs
asscssment and a critical review of the existing EAP programs, this article proposes a
model for a teacher wellness (EAP) program that would be both comprehensive and
respectful. Organizationally, a Division of Teacher Health Services would appear to be the
most logical and appropriate response to the identified needs and recommended

interventions flowing from the teacher needs assessment referred to earlier.

rganizational Str re:

The mission of the Division of Teacher Health Services would be to respond to the
systemic nature of leacher health conditions in a cost-effective manner by assisting in the
prevention of health disabling conditions, enhancing the recovery process, lessening the
fears of returning to work and educating both the public and the educational profession of
the plight of the teacher. Three arms, as shown in diagram 1, are proposed:

1. a preventative arm to focus on the prevention of health disabling conditions through
carly detection/assessment, education, appropriate policy review and public relations

activities that enhance working relationships between all stakeholders:

2. a rehabilitation arm to address the remedial needs of the teacher on long term

disability benefits and the systems in which they function;

3. aplanning and development arm to ensure an ongoing understanding of the needs of
ail stakeholders through research/evaluation and professional accountability through

an ongoing monitoring of services.
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The following is a proposed organizational structure for the new Division of

Teacher Health Services:

Host Organization

Division of Teacher Health Services

Prevention Services Rehabilitation Services | Planning/Development
Early detection/assessment | LTD recipient programs Research/Evaluation
Education/Public relations | Return to work programs Quality assurance

Policy review Career transition program

A bnet outline of these vanous services follow.

Prevention Services
Early Detection/Assessment:

Early detection and assessment is critical. The human and financial costs involved
in a health disabling condition dictate the development of a preventative intervention for the
teachers in the field who are 'at risk’ for a health disabling condition. The service would be
available directly to the teacher on a self-referral basis; no referral by a professional or
school administrator would be required. Ali results and discussions would be kept

confidential except with the written permission of the participant. Personnel would not
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only initiate a "health hotline” and provide a non-evaluative resource person to teachers
and/or administrators who are concerned about their own health but also would be available
for psychological intervention when decmed appropriate.

The intervention, based on an empowerment model, would consist of six individual
sessions for the purpose of conducting a thorough and confidential psychosocial and 'high
risk’ assessment, setling up an individualized wellness plan based on this assessment,
initiating short-term counselling goals, referring to a specialized consultant when required

and offering optional participation in a support group.

cati lic Relations:

Today's teachers are part of a "self-help” generation. Therefore, it would be
beneficial to develop for distribution to teachers, an information package on the various
aspects of teacher wellness, a lending library on self-help information and a teacher health
directory containing listings of peer resources, self-help groups and professional resources.
Since a health disabling condition is often ignored and insidious in nature (Jevne and
Zingle, 1990), a list of qualified speakers on teacher health issues such as ‘recognizing the
signs’ and ‘peer support for the teacher at risk' could be made available upon request to
school bazrdis/schools for the facilitation of workshops and seminars and/or presentations

at Teachers' Conventions and Administrators' meetings.

Policy Review:

The ethical issues surrounding teacher health need to be addressed by both the
Department of Education and the Faculties of Education. The Department of Education
would do well to consider the impact on the health and well-being of the teacher when it
initiates new programs; the universities are encouraged io consider integrating pre-
professional screening and career exploration, an internship/mentoring system, human
relations management skills, stress sensitivity and personal hardiness assessment within

the basic teacher training program (Ryan, 1992b).
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Rehabilitation Services
1. 1D Recipignt Programs:

Research and experience indicate that contact with a resource person is both
essential and desired within the first two months of the recovery process. For most school
jurisdictions, the first 90 days is considered a waiting or ‘elimination’ period during which
time little or no contact with the school, school board or rehabilitation counselling is
initiated. In addition, some school boards and administrators are not familiar with the
procedures leading to long term disability benefits. In order to provide assistance in these
areas, the Program Co-ordinator would supervise the design/distribution of an information
package that would outline the tasks to be completed by the school district and the ways in
which the administrator and teachers could continue to support the LTD teacher through the
rehabilitation phase. These procedures would ensure that the teachers have support and
resources at the beginning of the rehabilitation process rather than teing left to "fend for
themselves” for th= first three months.

A vital component of the recovery process for the LTD recipient is the level of
support received from spouse, family, friends and peers. The marital and family units are

¢n as the most important determinants of whether the person feels emotionally supported
and nurtured (Jevne and Zingle, 1990). Being remembered by your peers, visiting with
family, having someone to talk to, are essential needs, not wants. Data from personal
interviews and focus groups indicate the importance of a healthy support network for both
the LTD recipient and the spouse. Evenings, weekends and/or support groups could be
organized by the Division of Teacher Health Services for this purpose.

There is a wealth of untapped expertise and human resources available within the
LTD population. With proper training and supervision, many of the teachers presently on
long term disability benefits could participate as veterans within the the Division of Teacher
Health Services itself. Involvement would vary: assisting newly approved LTD recipients

with the 'paper barrage' of the transitional phase, providing personal contact to LTD



teachers by ancwering the 1.800 line during cerain hours of the day, helping with suppont
groups for LTD recipients and/or spouses, doing research, writing brochures, running a
resource library and/or publishing a newsletter than LTD teachers. The challenges are

cndless and could be seen as contributing to the personal wellness of many teachers,

partcularly those for whom gainful employment may no longer be an option.

Return to Work Programs:

The uncertainty about the futi e is always a concern for the teacher returning to
work after a lengthy illness (Jevne and Zingle, 1990). While attempting to re-introduce a
scnse of stability into one’s life, there are always those nagging gut-wrenching questions:

- am [ setting myself up for failure?

- do "they” really want me back?

- how will people react to me?

- does anyone really care?

- can I stll do it or have I been away too long?

Telephone discussions and/or personal intervicws with 42 teachers with a health
disabling condition, indicated a degree of ambivalence for those who were scheduled to
return to the classroom. For many, there was administrative pressure to return to work as
weil as an air of excitement and anticipation; for others, there was a gripping fear and sense
of dread that seemed to preclude the possibility of a positive experience. For all, the need
for support seemed essential. Experience indicates that these fears may be well founde?.
In 1991, within a large school jurisdiction in Alberta, 30% of the teachers who returned to
work in September were either back on long term disability benefits or 'at risk’ for future
health problems within three months of returning to work. To respond to these needs, a
pilot project is suggested. This would consist of a variety of support services to meet the

individual needs of the teachers returning to the workplace. Although initially designed for



teachers in the Edmonton area, outreach support services could be similarly designed for
other areas in the province in the future.

Individual needs and personal preferences. both assessed through psychometrically
sound instruments, would determine a number of options for support would be made
available to the teacher returning to work following a health disabling condition. All
teachers wishing to participate in the RTW support services would be scheduled for an
inital interview to discuss the RTW issues. An assessment would be done to determine the
level of risk for potential relapse and the kind of support desired. Based on the results of
this assessment, individual and/or group counselling and peer support group alternatives
would be offered for the first twelve months after returning to work. Based on a
psychoeducational approach, the LTD recipient would be introduced to information,
insights/understanding. skills and competencies required for effectively balancing
professional demands and personal needs. They would also be able to share the common
experience of dealing with all aspects of a health disabling condition within a group setting.
This service is not meant to replace existing medical or psychological interventions but to

complement and assist them in accomplishing rehabilitation goals.

Career Transition:

Teachers tend to be "one caseer track thinkers" (Jevne and Zingle, 1990, p. 253).
They believe that 'who they are is what they can do' ; therefore, when they can no longer
teach, they become reluctant/airaid to consider opuions. This fear needs 1o be addressed
through regular opportunities for teachers te consider career alternatives, career transition
and re-employment without jeopardizing either their teaching position or their long term

disability benefits.

lansin nd Developmen
To ensure that the needs of the teacher are known and being met, continual

research, program development and evaluation must be seen as an integral part of the



function of the Division of Teacher Health Services. Collaboration in research with other
cducational and health-related groups would be both practical and cost-effective. The
present research dat isolated two key areas of concern, namely, administrative policies and
the role of administration. The language used to disseminate policies and procedures need
to reflect a philosophy of wellness not illness, function not dysfunction. In addition, the
administrator was seen as a key factor in the health of the teacher (Jevne and Zingle, 1990).
Therefore, further investigation into the relationship of administrative style to the health of
cducators is recommended.

Evaluaton, defined by Stufflebeam (1966) as "the process of delineating, collecting
and providing information useful in judging decision alternatives" (p. 78), is the key to
program planning and implementation. A needs assessment into the personal and
professional needs of the teacher-in-training, the teacher in the field and the LTD teacher
has been completed. The criteria for participation and the methods of choice for these
interventions have been established. Formative evaluations to monitor the program as it is
being implemented and a summative evaluation to gauge the total impact and overall
cffectiveness of the program could be completed through case audits, participant and
professional personnel and self-reports. These steps would ensure an effective mechanism

of accountability to the client, the agency and the profession.

Program_ Resources

Personnel:
According to a recent Alberta Teachers' Association publication (1988), three major
types of EAP programs are presently in vogue in Alberta schools:
1) Referral Agent: Selected teachers themselves are trained to provide basic assessment
and referral services for peers;
2) Contracted services: A contract exists between a school board and an external health

care agencCy or private pre *itioners;



3) Professional counselling and referral services: Professional personnel are employed

by the host organization to deal with short-term employee needs in job-related and
personal problems as well as provide in-service in the promotion ot good physical
and psychological health. Long-term counselling needs would be referred o
recognized community services.

The first type, operative in a few rural/remote areas, lacks confidentiality and
qualified personnel; the limited range of services available through this approach may
outweigh any advantages from such accessible personalized services and peer support
system network. In the second case, a diversity of contracts ensures professional survival
but makes it difficult to ensure that services are client-driven and that the primary allegiance
of those who work directly with teacher clients is not to the host organization. In addition,
practitioners of many disciplines lack the unique combination of attributes and skills which
scrve a specific population, in this case educators. Teachers interviewed favoured a revised
third type, providing service directly through a Division of Teacher Health Services (Jevne
and Zingle. 1990). This would allow the use of consultative services selectively rather than
as a primary mode of operation.

The adoption of the third type of EAP, namely, the 'in house’ assessment/short-
term counselling and referral approach, would require limited staffing initially: a full-time
Co-ordinator of Teacher Health Services and appropriate support staff. Although the Co-
ordinator would function within the basic guidelines of the host organizaton, the actual
services provided would be governed by the cthical guidelines of his/her profession and the
Teachers' Association.

A program co-ordinator would be responsible for facilitating the three dimensional
mandate of the Division of Teacher Health Services and for functioning as the primary
contact person to consultants, school beoards, district wellness/EAP co-ordinators and
clients on issues regarding teacher health. The recommended choice for such a position

would be a Ph.D. chartered psychologist who has a working knowledge of health
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psychology and insurance-reialed disability-reiated acuviuces, experience in working with
teachers with health disabling conditions and credibility in the educational setting.
These qualifications would ensure:

- credibility to the program in dealing with other consultants and medical personnel;

- the ability to provide dircct consultative, testing and counselling services which meet
legal and ethical standards (e.g.conducting in-house initial assessments, including
psychological testing, co-ordinating psychological reports and other referral
information);

- the possibility of collaboration with various University faculties. A logical link with
the Faculty of Education provides numerous possibilities. The Departments of
Educational Psychology, Educational Administration, Adult Education and
Development and others may be a cost-effective means by which to generate research

and assistance with direct service (e.g. internships).

Consuliants:

Community-based service providers constitute a vital link in this proposed
employee assistance program for teachers. A team of consultants (general psychologists,
specialized psychologists and auxiliary consultants from related fields) throughout the
province would be solicited to provide specific services on a referral and fee-for-service
basis. To ensure that services would not become fragmented and unconnected, each
consultant would be provided with a one-year contract including program ethical
guidelines, criteria for participation and reporting policies/regulaticnis (Coshan, 1991) and
would be required to participate in an orientation weekend and two seminars a year. At this
time, the philosophy of the program and the empowerment approach to wellness would be
discussed. These consultants are governed by professional and ethical guidelines;
however, a mutually acceptable reporting format would need to be designed that would

provide the host organization with useful treatment plans and suggestions for follow-up.



Employee Assistance Program 141

Confidentiality and lack of resources are major concems in rural arcas where people
live and work in fishbowls (von Hauff, 1991). When there is only a bhank, one cotlee
shop and a gas station, it is hard for a "stranger” to come into town unnoticed. Therefore,
teachers in rural areas may neced alternate arrangements such as compensation for travel

expenses to urban centers together with follow-up telephone consultations.

The Division of Teacher Health Services proposed in this article is presented as a
credible structure through which to offer a comprehensive employee assistance program for
teachers. Not only does it respond to the personal and professional needs cited by the
teachers themselves in a recent needs assessment survey but it also utilizes the intervention
criteria and methods favoured by this group. In addition, the proposal expands the services
of the traditional employee assistance programs for teachers: not only docs it emphasize
early assessment and intervention, but also it includes both the needs of the teacher-in-
training and the teachers already on long term disability benefits for a health disabling
condition. In this way it represents a comprchensive employee assistance program for

teachers.
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Teacher as Person_and Teaching as a Profession:
Myths and Realities

There may always be another reality

To make fiction of the truth we think we have arrived at.

Christopher Fry

There appears to be a certain mystique or mythology, shared by administrators,
teachers, parents and the public at large, around the person of the educator and the
profession of teaching. This mythology creates a type of superhuman canopy around both
the school and the edcator and demands ‘divine' workings and ‘infinite’ possibilities from
mere mortals; unfortunately, the mere mortal in the person of the teacher, appears to accept
this unrealistic responsibility unquestioningly. It seems important to question this idealistic
and/or unrealistic picture, to dispel the myths that surround it and to propose new realties in
its place.

Not until this clarification occurs can the empowerment of the teacher be actualized
more tully. Empowerment has become a modern buzz word that often eludes definition.
For some, it is a process through which individuals develop the ability and capacity to
bring about changes that will lead to more control over their lives (Lord and Farlow, 1950).
For others, there is an emphasis first and forcmost on the uniquencss and individuality of
the person, and then the professional, social and political context within which the
individual operates and draws meaning (McWhirter, 1991). Empowerment cannot be
measured directly; for the purpose of the needs assessment study that informs this article,
cmpowerment will be operationally defined as the relationship between the ‘perceived’ and
'unmet’ personal, professional, developmental, school-related and, where appropriate,
long term disability needs of the teacher.

Based on the findings of this study and the research literature on empowerment, a

series of myths (perceptions for which there is little or no evidence) and realities
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(perceptions for which substantial evidence exists) about teacher needs. developmental
issues and personal and protfessional empowerment are presented as toundational to the

enhancement of empowerment.

Myths
Myth 1: Teaching is a "piece of cake".

To the uninformed, the life of the weacher may seem ideal. This misconception
often focuses solely on the "external trappings” of teaching: Christmas, Easter and summer
holidays and the 9 to 3, Monday to Friday job. It seldom goes decper into the actual "lived
experience” of the teacher where unrealistic responsibilitics/demands, communal isolation
and professional frustrations abound. The 'unmet’ needs of the teachers found in the needs
assessment study eluded to earlier, indicate a high degree of disempowerment : lack of
balance and control in their lives; the need for public, administrative and peer support;
positive feedback, input into new programs and curriculum changes/additions; the dearth of
educational opportunities and career enrichment incentives and the additional stressors
regarding lower student/teacher ratio, appropriate workload and participation in decision-

making.

Myth 2. Anvone can handle and control a group of children.

Educators, not uncommonly agree that teaching is the easiest part of their
profession. Unfortunately, most teachers spend less than 50% of their time teaching and
the remainder being parent, social worker, referee, disciplinarian and diagnostician
(Maeroff, 1988). According to the needs assessment, discipline and classroom
management are considered to be the major school-related issues in teacher stress,
particularly at the elementary and junior high level ; integration and ill-planned curriculum

changes has made this matter that much more difficult o control.
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Myth 3: Graduates from B. Ed. programs are ad.quatelv prepared to assume the role ofa
classroom teacher.

Most professionals - doctors, lawyers, accountants. nurses, psychologists - are
required to complete a one year internship before they are eligible for licensing. Teachers
are considered sufficiently prepared, emotionally as well as intellectually, after minimal
ficld experience. This evidently does not seem to be either professionally adequate or
cthically prudent to the new teacher. the school system or the students. As shown in the
needs assessment study, the preservice and classroom teachers alike agree that there needs
to be some form of internship or extensive teaching experience under a qualified mentor

before a beginning teacher is fully responsible for a classroom.

Myth 4: The educational system is failing the country and its children. What we need is
tighter control, stricter evaluations and standards and good quality teachers.

No one can dispute the need for change in the educational system. However, most
cducators and administrators alike would contend that a bureaucratic and hierarchical
approach no longer works effectively (Peters, 1990). If a change is needed, it will come
through the indiviglual teacher and not through some prescription from on 'high’ (Stimson
and Applebaum, 1988). The needs assessment study appears to agree with the recent
literature that calls for a paradigm shift to a more decentralized team approach that
rccognizes and accepts teachers as equal partners in the managerial decisions affecting the
school as a whole. It would appear that more emphasis needs to be placed on the intrinsic
and extrinsic needs of the teachers as well a: on professional competence and instructional
outcomes. Empowering the teacher at both the personal and professional level can "make a

difference".
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Myth S5: Teachers who are ‘at risk’ Jor a stress-related disorder, do not really like teaching
as acareer.

In the needs assessment study, the amount of job-related or personal stress did not
seem to influence the level of satisfaction classroom educators experienced within their
7 'ofessional career. Over 80% of respondents were quite satisfied with teaching as a
career; even those who felt extremely stressful, either from the job or from their personal

lives, did not experience a corresponding dissatistaction with teaching as a career.

Realities
Reality 1: A comprehensive employee assistance program for teachers is recommended
as a viable response to teacher wellness.

The limitations with existing EAP programs appear to be in their focus on carly
intervention services only; expansion of such services to include the full-range of personal,
professional and developmental services enhances the potential for empowerment
throughout the teacher’s career. The EAP of today 1s increasingly being asked to address
such employee concerns as marital and family issues, relocation difficulties, financial
concerns, work-place burnout, co-dependency issues and retraining requirements (Walsh

1591).

’

Reality 2: The teacher returning 10 work (RTW) from a health disabling condition
requires supportive re-entry and follow-up services.

In the needs assessment study, specific RTW. needs - appropriate placement, staged
re-entry and follow-up after returning to work - were the top three most important and
'unmet’ needs of the teacher with a health disabling condition. The fear and anxiety of the
RTW teacher has often been compared to the fear'and anxiety of the beginning teacher,

only worse. Were school boards and administrators to recognize this emotional upheaval
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networks would follow.

Reality 3: Although manry classroom teachers surveved appear to feel ‘in control” in their
personal lives, they still rated personal needs as top priority and as only
minimally met .

While 60% of teachers surveyed experienced control in their personal lives, $0%
felt only moderately or mildly 'in control’; in addition, personal needs were rated by the
majority of teachers as only being minimally met. To what extent the school system
contributes to this sense of disempowerment is unknown. However, as stated by (Gadacz,
1990), without a sense of personal empowerment in one's own life, it is very difficult to
experience professional and collective empowerment in the job. Therefore, there appears 10
be strong theoretical and empirical agreement that the personal needs of the teacher cannot
be ignored in the professional development and career enrichment endeavours of the

educational - .stem.

Reality 4: The needs of the teacher change over time. What is important 1o the teacher-
in-training may not be as important to the 15 vear old veteran teacher.

In the needs assessment study, there is some evidence that needs change over time.
It is particularly important for administrators in the local school and the district at large 10
know the teachers' personal and professional developmental patterns so that they may
better understand and plan bascd on the needs and abilitics of teachers at different phases in
their career. The research literature and to a limited degree the needs assessment study,
indicate that teacher needs change with regards to gender, age and teaching experience over
the career span. Over time, the teachers’ developmental process parallels adult

development as described by Levinson (1978): content and process of teaching may give



way 10 personal and meaningful relationship with peers. triends. tamily members and

Reality 5: There appears 10 be a relationship berween jnb-relared and personal stress and
the individual's perception of being "in conrrol”.

Within this study. an experience of high stress cither in professional career or
personal life, is accompanicd by a sense of being ‘out of control'. This fact may give
further credence to the premise that we are dealing with something more appropnately
described as an 'assault on the self” than ‘stress’, a phenomenon that leaves teachers unable

to bring balance and control into their lives.

Reality 6: “eginning teachers appear to be more concerned about survival, sense of self,
and the immediacy of the moment than thev are abour their students { Olson
and Osbourne, 1991 ).

The teachers-in-training and beginning teachers speak in "I" sentences. They talk
about their lack of self-identity, self-cont” ‘nce and self-expression; they ask for
administrative and peer support: they gxpect professional competence and acceptance
immediately. Their over-concentration on process (how they will teach) and ¢onient (what
they will teach) leaves litile time to consider person (who they will teach). Once beginning
teachers have survived the first year, there is a greater likelihood that they will also gain the
seif-confidence and teaching repertoire they need to turn their primary focus from self and

boundary tasks to student and core issues.

Reality 7. Job stress, personal stress and personal control in the life of the teacher do not
appear to be influenced significantly by age, sex, vears of experience teaching

or grade level :aught.



Only 60% of surveyed wachers reporied experiencing control in their personal lives;
the same study established a relationship between stress and control the exact nature of
which remains unknown. In essence, however, the higher the stress the lower the control
and vice versa. Based on these findings, control would appe~r to be a major issue in the
cmpowerment of the teacher. From the needs assessment study, we can say that women,
clementary school tzachers or older teachers are not more vulnerable to stress and
disempowerment than men, junior high or high school teachers or younger teachers. Why
then do some teachers become "stressed out” or psychologically ill and others do not? Part
of the answer may lie within the person at the level of self-empowerment or perceived
‘assault on the self’ (Jevne and Zingle, 1990) or in the cognitive realm of irrational personal
beliefs and/or intrapsychic functioning (Anderson and Zingle, 1987); part of the answer
may lie within the syszem at the level of interpersonal relationships with district personnel,
administrators, parents and students that are perceived as demanding so much but
providing so little in exchange (Jevne and Zingle, 1990). These authors, in suggesting that
the issue is “systemic”, imply that no one is exempt from some responsibility for the

problems as well as the solution of teacher empowerment.

Reality 8: For the teacher with a k~alth disabling condition, the level of personal and job-
related stress appears to be on the rise while the level of satisfaction with
reaching as a career appears 1o be decreasing.

By comparison, the level of job-related stress and personal stress in the long term
disability (LTO) teacher population has increased by approximately 50%, from 37% to
58% and 21% to 38% respectively in the last three years (Jevne and Zingle, 1990; Ryan,
1775 The results from these two studies also showed that the level of satisfaction with
- ..aing as a career has decreased by approximately 15%, from 84% to 73%. The

percentage of eachers with a health disabling condition for emotional reasons has gradualily



increased over the past four years from an initial 14% in 1988 1 - - e hioh of 137 in
1991 (ASEBP, Annual roport, 1991).
nclusion

A.s reflected in this article, there are a number of dichotomics surrounding the
teacher as person and teaching as a profession: the teacher is either idealized or devalued, a
genius or slightly above a fool; teaching is cither the solution or the cause of the world's
ills. the noblest or the lowest of professions. These ~ttitudes and judgements often resalt
from a lack of understanding of the educational setting and/or an adherence to a number of
myths for which litde or no evidence can be found. The recent needs assessment, as
indicated in this article, was able to dispel many of these myths and to proposc realities that
couid stand the test of research and practice. These realitics give us a better understanding
of ihe empowerment and developmental needs of the teacher and some strategies through

which to respond to these needs in the future.
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CHAPTER NINE

General Discussion and Conclusion

Chapter 1 began with an overview of the dissertation and the experiences and
questions that led to the reported study. This final chapter will serve as a type of ‘report
card’ for the study and the degree to which its findings have moved the research
community closer to potential answers or insights into these questions. Recommendations
for tuture studies and a practical application in the area of teacher needs and empowerment
will be made.

The choice of a tframe of reference began even at the literature review phase.
Consistendy, with regard to the “state of health” of the teacher, a great deal was reported on
the stressors experienced by the teacher, particularly those stressors directly related to the
working situation. At the same time, it was noted that this view of the teacher concentrated
on the educator but failed to capture the person of the teacher who is, ultimately, the change
agent within the educational setting. The task then became one of understanding the shift
that occurred from a stress-related model that concentraied on what ‘needed to be fixed' in
the individual t6 an empowerment paradigm that recognized ‘potential’ when power and
control were attainable personally and professionally. In both the study and the literature,
personal stress, power and control, and professional competence and satisfaction, were
found to be direcdy related to the concept of empowerment.

Empowerment simply means a belief and confidence in one's ability to influence
and control one's own destiny, personally and professionaliy. Although it cannot be
measured directly, the degree of empowerment was operationally defined in this study as
the relationship between the ‘perceived' and 'unmet’ personal zud professional needs of the
teacher. The study, involving a total of 827 teachers (student. active and LTD teachers)
revealed information about the level of empowerment in the respondent teachers in

particular and, perhaps, tcachers in general. There was a strong consensus among the three



grouns in rating perceived personal and professional needs. All groups rau-d personal
needs as the most important category of needs: those items related to the profession and the
school were deemed important but not nearly as important as the needs that stem from the
more personal aspects of the wacher. Secondly, all groups telt that personal, protessional,
developmental and/or school-related needs were not being met adequately at the present
time. If the needs are not being met. it would follow that the maximal. or perhaps even the
optimal level of empowerment has not been reached. The implications of these findings are
far reaching: the individual, the teacher training personnel, the local principal and the
educational system itself would do well to take note. ‘Making a difference’ may begin with
understanding the needs of the teacher as a person. Therefore, it is rccommended that the
teacher training programs, inservice education and professional workshops/conventions for
classroom teachers consider ways to respond to the personal as well as the professional
needs of the teacher across the career span. Recommendations as to how this may be done
can be found within each specific article in the body of the dissertation.

Within the nceds assessment, there was confirmation that the development of the
teacher followed an adult developmer: pattern parallel to the one originally developed by
Erickson (Lefrancois, 1990) and mor: recently expanded in the research and writings of
Levinson (1978) and Shechy (1976). In this traditional age-stage approach to
development, the needs of the teacher were seen as changing over time: the emphasis of the
beginning teacher on survival, a sense of self and the immediacy of the moment was
gradually replaced by more fundamental concerns related to core issues that influcnce the
lives of the students and human potential. This was evident in the significant differences to
needs based on age and years of experience in teaching. Significant differences in
perceived needs based on gender were also found. Given the findings of this study which
indicate significant changes in teacher needs over time, others are strongly encouraged to
further explore teacher needs and development. A follow-up qualitative study designed to

further understand the personal and professional needs of the teacher across the carcer span
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may prove worthwhile. These findings would be helpful not only to the teachers
themscelves to better understand their own growth but also to principals and administrative
personnel whose task it is to motivate, delegate and appreciate.

As stated in the original delimitations, administrators were not included in this
study. It was felt that their particular needs and their perception of the teachers’ needs may
not coincide with the "lived experience” of the classroom teacher. The understanding of
teacher empewerment will not approximate thoroughness until a similar study into the
needs of ac*ministrators is complete. If administrators are expected o empower teachers, it
is likely essential that they are empowered themselves. When needs and the degree to
which they are met is addressed in the administrator, the myth or reality of the old adage,
“you cannot give what you do not have”, may be clarified. Therefore, a study into the
‘pereeived’ and 'unmet’ needs and level of empowerment of administrators, particularly
first line administrators (principals), is highly reccommended. Once the needs for all groups
become known, programs/interventions can be developed from a more informed position.

The potential transference of research into action was facilitated by the section
within the questionnaire that considered criteria and methods for participation in personal
and professional development. Educators clearly preferred proposed intervention to be
personal, the topic, relevant and the speaker, credible, in order to encourage the
participation by teachers. Numerous opportunities to respond to teacher needs can now be
generated.  One such intervention has been presented in this dissertation as a
comprehensive teacher wellness program that responds to both the preventative and
remedial needs of the teachers. Other programs, with variations in length, content and
involvement, are also possible.

Finally, the literature, personal experiences and the needs assessment bring us face
to face with the myths each one of us holds with regards to teachers and the educational

system. It is hoped that the realities proposed will replace these myths in the future.
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Introduction

The purpose of this questionnaire is to identify, verify and prioritize the needs of
Alberta educators at different points in their career - from teachers-in-training
(B.Ed student), through teachers at different phases in their career, to teachers on
long term disability benefits. The overriding question is: what are important needs
that must be met to ensure personal well-being and professional satisfaction
throughout a career in teaching today?

The needs listed in this questionnaire are the needs of educators suggested from key
informants, personal interviews, and research literature including the recent
Teacher Health Study, Phase 1, by Jevne and Zingle (1990).

This pre-set list of identified needs is presented here for your confirmation and
prioritization. We are interested in what YOU perceive as a) the needs of the Alberta
educator and b) how well these needs have been met in your teaching carzer. In
addition, there will be an opportunity for you to add any additional needs that you,
from your personal experience, feel have been missed.

The adjacent page provides an example of how you would complete the various sections
in the questionnaire. The following box will appear periodically throughout the
questionnaire to remind you of the rating scale to be used.

Directions

a) How important is the need in the teaching profession?

Example: 100 - if twice as important as the referent
38 - it seen as 3/4 as important
25 - if seen as 1/2 as important
0 - it not important at all

Needs can have the same value.

b) To what degree has each category of needs been met?
- not at all met

seldom met

- minimailly met

adequately met

extremely weli met

Nnawn -

Good luck!



tod
Directions
Let's try an axample of wiat you wili be asked to do on this questionnaire.

Example:

Joanne is givei: a pre-set list of needs that have been suggested as important needs for an
individual's personal health and well-being She has been asked to rank these needs by a)
comparing each reed to the first one (already assigned a value of 50), to determine her
perception of the importance of the need and b) choosing on a 5-point scale the degree
to which tiiis need has been met in her own life. Foliowing the directions on the
preceding page, this is how she might rank the following:

Reminder: Use scale 1-100.

Ne«d a) Assigned value b) Degree need met
1. exerclse more 7T 50 1 2 3 4 5
2. drink less coffee 25 1 2 @ 4 5
3. change jobs 38 @2 . s s
4. learn relaxation techniques 50 1 @ 3 4 5
5. get a medical check-up 13 1 2 3 @ g
6. eat better 75 1 2 @ 4 5
7. lose weight 100 @ 2 3 4 5
8. drink less alcohol 0 1 2 3 4 5
9. remove a major source of worry 75 @ 2 3 4 5
10. cut down on medication 0 1 2 3 4 5
11.other (specify) smoke lu.s 50 1 2 3 @ 5




Demographic Information

Please circie the letter of the most correct response for each of the following
questions:

1 Sex: a)female 2. Marital status: &' single (never married)
b) male b; married
¢c) divorced
d) separated
e) widowed

3. Age: a) 20-24 4. Years of experience as an educator:
b) 25-29 a) teacher-in-training
c) 30-36 b) 0-1
d) 37-45 c) 2-3
e) 46-55 d) 4-5
f) 56-60 e) 6-9
g) 61-65 f) 16-15
g} 16-20
h) 21+
5. Teaching level for most of career: a)K -3
b)4 -6
c)y7 -9
d)10 -12
6. Highest qualification held: ~a) diploma

o) B.Ed. degree

c) B.Ed. degree after degree
d) Master's degree

e) Doctorate

f) Other

7. Have you beer on long term disability during the last five years? a) yes
b) no

8. Type of position last held:

a) Teacher

b) Administrator
c) Combined position (e.g.. Counsellor and classrooem teacher)
d) Other (e.g.. Librarian)




9. In general, how stressful have you found your work during your last two years as
an educator ?

a) not at ali stressful
b) mildly stressful

c) moderately stressful
d) very stressful

e) extremely stressful

10. Overall, how satisfied have you been with education as a career?

a) very dissatisfied

b) fairly dissatisfied

c) neither satisfied nor dissatisfied
d) fairly satisfied

e) very satisfied

11 In general, how stressful has your personal life been during your last two years as
an educator ?

a) not at ail stressful

b) mildly stressful

c) moderately stressfu!l
d) considerably stressful
e) very stressful

f) extremely stressful

12. Overall, to what degree do you feel "in control” of your own personal life?

a) not at all "in control®
b) mildly "in control*

c) moderately “in control”
d) very "in control”

e) extremely “in control”



Part 1: Professional Training Needs

Keeping in mind the overali question. wha: are important needs that must be met to
ensure personal well-being and professional satisfaction throughout a career in teaching
today?, rank the following list of professional training needs by a)comparing each need
with the first one, the referent (already assigned a value of 50), to determine the
importance of each need in the teaching profession and b) choosing the degree to which

each need has been met in your teaching career.
Reminder: Use scale 1-100.

Need a)Assigned value

a) Career exploration during training 50

b) Early exposure to the classroom
c) Internship/mentoring for new teachers

d) Pre-professional screening (e.g..personality
testing attitude scale)

e) Assessment of personal stress tolerance

f) Opportunity to enhance personal hardiness
(endurance) to meet demands of profession

g) Successful student teaching experiences

h) ther (specity)

i) Other (specify)

Comments:

b) Deg.ze need met

2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5

Directions

38 - if seen as 3/4 as
25 - if seen as 1/2 as

- not at ali met
seldom met

- minimally met

- adequately met

- extremely well met

A& Wi =

a) How important is the need in the teaching profession?
Example: 100 - if twice as important as the

important

important

0 - it not important at ali

Needs can have the sam¢ value.

b) To what degres has each category of needs been met?

referent




Part 2: Personal Needs

Keeping in mind the overall questicn. what are important needs that must be met to
ensure personal weli-being and professional satisfaction throughout a career in
teaching?, rank the following list of personai needs by a)comparing each need with the
fi-<* one, the referent (already assigned a value of 50), to determine the importance of

vach need in the teaching profession and b) choosing the degree to which each need has
been met in your own teaching career.
Reminder: Use scale 1-100.

Need a)Assigned value b) Degres need met
a) Ability to set goals 7T T 1 2 3 4 s
b) Sense of balance inmylife 1 2 3 4 5
c) Approval of others 1 2 3 4 5

d) Ability to ask for help

e) Respect from others 1 2 3 4 5

f) Sense of self-worth/self-esteem 1 2 3 4 5

g) Understanding my own upbringing

h) Ability to accept myself as a person

i) Ability to live with limitations 1 2

w W
H
o

j) Ability to live with uncertainty

-
N
w
o
(84}

k) Ability to accept change 1 2 3 4 5
l) Ability to communicate with children ~  __ 1 2 3 4 5
m) Ability to say no . B 1 2 3 4 5

n) Sense of being in control

o) Other (specify) 1 2 3 4

n

p) Other (specify)

Comments:



rari 3: Protessional Needs

Keeping in mind the overall question: what are important needs that must be met to
ensure personal well-being and professional satisfaction throughout a career in teaching
today?, rank the following list of professional needs by a) comparing each need with the
first one, the referent (already assigned a value of 50), to determine the importance of
the need in the teaching profession and b} choosing the degree to which each need has
been met in your teaching career.

Reminder: Use scale 1-100.

Need a)Assigned value b) Degree nesd met
a) Monetary Incentives 56 1 2 3 4 5
b) Positive public image of the educator 12 3 4 5
c) Professional competence e 12 3 4 5
di Clarification of the role of the educator 12 3 4 5
e) Security in teaching positton 12 3 4 5
f) Peer counselling/self-help groups 1 2 3 4 5
g) More peer support 1 2 3 4 5
h) More professional resources (available) 1 2 3 4 5
i) Someone to takkto 1 2 3 4 5
j) Job challenge 1 2 3 4 5
k) Ongoing professional development 12 3 4 5
I) Fewer directives from Alberta Education @ __ 12 3 4 5
m) in-servicing for mandated new programs  __ i2 3 4 5
n) Other (specify) 1 2 3 4 5
o) Other (specify) 1 2 3 4 5

Comments:



Part 4: School Environment Needs

Keeping in mind the overall qusstion: what are important needs that must be met to
ensure personal well-being and professional satisfaction throughout a career in teaching
today?, rank the following list of school-related needs by a)comparing each need with
the first one, the referent (already assigned a value of 5U), to determine the importance
of the need in the teaching profession and b) choosing the degree to which each need has

been met in your teaching career.
Reminder: Use scale 1-100.

Need a)Assigned value

b) Control over classroom setting
c) Support from administration

d) Control/input into the implementation of
curriculum changes

e) Appropriate training for present teaching duties
f) Impact of student-teacher ratio

g) Assistance with discipline problems

h) Safe/healthy working conditions

i} Access to needed resources

j) Training for mainstreaming and integration

k) Other (specify)

I) Other (specify)

Comments:

b) Degree need met
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Part 5: Administrative Needs

Keeping in mind the overall question: what are important needs that must be met to
ensure personal well-being and professional satisfaction throughout a career in teaching
today?, rank the following list of administrative needs by a)comparing each need with
the first one, the referent, (already assigned a value of 50), to determine the
importance of the need in the teaching profession and b) choosing the degree to which
each need has been met in your teaching career.

Reminder: Use scale 1-100.

Need a)Assigned value b) Degree need met
a) Professional recognition ¢ 50 1 2 3 a5
b) Confidentiality 1 2 3 4 5
¢} Honesty in communication 1 2 3 4 5
d} /¥ - 'n my teaching contract 12 3 4 5
e} respect as a person and professional _ 1 2 3 4 5
f) Participation in decision-making 1 2 3 4 5
g) Shared values with administration 1 2 3 4 5
h) Ability to communicate with nrincipal 1 2 3 4 5
i) Positive feedback - 1 2 3 4 5
)} Understanding the philosophy of the school 1 2 3 4 5
k) Other (specify) 1 2 3 4 5
i) Other (specify} 1 2 3 4 5

Comments:
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Part 6: Career Enrichment MNeeds

Keeping in mind the overall question: what are important needs that must be met to
ensure personal weil-being and professional satisfaction throughout a career in teaching
today?, rank the following list of career enrichment needs by a) comparing each need to
the first one, the referent (already assigned a value of 50)., to determine the
importance of the need in the teaching profession and b) choosing the degree to which
each need has been met in your teaching career.

Reminder: Use scale 1-100.

Need a)Assigned vaiue b) Degree nead met
a) Job sharing 7T T TTTse T T 273 4 s
b) Deferred salary plan e 1t 2 3 4 5
c) Study ieave e 1 2 3 4 5
d) Sabba:ical 1 2 3 4 5
e) Secondment e 1 2 3 4 5
f) Part-time employment 1 2 3 4 5
g) Opportunity to consider career transition — i 2 3 4 5

without threat
h) Opportunity for a change within teaching

t) Re-employment program (orientation to
career change)

j) Career transition counseliing

k) Other (Specify) o e ~ 1 2 3 4 5

1) Other (Specify)




Part 7: Personai Development Needs

Keeping in mind the overall question: what are important needs that must be met to
ensure personal well-being and professional satisfaction throughout a career in teaching
today?, rank the following list of self-awareness and personal needs by a) comparing
each need to the first one, the referent (already assigned a value of 50), to determine the
importance of the need in the teaching profession and b) choosing the degree to wiiich
this need has already been met in your teaching career.

Reminder: Use scale 1-100.

Need a) Assigned value b) Degree nsed met
a) Opportunity to look at values attitudes 50 1 2 3 a 5
b) Assertiveness training —_— t 2 3 4 5
¢) Opportunity to understand the impact of my 1 2 3 4 5
personality
d) Lifestyle education (finances, health, retirement) o 1 2 3 4 5
e) Opportunity to look at needs/wants/aspirations 1 2 3 4 5
f) Opportunity to look at strengths and limitations - 1t 2 3 4 5
g) Confiict resolution 12 3 4 5
h) Decision-making e 1 2 3 4 5
i) Training in dealing with feelings 1 2 3 4 5
j) Addictions (e.g.. alcohol, drugs) 1t 2 3 4 5
k) Relaxation techniques e 1 2 3 4 5
I) Understanding divorce and separation i 2 3 4 5
m) Effective communication skills 1 2 3 4 5
n) Opportunity to look at my own developmental 1 2 3 4 5
histary
o) Other (spescify) 1 2 3 4 5§

Comments:
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Part 8: Professional Development Needs

Keeping in mind the overall question: what are important needs that must be met to
ensure personal well-being and professional satisfaction throughout a career in teaching
today?, rank the following list of neads by a) comparing each need to the first one, the
referent (already assigned a value of 50), to determine the importance of the need in the

teaching profession and b) choosing the degree to which this need has already been met in
your teaching career.

Reminder: Use scale 1-100.

Need a) Assigned value b) Degree need met
a) Time management " " Tgp """ " 1 2 3 a4 5
b) Assertiveness training — 1 2 3 4 5
c) Stress inoculation/stress management training I 1 2 3 4 5
d) Lifestyle education (finances, career, ietirement) — 1 2 3 4 5
e) Classroom management — 1 2 3 4 5
f) Motivational techniques in the subject I'm teaching 1 2 3 4 &5
g) Conflict resolution 1 2 3 4 5
h) Decision-making 12 3 4 5
i) Career burnout prevention - 1 2 3 4 5§
j) Relaxation techniques 1 2 3 4 5
k) Effective communication skills 1 2 3 4 5
{) Other (specify) S 1t 2 3 4 5
m) Other (specity) e 1 2 3 4 5

Comments:
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Part 9: Health and Lifestyle Needs

Keeping in mind the overall question: what are important needs that must be met to
ensure personal well-being and professional satistaction throughout a career in teaching
today?, rank the following list of needs by a) comparing each need with the first one,
the referent (aiready assigned a value of 50), to determine the importance of the need in
the teaching profession and b) choosing the degree to which each need has already been
met in your teaching career.

Reminder: Use scale 1-100.

Need a) Assigned vaiue b) Degree need met
a) More exercise T T7% 50 1 2 3 &4 5
b) Body image @~ 1t 2 3 4 5
c) Regular medical checkwup 1 2 3 4 5
d) Non-smoking ——— 1 2 3 4 5
e) Social activites 1 2 3 4 5
f) Appropriate medicaton 1 2 3 4 5
g) Proper nutriton 1 2 3 4 5
h) Moderate drinking 12 3 4 5
i) Psychological counseling 1 2 3 4 5
1) Appropriate workload (prevent burnout) 1.2 3 4 5
k) Other (specify)_____ _______________  ______ 1 2 3 4 5
1) Other (specity)___________ . 2 3 4 5

Directions

a) How important is the need in the teaching profession?

Example: 100 - it twice as important as the referent
38 - it seen as 3/4 as important
25 - if seen as 1/2 as important
¢ - if not important at all

Needs can have the same value.

b) To what degree has each category of needs been met?
- not at all met

ssidom met

minimally met

adequately met

extremsly well met

& W=
'
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Part 10: Long Term Disabllity Needs

This section is for the teacher who is on, or has been on. leng term disability within the

Keeping in mind the overall question: what are important needs of the teacher on long
term disability benefits?, rank the following list of needs by a) comparing each need to
the first one, the referent, (aiready assigned a value of 50), to determine the

importance of the needs to the LTD teacher and b) choosing the degree to which this need
has been met for you perscnally.

Reminder: Use scale 1-100.

Need a) Assigned value b) Degree neecd met
a) Meaningful activity s 7~ 1 2 3 45
b) Support group for seif 1 2 3 4 5
c) Support group for partner 1 2 3 4 5
d) Less paperwork for insurance company  __ 1 2 3 4 5
e) Good medical treatment 1 2 3 4 5

f) Follow-up after returning to work

f
f
|
|
i
|
b
N
(&)
S
n

g) Less stigma attached to illness 1 2 3 4 5

h) Good psychological counseliing
i) Focus on what | ‘can do' vs what | 'can't do' 1 2 3 4 5

j) Staged re-entry (e.g.. begin part-time)

|
|
|
!
|
jury
N
w
F-S
[4,]

k) Financial security (benefits) —  ____ 1 2 3 4 5
I) Sensitive handling of LTD matters by personnel __ __ 1 2 3 4 5
(v} Rehabilitation counselling/training  ______ 1 2 3 4 5
n) Easy access to benefits informaton @0 1 2 3 4 5
o) Self-help information (e.g.. lending library) ______ 1 2 3 4 5
p) Less physical pain (e.g.. pain mgt training)  ______ 1 2 3 4 5
q) Contact with other LTD teachers ( newsletter) ___ 1 2 3 4 5
r} Contact with school/peers 1 2 3 4 5
s) Appropriate placement for re-entry = ___ ___ 1 2 3 4 5
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Part 11: Priority of Categories

This section is to be answered by everyone.

Having completed the needs assessment questionnaire, what would you consider to be the

most important category of needs to enhance per

sonal well-being and professional

satisfaction ? Rank the preceding categories by a) comparing each one with the first
one, the referent (already assigned a value of 50), to determine the importance of the

category in the teaching profession and b) choosing
been met in your own teaching career.
Reminder: Use scale 1-100.

the degree to which this need has

Category a) Assigned Value b) Degree nesed met

a) Part 3: Professional needs 50

b) Part 2: Personal needs

c) Part 6: Career enrichment needs

d) Part 5: Administrative needs

e) Part 8: Professional development needs
f) Part 1: Professional training needs

g) Part 4: School environment needs

h) Part 9: Health and lifestyle needs

i) Part 7: Perscnal development needs

1 2 3 4 5
1 2 3 4 5
12 3 4 5
1 2 3 4 58
1 2 3 4 5
12 3 4 5

5 ctions

0 - if not importa

b) To what degree has each category of
- not at all met

seldom met

- minimally met
adequately met
- extremely weil

N H WK -

a) How important is the need in the teaching profession?

Example: 100 - if twice as important as the referent
38 - if seen as 3/4 as important
25 - it s~sn as 1/2 as important

nt at alii

Needs can have the same value.

needs been met?

met
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Part 12: Criterla for Developing Interventions

This sectlon is to be answered by everyone.

What criteria determine whether you will participate in a course or workshop? The
following is a list of criteria that have been cited by educators as important
considerations when contemplating participation in further education or professional

development. Rank each criteria by comparing it with the first one, the referent, that
has been assigned a value of 50.

Reminder: Use scale 1-100.

Criteria Assigned Value

b) Expertise of instructor

c) Time of day

d) Pedagogy

e) Personal cost

f) Availability of release time

g) Ease of access

h) Confidentiality of access

i) Administrative support

j} Absence of evaluation

k) Return on investment

) Length of involvement

m) Professional recognition

n) Topic

o) Other (specify)

p) Other (specify)

Comments:
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Intervention Methods

This section is to be answered by everyone.

What format seems most appropriate to meet these important needs to ensure personal

well-being and professional satisfaction?

Rank the following methods by comparing

each one to the first one, the referent, that has been assigned a value of 50.

Reminder: Use scale 1-100.

Method

—— e — o ———— — . — —— . e o — —— —— —

b) Computer-assisted instruction
¢) One day workshop

d) Lecture series at lunch time
e) Distance education

f) Teleconferencing

g) Individual counselling

h) Peer support group

i) Group counselling

i) Other (specify)

Assigned value

Comments:
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Further Comments

If you have further comments on the needs of teachers in general or on
this needs assessment in particuiar, please feel free to state them here.
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Once again, thank you for your assistance in this survey. Your

responses will be very Important in future teacher health planning.

Now that you have completed the questionnaire, please place It in the

addressed stamped envelope and return it to:

Teacher Health Study

Dorothy Ryan

Department of Educational Psychoiogy
6-102 Education North

University of Alberta /
Edmonton, Alberta i

T6G 2G5 i



