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A Survey of the Introductory Course in
Mental Health and Human Services

Dennis B. Cogan and Ann Cahill Wood

Abstract: A four-page survey designed to elicit information
regarding the introductory course in mental health/human services programs was sent to 370 institutions that offer such programs throughout the United States. Results of the study provide a clearer picture of what is being taught in the introductory
course. the texts books currently being used. and some of the instructor and program variables.

INTRODUCTION AND REVIEW OF LITERATURE
It has been little over 20 years since the first mental health/human services
program was established. There are now more than 400 such programs in the
United States according to the Council for Standards in Human Service Education
(1980). The Council has established specific competencies and performance
standards for program approval. But little is known about the texts or materials
currently used in the COUf&eS. in 1974, the Southern Regional Education Board
(SREB) attempted to identify teaching materials that were currently being used in
mental health training programs. Results of their study indicated that because of
the inadequacy of material available that was pertinent to the fledgling field,
students were assigned parts of books and given handouts and pamphlets to read.
Texts that were developed for other disciplines were also adopted. in part, for use
in the mental health/human service classroom.
Virtually all the faculty currently teaching in mental health/human services
Human Service Education' Volume 8' Number 2' 1

training programs earned a degree from one or more of the older, more established
disciplines or one of the related fields of social sciences. McClam & DeVoe
(1982) found that the most common disciplines of individuals teaching in these
programs were social work/social welfare, psychology, guidance and counseling,
and education. Though no study has been done, it might be reasonable to assume
that instructors would therefore rely on the discipline in which they earned their
degree and their training experience from which to select reading materials.
Using texts for mental health/human services that were developed for other
disciplines cannot meet the classroom needs for these programs for a variety of
reasons. The National Commission for Human Service Workers (1982) described
the human service worker as "not traditionally affiliated with any established
profession, who performs a variety of therapeutic, supportive, and preventive
functions for people with emotional, developmental, and social, or physical
problems within an organized human service delivery program." Weare a profession that approaches human problems from a holistic point of view. Our programs
attempt to integrate didactic information in the classroom with an experiential
field component. Texts from other disciplines cannot speak directly to what
mental health/human service programs are all about.
Educators in the field of mental health/human services are just beginning to
develop an information base built on the results of 20 years of experience. Studies
that advance that information base include the study by Petrie (1984) that compared the relationship between curriculum requirements and competencies deemed
necessary for human services worker certification. Clubok (1984) looked at the
similarities and differences between four-year human services and social work
programs. Wilson and Float (1983) compared traditional and nontraditional students in human services programs. Brawley (1982) reported the results of a
national survey of bachelor's degree programs in human services. McClam and
DeVoe (1982) report on the results of a survey of mental health/human service
faculty. Aldridge (1980) developed a model of competency based on human
service programs. Cogan (1980) developed a four-year human services training
model.
Five years after the study by SREB, Clubok (1979) reported the results of a
study of introductory courses in associate degree programs in mental health and
human services. Her study included 54 programs from an original mailing list of
297. She analyzed the topics covered in the course, the textbooks used, the
methods of instruction, the general course objectives, and the course requirements. An examination of the course outlines received revealed that: the roles and
functions of workers was the most frequently listed (63%), followed by historical
developments (54%); community resources (50%); attitudes and values (41 %);
definitions of mental health and mental illness (28%); types of therapies (28%);
and diagnostic categories (19%).
Clubok found that the most frequently used text was The New Professional by
Duggar (17), followed by Human Services Today by Erikson (8), and Human
Service Technology by HoUer and DeLong (6). Other books that were listed
included An Introduction to Human Services by Collins, Working with People by
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Brill, and Intervention in Human Service by Shulman. Clubok concluded that the
wide choice of textbooks in use reflected the lack of clear agreement as to what
should be included in an introductory course. She hoped that the confusion and
variation would be reduced as programs responded to the standards being developed by SREB.
The purpose of this paper will be to update the two previous studies (Clubok,
1979; SREB, 1974), to extend the research base to include baccalaureate degree
programs, and to focus on the content and the reading materials used in the
introductory course in mental health/human service programs.
METHOD OF STUDY
Instrument
The questions on the survey were divided into three major areas. The first related
to the content taught in the introductory mental health/human service course.
Questions on the content and the reading materials were primarily developed from
the topics found in the table of contents of texts currently being used and from the
standards for program approval that were developed by the Council for Standards
in Human Service Education. These were seven introductory texts that included
mental health and/or human services in the title. The second area was specific to
the assigned readings (text or other) being used currently and during the previous
three years. Respondents were asked to indicate if they used: an introductory text,
a supplemental text, journal articles, and/or other readings. Respondents were also
asked to list which text(s) are currently being used and what texts have been used
in the past three years. The third area of the survey was designed to elicit
demographic information regarding the program and information about the instructor of the introductory course. Demographic questions were taken from other
similar types of studies, a result of a computer search of the literature.
The survey was given to four faculty members in mental health/human
services for their review and suggestions before final revisions were made.
Mailing
In the fall of 1985, a list of 370 associate and baccalaureate degree programs was
developed using The Directory ofEducation and Training Programsfor Paraprofessionals in Mental HealthlHuman Services and The College Blue Book. Also
included in the list were those programs represented by a faculty member who
attended the 1984 and 1985 Annual Conferences of the National Organization of
Human Service Educators. The first mailing was sent out in the spring of 1986. A
second mailing was sent six weeks later to the institutions that did not initially
respond.
.
Of the 370 surveys mailed, 151 (41%) were returned, with 96 (26%) being
sufficiently complete to use in the analysis. (Of the 58 unusable returns, 29
programs did not have an introductory human services course, 12 of the programs
Human Service Education· Volume 8 • Number 2·3

were not human service programs, 10 institutions had closed or were phasing out
their human services programs, 4 surveys were returned because of incorrect
address, and 3 surveys were returned without being completed.)

Table 1. Content Areas Taught in the Introductory Course
Content Area

Percent of
programs

Content Area

Percent of
programs

FlNDINGS
Ethics/Values Clarification

95

Medical Model

46

Work Setting

93

Burnout

45

Professional Attitude

88

Counseling Methods-Group

44

Role of the Paraprofessional

83

Human Growth & Development

42

Community Resources

79

Field/Practicum Experience

39

Human Service Models

78

Volunteerism

39

Public/Private Services

76

Psychopathology

36

Ethnic/Cultural Awareness

71

Intake Interviews

33

Professional Organizations

69

Program Implementation

31

Communication Skills

69

Other

31

Advocacy

65

Program Evaluation

30

Client Types

65

Family Counseling

30

Prevention

60

Theories of Personality

30

Community Organization

57

Loss-Grief

29

Career Development/Goals

57

Spouse Abuse

27

Counseling Methods-Individual

56

ProgramDevelopmentIPlanning

27

Salary and Wages

55

Consultation

24

Social Policy

54

Administration

24

Legal Issues

54

Statistical Methodology

14

Content of the Introductory Course

Crisis Intervention

49

Research Methods

14

Respondents were asked to check all the topical areas that are taught in their
introductory course, with 42 items listed. Table 1 gives all the items, from most
checked to least checked. The topic taught in the introductory course most often
(95%) was ethics/values clarification. Vocational counseling appears to be taught
least often (10%). Clinical skills, of any kind, are not included in 31 % of the
introductory courses taught. Field experience is included as part of the introductory course in 39% of the cases.

Changing the System

49

Vocational Counseling

10

Findings are reported in numbers and percentages calculated from the 151 usable
surveys. Where the percentages of an item do not add up to 100%, the difference is
accounted for by "Other" responses or because the respondent did not answer the
specific question.
Program and Instructor Data

Of the total respondents, 66% have two-year programs, 22% have four-year
programs, and 6% have both. Students in 72% of the programs are trained to be
generalists, in 19% the students can be trained to be either generalists orspecialists, in 3% the students are trained in administration, and in 3% the students are
trained to be specialists. The number of students enrolling annually in the introductory course ranged from 10 to 460, with a mean of 82 and a median of 50.
Eighty-eight percent of the programs open their introductory course to nonmajors,
while 11% allow only majors to enroll. The mental health/human services program is a distinct department for 55% of the respondents and part of another
department for 36% of the respondents.
The primary responsibility for teaching the introductory course for 49% of
the respondents goes to faculty with 4 or more years of teaching experience, 7% to
faculty with 3 or fewer years, and 37% responded with both. The highest degree
earned by the faculty member completing the survey was PhD (21), MA (20),
MSW (19), EdD (15), MEd (6), BSN (1), DSW (I), and other (15). Of those
responding, 53% belonged to NORSE, while 46% did not The number of years
the respondents had taught in the field ranged from 2 to 26, with a mean and
median of 11 years of teaching in the field. When asked to indicate the professional area of their degree, 31 responded psychology, 20 social work, 16 counseling, 8 sociology, 6 nursing, and 2 mental health/human services.
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Reading Material Used in the Introductory Courses

Respondents were asked to list the text(s) currently being used in their introductory course. Of the total, 92% of the programs use an introductory .text. A
supplemental text was checked by 38% of the respondents, journal articles by
Human Service Education' Volu"", 8 • Number 2·5

47%, and other reading by 53%.
Lsted as required and/or supplemental reading for the introductory course
were 73 different texts. Mandell and Schram's (1983) Human Services: An
Introduction was the most selected text (22), followed by Mehr's (1980) Human
Services: Concepts and Intervention Strategies (17) and Schmolling, Youkeles, &
Burger's Human Services in Contemporary America (16). Two additional texts
were listed five times. All the rest were listed once or twice.

ices professional worker. Only recently has the field come into its own in the area
of research and publishing. In the future it will be important for mental health/
human service professionals to write their own texts for many, if not all, of their
courses-texts that are designed specifically for students in mental health/human
services.

SUMMARY AND CONCLUSIONS

Aldridge, M. J. (1980). Developing a competency based human services program.
Journal of the National Organization ofHuman Service Educators, 2,50-55.

The field of mental health/human services has grown considerably over the last 20
years. A literature review reveals that little has been done to identify the content
taught or the reading materials assigned in the core curriculum.
Results of this study point out the diversity that exists in the field. In programs
calling themselves mental health and/or human services, there is a wide variation
in the texts that are used, the professional background of faculty teaching the
introductory course, and the level and type of training offered. More than 21 major
discipline categories were listed by the 96 respondents who offer an introductory
course. Approximately half of these belong to NOHSE. There are two- and fouryear programs; programs for training generalists, specialists, or both; programs
that are in a department that is distinct from other departments; and programs that
are part of another department
Programs in mental health/human service programs should provide their
students with information about the field they will work in, skills with which to
work, and direct experiences prior to graduation. Results of the study indicate that
the introductory course is primarily oriented to provide information about the field
(i.e., work settings, role of the paraprofessional, community resources, and public
and private services) to the students. The teaching of clinical skills (i.e., individual
and group counseling methods, crises intervention skills, intake interviews) apparently receives some attention (communication skills), but is not a major focus of
the introductory course. In 30% of the responses, clinical skills were not even
included. Actual counseling methods were not included in 44%, and the topic of
field experience was not included in 61 % of the returns.
The number of different texts used for the introductory course is the variable
that stands out the most In the 96 responses, 73 different books were listed as
required and/or supplemental reading for the introductory course. Of these, from
the titles given, 21 appeared to be from the field of social work/social welfare,
nursing, and psychology. It is interesting to note that the three most often listed
texts all had the term human services in the title. None of the authors for the three
most listed texts are members of NOHSE.
Mental health/human services is a relatively new discipline that has grown
from diverse backgrounds. It will become more important in the future that
students identify as mental health/human service professionals. The introductory
course can help them make that identification by including the objective of
assisting the student with developing an identity as a mental health/human servHuman S6rvice Education' Volume 8 • Number 2 • 6
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Peer Advising in Human Service Education

Sally Fullerton and Joanne Wallace

Abstract: Academic advising makes an important contribution
to student success, yet it is demanding offaculty time beyond its
place in the reward structure. Well-prepared students can serve
as peer advisors, increasing student satisfaction with advising
and increasing the overall advising support for students and
prospective students. This article discusses the structure of the
program and its benefits from the perspectives of students and
faculty members.

Academic advising has been identified as a critical element in student and achievement and persistence in higher education. Beal and Noel (1980) found in a
national study of 221 four-year public institutions that inadequate academic
advising was cited as the most important institutional factor in student attrition.
and other studies have reached similar conclusions (Habley, 1981).
An effective advising program places substantial demands on facility to be
knowledgeable about program requirements and available to meet with students.
Human service education programs add some unique demands: (a) the broad
scope and career-oriented nature of human services requires familiarity with a
continually changing field of career options and requirements; (b) human service
education is interdisciplinary, requiring awareness of relevant courses in other
departments; (c) the suosiantial amount of field-based study in human services
requires collaboration with service delivery agencies in the community for appropriate student placements; and (d) students drawn to the field of human services
often have had personal experiences that increase their need and expectations for
one-to-one interaction beyond the parameters of academic advising.
Although it is clear that advising important and demanding of facul ty time,
institutions tend not to consider advising in faculty evaluations and reward. s~s
terns. Human service department" are faced with the challenge of provldmg
Human Service Education· Volume 8 • Number 2 • 9

effective advising without burdening faculty.
Establishing a student peer advising program can allow faculty time to be
better utilized while maintaining or enhancing the quality of advising. Brown
(1974) and Habley (1984) each concluded from reviews of research on peer
advising programs that trained students perform the roles of academic advising at
a level that equals or exceeds that of faculty advisers, and that the students often
express greater satisfaction with peer advising than with faculty advising. In
addition, a peer advising program can add other important dimensions to a human
services department.
This article will describe a peer advising program developed in the Human
Services Department (HS) at the University of Oregon. Co-author Wallace, a
former student coordinator of the program, will give a student view of the benefits,
and Fullerton, department head and faculty liaison to the Peer Advising program
will describe benefits from a faculty perspective.

PROGRAM DEVELOPMENT, STRUCTURE, AND OPERATION
The peer advising program in the Human Services Department was studentinitiated and is run by students in cooperation with faculty. The initiator applied
the following principles of organizational development in establishing the program. First, she obtained widespread participation in planning including the
involvement and approval of faculty at every step, resulting in a sharing of
responsibility rather than a territorial conflict. Second, she carefully connected the
program to its larger context by keeping it within the policy structure of the
department and the university, and by drawing on a variety of support and referral
resources at both levels. Third, she designed structures and operational procedures
through which program continuity could be maintained even with the frequent
turnover of student peer advisers.
Although faculty retain official responsibility for student advising, peer
advisers are delegated some of the responsibility. These responsibilities include
giving program information to prospective students, providing unofficial academic advising to human services majors and premajors regarding university
general education requirements, and providing support and referral services. As a
result, faculty have more time to advise on career preparation, major requirements, and field placements.
Peer advisers enroll in a course called Peer Advising and receive 1-3
academic credits per term based on the extent of their involvement. A course
syllabus specifies what the peer advisers are expected to learn from the experience
as well as what services they will provide. In addition to advising, each peer
adviser is expected to carry out some project that will benefit the department in
general, such as preparing a newsletter for students and alumni, providing liaison
with a community college, writing a student information handbook, or compiling
information about graduate schools or about job opportunities in human services.
Careful recruitment, selection, training and supervision of peer advisers are
critical to the success of the program. Applicants are screened and interviewed by
Human Selvice Education' Volume 8· Number 2 • 10

the student coordinator and faculty adviser. Criteria include interest relevant
skills, commitment to human services, and appropriate code of ethics: Selected
students are required to sign a contract making a minimum two-term commitment
to the advising program.
Extensive training is provided, including university-sponsored workshops
on general university requirements. Each new peer adviser shares office hours
with a second-term adviser who provides information, role modeling, and monitoring of the new adviser's training. A weekly seminar provides additional training, information about referral resources, and a problem-solving forum.
A student coordinator has primary responsibility for program operation,
including monitoring the training and work of the peer advisers as well as
conducting the weekly seminars.
The faculty adviser participates in the seminars, assists peer advisers
individually, and monitors overall quali.y of the program. It is necessary for the
faculty adviser to provide encouragement, information, continuity, and oversight
without interfering with the students' responsibilities for their program.

BENEFITS FROM A STUDENT'S PERSPECTIVE
Peer advisers offer a friendly, empathic role model for the new, reticent, confused
or anxious student. They serve to humanize and personalize the student-university
system by offering support and encouragement in addition to providing academic
advising, and by identifying resources and offering appropriate referrals for
personal concerns. Peer advisers enable students to make the most of their time
when meeting with their faculty advisers by analyzing and assessing individual
progress toward general university requirements, helping design current term
schedules and long range-planning of required course work. Further, peer advisers
have the time to listen to students who want to discuss at length the numerous
options available for field placements, need validation of their ability to complete
a class successfully, or choose to share a personal concern affecting their academic progress.
The benefits to the peer advisers themselves include the opportunity to
develop skills in leadership, communications, problem solving, self-discipline,
time management, and group dynamics. The knowledge acquired in training
sessions often becomes of benefit to themselves as well as to the students they ar
helping, and they have used the peer advising group as a personal support group. A
peer adviser develops a better understanding of what constitutes direct service,
how networking can help and how to facilitate rapport among different groups of
people. Further, they realize personal growth in self-confidence, add experiental
data to their resume, and receive recognition from the university and the department.

BENEFITS FROM A DEPARTMENT PERSPECTIVE
The peer advising program has lightened the faculty advising load considerably,
Human Service Education' Volume 8' Number 2' 11

especially in the reduction of time required for meeting with prospective students
and premajors. The peer advisers take their responsibility seriously and seek
additional information rather than give inaccurate advice. They are trained to
maintain appropriate confidentiality of their meetings with students and of the
student records to which they have access. No incidents of misinformation or
violation of confidences have surfaced during the two years in which the human
services peer advising program has operated, although, as in any advising program
mistakes are always a possibility.
These positive results are consistent with the research cited earlier regarding the ability of peer advisers to provide high-quality advising (Brown, 1974;
Habley, 1984). Similar conclusions were reached in a survey conducted by the
sociology department at the University of Oregon and summarized by Wilson and
DeGidio (1983). Regarding the peer advising programs established in 14 departments at the time the survey was conducted, students reported using peer advising
as an additional service rather than as a substitute for faculty advising. General
~ satisfaction was expressed with both peer and faculty advising regarding classes
and requirements, and students said they were more satisfied witf peer advisers
than with faculty advisers in discussing the grading system and in referrals to other
university offices.
The survey indicated that students were less likely to contact peer advisers
for information on career-related issues, graduate schools and internships. Therefore, university training programs now include more information on these areas.
In the Human Services Department, it was found that peer advisers who completed their nine-month field study requirement have been particularly helpful in
discussing the field program with other students.
In addition to advising, the variety of projects completed by peer advisers
have aided recruitment and retention of students and benefited the department in
other ways. The peer advising program has also enhanced student-faculty communication and has given the students a sense of shared program responsibility.
Key factors in the success of the program include the thorough planning by
the initiator of the program, careful selection and training of peer advisers,
leadership from the student coordinators, oversight and ongoing support from the
faculty adviser, involvement and approval from the total faculty, and the services
of the clerical staff. Peer advisers have had to be patient as they established their
credibility and have had to strike a delicate balance between functioning as staff
and as students. The two-term commitment has presented difficulties in scheduling for some students, but it has been found to be an essential feature of the
program. Program costs have included providing an office, office supplies, a
telephone, and very modest funds for some of the projects.
The peer advising program has benefited the Human Services Department,
its faculty, its majors and prospective majors, and the peer advisers themselves. It
has reduced the demands on faculty time, and has contributed to the morale and
cohesiveness of the total department
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Student Counseling Behaviors
Human Service Educators Value

Marianne R. Woodside and Tricia McClam

Abstract: Members of the National Organization of Human
Service Educators were asked to rate the desirability of 102
counselor characteristics which describe ten dimensions of student behavior. They were also asked to select their theoretical
orientation. Analysis of variance found no significant effects of
theoretical orientation or academic rank on the value of each
dimension. The implications for human service educators and
human service professional programs are discussed.

In the late 1960s there was a dramatic increase in the number of associate and
baccalaureate programs training entry-level professionals in human services. This
growth represented a new experimental, career-oriented thrust in the behavioral
and social sciences. The range of titles of the programs suggests quite a diversity
and includes Human Services, Behavioral Technology, Rehabilitation, Mental
Health, Community Services, Applied Psychology, Human Resources, Individual
and Family Studies, and Social Science (Brawley, 1982). For the past two decades, human service programs have been in the process of developing and establishing themselves as professional training programs. Today, the focus of these
established programs has shifted to qualitative concerns. This search for quality in
human service education is complicated, not only by the great diversity of programs as mentioned, but also by the diversity of faculty. Both of these factors
present a challenge in seeking agreement on curricular matters.
Part of the problem in developing curriculm for human service educators,
according to Agranoff (1978), is that the human service field has grown out of
various disciplines, as practice has grown out of various services. The diverse
Human Service Education, Volume 9· Number 2' 14

nature of human service educators supports this claim. These educators differ '
. ed
. al
k
I
In
t~elf ucatl~n bac ground, ~rminal degrees, certification or licensure, professional expenence and professional memberships (McClam & DeVoe, 1982),
Agranoff (1978) su~ges~ that so~e educators were unable to see the complexity
of t?e hu~an. s~rvice field as It developed because of their training in one
particular discipline. Some of those who did see the complexity chose to ignore it
because of the difficulty of integrating so many professions.
Aldridge (1983) suggests that some of the present difficulties in human
service education can be addressed by integrating suggestions from various sources
~nc~u~ing the Council for Standards in Human Service Education (CSHSE),
individual human service programs, advisory committees, and needs assessment
results; it is likely, however, that the multidisciplinary nature of human services
will continue to make integration difficult. The present study represents an initial
step in seeking some consensus among numan service educators by determining
what agreement exists on the role that human service workers take, the counselor
role. This role is recognized by human service texts, the Southern Regional
Education Board (SREB), and CSHSE as a critical role in meeting human service
needs. Identification and agreement is a first step in the process of defining
competencies that will collectively describe the skills, knowledge, and attitudes of
an effective human service professional.
The limitations of this study concern the representativeness of the sample and
the appropriateness of the questionnaire. Although the National Organization of
Human Service Educators (NOHSE) was created for human service educators, it
by no means represents all of these individuals. The questionnaire used in this
study was not tailor-made for human service education; however, regardless of the
setting, counselors have some of the same responsibilities and need the same
professional knowledge, skills and attitudes (Chiko, Tolsma, Kahn, and Marks,
1980).
METHOD

Members (n = 152) of NOHSE were mailed a cover letter, a questionnaire, and a
stamped, self-addressed envelope. All potential respondents were informed that
their participation was voluntary and were assured anonymity. The membership
includes persons representing 87 associate and baccalaureate human service programs in 36 states.
The questionnaire used to investigate which student behaviors human service
educators value was developed by White (1980) to determine graduate student
characteristics desired by graduate counselor education faculty, Ten dimensions
of student behaviors are identified by the questionnaire (White, 1980) and reflect
two of the three general categories represented by the standards developed by the
CSHSE: knowledge of human service work; planning, intervention, and information management; and development of worker characteristics (Council, 1980),
The following represent planning, intervention, and information management
skills: Behavioral Strategies in Counseling, Application of Counseling Theory,
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Relationship Strategies and Counseling, Collaboration, and Efficiency. Development of worker characteristics includes the dimensions of Personal Development,
Research and Professional Activities, Class Participation, Respect for Individuality, and Flexibility.
The instrument consists of 102 items that describe specific student behaviors.
Respondents were asked to rate each item on a five-point scale (1 ="of little or no
importance in my evaluation" to 5 = "very important in my evaluation") according
to how important those behaviors were in evaluating their own human service
students.
Instructions specifically cautioned respondents not to rate some "ideal"
student, but instead to think of several students whom they have taught, worked
with, or supervised most recently. Ten dimensions of student behaviors were
identified by the questionnaire: Personal Development, Research and Professional
Activities, Behavioral Strategies in Counseling, Application of Counseling Theory, Class Participation, Relationship Strategies in Counseling, Collaboration,
Efficiency, Respect for Individuality, and Flexibility. The final item of the questionnaire asked respondents to select their theoretical counseling orientation from
a list of four identified by White (1978): behavioral, eclectic, humanistic, and
client-centered. Information was also requested on current academic rank, sex,
age, and the year the last degree was received.
RESULTS
Of the 152 contacted, 71 individuals (47%) completed and returned the questionnaire. Of these, 58% were females. The age range of 66% percent of the respondents was from 31-50. Academic ranks represented included instructors (17%),
assistant professors (13%), associate professors (32%), and full professors (21%).
Agency personnel who provide in-service and on-the-job training accounted for
the remaining 17%. The final item on the questionnaire asked respondents to
indicate their theoretical orientation. The choice receiving the highest percentage
was eclectic (56%) followed by humanistic (21 %), behavioral (11%), and clientcentered (11%).
Respondents' scores on the ten dimensions were analyzed with a two-way
analysis of variance to determine the effects that differences in theoretical orientation and academic rank had on the valuing of each dimension. No significant
differences were found.
Closer examination of the individual behaviors provides information about
the behaviors human service educators deem important. The behavior receiving
the highest percentage of "very important" responses (69%) was: "Referred the
client when the client's difficulty was beyond the counselor's level of competence." Other behaviors rated as very important by over 47% of the respondents
were the following: "Participated actively in field," "Successfully resisted pressure to divulge confidential information," "Distinguished between own goals
thoughts and feelings and the goals thoughts, and feelings of the other person,"
and "Discussed with the field supervisor the counselor client interactions."
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The competency that those surveyed marked "of no importance" most frequently (30%) was: "Volunteered to help a faculty member." Others rated least
important were: "Wrote out a tight conceptual framework for his/her own research
proposal," "Studied with a group of other students," and "Mentioned to other
students and/or faculty members the achievements and honors of other students."
DISCUSSION
The findings do indicate that there are certain specific behaviors representing
seven of the ten dimensions which are valued by educators. Three of the five
behaviors receiving the highest percentage of the "very important" ratings were
from the Respect for Individuality dimension. The CSHSE Program Approval
Handbook (Council, 1980) supports this dimension by including a curriculum
component describing courses of study that focus upon the nature of individuals:
on problems such as work, death, and relationship-building that all individuals
encounter; and on the exploration and resolution of individual client needs. The
Handbook emphasizes values and attitudes such as "belief in client self-determination," "respect for the personal values of the clients," "respect for the confidentiality of personal information," and "recognition of the worth and uniqueness of
each individual."
The behaviors rated least important represent the two dimensions of Research and Professional Activity and Collaboration supported by the CSHSE. The
Council proposes a field experience that emphasizes this dimension by suggesting
the importance of working successfully with colleagues in the human service field
and participating in professional activities such as staff meetings and in-service
training, and reading the professional literature (DeVoe, 1982). Research is rec?mmend~ as a component of the human service curriculum devoted to teaching
information management skills (Council, 1980). Thus, there exists a difference
between educators' values and CSHSE standards. Human service educators agree
that desired student behaviors from the Respect for Individuality dimension are
important behaviors that should be addressed in undergraduate human service
programs. The dimensions of Research and Professional Activities and Collaboration are considered among the least desirable behaviors to come out of training.
Questions that emerge from the results are the following: What factors
influence the choices of educators? What other differences and agreements exist
between faculty and CSHSE concerning established standards? Are faculty views
changing over time? How can human service educators agree and still maintain
the strength of the profession that comes with diversity? Do educators understand
that a consensus does not exist? Does curriculum reflect educators' values?
Even before these difficult questions are answered human service educators
can address the issue of their own diversity, recognizing that there exists many
differences in how student behaviors were valued. Individual values, moreover,
do not necessarily reflect national standards. At an individual level, educators can
become aware of what behaviors they deem important, what factors influence
these choices, and how these values affect the curriculum. At a systems level,
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educators can investigate the diversity in the following ways:
1. Establish a task force whose membership includes representation from
various human service organizations, agency personnel, and educators to study
the defmition of the human service worker and the status of current training.
2. Develop a questionnaire designed to reflect human service worker training, including roles and functions beyond the counseling role, using the standards
developed by the Council for Standards in Human Service Education as a guide.
3. Conduct a research project on a national scale to determine what student
behaviors are deemed important by human service educators.
4. Conduct a research project on a national scale to determine what student
behaviors are deemed important by agency supervisors in a variety of settings.
This study has significance for the refinement of human service programs.
Since it surveyed human service educators about the desirability of certain student
counseling behaviors, it represents the initial step in developing a competencybased approach to training future practitioners. Identification of the behaviors
deemed most desirable by respondents in the study provides a useful beginning for
a discussion of how to develop and implement a human service curriculum.

White L. (1978). Theoretical orientation of counselor educators. Journal of College Student Personnel, 19,132-135.
White, L. (1980). Competencies counselor educators value. Personnel and Guidance Journal, 59,31-36.
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Social Work Education:
No Sexual Harassment Here?

C. Aaron McNeece, Diana M. DiNitto,
Kevin L. DeWeaver, and Peter H. Johnson

Abstract: Problems of sexual harrassment have been documented among the general student body at a number of institutions and among psychology students, social workers on the
job, and social work students in field placements. The current
study reports results of sexual harrassment among undergraduate and graduate social work students at five universities. Nearly
30% of the respondents reported at least one instance of harrassment. Harrassment was most typically verbal, heterosexual, and
reported by female students. A discussion with recommendations follows the reporting of findings.
Reports of sexual harassment on university and college campuses have caused
administrators, faculty, staff, and students to become more sensitive to this
problem (Middleton, 1980). Although there are many definitions of sexual harassment, Crocker (1983) reports that a number of institutions of higher education are
using an adaptation of the Equal Opportunity Employment Commission's definition of the problem (Code of Federal Regulations, Vol. 29, Sec. 1604.11). According to this definition:
Unwelcome sexual advances, requests for sexual favors, and other verbal or
physical conduct of a sexual nature constitute sexual harassment when:
1.

2.

Submission to such conduct is made either explicitly or implicitly a
term or condition of an individual's employment or admission to an
academic program,
Submission to or rejection of such conflict is used as the basis for
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decisions affecting an individual's employment status or academic
standing, or
Such conduct has the purpose or effect of substantially interfering
with an individual's performance on the job or in the classroom, or
creating an intimidating, hostile, or offensive work or study environment.

In higher education, studies of sexual harassment have used a number of
definitions of the problem (Crocker, 1983), and these studies have included
samples of various populations including undergraduate students, graduate students, faculty, and staff. Some have considered only female students. Most have
used samples from all departments on campus while others have focused on
particular disciplines.
This article, after a brief review cf the literature on sexual harassment on
university and college campuses, and presents the methodology, findings and
discussion of a study of sexual harassment experienced by undergraduate and
graduate students in social work education programs.
LITERATURE REVIEW
Adams, Kottke, and Padgitt (1983) surveyed female and male undergraduate and
graduate students at Iowa State University and found that "sexist comments" were
the most frequently reported type of sexual harassment. Of the respondents, 65%
percent of the females and 26.5% of the males said they had experienced such
harassment. Physical advances were reported by 6.4% of the male students. Male
and female respondents indicated that perpetrators were most often professors or
teachers, followed by graduate teaching assistants. Departmental chairpersons and
academic advisers were also among the harassers. Harassment did not appear to be
concentrated in particular departments.
Benson and Thomson (1982) surveyed a random sample of female seniors
at the University of California at Berkeley, and found that 29.7% of the respondents reported one or more incidents of sexual harassment during their undergraduate education, and more than one-third reported knowing one or more
women who had been sexually harassed at Berkeley.
Lott, Reilly and Howard (1982) conducted a study of sexual assault and
sexual harassment at The University of Rhode Island encompassing undergraduate and graduate students, administrators, faculty, and staff of both sexes. Thirteen
percent of the 926 responaents were acquainted with someone who had been the
victim of sexual assault on campus. Respondents also reported knowledge of 68
cases of sexual intimidation on campus, and II respondents had themse,lves been
victims. More frequently reported were incidents of sexual insult, expenenced by
70% of the women and 17 percent of men.
,
.
Wilson and Kraus (1983) studied female students at East Carolina University and reported that one-third had experienced at least one of seven types of
sexual harassment. Most frequent was "verbal harassment " (207%)
.~ 0 and least
'
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frequent was "physically assaulted you" (0.9%). The authors also tested hypotheses suggesting that a) feminists are more likely to report incidents of harassment
and b) victims are more likely to be immature and oversensitive. They were unable
to substantiate either hypothesis.
Reports of sexual harassment by academic discipline are more limited.
However, Pope, Levenson and Schover (1979) conducted a survey of members of
the psychotherapy division of the American Psychological Association (APA) and
found:
10 percent of the respondents reported sexual contact as students with the educators; 13% reported entering sexual relationships as educators with their students...16.5% of the women, compared with 3% of the men, reported sexual
contact as student"; however, 19% of the men, compared with 8% of the women,
reported such contact as psychology educators; and 12% of the males, compared
with 3% of the females, reported sexual contact as psychotherapists with their
clients ... 25% of the recent female graduates had had sexual contact, compared
with only 5% of those with degrees for more than 21 years. (p. 682)
There was no indication of the degree to which these contacts were considered
wanted or unwanted by the parties involved. The authors call for additional
information on the subject, including consideration of the implications of sexual
contact between one individual who is in a superior position and one who is in a
subordinate position (pope et al., 1979; Pope, Schover & Levenson, 1980).
As a result of this call for further research, Glaser and Thorpe (1986)
conducted a study of female members of the clinical psychology division of the
AP A. A number of their findings were similar to the 1979 Pope, Levenson and
Schover study. Thirty-one percent of female clinical psychologists reported sexual advances from their psychology educators that did not result in sexual contact,
while 17% reported having had sexual contact with an educator. For recent
doctorates, the figure for sexual contact was higher, at 22%. Respondents judged
their sexual contacts with faculty more negatively at the time of survey than they
did at the time of the sexual contact. Research/academic advisers were disproportionately represented among faculty who initiated advances and who had intimate
sexual contact with students, compared with course instructors, clinical supervisors, and other educators.
The validity of the results of such surveys can always be challenged. For
example, those who had experienced sexual advances and sexual contacts may
have been more likely to respond to the survey (Lamensdorf, 1986). However, the
results of both surveys raise concern as to whether sexual advances and sexual
intimacy may be more prevalent in the helping professions than in other disciplines.
Donald Maypole has conducted research to determine the types and extent of
sexual harassment faced by social workers (Maypole, 1986; National Association
of Social Workers, 1984). He reports that in a study of NASW members one-third
of the female respondents and one-seventh of the male respondents had been
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subjected to some form of sexual harassment by other workers supervisors or
client~. yerbal harassment was most frequently followed by to~ching, fondiing
and kissing.
Studies of sexual harassment of social work students are lacking, but Shank
and Johnston (1986) conducted a study of harassment experienced during field
placement by graduates of one MSW and three undergraduate social work programs. Of the 253 undergraduate respondents, 38 (15%) reported a total of 96
incidents of sexual harassment. "Verbal harassment or abuse" was most common
followed by "sexually directed remarks about one's clothing, body or sexual
activity" and "leering at or ogling the person's body." Harassers were most likely
to be agency employees, followed by agency field instructors and clients. BSW
graduates dealt with the incidents by discussing them with other students, faculty,
agency staff, friends, and with the harasser. Three students changed field placements as a result of the harassment. Fourteen of the 138 MSW respondents had
been harassed. The MSWs reported "sexually explicit remarks," "subtle pressure
for sexual activity," and "leering at or ogling the person's body" as the most
frequent forms of harassment. Harassers were most likely to be agency employees, agency field instructors, and other students. Although the MSW students
discussed the incidents with family, friends, students, agency staff and the harassers, none reported the incidents to a member of the faculty. Only 10% of both
MSW and BSW groups were aware of procedures for handling sexual harassment,
and none chose to use them. The harassment was not confined to any particular
type of agencies.
In an attempt to obtain additional data on sexual harassment of social work
students, the authors conducted a survey of sexual harassment among undergraduate and graduate students enrolled in social work educational programs.

METHODOLOGY
A purposive sample consisting of both graduate and undergraduate students from
five universities was used. Instructors at Florida State University, the University
of Georgia, the University of North Carolina, the University of Vermont, and the
University of Texas at Austin asked their students to complete questionnaires
during the 1984-85 and 1985-86 academic years. In order to ensure anonymity and
to encourage participation, students were given an addressed, postage-paid envelope and told to mail the questionnaire to the appropriate instructor at another
university. Since no names were requested and students did not have to return a
questionnaire to anyone at their own university, it was believed that violations of
confidentiality would be minimized.
Only seniors or graduate students were included in the sample, and only
those who had completed or were nearing completion of at least one semester's
field placement. These criteria were used because of the desire to compare
possible harassment both in the classroom and in the field for all respondents. Of
the 403 questionnaires distributed, 246 were returned, a response rate of 61%.
Descriptive statistics on the sample of 246 respondents are reported in Table 1.
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Table 2. Harrassment Interactions Reported
by Social Work Students (Percents)

Table 1. Selected Sample Characteristics (n = 246)

Characteristic

Number

Percent
Harrassment
Interaction

Sex
Male
Female

32

13.0

209

85.0

5

2.0

Not reported

Race
White

212

86.2

Black

17

6.9

Hispanic

5

2.0

Other

7

2.8

Program
Undergraduate
Graduate

65

26.4

176

71.5

5

2.0

Other

Responses were coded and analyzed on FSU's Cyber 74 computer, using the
Statistical Package for the Social Sciences (SPSS). Cross-tabulations were obtained for relevant variables such as sex, race, graduate or undergraduate status,
and field vs. classroom harassment.
FINDINGS

Some form of sexual harassment was reported either in the classroom or in the
field agency (or both) by 29.7% of the 246 respondents, a much higher figure than
was reported by Shank and Johnston (1986) in their study of field placement
harassment. Our findings for field placement harassment are consistent with
theirs, however. (See Table 2.)
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Verbal

Type of Harrassment
Touch

Demands

By Faculty toward
Male Students
Female Students

18.7
23.0

0.0

0.0

5.8

2.9

By Field Instructors toward
Male Students
Female Students

15.6
15.8

3.1
4.8

0.0
2.4

The most common form of sexual harassment reported was verbal; i.e.,
sexual innuendos, jokes, and suggestive remarks. There were no statistically
significant differences in the reporting of harassment between undergraduate and
graduate students, nor between field vs. classroom harassment.
While no male students reported the most extreme form of sexual
harassment-demands for sex-female students did encounter this problem in both
field (2.4%) and classroom (2.9%). The overwhelming majority of sexual harassment reported was by males, with only 2.9% of the respondents reporting female
harassment, and 0.8% reporting harassment by both females and males. Of the
29.7% of the students reporting harassment, 26.0% reported harassment by males
only.
Most of the harassment was also heterosexual. Male harassment of female
students accounted for 96.9% of all harassment reported by females. Female
harassment of male students, on the other hand, accounted for 57.1% of male
student harassment. Male students were more likely to experience same-sex
harassment. To put it another way, 62 females reported harassment by males, 3 by
females, and 1 by both sexes; 4 males reported harassment by females, 2 by other
males, and 1 by both sexes.
Most of the students reporting harassment (76.7%) reported only one such
instance but the remaining students (23.3%) reported two or more instances of
harassment, The mean reported age of the respondents was 28.4 years, while the
mean estimated age of harassers was 38.6. Almost two-thirds of the harassers were
males, 35 to 45 years old. (One female student reported harassment b~ a 5-yearold male, and then explained that her supervisor's son was "always trying to look
up my skirt.")
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As indicated in Table 3, the most common response of male students to
sexual harassment was to make a joke of it or ignore it.

Table 3. Students' Responses to Harrassmcnt (Percent)

Responses

Students
Joke
Male
Female

21.0
15.3

Ignore

Avoid

18.8
15.8

6.3
16.7

Confront
0.0
12.4

Report
3.1
5.3

Avoidance of the harasser was slightly more frequent a response among women
students. Only 12.4% of the female students chose to confront their harassers, and
only 5.3% reported harassment to a supervisor. There were no statistically significant differences in student responses between graduate and undergraduate students, nor between classroom vs. field harassment.
DISCUSSION
Our findings were disappointing, but not unexpected. They were disappointing
because we would like to think that professional educators in the human services,
including field instructors, do not use their relationships with students to gain
sexual favors or to make students uncomfortable. This is a serious ethical issue,
and sexual harassment is clearly a violation of most normally accepted codes of
professional conduct, including the NASW Code of Ethics.
Perhaps it should not be surprising to find sexual harassment in human
service education, since it seems to pervade almost every other aspect of our
society. It is common in academe, even in professional disciplines such as psychology (pope, Levenson & Schover, 1979). It is common, if not rampant, in the
workplace (Balarsik, 1978), even in professional social work agencies (Maypole,
1986).
The degree of sexual harassment that exists in human service education (or in
any other setting) is difficult to determine. While almost one in three students in
our sample reponed at least one case of harassment, this may be only the "tip of
the iceberg." One reason for this opinion is that while students were strongly
assured of confidentiality and anonymity, many may have felt that they were
risking their grades or their careers to report harassment regarding professors and
field instructors. Another reason is that sexual harassment seems to be so pervasive that many of us may accept it in its more subtle forms as "normal" behavior.
We may not interpret a professor's suggestive remarks about one's clothing as a
sexual innuendo. We may not regard a field instructor's embrace as a sexual
advance. A student involved in a "consensual" relationship with a faculty member
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may not be aware that the decision to "consent" to the relationship may have been
grea.tIy affected by the power differential that exists between the consenting
parties.
We clearly need to examine our own house before condemning the rest of
society. We need to be aware that, in addition to representing serious ethical
problems, the sexual harassment of students is a violation of both state and federal
law. Universities as institutions, as well as programs in the human services, need
to examine their policies in this area and to take strong measures to inform and
educate both faculty and field instructors regarding the dangers of sexual harassment. Students need to be informed of where and how to report sexual harassment.
This information can easily be incorporated into student handbooks and added to
orientation programs. Such measures reinforce and affirm for students the commitment of educators and university administrators to confront and eliminate
sexual harassment. Finally, we need to ensure that students are adequately equipped
to handle sexual advances. A few hours of assertiveness training and role playing
at appropriate points in the curriculum might pay great dividends in alleviating the
problem.
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Abstract: In the educational psychiatric treatment facility at the
Edith Nourse Roger Memorial Center, student supervision reflects the principles permeating the milieu and parallels the
desired staff-patient relationship. Mutual respect, group learning, increase in autonomy, efficacy, and self-esteem are stressed
in all interactions by the "supervisor with student" and the
"student with patient". In addition to the similarity in process
there is similarity in content, as both supervisory sessions and
treatment group sessions with patients attempt to impart a conceptual and affective understanding of the same intrapsychic
and interpersonal issues. It is hoped that the importance of the
mutuality of learning in psychiatric treatment facilities can be
further studied and understood.
.

The importance of the milieu in clinical treatment programs and the benefits of
maintaining a consistently therapeutic environmental structure throughout an
entire treatment program have been discussed previously (Sadow, Goodman, &
Cohen, 1981). The philosophy of a given treatment facility, be it a psychiatric
ward, outpatient clinic, or other, is reflected in any of its particular activities, such
as group or individual therapy. Conversely, the process of any particular treatment
activity permeates the milieu of the entire program. Thus, often one can deduce a
program's philosophy by observing a particular activity.
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One of many activities in the treatment milieu is student supervision. In this
paper we will describe how this activity is influenced by the milieu in Our
particular program.

PROGRAM DESCRIPTION
The student supervision model reported here is employed in the Adult Day School
Program at the Edith Nourse Rogers Memorial Medical Center in Bedford,
Massachusetts, a rapidly growing educational treatment system for psychiatric
patients. The Day School uses didactic methods to teach interpersonal and intrapsychic skills in an effort to help rehabilitate patients with deficits in these
areas. The underlying assumption is that intrapsychic skills such as "dealing with
your hallucinations" and "dealing with suicidal thoughts," among others, can be
taught using didactic and practice techniques similar to those used in teaching
carpentry or, for that matter, any other subject. Courses range from therapeutic to
strictly academic; they deal with basic skills needed for independent living as well
as offering the recreational aspects of rehabilitation. The courses are given once a
week for 10 to 14 weeks during of the fall and spring semesters, and are taught by
psychiatrists, psychologists, social workers, nurses, occupational therapists, and
graduate students in psychology and education. In addition to weekly classes, oneto-one tutorials are given by undergraduates majoring in the mental health fields
and by student nurses.
The veterans who are enrolled in the Day School are inpatients or outpatients
receiving psychiatric treatment elsewhere in the hospital. Presently in its seventh
year of operation, the Day School now serves over 150 veterans whose disturbances range from mild to quite severe, with the diagnosis of chronic schizophrenia being predominant (about 90%).
At the Day School, veterans are referred to not as patients but as students.
Instructors are called teachers, and the undergraduates and student nurses are
called tutors. This difference in nomenclature reflects a philosophy which permeates the teaching of specific skills.

ROLES AND RELATIONSIDPS
The Day School is based On Torry's (1974) suggestion of treatment in the context
of "student" and "teacher" roles. Just as patients are expected to behave abnormally, students are expected to learn. Thus, the student role encourages veterans'
activity, initiative, achievement, and normal behavior as well as mutual respect
between themselves and their teachers. The educational model is consistent with
current ~ognitive and behavioral treatment strategies which view the patients as
responsible for and as the source of their own treatment.

In c?ntras~ in many institutionalized settings patients' personal judgment,
control, mgenuuy, and independence are often discouraged. Normal behavior is
not encouraged and sometimes is not even recognized in the institutional environment, where abnormality has become the expectation (Goffman, 1961).

Furthermore, differences in power and status are established and clearly
transmitted to the patients. Patients disclose; staff do.not. Patients addres~ staff by
title; staff call patients by their first names. Staff decide the rule~ and decide what
is appropriate behavior. Staff label patients' problems pathological and label the
patients "sick," establishing a qualitative difference between the two groups. The
socialization undergone unfortunately often involves a loss of respect by the staff
for the patients and by the patients for themselves.
.
In this paper we would like to emphasize the usefulness of th~ .educauonal
approach not only for rehabilitating the patients but also for supervising the staff
involved in the rehabilitation process.
In many ways, traditional role relationships among different staff members
can be seen as similar to role relationships between patients and staff. There are
tremendous differences in power and status among mental health hospital staff,
sometimes dependent on age and experience, but most often on. d~scipl~e (e.g.,
physicians versus nursing assistants). A well-established and socI.ahzed hierarchy
results from these differences and keeps itself intact by employmg many of the
mechanisms mentioned by Goffman (1961) as used to socialize patient-staff role
relationships. "Lower status" staff (such as nursing assistants) often address
"higher status" staff (such as physicians) by title; higher status staff address lower
status staff by first name. Higher status staff impose the rules, and lower status
staff follow those rules.
Nowhere is this hierarchy clearer than in the relationships between student
staff and regular staff. Students are clearly the lowest on the totem po~e: ~hey are
newcomers to the treatment facility, are often young, and by definition lack
know ledge and experience.
Student supervision in some traditional settings is often conduc~d along the
same hierarchical patterns exhibited in patient treatment. Just as patients are told
what medication to take, students are told what they must do when worki~g wi~
the patients. The "expert" pronounces; the "stude~t" ~ccepts. The relationship
serves to sustain the patient-care system from which It emanates. The style of
interaction between supervisor and student is carried on in the student's interaction with patients.
In contrast, the theoretical underpinnings at Day School mandate that for
learning to take place everyone must learn. The teacher lea:ns from his students,
the mental health professional from his patients, and VIce versa. Succes~ful
teaching is always mutual in this model even if in some instances the only thing
the teacher is learning is how to teach better.
.
The supervision model implemented for the mental health stud~nts of vano~s
educational levels who are involved in the Day School program illustrates this,
These students are responsible for one-to-one tutorials with the ve~e~ans on a
weekly basis and are referred to as "tutors" in the program. A supervision group
that meets one hour per week has been structured for the tutors. T?e gr.oup
discusses how to tutor the veterans in the skills they are learning from their varIOUS
classes difficulties that may be encountered when working with the veterans, and
any related issues that might help the tutors to understand their work better. For
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example, psychiatric disorders and medications are explained; the tutors can then
integrate this knowledge as it pertains to the veterans they are tutoring. Various
therapeutic approaches and their foundations are discussed. Sometimes the group
is led by two supervisors from different professional disciplines, so the psychologist presents supervision from the psychological viewpoint, while a co-leader
(nurse, occupational therapist, etc.) presents another perspective. The complementary dialogue that results between these two leaders provides a model for
interdisciplinary ~ducational exchange and for mutual respect. Finally, each tutor
meets weekly with the psychologist in charge of the program on a one-to-one
basis, paralleling the one-to-one tutorials the tutors conduct with the veterans.
STUDENTS AS TUTORS; PATIENTS AS STUDENTS
Watching the tutors' growth through supervision, one is struck by the similarities
between the ?r?Ces~ ~ey ~ndergo and the process they help the veterans undergo.
The most strikmg similarity may well be the understanding and acknowledgment
of the mutuality of the l~ing involved. We, like most teachers and supervisors,
have known for a long time that our students teach us the most important aspects
?f what we know. What was striking was seeing tutors gratefully and sometimes
mcredulously acknowledging their debt of learning to their own students even
~hen thos~ "students" are often psychotic. "I never realized before why destructive ang=r IS so hard to giv~ up," said a tutor helping with the Coping with Anger
course. My students [patients] made me understand it. The books don't cover
that." "Going ~ro.ugh the exer~ises on feedback with the veterans was very
helpful ~~r me, said a tutor helpI~g with the Meeting and Understanding People
course. It hel~d me hear my children better, deal with them better." From yet
another t~tor: 'There are some pretty good supervisors in this program, but my
best learnmg carne from the veterans."
This is further aided b~ a consci?us decision to make not just the learning
p~o~ess between the supervisor teaching tutors and the tutors teaching students
sIml~, but also the content. When teaching about depression, tutors receive the
identical content that they, in turn, will impart to the veterans. No information is
held back.
There are of course skills that are taught to the tutors which would not be as
relevant for psychotic students. How to teach a class, for example. Nevertheless,
whe~ the subject m.at~er is r~levant to both groups (tutors and students) they both
receive the same information, The physician who taught Mental Health for
example, used the identical material he used for lecturing to second-year medical
students.

phrenic who is trying to reintegrate into the community. In supervision sessions,
tutors learn about and practice communication and problem-solving skills. Receiving and giving criticism, being assertive, articulating problems and outlining
options are difficult skills to acquire not just for veterans but for tutors as well.
Going through the difficult learning process in supervision gives a tutor an
appreciation of the veteran's struggle to learn and practice those very same skills.
"Understanding what I am supposed to do is easy," said a young, bright tutor.
"Doing it with people without losing my cool is another matter all together." "I
can think of what to say before and after a situation," said another tutor. Another
said, "It's no wonder my student is slow with this stuff. I am not too swift with it
myself." Again, tutors going through the same process with th~ir supervisors th~t
patient-students go through with their tutors enhances the feeling of comradeship
which permeates the whole milieu. "What I like about Day School," said a
veteran "is that it seems like we are all in this together."
This mutuality may have been further helped by the acknowledgment, explicitly stated in the program's philosophy, that all of us in the milieu - supervisors,
teachers tutors and students - are engaged in the same task of self-mastery
through tlte acquisition of specific skills. The intrapsychic.and interper~onal skills
taught are useful to anyone, not just to "crazy ~ple:" T~IS commonality helps to
break down barriers and hierarchies and to build sohdanty and mutual respect.
UNITING COGNITION AND AFFECT
One of the intrapsychic skills a supervisor, especially a supervisor teaching mental
health, has to impart is the ability to unite cognition and affect. This is a very
difficult skill to master, but an essential one for people involved in mental health,
and maybe even for all people. Learning by heart all the steps of reco:ery ~n the
Substance Abuse course, or learning that the loss of the sense of self IS typically
considered the hardest blow of schizophrenia in the Dealing with Mental1l1ness
course, can be interesting but essentially meaningless facts. Emotions can change
them into fertile ground for recovery and growth. Emotions, either experienced
directly or through empathy, help us attribute personal meaning, and thus help us
make simple facts work for us. Tutors with their ready empathy and the~ fresh
views on things help supervisors keep their own affect alive. Veterans, I~ turn,
help tutors feel the meaning of all the endless details found in ~ooks. "See.m~ my
students' pain and feeling for their predicament make me realize what this IS all
about" said a tutor helping with the Dealing with Depression class. "It really takes
courage to try to get out of the dumps and do something - an.ything," said an?th~r.
"Going on living when you'd rather be dead is the bravest thing 10 the world, said
another. "I think my student is teaching me the meaning of courage."

COMMUNICTATION SKILLS AND PRACTICE

LEARNING RESPECT AND SELF-ESTEEM

The similarity in content extends to interpersonal as well as to intrapsychic skills.
Intera~tIng ~d communicating with others in a respectful, effective way is an
essential skill both for a mental health professional and for a chronic schizo-

Another aspect of treatment much emphasized in the educational approach. is
..
.
ften do look weird
respect for people, even people, who, as psychIatrIc patients 0
'
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and speak strangely. What is often academic teaching for many traditional treatment programs becomes a full experience in the Day School setting. The supervisor guides the tutors but also tries to transmit an attitude of acceptance. A tutor's
idiosyncrasies and weaknesses as well as talents and strengths are accepted. The
emphasis is in knowing and appreciating who you are. Tutors quickly find that
when they try to apply the same principle in their relationship with their students,
there is a reward; they themselves become more comfortable with their own
peculiarities. "Tutoring has helped me accept myself," one of the tutors said. "If
you are going to really respect and love someone as out of it as some of the
students I worked with," said another, "you start thinking that maybe you yourself
are not so bad." "When my student cried about how hard it is to have a mental
illness" another tutor said, "it made me think." "What I have had to face, my
problems, are nothing like that. If my student can make it, then surely I can make
it."
The tutors discovered yet another mutuality, the mutuality of respect. If you
respect others, you find that you will end up respecting yourself, and vice-versa.
Another tenet of the educational approach is that respect and mastery lead to
increased self-esteem. We have observed this to be true in our program. Furthermore, once more, increased self-esteem is a result of mutually benefiting relationships. As the supervisor's self-esteem improves when the tutor's self-esteem and
mastery improve, the tutor's self-esteem improves when the student's self-esteem
improves. "My student felt better about himself after being in Day School," one
tutor said, "and so did I." "I feel better about myself," said another tutor. "I am
more confident, I know I can learn and grow." And from yet another: "I guess this
year I learned that I can cope."
Last but as important this learning mutuality serves to bring home to supervisors, tutors, and students the fact that human struggles toward self-actualization
are perpetual and an integral part of being a live, growing human being. "When
you stop struggling you are not perfect," said a tutor, "you are dead." The striving
toward greater intrapsychic understanding and interpersonal effectiveness occurs
on different planes for people but is ever-present. For example, "dealing with
people" may mean knowing how to ask questions about medication for a chronic
schizophrenic, it may mean "dealing with a loved one" for a tutor, and it may
mean "running a better group" for a supervisor. The "people" are different, and
maybe even the level of complexity required for the "dealing with" is different,
but the striving is the same. The learning is hard for all of us, and there is often
pain in the l~amin,g for all, but the rewards are great. As a supervisor here keeps
saying, qU?tIll~ NIetzsche, "Whatever doesn't kill you, makes you stronger."
The highlight of the year at Day School is graduation. During the graduation
ceremony, veterans who have successfully completed courses receive certificates.
There are graduation addresses from hospital management, from the teaching
staff,a~d often from a veteran. Veterans' families attend. Everyone dresses up.
There IS an atmosphere of pride and accomplishment.
It is at this time that the mutual learning permeating the Day School becomes
even more apparent. Tutors congratulate their students and then thank the students

for what they taught them in return. "I feel like I am graduating, too," a tutor said.
"I learned a lot this year," Another said, "We all accomplished a lot. It's everyone's

party."
"
.
.
In the same vein, supervisors devote their last supervisory session to thanking
the tutors for what they taught the supervisors that year. The things learned are
articulated and are put in writing, and the tutor and the supervisors each take a
copy. This parallels the certificate-giving ceremony. Tutors also write down the
most important things they feel they learned that year and hand them to the
supervisors. There are refreshments and a cake. As in the graduation ceremony for
the students, "It's everyone's party."
CONCLUSION
It' e ident that tutor and staff supervision has kept the same structure as the Day
S;~o~l'S p~tient-care program. Furthermore, there .is similarity in the content,
accomf' commend
.. ,
.,
esp ecially in the supervisory sessions where staff dISCUSS and
plishments, or which explore issu~s of self-~wareness, ,o~ 0 Illitlatm~, maintaining, and terminating a relationship. And~ ,Just as u:adItlOnal supervIsor-stud~nt
interactions have served to sustain traditional patIent-care systems (and VIce
versa), so would our style of interaction a~on~ staff be expecU:d t~ ~ earned on
to staff-veteran interactions, with the satlsfymg result of mamtammg the Day
School milieu.
'
In conclusion, tutor and staff supervision in the program reflects t~e p~nciples permeating the milieu and parallels the desired staff-pa?ent relatlOnS~Ip,
The educational model offers the tutors a conceptual and af!ecuve understandmg
of their tasks. The overall atmosphere of education, mut~allty ~nd n:spect engendered in all supervisory sessions is expected to man.lfest l~self. III the tutors
interaction with veterans with the goal of encouraging mgenuity, mdependence,
and autonomy in the tutor as well as in the veteran.
.
The main idea, then, is that in order to ~st b~nefit the patlen!s, a progra~
must "treat" and benefit everyone involved, including the staff. It IS hope? tha ,
through the philosophy of our educational milieu, the attitudes and be~avlOrs of
"higher status" and "lower status" staff, of student staff, and of patIents ma~
change significantly enough to cancel some of the unpleasaot side effects of thel;
oles and role relationships. Finally, it is our hope that the Importance of mutua
r
,
'1"
eral become
learning and respect in supervision as .well as ,m ~he m~ leu in gen
better understood in facilities involved ill psychiatric pauent care.
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Abstract: This study measured attitudes toward physically disabled persons and anxiety levels in 9S human service undergraduate students at a southern university. Students' scores on
the Attitudes Toward Disabled Persons Scale were slightly
below mean scores reported in the nonnative data. Students
who held the attitude that disabled persons are similar to nondisabled also tended to display high levels of anxiety.
The role of the disabled person in our society is often devalued by nondisabled
persons because of the disabled's physical limitations and physical appearance,
and by the non-disabled's personal judgment of disabilities (Cogswell, 1977;
Kessler & McClam, 1981; Marinelli & Dell Orto, 1977). McDaniel (1976) suggests that there exists a direct causal relationship between negative attitudes of
human service professionals and poor treatment outcomes, and that attitudes
toward physically disabled people are more important than any other factor in
determining the client's response to treatment.
Graduates of human service programs work in a variety of agency settings
with diverse populations (McCarn & Kessler, 1982). Since most human service
workers will have some contact with physically disabled clients, it is important
that they are comfortable working with this population. If the worker is accepting
of the client's disability, the disability will be seen as one of the clients many
characteristics, and the physically disabled client will be viewed as a nondisabled
client would be viewed.
Anxiety has also been found to have a negative relationship with counseling
effectiveness (Bowman, Roberts, & Giessen, 1978; Pennscott & Brown, 1972).
Other research (Strohmer, Biggs, Haase, & Purcell, 1983) found that students with
higher anxiety scores actually communicated lower levels of empathy with disabled clients. This may be because the students are encountering a population
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about which they know little. In addition to this generalized anxiety, confronting
the disabled may also raise an individual's level of death anxiety. Similarities
between disability and death, such as a period of mourning and adjustment to loss,
emphasize this association. Based on findings that rehabilitation counselor trainees with high levels of death anxiety had less favorable attitudes toward disabled
persons, Fish (1986) suggests that attitudes and ultimately the services provided to
disabled persons could be influenced by one's level of death anxiety.
The purpose of this study was to gain a measure of the attitudes of human
service students toward physically disabled people and to examine the relationship of these attitudes with anxiety. Three measures of anxiety were taken to
indicate (a) the students' transitory or state anxiety (A-State); (b) the characteristic
or trait anxiety (A-Trait); and (c) anxiety about death.
Anxiety is defined as undirected apprehension following the perception of a
threat to any value a person identifies with self-existence (May, 1950). To explain
anxiety more fully, Spielberger (1966) differentiated between state anxiety and
trait anxiety. State anxiety is an empirical reaction to a perceived threat which
occurs during a relatively short period of time. Trait anxiety is a personality
characteristic remaining constant over time, in which a person reacts with threat to
situations which are not explicitly threatening.
Death anxiety is a state of apprehension about death which may be caused by
certain or uncertain danger. It has been suggested, however, that death anxiety
does not pertain to physical death, but is the primordial feeling of helplessness and
abandonment (pattison, 1977).

d th anxiety than do low scores. The STAI A-State (Scale X-I) was
of ~ea: eaeasure the level of transitory anxiety experienced by subjects, often
d~Slg:on~~ ":tetermined, which fluctuates with time and circums~ces. This s~~e
suua re
:dents to indicate how they feel at th~ moment of testing. The q~ahtles
askvals SPOdby Scale X-I involve feelings of tension, worry, and apprehenslOn. On
e uate
"
severitY (" not at
m terms 0 f seven
S
scale the respondent answers each Item
the'~:s::what': "moderately so," "very much so"). The A-Trait scale (S.cale~
all,
sub'ects to describe how they generally feel. It is used as a.tool to Ident~fy
2) ~ks
J v
in their disposition to respond to psychological stress Wl~
subJ~cts Wh0 aryf tate anxiety. On the A-Trait scale, the respondent answers In
varymg leve1s 0 s
,
" "of
""a Imost
0 ten,
gories ("almost never" "sometimes,
t rms of frequency cate
'
20 80
d
e
") (S . lberger 1968) Scores for either form can range from
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1 f
'
always
pIe
,
.
.
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the higher the score, the greater the leve 0 anxiety.
.
m each mstan~ci ant was also asked to complete a Personal Data Sh~t w~I~h
, Ea~h p
,P
age sex educational status, and presence of a dlsablhty
provided mformatlon on , '
,
in self or an immediate family member.

RESULTS
tandard deviations for the four measures are presented in Table 1.
. slightly below the mean score of nondisabled persons
The means andDs
1970)
The mean AT p score IS
.
reported in the normative data (Yuker, Block, & Younng,

Table 1. Variables, Means, and Standard Deviations

METHOD
Subjects
The sample consisted of 85 female and 10 male undergraduate students majoring
in human services at the University of Tennessee at Knoxville. Ranging in age
from 19 to 56, the median age of participants was 21 years. The sample included
48 seniors, 33 juniors, 12 sophomores, and 2 freshmen. Participation in the study
was voluntary, and responses were coded to insure anonymity.

Instrumentation
The Attitudes Toward Disabled Persons (ATDP) Scale - Form 0 (Yuker, Block,
& Campbell, 1960); the Death Anxiety Scale (DAS) (Templer, 1970); and the
State-Trait Anxiety Inventory (STAI) (Spielberger, Gorsuch, & Lushene, 1970)
were administered in group situations. The ATDP Scale measures attitudes toward
disabled persons in general and consists of 20 items in a Likert format. Scores
range from 0 to 120, with high scores indicating the perception of the disabled as
being similar to the non disabled and low scores indicating the perception of
dissimilarity between the disabled and the nondisabled. The DAS consists of 15
items, 9 of which are keyed "true" and 6 "false". High scores reflect the presence
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Standard Minimum Maximum
Score
Deviation Score

Variable

n

Mean

95

67.66

10.78

46

91

ATDP

9S

7.00

3.35

0

15

DAS

95

37.62

10.79

21

66

A-State

94

38.23

9.77

22

62

A-Trait

.
ed amon the four measures.
Pearson correlation coefficients were comput .' I g rre1ated with scores
. .fi
tl and positive y co
ATDP scores were found to be srgrn ican y
ST AI A-State scale (r = .33, P <
on the DAS (r = .25, p < .01) and scores on ~1) All anxiety measures were
.001) and the A-Trait scale (r = .40, p < .
.
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significantly and positively correlated. Scores on the DAS correlated with STAI
A-State scores (r = 040, P < .0001) and A-Trait scores (r = .51, P < .(001). Mann
Whitney U comparisons between each of the four measures and the presence (n =
28) or absence (n = 67) of a disability in self or immediate family were nonsignificant.

DISCUSSION
Based on a comparison of the mean score with ATDP normative data, students'
scores were slightly below average, which may indicate that human service
students are not as comfortable or as prepared to work with this population as is
desirable for effective service outcomes. Additionally, those students who held
the attitude that disabled persons are similar to nondisabled persons also tended to
display high anxiety. Viewing disabled and nondisabled groups as similar may be
due to the sensitivity of students who choose professions that involve working
with people in distress. This same sensitivity or awareness, particularly about the
fragility of life, may help explain the relationship with death.
It is not surprising that the measures of anxiety - state, trait, and death - were
positively correlated. Numerous studies have found that a person with high trait
anxiety will also have high state anxiety, though the reverse is not necessarily true
(Spielberger, 1972). Since death anxiety is a general feeling of helplessness and
abandonment, it can be considered a personality characteristic and, therefore,
closely related to trait anxiety. Individuals with high levels of death anxiety are
reacting to the "unknown of annihilation of self, of being, of identity" (pattison,
1977, p. 13). When considered thus, death anxiety would typically be positively
correlated with trait anxiety.
The Council for Standards in Human Service Education (1980) has adopted
standards that concern the "conditions which promote or limit optimal human
functioning" and "those dispositional and motivational factors that are germane to
a successful career in human services." It is apparent that the attitudes of human
service students toward the disabled and the relationship of these attitudes to
anxiety need to be investigated further. Chubon (1982) concludes in a review of
previous research that there is a higher incidence of studies reporting negative
attitudes among experienced professionals when compared with studies involving
students. If this is the case, will present attitudes become more negative as
students graduate and become professionals unless there is some type of intervention? Human service educators have the responsibility to further investigate the
findings presented here. Replications of this study would verify whether or not
these results remain constant with other groups of human service students.
If the hypothesis that human service students are not comfortable working
with disabled persons is true, human service educators must do more than simply
inform their students about disabilities. If an attitude predisposes a person to act in
a certain way, changing attitudes and behaviors toward disabled persons may
require more than providing knowledge about disabilities. Positive frequent contacts with disabled people in addition to accurate information may help with the
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change in students' attitudes and behaviors (Hafer & Narcus, 1979; Palrneton &
Frumkin, 1969.
. al
It would seem that when dealing with topics with as much psychologic
im act as disability and death, one may find oneself dealing with attitudes an?
i:as that have developed from birth and are probably stron?ly ingrained. Thus, ~t
may be necessary for educators to ~acilitate the .explorauon of each student s
preconceived prejudices, ideas, emotlons, and feelm?s.
.
Studies of efforts to enhance attitudes toward dlsabl~ persons have Yl~ld~
conflicting results (Chubon, 1982). It is essentia~ that ad~tlOnal research Whl~~ IS
methodologically sound be conducted to identify effective methods of po~ltlVe
attitude change so that human service students are off~red. th~ OpportunIty ~o
become comfortable working with disabled clients. Invesugation IS ~so needed In
the area of attitudes toward the disabled among the human sen:lce educat?rs
themselves, for it is entirely possible that the educators are conveymg a negatlve
attitude, further compounding the problem.
.
.'
reIn conclusion, this study suggests the followmg areas m. WhICh further
search is needed: (a) replications of the present study to venfy. that .the r~sults
n
remain constant with other groups of human service students; (b) Identifi.catlo of
effective methods of attitude change; and (c) identification of the attltudes of
human service educators toward disabled persons.

REFERENCES
G & Giessen J. (1978). Counselor trainee anxiety during
Bowman, J ., Roberts, . ,
,
.
25 137-143
.
the initial counseling interview. Journal ofCounselmg Psychology"
Chubon, R. (1982). An analysis of research dealing with the attitudes of professionals toward disability. Journal ofRehabilitation, 48(1), 25-30.
Cogswell, B. (1977). Self-socialization. In J. St~bbin.s (Ed.), Social and psychological aspects ofdisability. Baltimore, MD: University Park.
Council for Standards in Human Service Education. (1980). Handbook. Atlanta,
GA: Author.
Fish, D. (1986). Disabled persons and death anxiety in counselor trainees. Journal

ofRehabilitation, 52(1),53-55.
Hafer, M., & Narcus, M. (1979). Information and attitudes toward disability.
Rehabilitation Counseling Bulletin. 23. 95-102.
Kessler, M., & McClam, T. (1981). High anxiety, low self-esteem: Some techniques for helping. Education Unlimited. 3(4).
Hvman

Service Education· Volume8 • Nurrt>er 2 • 41

Marinelli, R., & Dell Orto, A. (1977). The psychological and social impact of
physical disability. New York: Springer.
May, R. (1950). The meaning of anxiety. New York: Ronald.

Yuker, H. E., Block, J. R., & Younng, J. H. (1970). The measurement ofattitudes
toward disabled persons. Albertson, NY: Human Resources Center.

McClam, T., & Kessler, M. (1982). Human services programs: A look at graduates.
Journal of College Placement, 62(2),44-46.
McDaniel, J. (1976). Physical disability and human behavior (2nd ed.) New York:
Pergamon Press.

Tricia McClam is an associate professor in the human services ~rogram a.t the
.
. 0 f Tennessee at Knoxville , and Mary House Kessler IS a vocational
University
specialist in Birmingham, Alabama.

Palmeton, K. E. & Frumkin, R. M. (1969). Contact with disabled persons and
intensity of counselor's attitudes. Perceptual and Motor Skills, 28, 434.

•

Pattison, E. M. (1977). The experience of dying. Englewood Cliffs, N.J.: Prentice
Hall.
Pennscou, W., & Brown, D. (1972). Anxiety and empathy in a counseling and
guidance institute. Counselor Education and Supervision, 11,257-261.
Shontz, F. C. (1975). The psychological aspects ofphysical illness and disability.
New York: Macmillan.
Spielberger, C. D. (1966). Theory and research on anxiety. In C. D. Spielberger
(Ed.), Anxiety and Behavior. New York: Academic.
Spielberger, C. D. (1968). How to use the State-Trait Anxiety Inventory (STAl).
Palo Alto, CA: Consulting Psychologists Press.
Speilberger, C. D. (1972). Current Trends in Theory and Research on Anxiety. In
C. D. Spielberger (Ed.), Anxiety: Current trends in theory and research (Vol. I).
New York: Academic.
Spielberger, C. D., Gorsuch, R. L. & Lushene, R. E. (l970):State-trait anxiety
inventory manual. Palo Alto, CA: Consulting Psychologists Press.
Strohmer, D., Biggs, D., Haase, R., & Purcell, M. (1983). Training counselors to
work with disabled clients: Cognitive and affective components. Counselor Education and Supervision, 23(1),132-141.
Templer, D. I. (1970). The construction and validation of a death anxiety scale.
Journal of General Psychology, 82, 165-177.

1988 NOHSE Conference
The 1988 annual fall conference of the National Or?anization
f r Human Service Education will be October B-1? In Denver,
;olorado. The conference theme is
Excellence Now - Groups, Counseling, and EthICS. The keynote
address will be given by Dr. Gerald Corey, note~ au~or and
coordinator of the human services program at California ~tate
University. Dr. Corey will also give several other presentauons
and workshops.

"Hum~ S~~Ices:

Conference headquarters will be at the Sheraton ~en
ver Tech Center. For more information, contact Faye Rison,
Metropolitan State College, Denver, Colorado or Lou StarnPs~
University of Wisconsin at LaCrosse, 1725 State Street, La
Crosse, Wisconsin 54601.
Registrations should be sent to Franklyn Rother, Treasurer NOHSE, P.O. Box 426, Clarksburg, NJ 08510. Hotel
rese~ations should be made directly with the Sherato;;g;;ver
Tech Center, 4900 DTC Parkway, Denver, Colorado
.

Yuker, H. E., Block, J. R., & Campbell, W. J. (1960). A scale to measure attitudes
towards disabled persons. Albertson, NY: Human Resources Center.
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Growing Up With Children: An Introduction to Work with Young
Children, by Stewart Cohen and Gwenneth Rae. New York: Holt,
Rinehart and Winston, 1987, 496 pp., $32.00.

By Shirley Cassara
After providing a brief historical perspective on early childhood education
and an outline of child development,
the authors present the reader with
seven chapters that highlight the external world in which young children live
and interact. Section Two: "Children
and Relationships" concentrates on the
evolution of a child's interactive skills,
family patterns, and personality dynamics. In Section Three the emphasis is
on school. Here the presentation shifts
into a direct address to future teachers,
speaking to them about the learning
environment that teachers are responsible for creating. This section wisely
includes chapters on multicultural education and special needs.
The authors work hard to present
a scholarly text that cuts through bias
that has built up against early child-

Shirley Cassara is an associate professor of Behavioral Science at Bunker Hill Community College in Boston, Massachusetts.

hood education as a subject worthy of
academic credit. While clearly offered
as introductory, the writing cites research and grounds the students in a
scientificapproach to the subject. While
this approach is welcome, the authors
have not consistently been able to separate scholarly content from a ponderous writing style. In places the writing
is labored and inconsistent with the
rest of the text which is crisp and addresses students directly. Perhaps the
authors divided the writing of the chapters and the editors did not homogenize the two styles sufficiently.
Unlike other books in the field
(e.g., Gordon, Beginnings andBeyond:
Foundations in Early Childhood
Education. Albany: Delmar Publishers, Inc., 1985 or Lay-Dopyera, Becoming a Teacher of Young Children.
New York: Random House, 1987),
Cohen and Rae choose not to include
curriculum development as part of their
text, preferring instead to make a presentation more similar to topical child
development texts. There is clear reference throughout, however, that this
material is being addressed to people
who are considering work with young
children; and in the last chapter, the

authors conscientiously address the
teaching profession in parti~u~. A r~
strong point of this material 15 the ISsue of values in early childhood education which forces the reader to grapple
with the reasons for pursuing a career
with young children.
.
.
Each chapter is organIzed WIth
chapter objectives, topic headings,
chapter summaries, and what the authors call "Explorations" which are
sections, workbook style, suggesting
ways in which the student can ~pply
the chapter material personally, intellectually, and in the field. The ch~pter
objectives are written in behavlOral
terms and with clarity. As a teacher 1
would find it frustrating that the topics
of the behavioral objectives are not
echoed in the chapter summary thereby
obviating the opportunity to check
one's acquisition of the material outlined in the objectives. References are
listed at the conclu.c;ion of each chapter' there is no overall bibliography.
U~fortunately no glossary is provided
either at the chapters' end or at the end

of the text. Given the level of difficulty
of some of the terms the authors use,
this could have been of considerable
help to the student new to academia
and the behavioral sciences.
The above mentioned limitations
not withstanding, Cohen and Rae have
presented a well thought out text that
provides the student who is new to the
academic study of children with an
excellent grounding in the background
and theory of the study of early childhood education. This is appropriate for
establishing a foundation for professional endeavors as well as for a liberal arts orientation.
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Applied Social Research: Tools for the Human Services, by Duane
R: Monette, Thomas J. Sullivan, and Cornell R. Dejong, Holt,
Rinehart and Winston, 1986,416 pp., $27.25.

By Joel See
A review of nine recent social research
texts makes the point that instructors'
approaches in teaching research methods "must vary with student body characteristics, institutional resources, and
departmental requirements, and texts
must vary accordingly" (Schutt, 1987,
p. 203). This review will attempt to
help research methods instructors in
human services programs decide if the
text by Monette, Sullivan, and Dejong
might fit their particular approach and
setting.
The authors state that the primary purpose of their book is to present the full range of scientific research
topics necessary to introduce students
to social research as it relates to human
services. A "special theme" of the book
is "that there are many parallels and
linkages between social research and
human service practice" (p.v). The

Joel See is Director of the Division of
Human Services at the University of
New England.

book offers the possibility that students
might come to see parallels between
the two endeavors and might learn to
actually incorporate research into
human service practice. This approach
to the research methods course would
seem especially compatible with programs where the students' career paths
are in the direction of bachelor's level
human service work.
The question, then, is does the
book succeed in accomplishing its
p~se? The answer is a definite yes,
WIth only minor qualifications.
The topics usual to discussions
of scientific methodology are at least
adequately covered. Full chapters are
devoted to measurement, scaling, sampling, and problem formulation, and to
each of the major methods of data collection (surveys, observation, available
data, and experiments). Causality receives shorter treatment (part of a chapter) as do data analysis and statistics
(combined into one chapter). Research
ethics receives its own chapter as do
each of two topics of particular interest
to human services: evaluation and
single-subject designs. Computer uses
and software are given brief treatment
in one chapter, and library resources

are discussed in an appendix.
Throughout, the discussions of
these topics are made engaging by the
choice of relevant and timely examples
of research on the sorts of problems
that are addressed by the human service practitioner. Thus, studies of crib
death, child abuse, grief, welfare policy, mental health, domestic violence,
and marital problems are among those
included by the authors to illustrate the
topics.
The parallels and linkages between research and practice, the "special theme" of the book, are brought up
in the text. They are also treated effectively in two other places: first, in the
boxed and shaded "Research in Practice" illustrations found in each chapters; and second, in the well thoughtout "Exercises for Class Discussion"
at the end of each chapter. The discussion by the authors of parallels between research and practice is interesting. Examples of linkages of the sort
wherein a practitioner actually did research, however rudimentary, to help
plan interventions are unfortunately few
in number, no doubt reflecting the actual frequency of this use of research.
However, the authors make up for this
in the many "Exercises for Discussion"
where they create hypothetical practice situations and then ask the student
to consider research-related questions.
The book is biased toward human service as it is practiced with individuals and groups in social agencies.
Consequently, the research and data

needs of more community-oriented
practitioners seem somewhat neglected.
The community as a unit of analysis is
discussed early in the book and brief
attention is given to data on social
aggregates in the chapter on available
data. However, more examples, illustrations, and discussion questions formulated around the sort of descriptive
survey, census, and vital statistics data
often of use in community practice
should have been provided.
Overall, the book succeeds in its
intent to present scientific social research as a tool for the human services
practitioner. Further, its fine integration and undergraduate-level reading
ability make it a textbook that will
engage human service students in a
subject that they often initially see as
only marginally related to their major.
This text is recommended for classroom adoption.
Reference
Schutt, Russell K. (1987). Recent research methods texts: Means for
achieving course goals? Teaching Sociology, 15, 203-213.
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De.li~ering H~man Services, by Michael 1. Austin, Judy Kopp, and
PhIllIp L. Smith, Longman, Inc., 1986, 2nd ed., 584 pp., $23.95.

By John Worsley
We in the education/training sector of
hu~an services should probably stop
tryrng to find that one introductory book
that covers all the topics: the history,
the systems organization, the values of
hu.man services, along with the generic
skills of brokering, advocating, mobilizing, helping, and managing.
The authors of Delivering Human Services claim to have provided
such a book, and in the preface state
that university, college, and community college faculty along with in-service programs at service agencies have
favorably reviewed the book. There
have also been positive field studies:
40 community college students and 15
~nservice workers in Florida, ranging
10 age from 18 to 60, and in educationallevel from eighth grade to third
year of a baccalaureate program, felt
that they mastered "a wide range of in-

John Worsley is chairperson of the
Department of Human Services at the
Community College ofRhode Island.

formation, and they began to show interest in pursuing additional areas of
study and adapting the content to their
personal work experiences." One student is quoted as saying about the programmed text: "This book talks to me
- it's fun to read."
The book certainly is an ambitious and valiant effort in the treatment
of so many basic areas of human services. And it obviously has been successful, having survived since its first
publication in 1979 to a second edi~on. But still there are annoying questions.
How useful is a two-page history of human services that sweeps
from ancient Greece and Rome to twentieth cent~ America in two pages,
one that cites Judeo-Christian beliefs
Elizabethan Poor Laws, the Protestan~
work ethic, and social Darwinism without ~xploring the principles and dynarrucs of that history and clearly
demonstrating its relevance to today?
Moreover, why must the book
begin with history at all? Most texts
~e organized that way in order to proVIde a context, but history does not
seem to motivate pragmatically-ori_
ented students, and can such an abbre-
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viated statement provide any meaningful context?
Yet to do more would lengthen
the book, which raises another question: How do community college students and trainees with eighth grade
skills absorb a 584-page text in a semester, or as the authors claim, in a
nine-week training session?
The sections on skills give equal
pause. Can the intricate skills of interviewing, for example, be taught pragmatically in 50 pages? Do questions
such as "List four words or phrases
that you might use to ask open ended
questions," or "List three of the ways
suggested to communicate genuineness" enable students/trainees to perform even the most basic tasks in
human services?
My colleagues and I find that
even a semester's intensive study and
practice of interviewing alone yields
only the most rudimentary skills from
community college students.
Austin, Kopp, and Smith, however, make no large claims. They say
that successful completion of the text
"will not produce" fully trained workers, and they "realize that the trade-off
involved in such a comprehensive
approach is the necessity of sacrificing
the depth perspective."
They claim that they have tried
to avoid the counseling orientation of
most human service texts, and they say
that the book is intended for "child
care" workers, among others. But I
agree with the description on the back
cover: "the authors place counseling

functions within the context of other
worker functions," and I believe it is
not a placement that is going to be of
obvious usefulness to entry-level child
care workers. Those trainees are mostly
so absorbed in the skills needed to meet
the physical and social needs of children that they are not ready to understand how the generic helping skills
model is relevant to them.
Each chapter of this text includes
a review section, self-testing questions
with answers, and suggestions for additional study. It identifies and provides information about skills in the
primary functions of human service
workers. It is comprehensive in its treatment of functions of human service
workers; it is practical in its skills development, and it does engage the
learner in a self-instructional process.
But does it work, does it lead to
an entry-level understanding of generic
skills in human services? The real way
to answer that is to try it, realizing the
authors' "caution" that "skills are developed only through a combination of
knowing and doing," and that instructors must provide classroom discussions, role playing, and on-the-job
experiences to fully develop skills.
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1.
Human Service Education (HSE) is a refereed journal. Manuscripts which
are judged by the editors to fall within the range of interest of the journal will be
submitted without the names and identifying information of the authors to
reviewers.
The principal audiences of HSE are faculty members and administrators
in institutions of higher education and practitioners interested in human service
education. Sample areas of interest include: teaching methods, curricular design,
internships and experientialleaming, faculty development, career paths of
graduates, issues of program quality, relationships with human service agencies,
articulation between two- and four-year programs, and models of graduate study
in human services.
HSE publishes three types of submissions: I) articles, 2) brief notes, and
3) critical reviews of instructional materials and scholarly books of interest to
human service educators.
2. The following instructions apply to all three types of submission:
a. Manuscripts should be well organized and present the idea in a clear and
concise manner. Use headings and subheadings to guide the reader.
Avoid the use of jargon and sexist terminology.
b. Manuscripts should be typed in 12 point type with 1.25 inch margins on
all four sides. All material should be double spaced, including references,
all lines of tables, and extensive quotations.
c. All materials should conform to the style of the current edition of the
Publication Manual ofthe American Psychological Association.
d. Avoid footnotes wherever possible.
e. Tables should be kept to a minimum. Include only essential data and
combine tables wherever possible. Each table should be on a separate
sheet of paper following the reference section of the article. Final
placement of tables is at the discretion of the editors.
f. Figures (graphs, illustrations) must be supplied as camera ready art.
Figure titles should be attached to the art.
g. On a separate page, place the title of the article, the names of the authors,
their professional titles and their institutional affiliations. Article titles
•
and headings should be as short as possible.
h. Check all references for completeness; make sure all references mentioned in the text are listed in the reference section and vice versa
i. Manuscripts are edited for consistency of grammar, spelling, and punctuaHuman SeNce Education. Volume 8 • Number 2 • 50
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tion. In some cases, portions of manuscripts may be reworded for conciseness or clarity of expression.
j. Manuscripts are accepted for review with the understanding that they
represent original work and are not under review by another publication.
k. All manuscripts must meet the specifications detailed above or they will
be returned to the authors before review for publication.
3. The following are additional directions for each type of submission:
a. Articles. Ordinarily, manuscripts for articles should not exceed ten (10)
typed pages. Following the title page include an abstract of not more than 100
words. This statement should express the central idea of the article in nontechnical language and should appear on a page separate from the text.
b. Brief Notes. Submissions appropriate for this format include brief
reports of research projects or program innovations. Manuscripts should not
exceed four double-spaced typed pages; it is recommended that the results and
implications occupy at least half of the brief note. A 50 word capsule statement
should accompany the note.
c. Critical Reviews. HSE accepts reviews of textbooks, other instructional materials, and scholarly books of interest to human service educators.
Manuscripts should not exceed three typed pages unless two or more related
books are included in one review in which case manuscripts should not exceed
five typed pages. For more specific information, contact Frank Russo, Education
Department, University of Rhode Island, Kingston, RI 02881. Phone: (401)
792-4213 or 2564.
Send an original and three clean copies of all materials to: Editors, Human
Service Education, Box 29J, Kingston, RI 02881.
Telephone inquiries may be made to: Barbara Brittingham or W. Lynn McKinney, College of Human Science and Services, University of Rhode Island,
Kingston, RI, (401) 792-2244.
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National Organization
for Human Service Education
The National Organization for Human Service Education (NOHSE) was founded
in 1975 as an outgrowth of a perceived need by professional care providers and
legislators for improved methods of human service delivery. With the support of
the National Institute of Mental Health and the Southern Regional Education
Board, NOHSE focused its energies on developing and strengthening human
service education programs at the associate, bachelors, masters and doctoral
levels.
The current purposes of the organization arc: I) to provide a medium for
cooperation and communication among human service organizations and individual practitioners; 2) to foster excellence in teaching, research, and curriculum
development for improving the education of human service delivery personnel; 3)
to encourage, support, and assist the development of local, state, and national
organizations of human services; and 4) to sponsor conferences, institutes, and
symposia that foster creative approaches to meeting human service needs.
Members of NOHSE are drawn from diverse educational and professional
backgrounds which include corrections, mental health, child care, social services,
human resource management, gerontology, developmental disabilities, addictions, recreation, and education. Membership is open to human service educators,
students, field work supervisors, direct care professionals, and administrators.
Benefits of membership include a subscription to Human Service Education and
to The Link (the bimonthly newsletter) and the availability of professional development workshops, professional development and research grants, and an annual
conference.
Five regional organizations are affiliated with NOHSE and provide additional benefits to their members; they include the New England Organization of
Human Service Education, Mid-Atlantic Consortium for Human Services, Southern Organization for Human Services, Midwest Organization for Human Service
Education, and Northwest Organization for Human Service EDucation. West and
southwest regional organizations are currently being developed.
NOHSE is closely allied with the Council for Standards in Human Service
Education. CSHSE, founded in 1979, has developed a highly respected set of
standards for professional human service education programs and also provides
technical assistance to programs seeking Council approval.
Correspondence and inquiries can be addressed to the national office: National Organization for Human Service Education, National College of Education,
Executive Office: Building Six, 2840 Sheridan Road, Evanston, IL 60201.

