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A Conversation with
Dr. Harold McPheeters
Tricia McClam and Marianne R. Woodside

INTRODUCTION
Harold McPheeters was born in New York in 1923 and reared in Garden City,
Long Island. He was the oldest of four children; his father was a mechanic and his
mother a housewife. His public school education was unique and progressive. His
schools were demonstration schools for Teachers College at Columbia University,
where leaders such as John Dewey were training teachers to use experimental ideas
and techniques. Early kindergarten, rapid promotion, and foreign languages were
all part of young Harold's education. The teachers were outstanding, young, and
energetic. One in particular, a special junior high teacher, is remembered as willing
to discuss whatever the student suggested with the attitude of"Let's think aboutthat.
Does it work? Let's try it." That teacher influenced Harold by introducing and
reinforcing the process of considering options and establishing critical criteria.
During this time he also began to appreciate the liberal arts, especially literature.
Harold was a good student, and he made good grades.
After graduating from Lafayette College in Easton, Pennsylvania, he joined the
Army and attended medical school at the University of Louisville while in uniform.
McPheeters spent several years in psychiatric practice and administration before he
made a career change that took him from specific mental health practice to a series
of broad administrative responsibilities. He became assistant commissioner and
later commissioner for the Kentucky Department of Mental Health. He moved to
the state of New York, where he assumed the position of Deputy Commissioner for
Program Administration for the New York Department of Mental Hygiene. In
1965, he became director for the Commission on Mental Health and Human
Services and later director ofall health and human service programs for the Southern
Regional Education Board (SREB) in Atlanta, Georgia.
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His outstanding achievements are remembered at the Kentucky Department of
Mental Health. He was a progressive administrator who began the deinstitutionalization of mental health patients long before it became a national trend. With a
human rights orientation. he fought many battles for both patients and employees
in the mental health system.
His role in human service training at the Southern Regional Education Board has
been equally impressive. His work in that area began with a planning grant in 1965
designed to bring together mental health professionals and community college
officials to explore the feasibility of educating mental health practitioners in twoyear colleges. That grant provided the groundwork for 20 years of research and
training in the human service field. Defining the concept of the human service
generalist. providing support for the training of human service professionals.
developing a certification program for workers. and beginning an approval process
for training programs were efforts completed under McPheeters' leadership and
support. He has made a dramatic impact on the field of human services. His
humanistic orientation and his willingness to tum large-scale projects into viable
research opportunities have produced results that have helped shape mental health
patient care and human service education and training. Prior to his retirement from
SREB in October 1987, Dr. McPheeters reflected on the development and the future
of human services in a conversation with Tricia McClam and Marianne Woodside.

PHILOSOPHY AND HISTORY:
EARLY INVOLVEMENT IN HUMAN SERVICES
Question: What is your own professional philosophy of helping?
McPheeters: Well. my training in psychiatry was very much an eclectic approach. Whatever psychiatric approach works, use it- not just psychoanalytic
therapy or just biological approaches or just electric shock treatment or just shortterm psychotherapy. Whatever works, use it.

Question: Was that the philosophy ofyour program or ofthe particular people
who trained you?
McPheeters: That was very much the orientation of the University of Louisville
program at that time. In fact. there were certain faculty members who were very
hostile to what was then the trend in most places. psychoanalysis. Most chairmen
of psychiatry were psychoanalysts, and the orientation of the whole program was
strongly psychoanalytic. Some ofour faculty at Louisville were very unhappy with
that notion. They had trained under Adolph Meyer in Baltimore, who was much
more eclectic. The program at the Southern Regional Education Board is also
eclectic, more concerned with all of the professions, not just psychiatry. I had had
faculty appointments at the School of Social Work at the University of Louisville
and taught the student nurses, but this job at SREB works with all of the human
service professions.
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Question: Which leads us to an important question. Do you view human services
as a profession?
McPheeters: I don't know. When I hear people talk about it as the fifth
profession, I think this may be a little presumptuous. I personally am not quite sure
what the definition of a "profession" ought to be. I think there's a certain element
of elitism in most of those definitions, an attempt to gain a power position or
something, rather than a differentiation. What that differentiation is, I think, is less
clear. I prefer the terminology "occupation" rather than "profession." I'd say
human services is a separate occupation. In my mind, looking back at the way these
things evolved in the mid-sixties, there were terrible manpower shortages in all of
the professional areas: psychiatry, psychology, social work, nursing. mental health,
and other human service programs. Yet there was this pervasive feeling that all the
work had to be done by professionals. If anybody less than a professional-an
MSW, a PhD. and so forth-did it, it would harm the patients or the clients terribly.
We couldn't allow anybody but professionals to help. Butthere grew to be a feeling
that this approach was not going to meet the needs.

Question: How did SREB become involved in the human service movement?
McPheeters: We submitted a grant application to give some leadership to a
movement to prepare more generic mental health practitioners, but it was rejected
by the review committee of the National Institute of Mental Health. One of the staff
explained to me that the SREB had given them what they wanted, which was contact
with the community colleges. So the grant from SREB was turned down. I was
unhappy about that because while they kept saying they wanted innovative things,
yet when innovation came along they turned it down because it didn't meet their
standards of professional education. We resubmitted the proposal, and we hosted
a conference during that year for those six or seven schools that announced they
wanted to develop education programs in mental health and human services. The
next year the grant proposal was funded. At that point there were 17 institutions that
were starting programs in our region. NIMH had made grants to about six colleges
nationwide, including Metropolitan College in Denver, a community college in
Greenfield, Massachusetts, and Daytona Beach Junior College, and Jefferson State
Junior College in our region.

Question: I think what is particularly interesting is that when the movement
started it really was related to several factors that appeared to be unrelated.
McPheeters: Well, there were several things that made it an opportune thing to
do. There was rampant professionalism that said "It's got to be done this way or it
won't be right." The "Great Society" with its pressure for more manpower was
clearly in conflict with that approach. There were a lot ofother things that also carne
together. The New Careers movement, the "hire now. train later" movement. was
strong at that point. The movement was seen as a way for minorities and persons
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from deprived backgrounds to make it into human services. Otherwise, those
groups tended to be excluded from the education programs and from the professions. There were civil rights issues that added to the pressure for the development
of human services.
When our grant was funded, one of the things that immediately became apparent
was the different titles (e.g., Mental Health Worker. Mental Health Technician, or
Mental Health Assistant). But they were all in the mental health area. (At that point
we were not talking about day care, corrections, aging, and other aspects of the
human service field.) But when you looked at who had been hired to head these
programs and what the programs were proposing to train, there was great variation.
This one was headed by a nurse, and it was going to be a little nursing program; this
One was headed by a psychologist, and it was going to prepare psychological
technicians; this one was headed by a social worker, and it was going to be a social
work program. It was important to develop a consensus about the philosophy and
objectives of these programs. From our seminars the concept of the mental health
or human service worker evolved into the publication "Roles and Functions for
Mental Health Workers."
Question: One ofthe things that you were doing was putting on annualfaculty
development conferences, because these people were coming out ofone profession
or another.
McPheeters: Yes, faculty wondered what is this thing called "human services"
that we're supposed to be teaching? And NIMH asked us early on if we would be
able to extend our Southern regional faculty development conferences to faculty
from other parts of the nation, because they also needed guidelines. There was no
one giving them any help from their regions. So for a couple of years in a row we
held our faculty development conferences in Louisville. We then submitted a grant
to specifically work on the issues offaculty development including drawing up a list
of teaching materials, discussing issues of how to use advisory committees, how to
evaluate your program - things faculty oughtto know. NIMH asked us if we would
make that a national project.

Question: What was the time line for this activity?
McPheeters: Let's see, the first grant was funded in '67 and continued for five
years. The next one was three years-that was the faculty development one, '72 to
'75. In the first grant, we monitored what was happening in the field. Each year we
would put out a status report, which pulled together information about how many
programs existed, what their titles were, what kind ofpeople were running them, and
how many students they had. We also asked about the kind of students: were they
18-year-olds right out of college or were they housewives returning to school?
We also worked with the mental health agencies to develop job descriptions and
patterns of introducing and using those people in the service delivery agencies. We
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had task groups that produced a publication with a very unhandy title of "Induction
and Use of Associate Degree Workers in the Mental Health System"-terrible title,
but a useful publication. We had many individual state conferences to talk about
how to integrate these new workers into the system with appropriate job descriptions. We had these conferences in Ohio, Maryland, Texas, North Carolina, and
Minnesota. At that point, the effort had become much more a national movement.

Question: Was this when the title changedfrom mental health to human services?
McPheeters: Yes, this was because the training programs found their graduates
were finding employment in all kinds of human service settings, not just in mental
health agencies. There was a fear that if the programs were tagged as "mental
health" programs, that program title might impede their graduates in getting work.
Ifthese graduates were perceived as "mental health" workers but they tookjobs with
a school system or a probation department or a child abuse agency, their training
might not be perceived as appropriate. But usually the students were adequately
trained to perform the jobs the agencies wanted done. So the programs changed their
titles from "Mental Health" to the more generic "Human Services." I was always
a little uneasy about that, because most ofthem did not change their programs in any
way, and they continued to be much more oriented to mental health content. I
always felt there was a lot more about broad human service systems that didn't get
built into those training programs when they simply changed their titles. For
instance, a better understanding ofthe criminal justice system should have gone into
a program if you were talking about getting people to work in that kind of setting
or deeper understanding of aging for workers in geriatric services.

Question: Do you think that there is something that can be called a "human
service delivery model"? That is, in this occupation is there a differentiated model
for the delivery ofservices?
McPheeters: I don't know. I feel there needs to be a differentiation of the roles
of human services and social work. I feel that human services has much more of an
orientation to helping the client in any possible way-being with that client to get
the job done to improve that person's functioning. Human service workers do
whatever needs to be done-it might be psychological, or it might be assisting with
medical needs or social needs. Human service workers are not constrained by any
single philosophical orientation or technology. They're much more oriented to
helping the client solve a problem whatever it takes, using a range of biological,
social, psychological approaches. They ought to have the ability to deal confidently
in all of those areas to help the clients. To me, this generic orientation to getting the
job done is philosophically the difference between human service workers and other
professions.
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HUMAN SERVICES TODAY AND TOMORROW

Question: Would you comment on the approval of human service education
programs and the certification ofhuman service workers?
McPheeters: It usually takes 50 years or more for a certification or accreditation
program to evolve for an occupational or professional group. We talked about this
issue at SREB before we applied for the grant to provide leadership for human
service certification and a program approval mechanism. We knew that neither
would be appropriate for SREB to run, but we thought that we could develop the
guidelines for both activities and also set up the organizations to carry out these
functions.
I always objected to the idea of making program approval a formal accreditation
process. In the first place, I wasn't sure human services had established itself
sufficiently as a profession. Once you establish formal accreditation, you tend to
"rigidify" what you have. There were many people who thought it ought ~o be
accreditation, but it ended up with program approval, and the whole Council for
Standards in Human Service Education evolved out of that.
We encouraged the development of registration of human service workers
simultaneously as we were working on the certification system. There was much
less demand for professional registration than we had thought there would be.

Question: Why do you think that's the case?
McPheeters: Well, again, it's addressing the question "Is this really a profession?" I think this is a distinct occupation, but large numbers of these people see
themselves as job holders, not professional career people. If they are to go on,
moving into one of the clinical professions, they go into social work or psychology.
The pattern that has evolved for advanced-level human service programs is to go on
to master's programs and doctoral programs that feature essentially human service
administration rather than clinical practice. These programs deal with issues like
organizing and deploying personnel and relating public services to the private
sector. Those issues are serious ones that need to be researched and developed, but
they are not being developed by the professions or professional schools.
Human service faculty and students seem to have a poor conceptualization and
orientation to organizational factors. They don't see the world in organizational
terms. Some years ago when we had the certification program, we wrote to
educators in 400 educational programs nationwide, saying we would give special
discounts if they would agree to encourage the entire graduating class to apply for
certification and to be available for group testing. We could go out and administer
the test to all of these candidates in one place; it would be much less expensive than
having all those individuals come in to take the test. And we could have them
certified at graduation. Out of the 400 educators in both baccalaureate and associate
degree programs to whom we sent that offer, 6 responded at all, and only 4 did
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anything about it. This I see as a manifestation of a lack of organizational
understanding.
Most ofthese educators have come out of another profession, such as social work
or psychology or counseling. They remain oriented to that profession. If they have
the authorization to attend one meeting a year from their college, the one they attend
is likely not to be human services although that is what they are teaching. Also, as
time has passed there has been some turnover in human service educator positions.
Whereas the original educators tended to come from the practice field, many of the
new people have come from academia. The new people have a more traditional
professional identification, whereas the people coming from the field of practice
have a more generic feel for human services.

Question: As you look back over your involvement in the human service
movement. what area has been the greatest disappointment to you?
McPheeters: I don't know, but I guess it's the failure ofthe various component
pieces to be able to come together and really operate as if this was an independent
occupation of its own. Our feeling, maybe we're wrong, was thatthis human service
certification system ought to apply to anybody who was working out there as a
human service worker, whether they came through the academic system or from
their own self-development and job training. But most of the educators objected to
that or they wanted their graduates grandfathered in. There has often been this kind
of disdain for the people that didn't come through academia. It was difficult to
bridge the gap between academia and the field. It seemed to me there needed to be
more effort on the part of more educators who were in the position to lead and help
with the definition and recognition of human services. There were some who
worked very hard at it, but many others were quite detached. It is not unusual for
some professionals to have a sort of suspicion in their professional association, and
a reluctance to get involved in things like certification. I would think, for instance,
that associate or baccalaureate programs would work to get their programs approved, even if their administration doesn't require it. But almost invariably they
say, "Well, our college doesn't require it and won't pay for it, so we can't apply for
certification." There are many ways in which a program might raise the funds to join
the Council for Standards in Human Service Education and have its program
approved.

Question: What do you think human services has to do to survive?
McPheeters: Well, I think it's here to stay. I think workers are most likely to
be employed in those agencies that are smaller, community-based agencies, because
these agencies are not so structured and oriented to the traditional bureaucracies of
the traditional professions. The professional model of having to be a psychiatrist,
psychologist, social worker, or nurse still applies in the big state bureaucracies, but
it is less applicable with the smaller, community-based agencies.
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Question: Should human services be more aggressive in finding its place?
McPheeters: Yes. I think human service people have got to reach out and let
agencies know what these students are prepared to do. They need to be in touch with
agencies and be on their advisory committees. First, the educators must make sure
their students are prepared to do the needed work. For instance, one big area of
needed responsibility is case managers for persons with chronic mental illness.
However, if the schools are not teaching students anything about chronic mental
illness or how to deal with really sick schizophrenics out in the community, then
don't expect to send graduates to those places.
I think it would help if the various components, such as the Council for Standards
in Human Service Education and the National Organization for Human Service
Education and worker groups, could get together and pool their mailing lists and
their editorial activities. I think a strong journal of human services could serve all
the component pieces. Also, a strong newsletter that could serve all component
groups with articles for each ofthe organizations could really deal with major trends
in human services, like state reorganization of human services into new human
resource departments or prepayment and capitation payment systems. Also it could
address the implications of these trends for human service workers.
Question: You know, something that really is just not available is a current list
ofeducational programs that exist today. There really is no comprehensive listing
by state, degree level. or program emphasis.

PERSONAL NOTE ON RETIREMENT
Question: What are your plans for retirement?
McPheeters: Well, one of the big things I've been interested in during the last
several years is family genealogy of the entire McPheeters family, not just my
immediate line. There are several lines including some that spell the name
McFeaters and McFeeters, yet they all seem to be from the same basic line. I have
file cabinets of information I've received from individual people, vital records, and
family records. Now I need to go around to courthouses, libraries, and archives
(which are only open during working hours) and check some of those details. So
I plan to go around to places like Grainger County and Hawkins County, Tennessee;
Buncombe County, North Carolina; and Fayette County, Kentucky, to check some
of those things. Then I want to write a book on the family genealogy.

From the authors: We wish to express our gratitude to Dr. Harold McPheetersfor
the time he spent in the interview and for his review of this manuscript. It is our
pleasure to record some ofhis personal thoughts on the history and the present and
future ofhuman services. We thank himfor his contributions to the field ofhuman
services, and we wish him well during his retirement years.

McPheeters: That's one ofthe functions I would envision for a combined Center
for Human Services. It might be possible to get a grant from some foundation to do
a comprehensive listing of training programs at various levels, with their current
directors and telephone numbers. We have lists, but the last one is probably five
years out of date. There have undoubtedly been changes. Another need is periodic
surveys about enrollments and other program information. Other questions are
"How are graduates doing in getting jobs?" and "What graduate programs are they
going into?" If there were a combined Human Services Center, it could probably
attract money for studies of these kinds. The center could publish a journal and
newsletters which should be sent to deans and the presidents of colleges and
universities and college libraries so that they know what's going on in the field of
human services.
My feeling is that there has not been a lot of change in the educational programs
in this decade. There has probably been a 10-15% decline in enrollments overall.
Declining applications and declining enrollments are currently being experienced
in nearly all ofthe human service professions, but we need to know more about what
is going on in this particular field, and we don't. There is a need for more program
evaluation and communication of findings.

Tricia McClam and Marianne R. Woodside are professors of Special Services
Education at the University of Tennesse, Knoxville.
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Professional Development Awards
The National Organization of Human Service Education
(NOHSE) has established a system of professional development
awards to promote the scholarly and academic development of
NOHSE members and the field of human service education. Up
to four awards of $250 each will be made each year; any duespaying members is eligible to apply. Deadlines for submission
each year are January I and September 1.
Successful proposals will address a problem of importance to
undergraduate or graduate human service education that can be
investigated through research, measurement, evaluation, or
documented trial. Examples of possible projects include: followup studies of graduates, evaluation of internship supervision, or
documented trials of teaching techniques.
Awards will not be made to support the acquisition of materials or equipment not related to an investigatory project, undocumented trials of innovations, or direct payments (beyond expenses) to any NOHSE member.
For more information, contact: Sally Fullerton, Department of
Human Services, University of Oregon, Eugene, OR 97403.

HumanServiceEducation' Volume 9 • Number 1 • 10

The BPE Framework:
A Tool for Analysis and
Interdisciplinary Integration
in Human Service Education
H. Frederick Sweitzer
Abstract: The BPE principle is based on Kurt Lewin's assertion
that behavior is a function of the interaction between the person
and the environment. It is a principle with great potential for
application in the pre-service and in-service training of human
service professionals. This principle has been used to form a
framework for planning human service interventions that has
been used in an undergraduate course. It allows students to
organize the complexity found in many areas of human service
education and practice. It also has the potential to facilitate an
integration of the many theories and disciplines that inform
human service education.

INTRODUCTION
The BPE principle was first proposed by Kurt Lewin (1954), who said that
behavior is a function of the interaction between the person and the environment,
or B ;;;: f(P x E). It has been used as a coordinating system for integrating psychology
and education (Hunt & Sullivan, 1974) and as the basis for a comprehensive model
ofthe helping process (Egan, 1984; Egan & Cowan, 1979). It also has great potential
for application in the training of human service professionals. At the University of
Hartford, it has been modified to produce an organizing framework for an undergraduate course called Prevention and Intervention in Human Services. This article
will discuss the development of the framework, its use in that course, and other
possible uses of the framework in human service education.

HumanServiceEducation' Volume 9 • Number 1 • 11

A COURSE IN PREVENTION AND INTERVENTION
A few years ago, I was asked to teach an undergraduate course, Prevention and
Intervention in Human Services. Several characteristics of the students and the
training they were receiving were factors-in the course design.
First, there was a heavy emphasis on strategies of intervention. Students seemed
to ~ant to concentrate their energies on developing ~ repertoire of techniques, and
their courses were weighted in this direction as well. Many of the available texts
also seemed to be surveys of interventiontechniques (Schramm & Mandell 1983'
Schulman, 1978). However, students lacked the tools of problem analysi~; the;
needed a framework in which to analyze problems and help them decide which
interventions to use in a particular situation. A related problem was the tendency
to confuse goals and interventions. Asked, for example, what their goal in working
with a delinquent youth would be, students might reply, "Get her into a residential
program." They not only specified the means to achieve a goal without specifying
the goal, but actually substituted one for the other.
A second concern was the difficulty the students had in combining an understanding of individual psychology and development with a grasp of the dynamics
of social systems. Their explanations for and proposed solutions to human
problems tended to emphasize the psychological dynamics of the individual
persons involved. Students might say, for example, "He has a low self-image,''''She
is paranoid and insensitive," or "They resent being told what to do." This
~erspective, which will be referred to as an "individual perspective" on problems,
IS useful, but only captures part ofthe picture. Of equal importance is understanding
how the dynamics of various human systems affect human problems and their
resolution.
A human system is a group of human beings linked together by a common goal
or purpose. These people all have an impact on one another, so that no one person
can be understood without understanding the impact of all the other persons (Egan
& Cowan, 1979). A human system develops properties distinct from those of the
people ~hat comprise it, so that the whole is different from the sum ofits parts (Chess
& N~rhn, 1988). Examples of human systems would be the family, a work group,
a neighborhood, or even an entire country.
. These systems have a considerable impact on human problems. Family therapIS.tS, ~or ~x~~le, have discovered the importance of treating the family system in
relieving individual symptoms such as schizophrenia and anorexia (Goldenberg &
Goldenberg, 1980). Specialists in group work have emphasized intervention in the
dynamics of the group to produce individual change (Corey & Corey, 1987). This
perspective on human problems will be referred to as a systems perspective.
Although my students had some exposure to systems dynamics in other courses
in diagnosing human problems they tended to concentrate on either the individual
or the systemic, failing to see that almost every human problem is the result of both
ofthese factors. A ~ramework was needed for the course that would provide a basis
for problem analysis and help students design multifaceted interventions that focus
on both individual and systemic factors. A modification of Lewin's BPE principle
yielded such a framework.
Human Service Education' Volume 9 • Number 1 • 12

A BPE FRAMEWORK FOR INTERVENTIONS
A component of Kurt Lewin's field theory is the assertion that behavior is a
function of the interaction between the individual and his or her environment, or
B = f(P x E) (Lewin, 1954). According to this principle, the person and the
environment are in dynamic interaction with one another and thus form an
interdependent whole. This whole is the lifespace (LSp), and is the sum total of all
the physical, psychological, and social factors affecting and affected by the person.
Therefore, B = f(p x E) = f(LSp). To understand and predict a person's behavior,
Lewin says, we must have theories that provide a scientific representation of the
lifespace and an understanding of the function, or law, that links the lifespace to
behavior. He has attempted, in his writings, to address these tasks (Lewin,
1935,1954). In the field ofhuman services, Egan has attempted to construct a model
of the lifespace that serves as a guide for the helping professions (Egan, 1984; Egan
& Cowan, 1979).
My own use of the BPE principle is somewhat more modest. I used the basic idea
that behavior results from the interaction of person and environment to construct a
framework for understanding and planning human service interventions. In so
doing, I have used the words behavior.person, and environment in a way different
from Lewin's. My use of these terms is similar to that of Hunt and Sullivan (1974).
An intervention is a modification of the environment and is the E in this
framework. An intervention should be aimed at producing a particular set of
behaviors. These desired behaviors are the goal(s) of the intervention and are the
B in this new framework. The behavior the intervention does produce will depend
on the person or persons to which it is applied (P). However, to understand or predict
the effects of an intervention, one must understand not just the individual to which
the intervention is applied but the social systems in which he or she is embedded.
Therefore, the P in this modification of Lewin's equation is the equivalent of the
lifespace in his original formulation. Since intervention planners are examining the
lifespace at a time of distress, the P in this new formula stands for problem which
also conveys the message that problems involve more than individual persons.
This framework for designing human service interventions has three major
features. First, it forces intervention planners to consider three dimensions: the
nature and causes of the problem (P), the goals of the intervention (B), and the
intervention(s) to be used (E). Second, it can be used in a variety ofways. One could
begin with a fixed set of goals (B) and consider what interventions (E) would
achieve those goals with various populations (P). One could also examine various
intervention techniques, determining the populations, circumstances, and goals for
which each is appropriate. Finally, one could begin with an analysis of the problem
and its causes, then choose goals that are logically connected to that analysis, and
finally select interventions (or several possible interventions) to achieve the desired
goals.
The framework also allows for a number of theoretical perspectives and allows
students to construct and reconstruct their own theoretical perspective on problems,
goals, and intervention techniques. This last point will be discussed more thoroughly below in the paper.
Human Service Education' Volume 9' Number 1 • 13

USING THE FRAMEWORK

modification would be to emphasize a particular method of problem analysis.
Another would be to select different systems to study, such as communities or the
workplace. My students have a strong background in individual dynamics, so we
spend relatively little time on this area; a different student population might require
a different balance between the individual and the systemic. Also, I have chosen to
emphasize problem analysis, or the P in the BPE framework. Other instructors
might want to include more discussion of the ethical viability of various goals, or
more specific intervention strategies (more emphasis on the B and the E, respectively).

In my course, we employ the third of the three approaches discussed earlier. After
learning the BPE framework, students study a set of concepts and analytical
techniques that improve their problem analysis skills. Each time a new technique
or concept is studied, it is applied to the analysis of a case study. Students then set
goals based on their analysis ofthe problem and select interventions to achieve those
goals. As their repertoire oftechniques and concepts grows, their analyses become
more complex and sophisticated, as do their intervention plans.
One of the first techniques they learn is the identification of the context in which
the problem is occurring. Students often make unconscious assumptions about
where the problem lies without considering all possibilities. The first step in
overcoming this difficulty is to have them learn to identify all the individuals and
systems that are influential in the lives of the people experiencing the problem.
As the course proceeds, students are given tools to examine each individual and
system, so they can determine which of them may be contributing to any problem
they study. Since my students have more trouble with a systems than an individual
perspective, a substantial portion of the course is devoted to training them to think
systemically. General characteristics and principles of all human systems are
reviewed and then a closer look is taken at systems of various levels of complexity.
Time constraints do not permit an examination of all relevant systems, so three are
chosen that are frequently encountered in human services. The family is the first
system studied, followed by small groups such as work and peer groups. To
illustrate systems dynamics at work in a larger system, institutional oppression is
examined. Institutional oppression refers to the way in which the society's key
institutions, such as government and schools, are structured so as to perpetuate
racism, sexism, class bias, and other forms of oppression (Zastrow & KirstAshman, 1987).
When a particular system is studied, students get an introduction to its development and dynamics. The formal and informal structures are examined, along with
the dynamics of normal and abnormal functioning and development. Also, students
learn to look for the informal rules and roles that are a powerful force in human
systems. For example, in studying families, students learn about the family life
cycle (Carter & McGoldrick, 1980), family rules, structure, and triangulation
(Napier & Whitaker, 1978). Students then consider the implications oftheir new
knowledge for assessing the causes ofproblems (P), setting goals (B), and planning
interventions (E).
Throughout the course there is an emphasis on application of the ideas studied.
Frequent use is made of case studies, which are often chosen to highlight certain
concepts. Students also select an actual human problem during the first few weeks
and spend the semester developing an intervention plan. This plan includes a
detailed analysis of the problem (considering individual and systemic sources of
causation), goals for each individual and system identified, and, finally, interventions designed to reach each specified goal.
The BPE framework is flexible enough to allow individual instructors to adapt
it to their own philosophical orientations and to the needs oftheir students. One such

Human service education and practice are multidisciplinary undertakings.
Valletutti and Christoplos (1977) have pointed outthat human service workers often
work in or coordinate multidisciplinary teams made up of practitioners from a
number of specialty areas. The interdisciplinary nature of human service education
has been noted as one of its strengths and one feature that distinguishes it from the
training given to social workers and counselors (Clubok, 1984). Students are often
exposed to diverse disciplines such as psychology, education, public administra-
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OTHER USES OF THE MODEL
Many of the challenges faced in designing this course are also challenges faced
by the field of human service education. An overemphasis on intervention and the
resulting lack of systematic planning, the need to integrate individual and systems
perspectives, and the need for frameworks to facilitate interdisciplinary integration
are all problems facing the field. The BPE framework may be helpful in addressing
these problems.
AVOIDING THE RUSH TO INTERVENE
Helping clients solve problems is the core of human services, but workers
sometimes choose interventions too soon, or for the wrong reasons. There is a
tremendous pressure in most human service settings to do something; large
caseloads and pressing needs influence workers to act before they are ready. Also,
a worker's choice of intervention strategy may be unduly influenced by agency
norms or by the latest fad in the field (Brill, 1978). The BPE framework is one that
may help workers and students analyze the problem more carefully and select goals
before settling on interventions. It also allows them to ask "three-dimensional"
questions. For example, a question often discussed in the classroom and the field
is: Is behavior modification effective? Since behavior modification is a deliberate
structuring of the client's environment, in the BPE framework it is an E. The
behavior produced (B) will depend on the specific clients and problems for which
the technique is used (P). Thus, a more productive, "three-dimensional" question
would be: For whom (P) is behavior modification (E) effective, and for what
purpose (B)? (Hunt & Sullivan, 1974).
INTERDISCIPLINARY INTEGRAnON

tion, sociology, philosophy, and political science. There are also competing
theories within each of these disciplines.
One example of the interdisciplinary nature of human service education is the
aforementioned need for students to combine individual and systems perspectives.
Another differentiating factor between human service and social work education,
pointed out by Clubok (1984), is that social work relies more heavily on a systems
perspective, while human service education uses it as one of several approaches.
Understanding individual behavior and systems dynamics are both multidisciplinary endeavors; combining these two perspectives makes an interdisciplinary
approach even more necessary.
Since human service education and practice are multidisciplinary, it follows that
they will often be eclectic; they will use ideas and techniques from many disciplines
and theories. Both multidisciplinary and eclectic approaches, however, have pitfalls. Students and practitioners should not randomly borrow pieces of theories and
ideas that may be inherently incompatible. Also, the numerous disciplines and
theories that inform human service practice often have separate assumptions,
philosophies, and jargon, and professionals trained in those disciplines often have
trouble communicating with one another (Hunt & Sullivan, 1974). A student might
be exposed, for example, to transactional analysis, cognitive behavioral techniques,
and client-centered therapy, all within the same discipline. A student interested in
families might study them using psychodynamic theory, general systems theory,
economics, and sociology. Although this diversity can be exciting, it can also cause
students to become confused, or view their training as a hodgepodge of ideas. There
must be some consistent base or model that allows students to compare, integrate,
choose intentionally, and incorporate new knowledge (Corey, 1986; Cormier &
Cormier, 1986; Egan, 1984).
There have been efforts to construct comprehensive, interdisciplinary models for
the helping professions, and many of them combine individual and systems
perspectives (Anderson & Carter, 1984; Egan & Cowan, 1979; Chess & Norlin,
1988; Zastrow & Kirst-Ashman, 1987). The BPE framework is not a substitute for
those models, and in fact can accommodate them, especially as methods ofproblem
analysis. Individual instructors, however, may deem those models too complex for
their students, or may take issue with their content. The BPE framework can
accommodate a variety ofmodels. More importantly, it can also help students create
their own models, forming and re-forming their own frameworks for effective
practice. These frameworks should include: knowledge of problems and their
causes; goals that are ethically justifiable and consistent with beliefs about causality; and a repertoire of interventions along with the knowledge of the situations and
purposes for which each is effective. Such a framework will change as new
information is gained from coursework, reading, and practical experience.
In considering new information gleaned in any of these ways, or in evaluating
previously learned theories, students can ask what, if anything, the new information
tells them about causes of problems, goals, and methods of intervention. Some
theories will cover all three areas explicitly, and some will require students to search
out implications. Students can then compare new information with their framework
and with other theories. They can identify areas ofagreement and disagreement, and
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can determine the nature of the disagreement. Do the theories disagree about the
nature and cause of human problems (P), what should be done (B), or how to do it
(E)?

PROGRAM DESIGN
The BPE framework could also serve as a guide for designing programs in human
service education. Programs should educate students about the nature of human
problems, how to choose ethically defensible goals, and how to intervene in a
variety of ways. Program planners could analyze their curricula to determine where
each area is covered, and whether the balance among them is appropriate.

CONCLUSION
The BPE framework seems well suited to the needs of human service educators
and practitioners. It is relatively easy to learn and can be used by students, faculty,
and practitioners in a variety of ways. Perhaps its most important use is as a way
to compare and combine the many theories and disciplines needed for effective
human service practice. It has been useful in providing undergraduates with a
framework for planning multifaceted interventions and could form the basis for a
broader multidisciplinary integration. At the same time, it is flexible enough to
allow individuals with different ideas, philosophies, and theoretical orientations to
use it and to talk with one another. The diversity of ideas available to human service
educators and of the jobs our students can pursue is one of the pleasures of our
profession. It also carries with it the responsibility to provide frameworks that lend
coherence and organization to a field that is sometimes lacking in both.
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Andrew T. Nilsson
Abstract: In view of the career orientation of today's college
students, it is not surprising that more and more undergraduate
academic programs seek to prepare students for practice in the
human services. Various programs in sociology and interdisciplinary human services now trespass upon territory traditionally
held by psychology and social work education. Are such degrees
really equivalent? This paper offers a content analysis of undergraduate psychology, sociology, non-BSW human service, and
CSWE-accredited BSW programs in Connecticut, examining
the similarities and differences between such programs and their
implications for preparation in human service careers.

INTRODUCTION
One consequence of the career orientation of today's generation of college
students is that there is an increasing variety of undergraduate academic programs
seeking to prepare students for practice in the human services. The long-standing
competition between social work and psychology programs to attract and train
students interes!ed in human service careers has been joined by undergraduate
counseling programs, "clinical" or "applied" sociology programs, and additional
programs offering interdisciplinary "human service" degrees. One school, for
example, offers its sociology undergraduates a concentration in "clinical" sociology described as follows: "This option is for students who wish to work directly with
people to improve their life conditions and those ofsociety. Students who have been
interested in social work and human services would elect this option." Clearly, the
aims of this program place it among the more traditional routes to human service
careers.
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The variety of programs offering undergraduate preparation for human service
practice raises questions about the nature of the training being offered. To what
extent are the differences between academic disciplines offering such programs
reflected in their preparation of students for human service practice? If students in
such programs are prepared in different ways to do different things, what are the
practical implications for the "people work" positions the program graduates
obtain?
To seek answers to the above questions, this researcher embarked on a content
analysis of 15 psychology, 13 sociology, 8 non-BSW human service, and 4 social
work programs accredited by the Council on Social Work Education in Connecticut
colleges and universities. The sample consisted of 13ofthe 19four-year institutions
with such programs that responded to the researcher's request for a catalog. The
schools represented in the sample included 4 public, 2 Catholic, and 7 independent
colleges and universities. They ranged in size from nearly 17,000 full-time students
to just under 600. All 13 schools offered undergraduate psychology and sociology
programs, with 2 schools offering variations in their psychology programs which
appeared to be distinct enough to warrant analysis as separate programs.
Eight ofthe schools offered programs that were included in the non-BSW human
service program category. Six of these programs were special "tracks" constructed
around more traditional psychology or sociology majors, using additional required
courses to add human service content to the basic major requirements. The 2
remaining programs were entirely separate majors clearly having an "applied"
focus, BS degrees in human services and in human development and family
relations.
The sample of 4 BSW programs included all those currently available in
Connecticut. Unlike the other program types included in this study, social work
programs are accredited by a national body, the Council on Social Work Education,
which spells out in great detail the curriculum content such programs must include.
The Council's standards dictate inclusion of content on minorities, discrimination
and oppression, and five "professional foundation areas"; human behavior in the
social environment, social welfare policy and services, social work practice,
research, and at least 400 hours of field experience. Although such regulation
produces a considerable degree of uniformity among CSWE-accredited undergraduate social work programs, differences also exist, since schools are given some
latitude in their means of meeting the Council's requirements.
Content analysis of the programs utilized three criteria. First, the number of
semester hour credits required by each program was examined to compare the
extensiveness of the programs and to determine what proportion of the total credits
required for the bachelor's degree was absorbedby program requirements. Usually,
the catalog descriptions of the programs stated explicitly how many semester hour
credits each program required. Often, however, this number was misleading.
Closer examination of the courses required by several programs revealed required
prerequisites which were not included in the catalog count of program credits.
Effort was made to locate these "hidden" required credits and to count them among
the total credits required by each program.

Considering the typical l20-credit undergraduate degree, the number of credits
required by any program inevitably reflects a trade-off between extensive grounding in a specific discipline or career and a broader, more liberal undergraduate
education. As a measure of how narrowly each program focused student work
within a single discipline, the required credits were divided into two categories:
courses required within the program's sponsoring department and "extra-departmental" courses (required courses taken outside the department).
Second, the nature of each program's required content was examined. Although
required credits generally permitted students at least some leeway in their course
selection (i.e., "fifteen credits taken from any Sociology Department course
offering"), all of the programs also included specific courses among their required
credits which gave students absolutely no choice at all. The high number of such
mandatory course credits was counted as another, more stringent measure of the
trade-off between specific disciplinary content and the opportunity to select a
variety of courses from many disciplines. Catalog descriptions of each program's
mandatory courses were reviewed to see what could be discovered about similarities and differences in the courses students in each of the four kinds of programs are
required to take.
Field work has always been a highly valued component of traditional human
service education. The final criterion utilized in the program comparisons, therefore, was the inclusion of field work in the courses of study. Investigation revealed
that the inclusion of field work could take three forms. First, field work could be a
required part of the program. For programs mandating field work courses, data were
collected on how many semester hour credits and, where the information was given
in the program's catalog description, how many hours of actual field experience
were required.
Second, in some programs field work seemed to be "semi-required." Such
programs made field work either a "default option," generally listed as a required
course although students were given an option to select an alternative to the field
work requirement, or a "choice option," where field work was included among a
specific list ofcourses from which students were required to select a certain number.
Finally, the lowest-level inclusion offield work existed in programs where field
work was available as an elective option, neither required nor semi-required. To
find these programs, each department's catalog course listings were scrutinized to
see if field experience was available to students in any way.
Perhaps the study's first discovery was how difficult it was to understand
academic programs from their catalog descriptions. The required credits in one
program simply did not equal the total credits in the program's course list. Ferreting
out hidden prerequisites was a challenge, and it was only possible to guess whether
one program's "applied component of 18-21 semester hours, developed with
faculty guidance and approval" referred to courses taken within or outside the
department. Inevitably, some judgment calls were required. Nevertheless, ev~ry
effort was made to ensure that the data represent comparable and accurate descnptions of the programs studied.
The findings are summarized in Tables 1and 2. Though the individual programs
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studied differed from each other, programs within each of the four categories tended
to be quite similar in the number of credits demanded and the course content
required. On the other hand, as illustrated by the tables, the four kinds of programs
were quite different in their typical requirements. Sociology, psychology, human
services, and BSW programs are not equivalent routes to practice in the field of
human services.

Table 1
Distribution of semester Hour Credits
Psychology
N=15
Total credits required
30-54
range
36
average

Sociology
N=13

Non·BSW
N=8

CSWElBSW
N=4

24-45
36

33-101
57

60-73
67

Major dept credits required
30-39
range
34
average

24-39
32

27-56
43

33-51
42

Extra-departmental credits
20%
Programs requiring
6-15
range
11
average

46%
3-15
9

75%
6-55
19

100%
12-34
25

6-27
17

3-21
14

21-89
37

51-70
61

47%

39%

65%

91%

Programs requiring field work
7%
·semi-required"
3
required range
3
average
8%
% of total credits

8%
2-4
3
6-11%

63%
3-15
8
14%

100%
15-20

?
?

?
?

208-416
286

550-624
578

73%

69%

88%

1000/0

Mandatory course credits
range
average
% of total credits in
mandatory courses

Field work hours required
range
average
Programs offering
fieldwork

17
25%

PSYCHOLOGY AND SOCIOLOGY PROGRAMS
The basic psychology and sociology programs studied were similar in terms of
the number of credits they required but different in the type of course requirements
those credits represented. Both required an average of 36 credits to complete the
major, and drew nearly the same number of credits from within and outside their
sponsoring departments. Also, the number of credits required in mandatory courses
was similar, such credits typically making up less than half the total credits needed
to complete the major program.
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The nature of the required courses differed, however, with psychology and
sociology programs most often requiring specific courses within their own disciplines. All of the psychology and sociology programs required an introductory
course in the discipline. Of the programs, 12 (80%) in psychology and 12 (86%) in
sociology mandated research courses. Ten (67%) psychology programs mandated
a course in psychological methods or experimental psychology, while an equal
number (71%) of sociology programs mandated a course in sociological theory.
Only one psychology and one sociology program required field work, though
three more "semi-required" such experience. The number of hours of field work
required by the two programs was not given in the catalog descriptions, though the
field work credits comprised only a small percentage of the credits required to
complete the program requirements. Eleven (78%) psychology programs and nine
(69%) sociology programs offered field work courses among their catalog listings.

HUMAN SERVICE PROGRAMS
All but one of the non-BSW human service programs demanded more credits
than the traditional psychology and sociology programs. Where the traditional
sociology and psychology programs required an average of 36 credits, the human
service programs averaged 57 semester hours of courses. There were increases in
the number of both departmental and extra-departmental credits required. The
average number of credits in mandatory courses (37) was more than double the
number required by the traditional programs, with mandated courses providing an
average of 65% of the total credits necessary for completing the human service
program requirements.
Perhaps due to the diversity ofprogram types represented in the non-BSWhuman
service program category, there was less agreement in the specific courses the
programs required. The most frequent course requirement was a course in research,
mandated by 6 (75%) of the programs. The next most commonly required courses
were introductory sociology and field work, each required by 5 (63%) of the group.
Field work was significantly more prevalent among the human service programs
than among the traditional psychology and sociology programs. In addition to the
5 human service programs requiring field work, another 2 "semi-required" such
experience. The programs requiring field work demanded, on the average, 286
hours in the field, accounting for 14% of the total credits necessary within the
program. Seven of the programs (88%) had field work courses available.

BSW PROGRAMS
The CSWE-accredited social work programs required by far the most semester
hour credits and included far more mandatory courses than did any of the other
program types included in their study. On the average, such programs demanded
67 credits. The average number of major department credits required remained
about the same when compared with the non-BSW programs, but the BSW
programs made significantly more use of extra-departmental required courses.
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Typically, almost all of the departmental required credits and many extra-departmental required credits came from mandated courses. Such credits from mandatory
courses comprised, on the average, 91 % of the credits required by the BSW
programs, totally dictating approximately half of the credits earned in the student's
entire undergraduate career.
In all but one of the institutions studied, in addition to the courses required for

Table 2
Mandatory Courses for Degree Programs
CSWE/BSW

Psychology

Sociology

Non-BSW

N=15

N=13

N=8

N=4

15(100%)

1 (7%)

4(50%)

4 (100%)

Research

12 (80%)

12 (86%)

6 (75%)

4 (100%)

Methods or experimental psychology

10(67%)
14 (100%)

5(63%)

4 (100%)

10(71%)

2(25%)

1 (25%)

Minorities

2(25%)

4 (100%)

Human services/social welfare policy

4(50%)

4 (100%)

Introduction to social work

4 (50%)

4 (100%)

Required courses
Introductory psychology

History and systems of psychology

7(47%)
1 (6%)

Introductory sociology
Sociological theory

3(20%)

Senior Seminar

6(43%)

4 (100%)

Social work methods
Average number of methods courses
Field work

1 (6%)

1 (7%)

2(25%)

3 (75%)

5(63%)

4 (100%)

their major, students were required to complete a sequence of courses intended to
ensure breadth in their undergraduate programs. In the BSW programs, many ofthe
non-departmental required courses did double duty by counting both for the social
work program and for the broader general education core. Nevertheless, by
dictating which general education courses students must take, BSW programs
enforced disciplinary depth in exchange for reducing student exposure to a wider
range of courses.
At least 400 hours of field work are mandated by the Council on Social Work
Education's curriculum standards for undergraduate social work programs. Each
of the four BSW programs included in the study exceeded the required amount. On
the average, the programs required 578 hours of field work, with field work credits
comprising roughly one-quarter of the credits earned toward the BSW degree.
Beyond the sheer size ofthe BSW program requirements, what kind of academic
content did the programs provide? The BSW programs mandated every kind of
course required by the other program categories, with the exception of psychological methods and sociological theory courses. The extensiveness of their mandatory
courses went even beyond what is illustrated in Table 2. The BSW programs
commonly required multiple courses in social welfare and social work methods.
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DISCUSSION
The BSW programs offer students an impressive array of required courses, far
exceeding the requirements of the other program types. But is more better? How
much is enough? The additional professional courses offered by the BSW programs
are gained at the sacrifice of a broader undergraduate education. Without a followup study of graduate performance in the human services, a phenomenon notoriously
difficult to measure, we cannot say if students graduating from the more extensive
programs are better prepared for practice. One such study was presented by Specht,
Britt, and Frost (1984) at the annual meeting of the Council on Social Work
Education. Their findings imply that the more extensive BSW programs do not
necessarily produce the best professionals. They studied a sample ofMSW social
workers in California, comparing those who had received undergraduate BSW
degrees with those who had received other bachelor's degrees. On all of their 10
measures of "professional achievement," which included salary, job responsibilities, membership in professional groups, and attendance at and presentations to
professional conferences, the MSWs without a social work background out-scored
those with a BSW background. They also noted that the social workers without
BSW backgrounds had devoted a significantly greater percentage of their undergraduate study to liberal arts subjects (80%) as compared with the BSW/MSWs
(58.5%). Though other factors cloud the validity and the cause-effect interpretation
of their findings (which are tempting), their study cannot but make one wonder
about the pros and cons of extensive professional training at the undergraduate
level.
In conclusion, the programs studied indicate that there are distinct differences in
the preparation for human service careers by students earning degrees in psychology, sociology, human service programs that are not CSWE accredited, and CSWEaccredited BSW programs. More information is needed to determine what practical
implications these differences may have on the performance of program graduates
entering human service careers.
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Abstract: The case study method is a technique designed to
facilitate the teaching/learning process. It relies on intense
student commitment to discuss and solve professional human
service situations in a group setting. Its strengths include an
opportunity for students to translate theory into practice as they
assume the role of human service worker. Learning is student
centered and the instructor becomes the facilitator and resource
consultant. This paper describes the method, the roles of instructor and student, and the value of this experience for human
service students.
The case study is a flexible technique or teaching method
designed to facilitate the teaching/leaming process. It may be a
description of an individual or individuals involved in a complex
situation, a document or a set of documents that pertain to a
specific subject or event, or a short vignette of a dilemma or
question to be problem-solved. Some instructors use the case to
introduce a topic, while others present it as a way of exploring an
idea or culminating an activity. The case study may provide an
example of concepts to be learned, an initial springboard for
discussion, or an activity that encourages students' interaction
with specific content. Professional educators note several advantages in using the case study, including affective and cognitive
interaction with the material, exposure to realistic application of
the material, and translation of theory into practice within the
limitations of the classroom setting.

HISTORY
While acknowledging the above traditional uses of the case study, there exists a
more comprehensive use of the case study method. one that is rooted in the history
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of professional education. Uses of the case study method to train physicians began
as early as the 1780s. At that time, the Medical Society ofNew Haven, Connecticut
advocated the use of written case histories to teach objective description, provide
a collection of observations, and encourage "a survey of the case as a whole"
(Sperle, 1933). Later, in the 1870s, Langdell introduced study by the case method
at Harvard Law School. Class reading and discussion revolved around specific
cases. opinions, and precedents. Today the training oflegal and medical professionals still relies on the case study method.
The use of the case study method in human service education seems particularly
appropriate, and is a present-day technique used with success in disciplines that
require the integration of basic information with skills and competencies (Long,
1986; Reagan-Smith, 1987; Romm & Mahler, 1986; Wheatley, 1986). But most
educators use the case study with a mixture of other techniques. This paper
describes the case study method as distinguished from the use of case studies.
Included in this description is a definition of the method, a description of the
instructor's role, and a discussion of the value of the method in educating human
service students.

DEFINITION
The following definitions are particularly helpful when clarifying the nature of
the case study method. The first definition gives a description of a case and the
interplay between case discussion and professional experience. The second
definition suggests the format ofthe class using the case study method. (Note: The
following quotation originated in 1933 and, therefore, contains sexist language.
The author wishes to acknowledge and apologize for this.)
A case study or case problem is the careful description,
definition, and interpretation ofan actual condition or situation.
By the case method is meant the use of case studies or case
problems reportedfromfirst-hand or carefully researched experience with the person or situation involvedas the basic material,
an analysis of which reveals the fundamental principles and
assumptions upon which rest the practices or work ofthe profession. It is essentially a laboratory method in that the student not
only studies this source material collected from his experience
and that ofothers, but parallels this study with the application of
theprinciples derived to the activities in which he engages as part
of his practical preparation for his profession or work (Sperle,
1933,p.1).
A method of instruction in which students and instructors
participate in direct discussion of ... cases or problems. These
cases, usually prepared in written form and derivedfrom actual
experience ... are read, studied, and discussed by students among

themselves, and they constitute the basis for class discussion
under the direction of the instructor (Leenders and Erskine,
1973,p.14).
To clarify the definition of the case study method there are three points arising
from the above definitions that require elaboration.
The first point is that the cases used are a complex and thorough description of
the problem or situation to be discussed. Cases must have enough detail for students
to suggest possible solutions, but possible solutions are only one component of the
discussion. The case must be a detailed, realistic description of a situation, with
information from a variety of perspectives. According to Pigors and Pigors (1961),
the case study used in the case method has to meet four specifications.
First, the case study must be a type of history, not just a story. When students are
reading it, they are not reading it for pleasure but because it is an interesting account
to be studied. Second, since the analysis of relationships is an important outcome
of using the case study method, each case has to provide enough information about
the interconnections of people, events, and situations to allow analysis. Third, even
though the case may often be a "slice of life" of a professional situation, it must ~e
dynamic or a recount of something that has actually happened. When the case IS
realistic, it more easily catches a student's attention and encourages students to
invest time and energy in studying it. Fourth, the integrity of the case is very
important. The case should not be a fictional account, but a description of realit~.
The second point is that the instructional activity of the case study method IS
based primarily on students' discussions and analyses of the cas.es.. Usin~ this
method in its purest form means that the case studies are the main instructional
material used, and discussion ofthe case is the primary instructional technique. The
instructor presents the case and supplementary reading material to a small group of
students. This is the critical distinction between the case study method and the use
of case studies as one of many teaching strategies.
The third point is that the case study method emphasizes the interplay between
case discussion and personal experience of the student. In other words, students
discuss the case in light of their own understanding of professional knowledge,
skills, and values they have gained from personal, academic, and work experienc~.
This method of teaching and learning relies upon students' own personal expenence. Actual learning occurs within the context of students' views and understandings. During the study of the case, students integrate what is to be learned wit~ what
they already know. Students learn in their own individual ways and create their o~n
responses to professional situations. Simply stated, students assume the major
responsibility for instruction during class preparation and class discussion. The
instructor becomes the discussion facilitator and resource consultant.

INSTRUCTOR'S ROLE
Since the written case study is the primary instructional material for the class, the
choice of case studies is important. This choice is a major responsibility of the
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instructor. One option is to use prepared cases available in textbooks workbooks
and materials developed by colleagues. Another is to consider usi~g instructor~
written cases.
Cases written by the instructor are based upon his or her Current research in the
field of human services. Leenders and Erskine (1973) state that one of the
advantages of using up-to-date cases is that students' interest is maintained, since
the cases are likely to resemble the problems that the students see in the field and
read about in the Current professional literature. Concerned with the relevance of
the ~ase~, st~dents are much more willing to spend time studying and seriously
considering Issues that are possible and probable. Current instructor-investigated
cases give the instructor more confidence in the material and also enhance the
instructor's own understanding of the field. Writing cases takes many hours of
research either in the field or in the library, resulting in relevant, honest, realistic
renditions of human service problems.
There are ethical issues important to consider if instructors write the case.
According to Leenders and Erskine (1973), one ethical guideline for writing a case
study is to strive to maintain objectivity. The cases may represent more than one
point of view and may state facts, not perceptions of the situations. To present
information in a realistic way, direct quotes can be used. The instructor-writer
should attempt to maintain a balance between objectivity and the kind of writing that
will catch the student's interest. If a choice has to be made, it is preferable to be
objective rather than interesting. Another ethical consideration is to obtain
permission from agencies that have provided information for the case. After the
case is written, the instructor may return to the source of the case and ask those
involved to read and comment on the material to be used.
The role of the instructor in the classroom is very different from the traditional
one. ~e instructor describes what will occur to the students and provides the cases
to be discussed and supplemental material to be read. It is important early in the
process fo.r the instructor to let the students take charge ofclass, and success depends
~pon the Instructor's ability to allow the students to develop as a group. If the
Instructor has "critical" points to make, then immediately students assume there are
right and wrong answers and the discussion will begin to focus on what the
instructor wants to discuss. But once the students have established the habit of
talking t~ each other, the instructor can more easily interject questions without
endangenng the student focus of the discussion.
I~ ~tud~nts hav~ never studied under the case method, they may react by not
parncipatmg. Their reluctance may stem from fear of the unknown or their lack of
skills to communicate ideas, problem-solve, or relate practical information to
theoretical or conceptual models. They may not understand the process of the case
study method or the expectations the instructor has of them. The students may be
afraid to take risks.
. If a no~-threa~ening environment is created and students are reinforced by the
Instructor s non-iudgmentat responses, their participation will increase. To encourage an open envrronmenr, complaints from students may be treated as genuine
concerns and may be addressed with individual students or, when appropriate, with
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the class as a whole. Frequently these complaints stem from the students' wish to
have the instructor take responsibility for the class. Often students believe that the
instructor should tell the class exactly what should be learned, should clarify any
erroneous or confusing ideas, and should assist the students in structuring thoughts
about a particular subject. The method described, combining teaching and learning,
expands the student role.

STUDENT ROLE
What exactly is the role of the student in the case study method? The roles might
be more easily described within the context of a classroom script. The following is
a mini-example of a class using the case study method. For the sake of simplicity,
there are only six persons in this class: Ed, Joan, Beth, Neal, Pat, and Jill. They are
meeting for the second hour this week to discuss the case of Susan, which follows.
Susan is a 35-year-old, formerly abused wife of Ted, and now the single mother
of two teenage boys, Justin, 16, and Matthew, 14. At present, Matthew works 40
hours a week at a local grocery store. He has few friends and little time for
schoolwork. Justin has been suffering from severe depression and several behavioral disorders for years. He is now in a private residential institution and is
beginning to make progress. Susan is on scholarship and enrolled in her third
semester at a local university.
Susan is in financial trouble. She receives free medical aid from the University
Student Clinic but has to find the money for medical care for her children. Last
Christmas a church she joined took up a collection for her and the children and
bought them $200 worth of groceries. She requested a month of subsidized utilities
from the local utilities company, but was eligible for this assistance only once. She
is concerned that she will not be able to afford utilities this month. Child support
is sporadic from Ted, and he moves from town to town. She never knows where she
can find him in case of an emergency, and is not certain, even if she found him, that
he would help. Ted still continues to have visitation rights because he "sometimes"
pays child support. She is furious about this privilege but keeps thinking eventually
he will be more responsible for his children.
She lives in a constant state of depression. She does not have the money to pay
for Justin's residential care. She is fearful that bill collectors will start to hound her
and that, if an emergency did occur, she would not be able to handle it. She does
not know what to do (Taylor and Woodside, 1985).
Class seated at a round table in Human Service Class

Beth: You know last week we talked about Susan getting help from her parents.
Didn't we agree that that would be a good solution?
Neal: I know that my parents would be glad to help me.
Beth: What might happen

if she asked her parents for

help?
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Jill: They have probably been waiting all this while for her to ask and she is too
proud.

The role of the student in the case study method is closely tied with the skill and
development of the human service professional in several ways.
First, the analysis of the case promotes the students' understanding of human
service systems. They have the opportunity to analyze these systems, and in some
instances they must define these systems to understand the case. In the specific
example of the case of Susan presented above, the students explore the problems of
Susan, Matthew, and Justin within the context of the family system and the mental
health system. The family is also involved in several social service systems. The
human service students even include in their discussion an additional system not
directly mentioned in the case study, Susan's mother and father, the extended family
system.

Second, while studying under the case study method, the students develop and
practice problem-solving skills. The students have both the time and the occasion
to think about a particular situation and to use their own personal, academic, and
professional experiences to find solutions. There is time to explore and develop
alternative points of view and alternative solutions. In the above dialogue about
Susan's need for support, the students use a variety of sources of information to
explore alternatives. Rather than see Susan's problem within the context of Susan's
world, they are able to consider a wider range of possibilities because of their
combined experiences.
Third, the case study method also provides the opportunity for students to
develop interpersonal skills by working cooperatively. Work within the human
service field requires intense and complex interactions with clients as well as other
professionals. As the students discuss Susan's dilemma they do not always agree,
but they work together as a group. Although we do not have a record of the
discussion to its conclusion, they have already begun to seek alternative points of
view and to demonstrate a respect for the opinions of others. In the above dialogue
about Susan they do not agree, but there is a spirit of common purpose and a
willingness to listen to others.
Fourth, the students also learn another interpersonal skill-how to communicate
their judgments to others. Since the case analysis is defined as a group effort, it is
not only necessary for students to consider the case seriously, but to share those
considerations with their peers. In the above dialogue, there is pressure within the
group to present ideas and to listen to others. The students do not agree, but the nonthreatening environment encourages a reflective attitude. The actual structure of the
class (student centered, with emphasis on discussion) is a constant reminder that
group effort and group solutions are preferred.
Fifth, using the case study method, the student has the time to review and consider
the values and attitudes of the human service profession that provide the basis for
human service practice. Ethics and values are easily read and memorized by
students early in their human service education, but it is in the translation of theory
into practice that implementing an ethical standard becomes meaningful. The
students are on the verge of an ethical dilemma at the end of the dialogue presented.
Jill's final comment-"Should we make anybody do anything?"-is directly
related to Susan's case, but also is a question that addresses the larger issue of
individual autonomy. Attaching the issue to a specific context gives new meaning
to the term professional ethical dilemma. The students recognize and understand
the immediate professional dilemma because they literally place themselves in the
position of the professional in the case.
Sixth, the use of the method provides students with the opportunity to become
more self-aware. Although the case study method is not actual field experience, it
is a warm-up activity for the field experience. The group provides invaluable
feedback to the individuals within the group as they explore their own potentialities
as human service workers. Because the case study method activity is at the talking,
not the doing, stage, it is a safe place to try on possible professional identities. From
the brief account of the class it is obvious that Pat and Neal have very different
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Neal: I don't understand. It is dumb of her not to ask them.
Pat: Now wait, Neal. How can you say that? Listen, I looked at my clients at the
Department ofHuman Services last week after we began this discussion. I decided
to ask them about help from parents.
Beth: Well ...
Pat: One lady looked so sad when I asked. She said that her mom and dad had been
dead for a long time, and even when they were alive they didn't know much what to
do. Another hates her mother and hasn't talked to her infive years. Maybe Susan's
parents wouldn't help or they aren't alive.
Ed: It's their job to help. That is what parents are supposed to do.
Neal: The reading that was assigned with this case talked about parents as a
"natural support system." These parents need to do their job. Joan, what do you
think?
Joan: I had afriend who got pregnant and she didn't want to tell her parents about
it. I talked her into it. Then it was awful-her mother criedfor months and herfather
still doesn't talk to her much. Last case, we talked about the difference between
reality and the ideal-that mightfit here. There may be a difference between ideal
parents and real parents.
Jill: You mean even ifwe think parents are a good source, they might not be.
Neal: They have to help. It's our job to make them help.
Jill: Should we make anybody do anything?

personal styles and rely on different types of information to make decisions. As
these two students begin to analyze their own reactions to the suggestion of "help
from parents," it is an opportunity to focus on personal reactions, as well as what will
be helpful activity in Susan's situation.
The case study method, as a teaching method for educating human service
professionals, has exciting potential. Although it is a departure from traditional
instructor-student interaction, and is difficult and time-consuming to use initially,
the value of the instruction to students makes the initial effort worthwhile. Students
developing as human service professionals greatly benefit from a curriculum that
provides knowledge of human systems, develops problem-solving skills, promotes
growth of interpersonal skills, and supports the development of personal awareness
of values, attitudes, and limitations. For instructors willing to use a new teaching
method that encourages learning about the field and students' reactions and
responses, the result is positive professional development.
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Entry-Level Skills
of Human Service Work

R. Donna Petrie
Abstract: Triangulating survey data from graduates and employers compared with document material determined several
new nontraditional work settings for human service baccalaureates. Communication skills remain required competencies for all
entry-level work settings.

INTRODUCTION
In 1979, the Southern Regional Education Board (SREB) provided the results of
their Job Analysis Survey in the publication Mental Health/Human Services
Worker Activities. The survey had two purposes: to assess what "a worker is
expected to do" and to verify "what workers actually do in carrying out their jobs"
(McPheeters, 1979, p. iii). The resulting empirical task clusters and competency
statements remain useful skill standards for all human service education programs.
In an effort to determine if similar skills are required in current positions (and to
compare New York data to the original data base), a study ofthe graduates from the
undergraduate human services program at St. John's University was undertaken.
The research methodology in this study, however, made use of different procedures
than those of the earlier work of SREB.
Three sources of data were triangulated to eliminate researcher bias. Survey
instruments were sent to graduates ofthe undergraduate human service program and
to employers who have accepted student interns and hired graduates. The third
source ofdata was the professional position announcements in the Sunday New York
Times. All skills named were extracted and categorized by position, and where there
was overlap, it was hypothesized that these skills would be core or essential to an
entry-level position as well as to generalist training programs.
Human Service Education' Volume 9 • Number 1 • 36

Human Service Education· Volume 9 • Number 1 • 37

Table 1
Analysis of Human Service Worker Skills: Comparison of
Graduate, Supervisor, and Document Reports (1981-86) by
Position and Setting Categories
Position and Setting
Categories

Graduate SelfReported Skills

SOCIAL WORKER
social worker
case worker
foster care
psychiatric social worker
individual & group worker

case study form
familiarization
listening & attending
interviewing skills

nursing home
hospital

advocacy skills
goal setting
problem solving skills

COUNSELING: DRUG OR CHRONICALLY ILL (NO ELDERLY)
outpatient specialist, hospital
developmental specialist
case manager
client coordinator
rehabilitation therapist

substance abuse intervention specialist
group leader

STUDENT PERSONNEL WORK
college counselor
assistant to a dean
guidance counselor
assistant director
student recruitment

listening & attending
case study form
familiarization
behavior modification
techniques
problem solving
goal setting
assessment of cognitive
& emotional function
counseling skills
group leadership skills
interviewing skills
advocacy skills

listening & attending
counseling skills
problem solving
interviewing
case study form
familiarization

ADMINISTRATION: NONPROFIT
program coordinator
counselor, business setting

listening & attending
counseling skills

coordinator, nonvocational rehab services

case study form

employment manager
assistant benefits manager

problem solving
group leadership

pension administrator
manager, business info
administrative assistant. hospital
employment representative

consultant
knowledge of entitlements

Advertised Description
of Skills NYT Sunday Ads

Supervisor of Named
Skills
listening & attending
interviewing skills
counseling skills
counseling family
assessment of cognitive
& emotional functioning
advocacy skills
goal sening
group leadership
crisis intervention skills
developing service, plans, training

case work management

assessment of service needs
group leadership
crisis intervention, outreach, recruinnent,
networking, supervision, visiting clients,

communication skills
goal writing, program
planning
assessment, screening
counseling family, individual, & group

listening & auending
behavior modification
techniques
goal setting
assessment of cognitive
& emotional functioning

leadership skills
team work, coordination
outreach recruitment, supervision

crisis intervention
group leadership skills
advocacy
knowledge of psychopathology
job development &
consulting
team work & collaboration
writing

placement, knowledge
of labor market, job
training, skills training

College Counseling
listening & anending
communication/public
speaking skills
crisis intervention skills
(knowledge of assessment,
tools, tests, computer)
organizational skills
interviewing skills
collaborative & team skills
research, advising,
recruinnent, writing public speaking,
referral & placement

interpersonal communication skills

maintain communication
with diverse
populations
financial aid counseling

interpersonal, communication skills
interviewing skills
interviewing skills
familiarization
research skills
knowledge of service systems
behavior modification
techniques
program design,
developmental skills
supervision, training of staff
knowledge of youth, seniors
collective bargaining

employee counseling
research skills
direct & coordinate depts

identifying markets, fund
raising
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PROCEDURES
In the spring of 1987, 92 surveys were sent to baccalaureate graduates of the
human service program at St. John's University. By early fall of that year, seven
instruments were returned by the post office with no forwarding address, and 53
completed questionnaires (12 males, 41 females) were collected. Three of these
surveys were unusable because of incomplete responses on items pertinent to this
study. So data were collected from 50 graduates from 1981 through 1986.
Once current employments for the sample were categorized by setting and
position title, two representative employers or internship site supervisors from each

Table 2
Skills of Entry-Level Human Service Workers By Work Area

Skills namedby social work,counseling, studentpersonnel work, business
case study,develop serviceplan*
listeningand attending*
interviewing*
counseling*
group leadership*
problemsolving
Skills namedby social work,counseling, and studentpersonnel work
goal setting*
crisis intervention
outreach, recruitment
Skills namedby counseling,studentpersonnelwork,and business
behaviormodification techniques
team work,collaboration, coordination
Skills namedby social workand counseling
assessment of cognitive and emotional functioning
advocacy

Sunday New York Times, "Careers in Education and Health Care Employment"
section were collected. In all, 784 ads were analyzed for skill requirements by
position setting.

RESULTS
The first sorting of data classified graduate responses by position and setting
categories. Of the sample, 20% worked in service-related businesses, 18% were in
traditional social work settings, 16% in counseling settings, and 10% in student
personnel work. (One-third of the sample could not be easily categorized because
they had gone into the ministry, police work, law, teaching, or product-related work.
Fully one-halfofthis number were master's graduates, and thus not atthe entry level
of professional work.) Then the remarks of site employers were analyzed, as were
the names of skills by position and setting from the collected ads. The results are
given in Table 1.
From this table, a second sorting was conducted. Within each position, category
skills mentioned by worker, supervisor, and document within sites were collected
and compared for overlap. Table 2 provides these results.

CONCLUSION
The human service graduate, when trained as a "generalist," enters a number of
work settings perhaps often traditionally affiliated with established professions and
traditional college curricula. However, regardless of work area, the skill demands
once found to cut across entry-level professional positions continue to be present.
Basic to all human service work and, thus, training programs are communication
skills-a ubiquitous term likely to include listening as well as speaking, attending
as well as intervening. While the differences between this study and that conducted
by SREB may be the result of methods, the fact that one-third of the respondents in
this study used their baccalaureate degree to work in student personnel work or in
the service sector ofthe business world should enlarge the generalist focus ofhuman
service training programs.
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category were sent questionnaires to survey expectations of entry-level employees.
Eight instruments were returned complete and usable. Coincidentally, both
instruments from the business sector were not returned.
For 18 months prior to any survey, all baccalaureate positions announced in the
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Human Services: Concepts andIntervention Strategies, by Joseph Mehr, Allyn and
Bacon, Inc., 1986, 3rd ed., 338 pp.

By Stewart Cohen

This introductory text, appearing in its third edition, offers the reader a valuable
orientation to the content, processes, and standards characteristic of the profession
at this stage of its development. The text itself consists of 15 chapters, including a
new chapter (Chapter 10), which integrates, via illustration, different psychotherapeutic approaches through a discussion of thoughtfully prepared case notes.
As was characteristic of both previous editions, the text is divided into three parts:
orientation and perspective, contemporary intervention strategies, and human
service and psychosocial change agents. Highlighting each section are units that
depict the varied landscape of the human service enterprise. These consist of
chapters defining human service personnel, the clients they serve, psychotherapeutic and nontherapeutic interventions strategies employed in human services-most
typically, those utilized within standard or traditional treatment/helping settingsagency and professional interventions, and, finally, a consideration of legal and
ethical issues surrounding treatment/intervention.
Broadly conceived as an introduction to the field, the text focuses on the action
and activities of the human service provider-in contrast to description, documentation, or controversies surrounding the field. Part Il, for example, devotes four
chapters to the discussion and illustration ofalternative treatment models, including
how varied therapies operate and how they differ from one another. In conjunction
with Chapter 2, which examines human service workers as agents of change, and
Chapter 13, which explores peer therapy , approximately one-third to one-half of the
text is clearly therapeutic in scope and in orientation. While this approach will
appeal to many readers and and instructors, it may also be seen as too "clinical" to
serve the interests of others. In either case, the action-oriented perspective offered

is well written, and is nicely illustrated with cases dynamically presented to capture
and maintain the reader's interest.
Other topics of concern to the entry-level preprofessional in the field are treated
in a less comprehensive fashion. Chapter 1, reprinted from previous editions, offers
the reader a good introduction to what human service is, while Chapter 2 provides
the reader with a sense of person-linked activities that depict and illustrate just what
human service providers do. Chapter 15 discusses ethical and legal issues, which
is an important inclusion. However, the treatment ofthese latter topics is somewhat
truncated and limited; the reader is introduced to issues associated with the legal
system, rather than those that comprise the philosophical foundations of the human
service profession. Two additions to the text, also characteristic of previous
editions, are noteworthy. These include a glossary offrequently used terms and an
annotated bibliography.
Several topics of interest to practitioners in the field as well as to those entering
the field are scarcely or inadequately covered. These include a discussion of human
service ideology; the role and influence of political ideology upon human services;
the impact of governmental-legislative linkages (particularly in fiscal appropriations); cross-cultural similarities and/or differences in response to human service
need and practices; education as a human service; reference to preventative
programs and services; health-related elements of the human service menu; environmental parameters (e.g., urbanization) affecting human service delivery; and
age-related issues (e.g., child abuse, child care, teen pregnancy, problems associated with an aging America) confronting the human service practitioner.
As would be anticipated from a text issued in a third edition, this work is a wellprepared, clearly focused exposition of the activities and processes characteristic of
the human service provider. Its clinical perspective, well-selected illustrations, and
attractive appearance should appeal to instructors and entry-level students seeking
a career-oriented approach to the field.

Stewart Cohen is a professor in the Department ofHuman Development, Counseling and Family Studies at the University ofRhode Island. He is also Director ofthe
Child Development Center.
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Contemporary Social Welfare, by Winifred Bell, Macmillan Publishing Co., 1987,
2nd ed., 285 pp.

By Eva Havas

Winifred Bell's Contemporary Social Welfare is a difficult book to review
because Bell has such good intentions and her credentials are so impressive. The
book also contains a good deal of valuable information and places instructive
emphasis on policy, the context of social problems, and the necessity for both a
national and an international perspective.
One of the book's major problems is its intended target audience. Although it is
~resented as appropriate for introductory courses, both graduate and undergraduate,
It assumes an understanding of general background knowledge that the average
undergraduate student, even in upper-level courses, would not have. At times it
appeared as if the author were in a discussion with friends who already knew the
basics, justifying her frequently anecdotal and casual tone. For example, we are told
of the "stunning" book review in The New Yorker that was significant in launching
Harrington's The Other America, and the details of the couple who produced the
first baby from the Nobel Prize sperm bank, but many students would not know the
book or enough about sperm banks to make such anecdotes meaningful. This casual
style also results in some questionable terminology, such as referring to the elderly
as "oldsters." There are also studies included that are not sufficiently described
contain little background information, and lack complete references to support
statistics or assertions made. However, there are some references given that should
be beneficial to graduate students of social welfare and of government and policy.
It should be noted that although this is the second edition, only some references are
updated.
Another problem is that while the book presents a wide range of material and
purports to deal with the whole field of social welfare, it focuses on poverty, and
only the first two chapters give an overview and general perspective on social

welfare. Topics such as health, education, and traditional social services are dealt
with as anti-poverty strategies; this is an interesting approach but one that needs to
be justified. Without such justification it might be more useful to stress the more
universal nature ofthe social services so as not to feed into the public perception and
prejudice that social welfare is something that concerns only the poor.
The book provides a welcome emphasis on policy but does not always trace its
consequences. Bell repeatedly stresses the importance of work and the need for
widerjob opportunities, but she fails to confront the issue ofwhether this is possible
in present society or how we might get from here to there. This may be because she
believes it is more useful to lay outthe parameters ofthe problem; however, she fails
to trace fully the historical and political perspective that may also be at issue. For
example, in a chapter discussing ideologies of poverty and inequality, Malthus,
Owen, and Social Darwinism are discussed, but Marx and Adam Smith, among
others, are not. Her only explanation for this is found in the preface to this edition
in which she says that including Marxian thought "did not fit my concept of the book
or my judgement regarding priorities." It would have been helpful to know more
of her thinking on this.
In a similar vein, Bell's discussion of Reagan ism is troubling. She maintains that
"the practical effect of the White House style" was to give the President's men a
virtually free hand in reversing social legislation and "to force Congress to
rubberstamp the decisions of the President's men" (p. 259). And then: "to some
close observers it seemed like a giant stride toward fascism" (p. 259). I feel this is
a misreading both of the nature offascism and of what happened in the Reagan years.
One of the more disturbing aspects of those years is how Congress often tried to
outdo Reagan in his budget-cutting mania and social legislation reversal: rather than
being forced, they often jumped. The real danger of fascism lies in increasing public
apathy and withdrawal from public life, Congressional and public willingness to be
manipulated, and the search for scapegoats and simplistic solutions as well as the
lawlessness evident on the highest levels.
Surprisingly, while critical of the federal government, Bell finds a source ofhope
in the response ofstate government. She maintains that "to date state leadership has
proved to be more than a match for the most determined effort to undermine and
dismantle social welfare services" (p. 269). This would undoubtedly surprise many
poor people whose plight has worsened in recent years, as Bell herself points out in
earlier parts of the book.
Despite these reservations, I believe Bell's emphasis on the need to provide
meaningful job opportunities for everyone, and on the dysfunctional and pervasive
aspects of unemployment and poverty, is important and necessary in an era when
such basics have been all too readily ignored.

Eva Havas is director ofthe Human Science and Social Science Program at Lesley
College. Cambridge, MA.
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Issues and Ethics in the Helping Professions, by Gerald Corey, Marianne Schneider
Corey, and Patrick Callahan, Brooks/Cole, 1988, 3rd ed., 436 pp.

By Anita Runyan

This book provides a comprehensive discussion of professional and ethical
issues that affect the practice of counseling and related helping professions.
However, it does much more than that. It makes a good case for the helper's need
to focus on the issues and provides a structure for defining and working with
problem areas.
It is a deeply personal book in that it asks the reader to discover his or her own
attitudes and values concerning most of the issues presented. This discovery is
facilitated by a self-assessment survey at the beginning of the book and by selfinventories at the beginning of each chapter. These inventories serve to stimulate
curiosity and focus attention on the issues to be presented, and they also provide
opportunity for thoughtful personal evaluation. In addition, questions are directed
to the reader within the text, and disclaimers on providing "right answers"
encourage examination of personal beliefs as important ingredients in determining
appropriate professional behavior.
The authors state that they are writing for graduate and undergraduate students
in the helping professions as well as for professionals interested in improving their
skills. Their goal is both to provide a body of information and to assist readers in
formulating their own positions. The authors are highly qualified for this endeavor,
since all are licensed practitioners (psychologists, marriage and family therapists,
National Certified Counselors), have received awards for their contributions to the
field of professional ethics, and have conducted various courses, workshops, and
training groups. Gerald Corey is a professor and Coordinator ofthe Human Services
Program at California State University, Fullerton.
After providing an introduction to professional ethics, the book begins with a
focus on the counselor as a person and professional and makes a case for the

importance of counselors being willing to question themselves just as they ask their
clients to look honestly at themselves. This is very effective in involving the reader
as he or she is invited to compare personal characteristics with a list of traits for
which counselors might aim. The third chapter also focuses on the counselor,
emphasizing what the counselor values and how this affects ability to work with
clients who have different values. The fourth chapter centers on how theoretical
positions and biases influence actual practice. This chapter, as well as material in
several other chapters, seems to deal with more in-depth therapy than is appropriate
for undergraduate students, although issues are raised about who is competent to use
particular interventions (e.g., paradoxical techniques).
Chapters five through seven present general ethical principles from various
professional organizations and explore issues of professional competence, client
rights and confidentiality, client/therapist relationships, unethical behavior, and
malpractice. The authors give a structure for looking at issues while not purporting
to have the answers for how issues should be decided. However, they do give their
position on some issues, and this is useful for the deliberations of the reader. Also
useful are examples ofcounselors working in agencies as well as in private practice.
They also talk about the place of research in ethical practice, and give research
findings where applicable and legal findings where court cases have been involved.
Chapters eight through eleven deal with multi-cultural counseling, the community mental health movement and the counselor's interaction with the community
system, marital and family therapy, and group work.
Although these chapters contain much valuable information, one area of incongruity is noted. In one chapter, authors deplore the limited cultural experiences and
understanding of many counselors and emphasize the need for specialized professional training. Their discussion does not seem to consider the substantial professional training in cultural issues received by most human service students as they
complete their field work in a variety of community agencies. In another chapter,
they characterize BA-Ievel human service workers as paraprofessionals, although
many educators now consider such workers professionally trained. Perhaps the
confusion is that the authors are directing some aspects of the book to more
graduate-level practitioners and have not made this differentiation clear.
The overall quality of the book is impressive. It is personally involving for the
reader, focuses on important issues, uses excellent case examples, and provides an
impressive amount of information. It cites related literature, presents current surveys of therapist opinions and attitudes, quotes research studies, and, at the end of
each chapter, provides extensive suggested readings for further study on the issues
raised. It also includes suggested activities for students to use in the classroom
setting. It has name and subject indices and an appendix that includes ethical
standards from eight organizations as well as information on counselor certification
and professional organizations. As a third edition, it has been extensively revised
and includes several new chapters.

Anita Runyan is an associate professor of Human Services at the University of
Oregon and Director of the University/Community Action Program.
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Guidelines for Authors

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 experiential learning, 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: 1) 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 l2-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 punctua-
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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 29, Kingston, RI 02881.
Telephone inquiries may be made to: Wm. Lynn McKinney, College of Human
Science and Services, University of Rhode Island, Kingston, RI. Phone: (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, bachelor's, master's, and doctoral levels.
The current purposes of the organization are: 1) 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.
Six regional organizations are affiliated with NORSE 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, and Southwestern Organization for Human Service Education.
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.
Inquiries about membership should be addressed to Robert Heasley, Department of Human Services, University of Alaska, Anchorage, AL 99503. Phone:
(907) 786-1612. Other correspondence should be addressed to David Maloney,
NOHSE president, Box 515, Holden, MA 01520. Phone: (508) 853-7128.

