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Educators’ Perceptions

Social, Emotional, & Behavioral Issues

Executive Summary

re lowa educators being prepared to teach students whose
.A.emoﬁonal status hinders their akility to learn, whose social
competence weakens their ability to develop friendships, and
whose behavior interferes with their own academic achievement
as well as the learning and safety of others? In an attempt o
answer this question, 365 general education teachers, special
education teachers, and support/related services personnel (recent
graduates of Iowa institutions of higher education) firét rated the
Importance of 23 specific skills that addressed the social, emotional,
and behavioral needs of students. Second, the recent graduates
rated their level of Preparedness in relationship to each skill - Next,
they descrilbed those aspects of theilr preservice education program
which were most helpful and recommended ways to improve
preservice personnel preparation programs. Finally, they indicated

the type of continuing education programs they prefer

Recent graduates were randomly selected, and data were
collected in the Spring of 1998, The responses to the 23 Likert scale
items were separately factor analyzed for itemns on the Importance
scale and items on the Preparedness scale. Five major factors
were found; these were named based on item content [-Student
Centeredness, [I-Systems With-it-ness, M-Diversity Competence,

IV-Prosocial Expertise, and V-Personal Management

The analyses of the factor scores revealed that general
educators, special educators, and support and related service
personnel concurred on the Importance of Factor I-Student
Centeredness and Factor IV-Prosocial Expertise On Factor II-Diversity
Competence, general and special educators rated the item cluster

higher in Importance than did support and related services

€6

3 65 general
education teachers,
special education
teachers, and support/
related services personnel
(recent graduates of lowa
institutions of higher
education) ...rated the
importance and their
level of preparedness in
relationship to 23 specific
skills that addressed the
social, emotional, and
behavioral needs of

students.

29
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1l groups [of
4‘édfu¢ators
surveyéd] fdg'sired
increased skil® and
knowledge related to
diversity competence and

prosocial expertise.

...the recent graduates
included in the survey
reported that addressing
the social, emotional, and
behavioral needs of all
students is a critical role
and responsibility of our

schools.

29

personnel.  In contrast, support and related services personnel
rated the item clusters on Factor I-Systems With-it-ness, higher in
importance than general and special education teachers. On

Factor V-Personal Management, general education teachers placed

. _greater emphasis on its importance than did special education

,, ,;féGCheIS or support and related services personnel

When the responses on the Importance and Preparedness
ivejréjgrouped, the greatest disparities among professional

Ups 'Wéréﬁ observed In the items related to a) personal time

stress monagement, b) collaborating with child service agencies,

~ ©) serving students with significant mental health needs,
",‘d) motivating reluctant leamers and students with challenging

~ behaviors, and e) recognizing early warning signs and taking

appropriate action in regard to those warning signs.  Briefly,

educators generally felt under prepared in these five areas.

Preservice education that was viewed as particularly
helpful included practica in which recent graduates worked directly
with diverse students in a variety of situations, experiences with
families and community agencies, and classes with professors
who described case studies and related personal experiences. All
groups desired increased skills and knowledge related to diversity
competence and prosocial expertise. A desire for greater knowledge

of computer applications also was expressed.

Respondents indicated a preference for Continuing
Education to ke either on-site or regionally delivered They viewed
college/university coursework positively.  The least preferred
continuing education options were statewide training, web-based

education, and training packets.
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In sum, the recent graduates included in the survey
reported that addressing the social, emotional, and behavioral
needs of all students is a criical role and responsibility of our
schools. They indicated they had experienced different levels of
preparedness for addressing these areas of student need Taken
together, their responses have important implications for preservice
and continuing education programs. Generally speaking, recent
graduates expressed a desire for both greater depth and a broader
range of educational experiences and expertise than they now

receive.
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‘ ‘ " =N
teacher and related
service personnel face
mounting pressure to
assess, manage, counsel,

and instruct an

increasingly diverse

student population. ’ ,

Meehng e Cratenge: What General and
Eaueation eachers and Support
Personnen Say Avout ing te_Social,
Ewmotional, and Behav.oral beds of Towa's
5

ublic education continues to witness a wave of reform initictives

characterized by administrative decentralization, greater family

‘Glfld: community involvement, interagency and interdisciplinary

. feaming (Hendrickson & Omer, 1995), and inclusion of at-risk students

and students with disabilities in general education settings (Gable

& Hendrickson, in press). Simultaneously, revised perspectives on

~ human cognition, emotions, and intelligence (eg, Damasio, 1995;

_ Gardner, 1983) are beginning to impact education.  Unfortunately,

as we approach the 21st century, threats to personal safety,
emotional stability, ccademic achievement, and social competence
of our nations children are widespread (All Systems Failure, 1993;
Koyanagi & Gaines, 1993). In lowa (lowa Department of Ectucation,
1997-1998) and across the United States (Hodgkinson, 1996), teachers
and related service personnel face mounting pressure to assess,
manage, counsel, and instruct an increasingly diverse student
propulation National Commission on Teaching and Americas Future,
1996). Moreover, they are expected to do so in an accountable,
effective manner (Smith, January, 1999).

In 1994, the lowa Behavioral Initiative (IBI) was intro-
duced in lowa as a school-improvement, systems change effort
within schools. The IBl was expanded and renamed in 1997 to
acknowledge that a “school-based” initiative was not sufficient to
address comprehensively students’ social, emotional, behavioral
and intellectual needs. At that time, the initiative now known as
Success4 (S4) emerged. The name S4 refers to the need to

include Kids, Families, Schools and Communities as equal
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partners in planning and implementing programs aimed at
promoting the social, emotional, behavioral and intellectual
development of all students. Success for each of the 4 partici-
pant groups, in each of the 4 domains is the underlying theme to
Success4. S4 became a major vehicle for implementing systemic
and systematic change processes in lowa Communities. Ap-
proximately 150 of lowa’s 375 school districts voluntarily chose

to include social, emotional, behavioral and/or intellectual goals

within their required school-improvement processes as a part of

their S4 implementation. These schools recognize social-
emotional health and well-being are foundations for optimal
learning and academic growth within their schools (Catalano and
Hawkins, 1995)

These and similar beliefs (eg, Dwyer, Osher, & Warger,
1998) provide a sound basis for evaluating efforts to improve
education. An effective educational system must be
multidimensional and responsive.  As Gardner notes in Frames of
Mind (1983), students know and leamn in unique ways. Emotions
are inextricably linked to leaming (Damasio, 1995).  Effective
schools, therefore, are schools which respond to the emotional
needs and unique characteristics of individual students (Koyanagi
& Gaines, 1993). Effective schools develop support systems for the
individual student, especially the student who lives in poverty
(Hodgkinson, 1996). States with the highest percentage of dropouts,
notes Hodgkinson, have the highest percentage of parents in
poverty, highest percentage of pregnant teens, and the highest
percentage of violent juvenile deaths Repeating a grade almost
doubles a students chance of dropping out. Hodgkinson$s prevention
agenda includes keeping people healthy and off drugs, keeping
low-income families In housing, keeping families together, keeping
people out of prisons, and keeping people albove the poverty
level. How, one might ask, can schools possibly affect these

outcomes?

17

E ffectivé schools,
therefore, are
schools which respond to
the emotional needs and
unique characteristics of

individual students

(Koyanagi & Gaines,

o 29
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schools necessarily

extends beyond the
traditional curriculum to
include social
competence, affective
development, personal
adjustment, the
maintenance of
friendships, behavioral
seif-control and
developmentally

appropriate decision-

Adelman and Taylor (1997) recommend that school districts
develop social support networks for students and families as a
strategy for improving student adjustment and achievement They
and others (Hendrickson & Omer, 1995) contend that social support

' systems are not a luxury.  For example, they note that up to 50%

o students visiting health clinics in comprehensive service school

health centers do not have medical concems. Instead, these

‘ fkstjudents;‘ If-refer for emotional and psychological distress, problems
‘ related"to?seiual and physical abuse, alcohol, drugs, and so on

‘ Cleatly, schéols which deny or ignore the Ibehavioral and emotional

same schools fail to teach priority academic subjects such as
reading, writing, science, and math (Pomerantz, 1997) to many

Jowa students.

Thousand and colleagues (1997) argue that we must
undergo a paradigmatic shift in our conceptualization of ‘curriculum”
if schools, high schools in particular, are to e successful. A
paradigm shift would imply that standard practices and
benchmarks which historically have served schools well may no
longer be appropriate or sufficient A fresh look at the curriculum
of schools necessarily extends beyond the traditional curriculum
to include social competence, affective development, personal

adjustment, the maintenance of friendships, behavioral self-control,

making. , , and developmentally appropriate decision-making.

Adelman and Taylor (1997) recommend that schools
identify and engage in activities which create classroom
environments that enable all students to leamn; respond to and
prevent crises; support students in transition; increase home

involverment in schooling; and enhance outreach efforts to create
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greater community involvement and support  Effective teaching
and learning in todays schools no longer is a staightforward
enterprise, and effective teaching in tomorrows schools will require

a range of new competencies and strategies.

Dwyer, Osher, and Wecurger (1998) describe the characteristics
of safe schools and schools which are responsive to, children

Such schools rely on meaningful involvement of families, posi’dve

relationships among students and stalf, open expre351on of ieehngs .
counseling services for students who have been neglected o
abused, and support services for students in transmon especxally"

those transitioning from school to the workplace. Dwyer o cﬂs'f .

recommendations align well with the call for collaborthe

leadership and the desire for continuous improvement set forth in

the Governors Commission on Educational Excellence for the 21st
Century (Pomerantz, 1997). The ‘Pomerantz Report” also promotes
the establishment of strong family, community, and school

relationships.

Thus, in the context of significant social, economic, and demographic

change, we ask the following questions:

¢ To what degree are teachers in lowa willing and able to

respond to the social, emotional, and behavioral needs of

their students?

¢ As experienced teachers retire, school children of the 2lst
century increasingly will be taught by educators who have
recently graduated. How much importance do these educators
place on meeting the social, emotional, and behavioral needs

and challenges of their students?

0 what degree are

teachers xn lowa
wnlhng and able to
respond to the socual

‘ emotional, and behavioral

needs of their students?

29
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¢ Do they view such work as a legitimate classroom and
school priority, or do they envision other realities and

responsibilities as the key to helping students succeed?

The attitudes and skills of recent graduates most assuredly
will impinge on the adjustment and achievement of lowas students
Yet, there are limited data on how well recent graduates are

doing or what knowledge and skills they need to further develop.

The goal of the present study was to gather information
on the perspectives of recent graduates of lowas institutions of
higher education (IHEs). Specifically, this study queried general
education teachers, special education teachers, and support and
related services personnel who had graduated within the past 1
to 3 years. The two main opjectives were 1) to ascertain the level
of Importance recent graduates place on addressing the social,
emotional, and behavioral needs of students attending lowa schodls,
and 2) to determine the level of Preparedness they reached (in
relationship to meeting the social, emotional, and behavioral
needs of students) during their preservice education programs. In
addition, we wanted recent graduates a) to identify strengths of
their preservice programs, b) to make recommendations for
improving personnel preparation programs, and c¢) to identify

their own future professional development priorities.

Method and
Tnstrumentation

I | Ihe steering committee of the lowa Higher Education Network,
a team of 10 educators from various public and private

institutions of higher education (IHEs), an area education agency
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(AEA), and the Department of Education designed the IHE Statewide
Survey. The format and itemns of the IHE survey were based on a
questionnaire developed by the lowa Behavioral Initiative (IBI)

(1997) as part of its statewide needs assessment process During
3-month period beginning in late January, 1998, a preliminary -
instrument focusing on the social, emotional, and behavioral needs

of students was designed. After a seres of revisions bctsedon
expert opinion (e, teachers, teacher educators) and re\newby -

committee members, the 'THE Statewide Survey” was ﬁeld—tes’ied . -

with 35 respondents Content and formart recommendaﬁ@nsfrom' .

the field test were examined by the committee, cmd fmc{l*"l -
‘ ~ hesurvey
modifications were made to the instrument in March 199 No . '

I instrument
significant changes were made in the format of mstrumem at . . .
7 7 y _contained 23 items related
that time. Rather, changes were made to improve item readability ... .
to the social, emotional,

and clarity. .
i and behavioral needs of

students. These items

Three rallel forms of the single e (front and back)
ba g€ Pag were rated on Importance

survey were developed: one survey for general educators (see and Preparedness.
Table 1), one for special educators, and one for support and

related services personnel On the front and top of the survey, a ’ ,
short introductory paragraph described the intent of the

questionnaire.  Below this explanation, directions for completing

the survey were presented in two boxes. The directions in the box

at the left pertained to rating Importance of the item The directions

in the box on the right pertained to rating the Preparedness of the

educator as a result of his or her preservice preparation program.

The respondents were instructed to first complete all of the items

in relationship to Importance. The directions indicated that upon

completion of rating Importance, respondents were to read each

item a second time and rate their Preparedness

The survey instrument contained 23 items related to the
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Table 1. Abbreviated Items in the General Education Teacher Survey

Items

Responses

10.

s,

15.
16.
17

Treating all students at all times with respect regardless of their social, emotional, or behavioral

competence.

Having the knowledge to adapt course work/class demands to enable all students to be
successfully engaged in meaningful learning.

Being a faculty member in a school that collaborates with parents, community agencies, and
the student to meet each student’s social, emotional, and behavioral needs.

Having challenging but approprate social and behavioral expectations for students who may be
at-risk, have disabilities, and/or present unique instructional challenges.

Being able to recognize early signs of social, emotional, and behavioral problems, and knowing
the action to take to get/give students appropriate assistance.

Knowing about published curricula, local resources, and appropriate strategies for the effective
teaching of social and behavioral skills to students (including students from diverse cultural or
socioeconomic backgrounds).

Having skills and knowledge to collaborate with special educators and support services (e.g.,
speech/language pathologist, psychologist) to meet the educational needs of students with
challenging behavior and serious social and emotional problems.

Having sufficient theoretical and practical knowledge to apply effective strategies which
promote prosocial behavior of all students.

Having sufficient theoretical and practical knowledge to manage classes that include students
with challenging behavior and/or complex social and emotional needs.

Collaborating with staff from other child service agencies (e.g., Mental health services, DHS,
etc.) who are involved with a student or a family.

Having skills to direct and support the work of paraprofessionals in school settings
(classrooms, hallways, lunchroom, etc.).

Having knowledge and skills to access services that help address persistent, serious academic
difficulties students may be experiencing.

Having the ability to gain the respect of reluctant learners and students with challenging
behavior.

Having the knowledge and skills for including students with severe social, emotional, and
behavioral problems in my classes or courses.

Having expertise in motivating reluctant leamers and students with challenging behavior.
Having effective personal time management and stress management skills.

Possessing and applying knowledge about school structure and organization (e.g., traffic
pattems, scheduling of classes and passing periods, etc.) to promote appropriate student
behavior.

11.

12.

13.

14.

15.
16.
17

Preparedness

Importance

10
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Table 1. (continued)

Preparedness Importance

18. Having skills in assessing individual students’ social, emotional, and behavioral needs and 18.

preparing instructional objectives.
19. Possessing skills to collaborate with students’ families in order to resolve social, emotional, 19.

and behavioral problems of students.
20. Having the skills and knowledge to serve students with significant mental health needs in my 20.

classroom.
21. Having knowledge and skills to negotiate effectively with the administration, other teachers, 21.

parents, and the community on behalf of students.

22. Possessing skills to collaborate with families of diverse ethnic backgrounds in order to resolve 22
social, emotional, and behavioral problems of students.

23. Having cultural sensitivity in recognizing and accommodating for the social, emotional, or 23.
behavioral characteristics of students (e.g., gender, ethnicity, economic circumstances).

® What were strengths about your training program? (Circle any that apply.)

a. low faculty: student ratio b. practicum experiences
C. course sequence d. small student body

e. faculty supervision f. mentoring program

g. relations with local schools h. faculty experience

i. other j. other.

¢ In what areas do you feel that your training program should have provided you more support, information, or
training?

* What are your continuing education (inservice) needs to prepare you to meet the teaching demands of the
future?

Note: Reliability coefficients for the Importance and Pre paredness scales were .91 on the Guttman Split-half; .87
on the Spearman-Brown Split-half; and, the correlation between forms was .77.

social, emotional, and behavioral needs of students These items
were rated on Importance and Preparedness [n addition, there
was one multiple choice item, and two open-ended items with

spaces provided for responses.

Respondents rated each of the items on a Likert scale of
0 to 3. Zero (0) was “not important” or “not prepared’ one (1) was

‘somewhat important” or ‘somewhat’ prepared; two (2) was

11
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‘Important or prepared’ and three (3) meant “very important or
‘very prepared” In addition, (not shown in Table 1) recent
graduates were asked to rank their preferences for the manner in
which continuing education (ie, professional development) activities
e delivered As can be seen In Table 1, the recent graduates
were asked to respond to open-ended questions aimed at identifying
@) aspects of their professional preparation program that contributed
to being able to meet the complex social, emotional, and behavioral
needs of students; o) features of their preservice education program
which need to be enhanced or maodified; and ©) their continuing
education priorities (so that they might meet the social, emotional,

and behavioral needs of students).

Finally, the respondents were asked to provide lbasic
demographic information on themselves--thelr total numiber of
years in education, their highest degree, their ethnicity, and their

gender.

Respondents were not identified by the personnel
preparation program from which they graduated, and an analysis
of responses by [HEs was neither sought nor conducted Rather,
the purpose of this study was to gather information which was

generally applicable to educators and [HEs across lowa
58mple

Our goal was to survey twenty percent (20%) of the total
population of general education teachers, special education teachers,
and support and related services personnel who had graduated
from an lowa institution of higher education in the last 1 to 3

years Twenty percent was selected because it represented a 90%

12
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confidence level with a .05 margin of emor (see Asher, 1976).
Educators in private schools and agencles were not included in
the study. A total population of 3,252 persons from the Department
of Education data base (BEDS, 1997-1998) was identified, and a

sample of approximately 25% was drawn randomly.

General education teachers included any regular education
teacher from preschool through 12th grade Special education
teachers included teachers working in any special education
program (eg. resource room, multi-categorical self-contained with
some integration) regardless of their students' disability label or
the severity of the disabiliies Support and related services personnel
included school social workers, speech and language pathologists,

school psychologists, and special education consultants.
Procedure

Data collection was scheduled to ensure that the most
recent graduates had been employed a minimum of six or more
months in a school district or area education agency (AEA) prior
to completing the survey. This was accomplished by distributing

the questionnaires in the spring of 1998.

An explanatory letter, the appropriate questionnaire (ie,
general education teacher, special education teacher, support/
related services personnel), and a stamped envelope with a retum
address was mailed to each educators work address in Aprll,
1998. The explanatory letter described the purpose of the study,
explained the voluntary nature of participation, assured the potential
respondent of confidentiality and anonymity, and provided names
and telephone numbers of contact persons if the respondent had

any questions.

13
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Approximately three @) weeks after the initial mailing, a
follow-up request was sent to individuals who had not returmed
the survey. The Resource Center for Issues in Special Education at

Drake University served as the distribution center for mail-outs.
Data Analysis

Several strategies were employed to examine and analyze
the data. First, factor analyses were conducted on all the Likert
scale items for both the Importance and Preparedness responses.
Foctor analysis is a statistical procedure which results in the
grouping or clustering of items Ditferent items group together to
fom a ‘factor” when submitted to a factor analysis.  Essentially,
items group because they are similcr when the relationship between
itemm means and variabilities are analyzed Using factor analysis
enabled us to focus on a small number of “factors” rather than the
23 individual items. After the factor analysis was conducted,
each factor is given a short name in an attempt to capture the

essence of its items (see Kim & Mueller, 1978).

A descriptive analysis (eg, means, standard deviations)
of the Likert scale items was performed, all Likert scale items are
rank ordered, and a discrepancy analysis of the differences between
the Importance and Preparedness responses was made.  Finally,
the open-ended iterns were carefully examined to identify the

variety of themes they represented

Reauts

I | The results are presented in four sections demographic data,
descriptive data, factor analyses (of Importance and

Preparedness item responses), and responses to open-ended items.

14
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Demographic Data

A total of 365 surveys (52.7% of 693) were retumed
The return rate for general education teachers was 51%; for special
education teacher responses, 53%; and for support and related
services personnel, 61%. Approximately 12% worked part-time;
28% were males, and 72% were females Teachers ranged in age

from 22 to 58 with a median age of 27.

Table 2 presents the number of years the respondents
worked in education Approximately 8% had worked less than 1
year, 68% had worked 1-5 years; 16% had worked 6-10 yeaus;
and 8% had worked over 11 years Thirty percent 30%) of
educators had 6 or more years experience in education. It is
likely that persons with several years of experience were Q)
individuals who taught for a period of time and recently completed
a masters degree and b) paraprofessional educators who eamed
a bachelors degree while/after working in the schools for a number

of years

Table 2. Number of Years of Experience in Education

Years Years Years Years Years Years
Position
0 1-5 6-10 11-15 16-20 >20
Reg. Ed. 12 147 24 3 0 3
Spec. Ed. 13 71 29 12 1 4
Sup./Rel. 4 32 7 2 1 0
Total 29 (8%) 250 (68%) 60 (16%) 17 (5%) 2 (<1%) 7 (2%)

Note: General Education Teachers = 189 (52%); Special Educators =130 (35%); Support/Related Services
Personnel =46 (13%); Total N = 365

15
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Seven percent (7%) of the respondents had masters degrees,
and 1% had earmed specialist degrees. Approximately one third
of the respondents had received their most recent degree within
the last 12 months, one third within 2 years, and one-third within

~ 8.years

Ihree percent (3%) of the recent graduates were minorities
American (N=12), Native American (N=6), Hispanic
sian American (N=2). This compares with state
8% White, 3.5% African American, 2.6% Hispanic,
erican, and .5% Native American (Basic Educational

, 1997-1998).

respondéh’t‘s Viéw,egj D&Sﬁ |P+|V6 pata
themselves as ranging -

- Importance. When items were ranked for Importance
from “somewhat prepared’

) according to each professional group—general education leachers,
to “prepared” on these five

" ) special education teachers, and support and related services
critical skills. None of the

¢ i personnel—the same two items emerged in 1st and 2nd place.
groups of recen

) These two items were #1) treating all students at all times with
graduates viewed

) respect regardless of their social emotional, or behavioral
themselves as reaching

o competence, and #2) having the knowledge to adapt coursework/
the criterion level of “fully

) classroom demands 1o enable all students lo be successfully
prepared” on the top five
kil engaged in meaningful work In addition each of the three
skills.
, , groups independently rated item #15) having expertise in
molivating reluctant learners and students with challenging

behavior, in the top 5 items of Importance

When the scores for Importance of all respondents were
combined, items #1, 2, 15, 13, and 9 ranked 1st - 5th Table 3
presents the means and standard deviations for these five items
which were ranked highest for Importance As can be seen,
lreating students with respect, adapting coursework and classroom

demands o creale meaningful assignments, motivating students,

16
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gaining student respect and managing challenging behavior

were considered very important competencies.

Preparedness When itermns were ranked for Preparedness
by professional group, general education teachers, special education
teachers, and support and related services personnel—two items
were identified in the top five of Preparedness For each of the

individual groups, items #1 and #18, treating all students at all

Table 3. Rankings of Importance of All Respondents

Top Five Importance Items Average S.D.

#1 Treating all students at all times with respect regardless of their social, 2.87 0.36
emotional, or behavioral competence.

#2 Having the knowledge to adapt coursework/class demands to enable all 2.79 0.47
students to be successfully engaged in meaningful learning.

#15 Having expertise in motivating reluctant leamers and students with 271 0.48
challenging behavior.

#13 Having the ability to gain the respect of reluctant learners and students 2.69 0.50
with challenging behavior.

#9 Having sufficient theoretical and practical knowledge to manage classes 2.68 0.54
that include students with challenging behavior and/or complex social
and emotional needs.

times with respect regardless of their social, emotional, or behavioral
competence, and having skils in assessing individual students’
secial, emotional, and behavioral needs and preparing Instructional
objectives, respectively, were identified as relatively high in
Preparedness However, the average level of Preparedness {or
items #1 and #23 was 2.2 and 1.9 for general and special
educators (scale =0 to 3); and 2.4 and 2.0 for related services
personnel, respectively. These averages indicate that, for the most
part, respondents viewed themselves as ranging from ‘somewhat

prepared” to “prepared’ on these five crtical skills None of the
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groups of recent graduates viewed themselves as reaching the

criterion level of ‘“fully prepared” on the top five skills

Table 4 presents the five skills which recent graduates (as
one group) believed themselves to be most prepared to execute
As shown-in Table 4, recent graduates rated their Preparedness
highest for freating students with respect cultural sensitivity in
relationship to accommodations, knowledge (o promote prosocial
skills, assessing student needs and developing instructional objectives,
and adapling coursework (o enable students o successfully engage
In meaningful learning. Only the first item—treating students
with respect, however, had an average rating above 2. Thus, in
four of the top five areas of Preparedness recent graduates believed
themselves to e less than ‘prepared’ and by no means “fully

prepared.”

Importance versus Preparédness  When the
ratings of the top five items of Importance were compared with
ratings of Preparedness, ecch group of recent graduates rated
Importance higher than Preparedness This outcome further suggests

Table 4. Rankings of Preparedness of All Respondents

Top Five Preparedness Items Average S.D.

#1 Treating all students at all times with respect regardless of their social, 291 0.72
emotional, or behavioral competence.

#23  Having cultural sensitivity in recognizing the accommodation for the 1.88 0.82
social, emotional, or behavioral characteristics of students .

#8 Having sufficient theoretical and practical knowledge to apply 1.79 0.79
effective strategies which promote prosocial behavior of all students.

#18 Having skills in assessing individual student’s social, emotional, and 1.76 0.81
behavioral needs and preparing instructional objectives.

#2 Having the knowledge to adapt coursework/class demands to enable 1.75 0.75

all students to be successfully engaged in meaningful learning.

18



Educators’ Perceptions
Social, Emotional, & Behavioral Issues

that recent graduates are under prepared on the very skills they
believe are most important for meeting the social, emotional, and
behavioral needs of students. The greatest discrepancies between
Importance and Preparedness occurred for general education
teachers. For general educators the discrepancies between
Importance and Preparedness ranged from 1.13 to 1.23; for special
educators—.92 to 1.13; and for support and related services

providers—.76 to 1.07.

In addition, we identified the five individual iltems which
had the greatest disparity between ratings of Importance and
Preparedness The five most discrepant items for general education
leachers, special education teachers, and support and related
services personnel are presented in Table 5 As can be seen,
general educators had average discrepancies of the greatest
magnitude, followed by special education teachers, and support

and related services personnel, respectively.

Table 5 also shows that each group of recent graduates
shared items with large disparities between Importance and
Preparedness; and, each group had some unique items. Items #5
and #16 (e, recognize early signs and lake action, time and
stress management) were shared by general and special education
teachers. General education teachers and related services personnel
both reported insufficient preparation in motivating reluctant learners
and students with challenging behavior (ie, item #15). Special
educators and related services personnel both reported inadequate
preparation in collaboration (e, item #10) and negotiation (ie,

item #21) skills.

General educators alone indicated a relatively large
disparity between Importance and Preparedness on expertise (o

manage challenging behavior (ie, item #15) and serving students

66. ..

recent graduates are
under prepared on the
very skills they believe are
the most important for
meeting the social,

emotional, and behavioral
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needs of students.
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Table 5. Rankings of Average Item Discrepancies by Professional Group

Abbreviated Item Discrepancy

General Education Teachers
#5  Recognize early signs...and take action... 1.3%
#16 Have effective personal time and stress management skills. 1.23
#9  Have expertise to manage challenging behavior...complex needs. 1.22
#15 Have expertise to motivate reluctant & challenging learners. 1.21
#20  Serve students with significant mental health needs. 1.17
Special Education Teachers
#11  Have skills to direct and support paraprofessionals. 1.32
#16  Have effective personal time and stress management skills. 1.27
#10  Collaborate with other service agencies involved with student & family. 1.19
#21  Be able to negotiate effectively with administrators, teachers, family... 1.17
#5  Recognize early signs...and take action... 1.14
Support and Related Services Personnel
#10  Collaborate with other service agencies involved with student & family. 1.13
#21  Be able to negotiate effectively with administrators, teachers, family... 1.07
#15 Have expertise to motivate reluctant & challenging learners. 1.05
#2  Have knowledge to adapt coursework/demands for successful 1.00

engagement.
#3  Be member of school which collaborates with parents, agencies, 1.00

student...
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with significant mental health needs (ie, item #20). Special
educators reported insufficient skill in working with paraprofessionals
(e, item #11) Related services graduates believed themselves
lacking in knowledge to adapt coursework/classroom demands
for successful student engagement (ie, item #2). They also reported
a relatively large discrepancy between the Importamoe of being

a member of a school which collaborates (ie, item #3) and their

Preparedness to fulfill such a role.

Factor Andlyses

As noted earlier, a factor analysis was employed to reduce
the complexity associated with interrupting the meanings of the
Importance and Preparedness responses to the 23 Likert items. The
items were found to cluster into five factors (see Table 6). Items
which were common to both Importance and Preparedness were
used to name the five foctors. The five factors were named
[-Student Centeredness, II-Systems With-it-ness, II-Diversity
Competence, IV-Prosocial Expertise, and V-Personal Management

Table 6 presents the factor names and illustrative items.

The Importance responses included in Table 6 show that
two items ‘loaded” (shared varation in common) on Factor [
seven on Factors II and I, Five on Factor IV, and One on Factor
V. Item #4 did not cluster on any factor In comparison, the
analysis of Preparedness responses shows that four items clustered
on Factor I, seven on Factor 1II, four on Factor III, six on Factor IV,

and two on Factor V.

Figure 1 was created to depict the unique and common
items which comprise each factor It shows the relative positions

of the survey items In relationship to each of the five factors
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Table 6. Factor Names and Illustrative Items

Factor Item

® Treating all students at all times with respect regardless of
I-Student Centeredness their social, emotional, or behavioral competence.

® Collaborating with staff from other child service agencies
I1I-Systems With-it-ness (e.g., Mental health services, DHS, etc.) who are involved
with the student or family.

® Possessing skills to collaborate with families of diverse
III-Diversity Competence ethnic backgrounds in order to resolve social, emotional,
and behavioral problems of students.

® Having expertise in motivating reluctant learners and
I'V-Prosocial Expertise students with challenging behavior.

® Having effective personal time management and stress
V-Personal Management management skills.

Table 7. The Five Factor Solutions for Importance and Preparedness

Importance Preparedness

I I I11 v v I IT 111 v v
1 5 3 8 16 1 7 5 8 16
2 6 18 9 2 10 6 9 17

7 19 13 3 11 22 13

10 20 14 4 12 23 14

11 21 15 19 15

12 22 20 18

17 23 21

Note: Item 4 was the only item that did not cluster within a factor in both analyses.
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Factor I Factor I1

#5,6, 17
Import.

#7,10, 11, 12
Both

#1920, 21
Prep.

Factor II1

#3, 18, 19, 20, 21 #22,23 #5,6
Importance Both Preparation

Factor IV Factor V

#8,9, 13, 14, 15
Both

Figure 1. Items Comprising Each of the Five Factors

Note: For example, Factor II-Systems With-it-ness contained three items unique to Importance (i.e., #5, 6, & 17) which are
presented on the left. Four items (e.g., #7, 10, 11, & 12) were common to both and are found in the center oval. Three items (i.e.,
#19, 20, & 21) were unique to Preparedness and are found to the right of the center.

(represented by ovals). Items common to both Importance and
Preparedness were placed in the center ovals. Those items unique
to the Importance analysis appear on the left [tems unique to

the Preparedness analysis appear on the right in each factor

Examination of Table 6 and Figure 1 reveals that some
items were common to a factor in both analyses, some remained
unique to a factor, and some shifted their locations on a factor. For
example, the two items from the Importance analysis that loaded”
or co-varied on Factor I were joined by two items on Factor I from

the Preparedness analysis on this factor

Student centeredness:  As noted above, Factor [ consisted
of two items shared by the Importance and Preparedness (ie,

items #1 & 2) and two items unique to Preparedness (ie, items #3
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& 4) Together these items indicate that recent graduates of
institutions of higher education In lowa view schools as complex
student centered places Also, they view meeting the social,
emotional, and behavioral needs of all students as requiring a
student centered orientation to assessment and intervention In
essence, Student Centeredness pertains to the demand that
educational environments demonstrate respect and show
adaptability to each student's individual needs and that faculty
and staff are prepared to collaborate with parents and others to
establish appropriate social and behavioral expectations.

Systems With-it-ness. The content of shared
items clustering in Factor II included such skills as having skills
and knowledge lo collaborate with special educators...,
collaborating with staff..., having skills to direct and support the
work of paraprofessionals..., and having knowledge and skills (o
access services ltems unique to the Importance factor indicated
concem with being able to recognize early signs of social, emotional,
and behavioral problems..., and possessing and applying
knowledge aboul schoal structure and organization... lters unicue
lo Preparedness decilt with possessing skills (o collaborate..., having
skills and knowledge lo serve..., and having skills and knowledge
lo negotiate effective...on behalf of students The factor of Systems
With-it-ness recognizes that school personnel must e able to work
effectively within and across systems if they are to directly and
indirectly serve students with challenging social, emotional, and
behavioral needs.

Diversity Competence. Factor Il hinges on the ability fo
collaborate with families of diverse ethnic backgrounds...and
having cultural sensitivity... Four items unique to Importance

cluster on Factor Il  assessing individual students...needs and
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preparing Instructional objectives, collaborating with. .. families...,
...knowledge to serve students with...mental health needs...,
and...negotiate effectively... Unique to Preparedness was
knowledge of...cumicula, local resources, and ...strategies...for
effective teaching. Diversity Competence recognizes the
heterogeneity of students and the need for faculty and staff to
respond appropriately to leamers with unique ways of knowing

who have diverse cultural and socio-economic backgrounds.

Prosocial Expertise. Five items clustered together
in Factor IV. These shared items pertained to ...knowledge (o
apply appropriate strategies. .., manage classes that include students
with challenging behavior..., ...gain the respect of reluctant
leamers...and students with challenging behavior, Include students
with severe social, emotional, and behavioral problems..., and
have expertise in motivating reluctant learners  Unique to
Preparedness was having skills o assess...social, emotional, and
behavioral needs and preparing instructional objectives. Prosocial
Expertise brings together a variety of competencies educators
need to effectively integrate students with severe social, emotional,

and behavioral issues into the classroom and school

pereonal Management.  Factor V contained one
common item and one unique to the Preparedness analysis. These
items were having effective personal lme management and
stress management skills, and possessing and applying knowledge
about school structure and organization...to promote appropriate
student behavior, respectively. Factor V was the least complex of
the factors. Factor V highlights the relationship between personal
management skills and educator effectiveness in promoting

appropriate student behavior.
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66...

field experiences were

especially critical to

learning how to address

the social, emotiona‘l”, and

behavioral needs of

students.
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RESPONSES 10 Open-ended Ttems

Responses to open-ended questions were read and
categorized in multiple ways (eg, according to main themes

related to delivery system, specific content). Table 8 presents one

_ of the classification systems extracted from the responses to categorize

preservice program strengths. Some percentages reported in the

following section represent the combination of response categories.

strengths of the Professional Preparation

progam.  Teachers and support and related services personnel

~ identified specific courses, content which might be found in a

number df courses, teaching styles and expertise of professors,
individuals In professional and nonprofessional roles, their own
experiences and atlributes, and field experiences as strengths of

their preservice programs.

Table 8 reveals that 20% of general education teachers,
16% of special education teachers, and 27.5% of support services
personnel indicated that field experiences were especially critical
lo learning how lo address the social, emotional, and behavioral
needs of students When student teaching is added to field
experience, 28% of the general educators and 20% of the special
educalors volunteered positive comments. In discussing field
experiences, practica, and student teaching, the respondents
indicated that multiple experiences with diverse students in different
educational settings were key o important learning opportunities
Respondents also indicated that the professionals encountered in
their {ield experiences (eg, cooperating teachers) were especially
important to understanding how to relate to the social, emotional,

and behavioral needs of students.
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By combining three related categories, it can be seen
that 30.9% of general education teachers, 39.7% of special education
teachers, and 31.9% of support and related services personnel
reported specific coursework and specific content that was seen
as a preservice program strength. The specific classes noted most{ o

often were human development, special education classes methods e

classes, cultural diversity, mainstreaming, and behavior ana]yszs

Content which respondents felt was useful for better addressmg
the social, emotional, and behavioral needs of all stud; nts mcl
behavior management, counseling, curmculum develop

and research, [EPs, individualization and diversity, communication e

skills, and teaching strategies By and large, positive aommeﬁts 'multiple' expenepces

about theory and research were more frequent in the respénsas;ot - o ’ diverse smdent‘s'mf 4

special education teachers and support and related seh/ioés dqfferent educatlcnal

personnel QWQQSWSS a key to

important learning
Nine percent (9%) of the teachers responding indicated oppertunities. , ,
that specific professors, advisors, and mentors were important to
their education in relationship to students’ social, emotional, and
behavioral needs These individuals were described as having
knowledge alout the classtoom, providing recl-life examples,
presenting case studies, having a good sense of humor, and

employing role-plays and discussions to enhance student learning.

Approximately 5% of the respondents indicated that
personal attributes and experiences they brought to their preservice
program were especially important in leaming about the social,

emotional, and behavioral needs of students.

A number of students, 8%, 10%, and 17%, appraised the

structure, focus, and philosophy of their preservice programs as a
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Table 8. Classification of Preservice Program Strengths

Support &
General Special Related
Theme ‘ Education  Education Services
Teachers Teachers Personnel
N (%) N (%) N (%)
e Hands-on, Field & Practicum Experiences
Multiple Experiences, Student Contact 37 (20%) 25 (16%) 13 (27.5%)
o Specific Classes or Type of Classes: Human
Relations, Mainstreaming, Methods, 26 (14%) 18 (12%) 6 (13%)
CultDiv, Classrm Mngt, Communication,
Beh Analysis
e Specific Content & Format of Courses:
BehMngt, Curriculum Dev., Counseling, 25 (14%) 35 (22%) 5(11%)

Real Issues, Theory & Research, Leamning
Styles, AccessResources, IEPs, Rights,
Assessment, Adaptations, Law, Strategies,
Communication

e Recommendations, Negative Comments, or 16 (9.5%) 9 (6%) 4 (8.5%)
“No Strengths” Noted

e Professor, Advisor, Mentor 17 (9%) 14 (9%) 0(0%)

e Student Teaching 15 (8%) 7 (4%) 0(0%)

e Program Philosophy & Focus; Total 15 (8%) 15 (10%) 8 (17%)
Curriculum of Program, Opportunities

e Personal Knowledge, Experience, Attributes 10 (5%) 2 (1%) 1(2%)

e Respect & Discuss Diversity, Individual 8 (4%) 8 (5%) 3(6%)
Needs

e Good Special Ed Program, Special Ed 6 (3.5%) 9 (6%) 4 (8.5%)
Classes

e Cooperating Teacher; Other Professionals 6 (3.5%) 6 (4%) 12%)

e Diversity of IHE Itself 1(.5%) 1(.5%) 0(0%)

¢ On-the-Job Training; Real Life Situations 1(.5%) 1(.5%) 0(0%)

e Graduate Work 1 (.5%) 0 (0%) 0(0%)

e Peers, Interaction with Families 0 (0%) 6 (4%) 2 (4%)

Total 184 156 47

whole They noted diversity on campus, mulliple and diverse
field-based opportunities, well-sequenced requirements, and good

Instruction as important aspects of their programs.

Interestingly, when asked alout program strengths, 9.5%
of the comments of general educators, 6% of the comments of
special educators, and 8.5% of the comments of support staff
either reported negative attributes of their programs, recommended

specific changes for programs, or simply noted, ‘no strengths’
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recommendations for Improving Professional preparation.
About 25% of all recommendations were related to increased
school-based experiences; more diversity In expenences; eqrlier
experiences; experiences with a range of leamers, and, practica
linked to coursework (See Table 9). Another quarter of the
recommendctions pertained to the specific content and format of
classes offered at our colleges and universities Respondents advised
Improving methods courses to reflect realities of todays schools;
more In-depth coverage of issues related fo accommodations,
strategies for classroom and behavior management, lextbooks
with applied information, stategies for individualizing to meet

students’ needs, and Information for accessing resources

Thirteen percent (13%) of the teacher recommendations
were to include more special education content and course work
in preservice preparation programs More knowledge for working
with students with behavior disorders, gifted and talented, severe
disabilities, and other challenges was viewed as critical Counseling,
meeting students’ mental health needs, and education/special
education law were identified as additional target areas for

preservice.

Twelve percent (12%) of the recommendations of general
education teachers, 11% of the suggestions of special education
teachers, and 18% of the recommendations of support services
personnel focused on collaboration skills, especially working with

other educators, parents, and oulside agencies

A small percentage (2 - 3%) of the recommmendations of
teachers also indicated a need to leamn about schools and how to
negotiate effectively for themselves and their students Another
small percentage (1.5 - 3%) indicated the need for more information

on cultural diversity and the continuum of learners.
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priorities for continuing Edueation 10 Meet
Demands of the Future

General education teachers In articulating their
continuing education needs, many responses pertained to being
admitted to a graduate program so the individual could obtain
an advanced degree (eg., masters degrees in counseling,
administration, mathematics, reading). General education teachers
were especially concerned with learning more about technology
and its uses, including assistive lechnology, behavior management,
behavior modification, disciplining, classroom management and
strategies for inclusion of students with disabilities and students

from diverse backgrounds.

5peciadl edveation teachers. Special education
teachers also frequently mentioned eaming an advanced degree
and completing an endorsement area (eg., multi-categorical
resource). They pinpointed specific targets often associated with
special education: post-secondary transitions, social skills training,
technology and assistive technology, legal issues, collaboration
experlise and Inclusion strategies, sign language, and behavior
management They also indicated an interest in classes related
to specific disabilities (eg. behavior disorders, leaming disabilities,
menlal disabilities) and disorders (eg. ADHD, autism). Special
educalors frequently noted the Importance of keeping up with
research and advances in the field They mentioned attending
professional conferences and workshops to improve their knowledge

and skills.

support and related serviceés pergonnel. Future
plans of support and related services personnel were quite similar

to those of special educators This group of professionals were
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Table 9. Recommendations for Improving Preservice Preparation Programs

. Support &
General S pecial Related
Theme Education Education Services
Teachers Teachers Personnel
N (%) N (%) N (%)
Specific Content and F ormat of Courses:
Greater depth; More Interactive, Case
Examples, Behavior Management, S-E-B
Strategies; Accommodations for Spec Needs 52 (29%) 28 (21%) 9 (20.5%)
Students; Individualization Strategies; Guest
Speakers; Realities & Practical Info; School
to Work; Student Curricula; Textbooks;
Access Resources
More Hands-on, Field, Practicum
Experiences; More Varied Experiences; 46 (25%) 29 (22%) 12(27.5%)
Early; Daily; Link with Direct Instruction
More Special Ed; IEPs; BD; Wark Except 22 (13% 18 (13.5% 5(12%
Students, Counseling; Law; Mental Health ( 6) (15.5%) ( 0)
Peers, Interaction w/Families, Professionals, 21 (12%) 14 (10.5%) 8 (18%)
Agencies, Collaboration; Job Shadowing
Specific Classes or Type of Classes: Methods;
Case Management; Social Problems; Stress,
Conflict, & Beh Mngt; S-E-B; Assessment; 11 (6%) 8 (6%) 6 (14%)
Social Skills; Counseling; Commun.
Disorders
No Recommendations; Confused; Satisfied 8 (4.5%) 4 (3%) 1 (2%)
Negotiation Skills; Gen Ed & Sp Ed 7 (3.5%) 3 (2%) 0 (0%)
Together
On-the Job Isswes; Prep Time 0 (0%) 4 (3%) 0 (0%)
Better Advising, Mentor with Classroom 3 (1.5%) 1(.5%) 0 (0%)
Experience; Broaden Subject Area Teaching
More Cultural Diversity; Learner 3 (1.5%) 4 (3%) 1 2%)
Continuum
Tochnology 2 (1%) 2 (1.5%) 0 (0%)
Inservice Time & Opportunities 1(:5%) 2 (1%) 0 (0%)
Shared Student Teaching Experiences;
Earlier; Full Year; One Part Special 3 (L5%) 7(5%) 0 (0%)
Education
Cut Subject Areas (6-9 hours); Fewer Gen 1(.5%) 1 (1%) 0 (0%)
Ed
Better Prepare Principals, Counselors 1(:5%) 0 (0%) 0 (0%)
Personnel Prep Program Inadequate 0 (0%) 2 1 (2%)
Paraprofessional 0 (0%) 4 (3%) 1 2%)
Time/S tress Management 0 (0%) 3 (2%) 0 (0%)
Total 181 134 44
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interested in advanced degrees. Specific content of courses which
interested support and related services personnel included early
childhood, English as a Second Language (ESL), behavior disorders,
technology and assistive technology, assessment strategies,
motivational strategies, working with agencies, and opportunities
which might be offered over the lowa Communications Network

ICN).

Table 10. Preferred Mode of Delivering Staff Development Programs

Delivery Mode 1st Choice 2nd Choice 3rd Choice 1st & 2nd

Onsite 1 2 4 1st
160 (42%) 73 (21%) 45 (13%)

Regional 2 1 3 2nd
75 (19%) 89 (25%) 60 (17%)

Coursework 3 3.5 1 3rd
73 (19%) 60 (17%) 71 (20%)

Study Group 4 3.5 2 4th
30 (8%) 60 (17%) 63 (18%)

TV/Distance Learning 5 5 5 Sth
24 (6%) 28 (8%) 36 (10%)

Web-Based 6 7 7 7th
14 (4%) 18 (5%) 26 (7%)

Training Packages 7 6 6 6th
5 (1%) 26 (71%) 33 (9%)

Statewide 8 8 8 8th
4 (1%) 14 (4%) 14 (4%)

Delivery Mode for Professional 1Inservice
rogams. Table 10 presents various options educators might
use o receive continuing education. The first column on the left
presents the location and type of inservice package—onsite, regiondl,
raditional college coursework, study groups, distance learning,
webrbased learning, print training packages, and statewide training
programs. The percentage of responses for which a given approach
(eg, onsite) was ranked as the first choice (eg, 42%), second
choice (eg. 21%) and third choice (eg, 13%) appecar in columns
2, 3, and 4 The 5th column on the far right presents the rank

order when first and second choices are combined The bold
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numibers in the middle columns (eg, columns 2, 3, and 4) represent
the rank order of each approach as the respondents’ first, second,

or third choice.

As can be seen in Table 10, respondents preferred inservice
programs to e delivered onsite or regionally. Standard coursework
appears to e the prefered format at this time  Continuing
education programs which use technology, such as distance
leaming and the world wide web, have not yet gained favor
with educators. Print training packages and statewide programs

represent the least preferred types of continuing education
Discussion

Genero[l education teachers, special education teachers, and

support/related services personnel who had been trained
within the last 1 to 3 years were asked to rate the Importance of
the specific knowledge and skills for addressing the social, emotional,
and behavioral (S-E-B) needs of lowa students with whom they
work  The respondents then rated how well they had been
prepared with regard to the 23 skill items surveyed In addition,
the respondents identified aspects of their preservice programs
which they considered to be strengths, made recommendations
for improving preservice education, and indicated their priorities

for the content and delivery of continuing education programs.
Limitations

Generalization of these results are limited by a number of
factors. Although the sample of recent graduates was randomly
selected, only 53% of the questionnaires were returned. We do not
have information on those individuals who did not respond, and

consequently do not know if the results would have differed with
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a larger retum rate. Second, the use of a survey may have
limited generality. In spite of relatively high reliability and validity
coefficients (and confidence in the instrument), it is not possible to
draw conclusions about how an individual carries out his or her
professional responsibilities based on self-report survey data.  For
example, all three respondent groups rated “treating all students
at all times with respect regardless of their social, emotional, or
behavioral competence,” as the most important job performance
area. While they may strongly argue in favor of this belief and
indicate that they were prepared to act in accordance with it, we
have no way to confirm that their day-to-day behavior is reflected
in this kelief. We did not directly observe the participants, nor
were data on students perceptions of whether or not they were
treated with respect at all times by a particular respondent
gathered .

Another generalization issue relates to ime. The present
study was conducted in the spring of 1998 and only included
respondents one o three years after graduation The panel
conducting this survey was unaware of any significant
modifications in the teacher preparation programs in the state of
lowa which may have improved educators’ abilities to meet the
S-E-B needs of students, but it is possible that preservice education
programs have changed in the intervening time period.  Finally,
the resulls are exclusive to the state of lowa To conclude that
teachers and support and related services personnel in states such
as New York, Texas, and California, for example, would respond in

the same way would be to over-generalize.
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Synthesis of reautts

Rank ordering by item averages and the factor analyses
of general education, special education, and support and related
services personnel responses as a group and as three separate
sulb-groups indicated discrepancies between preservice preparation
and the importance educators place on specific skills and

knowledge related to meeting the S-E-B needs and challenges of

students exists. These resulls are not surprising in the sense that k

%

agencies are currently revising or calling for the modifications in .

‘on-the-job’ training is a well-acknowledged phenomenonhizi

education. In addition, many professional organizations and

preservice programs so to better prepare graduates to address the

challenges schools and educators are expected to face in the 21st

century.

The result of the two factor analyses of the data revealed
that the skills and knowledge educators require to meet the
S-E-B needs of students (K-12) can be grouped under five major
areas of competence (ie, factors) -Student Centeredness, I-Systems
With-it-ness, MI-Diversity Competence, IV-Prosocial Expertise, and
V-Personal Management. The responses of recent graduates
demonstrated that they viewed schools as complex environments
in which teachers (general and special educators) and support
and related services personnel must integrate a wide range of
skills on a daily basis. Some of these skills are relatively new to
the curricula of professional preparation programs (eg., Systems

With-it-ness, Diversity Competence).

First and foremost, our results indicate that educators should
e student-centered (Factor I). Todays educator must be able to

give respect to all students, earn the respect of all students,

oday’s edUcétors
must be able to give

respect to all studénts,

- eam the respect of all

students, individualize
instruction, and develop
meaningful learning

opportunities for each

student. , ’
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individualize instruction, and develop meaningful learning
opportunities for each student As a group the survey respondents
ranked the two key items of the Student-Centeredness factor as
the items highest in Importonce As a group the respondents
viewed themselves as relatively well prepared to approgch their
teaching and other responsibilities from a student-centered

perspective.

Second, recent graduates identified Systems With-it-ness
(Factor ) as an important competency area. This area is
characterized by such items as “collaborating with staff from other
child service agencies (eg, mental health services, Department of
Human Services) who are involved with the student or family”
Systems With-it-ness was the most complex factor, the factor with
the most dimensions to it As such, it could be interpreted as an
important factor for all teachers, and especially general education
teachers. Of the respondent groups, support and related services
personnel placed the greatest emphasis on Systems With-it-ness.
For all teachers, and especially general education teachers, gaining
skills to navigate systems and maximize resources external to the

classroom, appears to be an emerging professional responsibility.

Third, Diversity Competence (Factor III) was identified as
a domain of expertise educators need to meet the S-E-B needs of
students. This competency area is characterized by such items as
‘possessing  skills to collaborate with families of diverse ethnic
backgrounds in order to resolve social, emotional, and behavioral
problems of students” General educators, special educators, and
support services personnel placed relatively equal emphasis on
Diversity Competence. With changing demographics in lowa
and across the nation (fowa Department of Special Education,

1997-1998; Hodgkinson, 1996), Diversity Competence should continue
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to receive attention in preservice preparation programs, professional
organizations, and research investigations. Institutions of higher
education, professional groups, and education agencies would be
well advised to promote understanding of diversity issues and the

impact of diversity on student achievement and school adjustment

Fourth, Prosocial Expertise (Factor IV) was viewed as a
criical competency area, especially by general and special
education teachers. Prosocial Expertise was given less emphasis
by support and related services personnel  Both general and
special education teachers reported their classroom responsibilities
to include the development of students’ social competency.
Although direct instruction of social skills is common in special
education, traditionally social skills have not been systematically

taught by general education teachers.

The fifth competency areq, Personal Management (Factor
V), was emphasized most by general education teachers. It may
be that initially novice teachers are overwhelmed by demands
on their professional and personal time. This, in part, may be a
result of the discrepancy between the classroom ‘realities” new
teachers face and the expectations they formed Research has
documented that teachers of students with severe behavior disorders
are especially susceptible to career stress and burnout (Wrobel,
1993). Thus, one might conclude that meeting the social, emotional,
and behavioral needs of students is particularly difficult and

stressful for teachers.
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Implications for the Preserviee and
Continving Edueation of Edueators

Recent graduates reported that addressing the social,
emotional, and behavioral needs of all students is a crtical role
and responsibility of our schools and their responses indicated
different levels of Preparedness for this task Generally speaking,
recent graduates desired greater depth and broader educational

experiences than they had received

Novice educators of today face instructional and personal
career-related challenges not experienced by prior generations of
principals, teachers, counselors, and other service providers. The
responses of recent graduates.of Iowas institutions of higher education
reinforce the proposition that our schools increasingly need to be
prepared to address the social, emotional, and behavioral needs
of students. To succeed In this endeavor will require preservice
and inservice programming which assures the establishment of a
professional repertoire that goes beyond traditional pedagogy
and subject matter expertise in all novice teachers and support

services personnel

The expanded basic repertoire of educators can e grouped
into five areas of expertise. Today and in the future, all educators
will need greater sophistication and competency in: @)
communication and collaboration skills, b) understanding and
responsiveness to student diversity and individuality, ¢) knowledge
of systems and strategies for improving systems' effectiveness,
d) expertise in meeting the prosocial developmental needs of
students, and e) self-management skills which offset the daily

stresses and demands of the evolving workplace.
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Although it is likely that colleges and universities will
develop variations in the manner in which these competencies
are taught, the need for such skills and knowledge dare not be
ignored. The need for direct, systematic, and accountable college
and university curricula seems evident. Respondents to the present
survey advocated specific coursework with heavy reliance on
case studies and increased practicum and hands-on experiences
for acquiring basic competencies. Modeling, use of computer
technology, and integration of research into practice were strategies
recommended by respondents for both preservice and inservice

preparation programs.

A long-term commitment by schools to meet the S-E-B
needs of students would appear to be a first step. A commitment
of colleges and universities to prepare educators for the real life
demands of the classroom as they relate to meeting the social,
emotional, and behavioral needs of students would seem to be
an appropriate concurrent step. Once these commitments are in
place, multi-disciplinary collaboration and community involvement

seems essential

OTE This report was an attempt to gather information on
Nthe perspectives of recent graduates, their perceptions of
student needs, and their perceptions regarding how to improve
professional preparation and the continuing professional
development of educators. This report is a broad sweep description
of the results Those interested in specific information on the
perspectives of general educators, special educators, or support
services personnel should refer to the Results In addition, the
exact comments of respondents to the open-ended questions can

be made available upon request
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