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Multiple Learning Styles:
A Challenge and an Opportunity
for Human Service Educators
H. Frederick Sweitzer

Abstract: Learningstyle isagrowing area ofresearch ineducation
and psychology. It isofinterest tomany teachers atevery level, as
they realize that students do not always learn astheir teachers do
and that all students do notlearn the same way. The implications
of the existence of multiple learning styles on human service
education are discussed. In particular, Kolb's theory is described
and applications ofhis ideas to human service education explored.

Introduction
Learning style is a growing area of research in education and psychology.
It is of interest to many teachers at every levee as they realize that students do
notalways learn as their teachers do and thatall students do not learn the same
way. Learning style, then, is important to any educational endeavor and
certainly has implications for human service education. This article will
discuss implications that the existence of multiple learning styles has for
human service education. In particular, Kolb's theory will be described and
applications of his ideas to human service education explored.

What is Learning Style?
Claxton and Murrell (1987) have pointed out that many theorists use the
term "learning style" to describe qualitatively different aspects of learning,
thus making a single definition difficult. They offer instead a useful set of
categories for organizing the research on learning style. Some theorists use
learning style to refer to core traits and tendencies; Claxton and Murrell call
these "personality" theories. "Social interaction" theories describe differences in classroom interaction patterns. Theories that examine students'
Human 5etV1c9 Education. Volume 12.Number 1 • Page 2
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preferences for certain teaching methods are called "instructional preference"
theories. Finally, "information processing" theories, such as Kolb's, are
concerned with how data is taken in and dealt with. If all, or even most, of
these theories hold true, human service educators face a wide range of
students. Not only will students vary within the categories set forth by each
theory but each student can be characterized along a number of continua. It
would not be accurate to speak of a student's learning style, unless referenced
to a specific theory, for learning style is not a single, static trait, but a
combination of many characteristics and tendencies.

Multiple Learning Styles as a Challenge
The idea that students vary in their learning style presents a number of
challenges for human service educators. It challenges an assumption about
teaching and leaming. Research has indicated that teachers tend to teach not
the way they were taught, but the way they learned (Lyons, 1985; Van Cleaf
& Schkade, 1987), making the implicit assumption that their leaming style
will work for their students. Teachers are also challenged to respond to the
increasing diversity in classrooms. Research suggests that certain learning
styles are more prevalent in women (Belenky, Clinchy, Goldberger, & Tarule,
1986) and in certain racial and ethnic groups (Anderson, 1988; Green, 1989;
Kleinfeld & Nelson, 1991; Rhodes, 1990). Human service programs seem to
attract more women than men (Sweitzer & McKinney, 1991) and attract their
share of adult learners. The human service education movement was initiated
in part to train indigenous populations (Mandell & Schram, 1985). Thus it
seems likely that human service educators will teach a wide range of students
with a variety of learning styles. However, many of the authors cited above
also point out that, while there may be tendencies along gender or racial lines,
all learning styles are found in all groups. Therefore it is more useful for
teachers to assume that they will be interacting with students with a range of
learning styles, regardless of the demographics of their classrooms.
Once teachers become aware of some of the research on learning styles,
they face a challenge I will refer to as "pigeon holing." On the basis of race or
gender, an initial impression or performance on one assignment, students are
"assigned" a leaming style and then treated as if that is the way they learn.
However,learning style is not necessarily a static, pervasive trait; it may shift
with time or different content (Green, 1989). Also, Bhasin (1987) has argued
that learning is facilitated when various learning styles are employed.

1985). However, this assessment should be the beginning of a dialogue with
the student, not the end. There is evidence that exposure to and competence
in a range of learning styles leads to thinking characterized by increased
integration and complexity (Kolb, 1984;Stewart, 1990). Teachers also can use
knowledge about learning style to develop a wider range of teaching strategies (Fuhrmann & Grasha, 1983; Murrell & Claxton, 1987; Svinicki & Dixon,
1987). Assignments and activities then can be selected intentionally to
promote diversity in students' thinking or to give students with different
learning styles a chance to excel and be recognized (Green, 1989;Stice & Dunn,
1985). Learning style theories also can give teachers a framework from which
to discuss teaching and leaming with their students, either as individuals or
in a group (Claxton & Murrell, 1987; Green, 1989; Sugarman, 1985). Finally,
knowledge about learning styles can help human service interns be more
effective with clients. Human services can be seen as an attempt to educate
and empower clients (Sampson & Krumboltz, 1991). Interns who can adapt
interventions to a variety of learning styles will be more successful in this
attempt, and interns who understand diversity in learning style will be less
likely to view learning styles different from their own as deviant or deficient
(Sweitzer & Jones, 1990).

Kolb's Theory

By meeting the above challenges and thinking creatively, human service
educators can take advantage of the opportunities that multiple learning
styles present. They have the opportunity to develop a range of abilities in all
their students, helping them to stretch and expand beyond their preferred
learning styles. It certainly may be useful to know students' tendencies, and
there are both formal and informal techniques for discovering them (Kolb,

As indicated earlier, there are many learning style theories, each of which
merits attention and many of which may present their own set of challenges
and opportunities. Kolb's theory was chosen for further discussion because
of the author's experience with and interest in it and because others have
explored implications of his work for human services (Abbey, 1985;
Sugarman, 1985; Sugarman, Georgiades, & Wilkinson, 1979). Also, Kolb
initially advanced his ideas as a cycle of experiential learning, which is an
important partof human service education programs. The theory is described
briefly, then suggestions are offered for using it to take advantage of the
opportunities discussed above.
Kolb originally set forth a cycle of four phases that people should go
through to benefit from experiential leaming (1984). The first phase is
Concrete Experience (CE); students have a specific experience in the classroom, at home, in a field placement, or in some other context. Then they reflect
on that experience from a variety of perspectives (Reflective Observation or
RO). During the Abstract Conceptualization (AC) phase they try to form
generalizations or principles based on their experience and reflection. Finally,
they test that theory or idea in a new situation (Active Experimentation or AE)
and the cycle begins again because this is another concrete experience.
Al though the experiential learning cycle begins with CE and continues in
order, Kolb also has used the four phases to describe four distinct styles of
learning (1984). He states that there are two fundamental dynamics in
learning: prehension, the grasping of information, and transformation, the
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processing of information in some way. Each of these dynamics can be
approached in a concrete or an abstract way. Concrete prehension is the
Concrete Experience phase of Kolb's cycle; the learner takes in information
through experience. However, it is also possible to take in information in a
more general, abstract way, such as through reading. This is Abstract
Conceptualization. When information is processed in a concrete way it is
through experimentation (AE) and when it is processed abstractly, it is
through reflection (RO). Because the theory posits two ways to take in
information and two ways to transform it, there are four possible combinations of the two dynamics. Kolb calls these"styles." Assimilators are abstract
in both prehension and transformation (AC and RO). Accommodators are
concrete in both (CE and AE). Divergers are concrete in prehension but
abstract in transformation (CE and RO). Finally, convergers are abstract in
prehension and concrete in transformation (AC and AE). Both the idea of
phases and of styles can be used by human service educators to take advantage of the opportunities discussed earlier in the paper.

Using Kolb's Theory in Human Service Education
Developing a Range of Abilities in All Students
Kolb's four phases can be thought of as essential abilities that all students
need to develop (Sugarman, 1985). Students most likely will be stronger in
some areas than others, and different class activities call on and develop
various abilities. The Concrete Experience phase requires that students be
able to involve themselves fully, openly, and without bias in an experience.
They must avoid the rush to analyze and interpret. During a guided fantasy
exercise, for example, students learn to attend to the fantasy and not try to
make sense of it right away. Active listening is another example of these
abilities, as is engaging in an athletic or artistic activity. Reflective Observation requires the ability to consider an experience from a variety of perspectives. Students must be able to slow down and to apply several different
perspectives (which may contradict one another) before forming conclusions.
After an experiential exercise, students can be given structured questions for
reflection. They also can be asked to code a transcript of an interview in a
variety of ways, or they may analyze a piece of artwork from several art
therapy perspectives. In Abstract Conceptualization students begin to form
theories or principles of their own. The ability to integrate is important here,
as well as the ability to synthesize and generalize. Students must be able to test
their ideas in the Active Experimentation phase. One way to do that is to
assume one's idea is correct and then to speculate on the implications of that
idea in an actual situation. Students then need to find ways to see whether
those implications actually corne true. This process is similar to that of
hypothesis testing and requires both inference and deduction. Along with
these cognitive abilities, some affective skills are required; the student must
be willing to take risks and make mistakes.
Human Service Education. Volume 12.Number 1 • Page 6

Students reading this article will no doubt recognize their own strengths
and weaknesses. Teachers may recognize their own tendencies as well but
also will recall students who responded well to one activity but not another,
or an approach that made perfect sense to them as teachers but did not
produce the desired effect. Learning style theory offe~s teacher~ and students
a way to make sense of their experience, stretch their repertoires, and offer
learning experiences that speak deliberately to a variety of phases and styles.

Developing a Range of Teaching Strategies
As human service educators approach the design of activities and assignments, it is important that they be aware of their own learning style, eith~r
through formal assessment or personal reflection. Given the research preVIously cited, those who are not aware of their own style unknowin~ly may
favor that style in designing learning experiences. However, WIth that
knowledge, as well as knowledge of learning phases and styles, those educators can design experiences that are aimed at developing the full range of
.
styles and abilities.
It has long been accepted wisdom that teachers should use a variety of
methods. Kolb's four phases of learning suggest a way to organize and
promote that variety. Here are some examples, usin? approaches co.mmonly
found in human service classrooms. The lecture WIll work well WIth those
students who are comfortable with Abstract Conceptualization and will
stretch these abilities in those who are not. The abilities associated with
Concrete Experience will be developed through field-based assignment and
observations. Structured journal assignments will help students develop
their Reflective Observation skills. Finally, to develop Active Experimentation, teachers can ask students to develop action plans to address a case or a
problem studied in class. Another common teachi~g strategy i.s d~sc~ssio~,
and those who use it frequently may be wondering where It fits in this
organizational scheme. It depends on what the students are being asked to
discuss. If they are being asked to apply a variety of social welfare theories to
the problem of poverty, they are using Reflective Observation. If they are
being asked for their own ideas on why poverty persists in America, they are
using Abstract Conceptualization. The only phase that does not seem to lend
itself to a discussion format is Concrete Experience.
Another way to use the four phases in organizing classroom activities is
to use small groups, varying their assignments according to learning phase.
For example, suppose an instructor in an introductory course wants to have
a class on the topic, "What is Human Services?" The class could be divided
into three groups (or any multiple of three). Before discussing the larger
question, the students could be asked to consider four issues: the qualities
necessary in a human service worker, who needs human services and why,
the varieties of human service, and the benefit derived by clients. Each one of
these issues can be approached from any of the four learning phases. However, an in-class setting limits the use of Active Experimentation, so only three
Human Service Education. Volume 12.Number 1 • POfJe 7

are used in this example. Consider the issue of necessary qualities as an
example. Asking students to make a list of the people who have helped them
and of the qualities in those people, calls on Concrete Experience. Students
also could be asked to observe the activity in the classroomand list anyhelpful
qualities they see (Reflective Observation). Using Abstract Conceptualization, students could be asked to discuss a reading assignment, given before or
during class, on the topic. Each of the three groups of students is asked to
approach the issue from one of these phases. Then the large group discusses
the issue. The small groups then move on to consider the next issue; this time
the instructor will give each group an assignment that calls on a different
learning phase than the one they used in the previous activity. As the process
continues, all issues are approached through all three phases, and all groups
use all three phases at some point.
It also is possible to give out-of-class assignments that focus on different
styles or phases. Sugarman (1985) offers an example of students studying
counseling theory. Divergers, she says, will enjoy analyzing videos from
many theoretical perspectives. Convergers, on the other hand, will enjoy
developing their own applications for the theories studied. Assimilators will
want to create their own theoretical models. An active approach, involving
many simulations and trial-and error approaches, will be the one favored by
accommodators.
In approaching the study of homelessness, human service educators
could give assignments that use each of the four phases. For Concrete
Experience, students could be asked to interview a homeless person or work
in a soup kitchen. A structured observation assignment in a shelter or soup
kitchen would develop Reflective Observation. An essay on the causes or
effects of homelessness, usinga varietyofinformation sources,would encourage Abstract Conceptualization. Asking students to write their legislators,
with concrete suggestions for change in policies toward the homeless, would
develop the skills of Active Experimentation.
Using either of the above two ideas, instructors could give a series of
assignments. They also could give different assignments to different individuals. They could allow the students to select, or they could make the
assignments, ensuring that each studentgets assignments from each phase or
style over the course of the semester.
Human service educators reading this article areencouraged to inventory
their activities and assignments to see whether they are currently using all
four phases and styles. Students are encouraged to think about their own
styles and the approaches used by instructors in their classes.

their preferences, strengths, and weaknesses, and to stretch their repertoire.
Learning style also provides another way to examine success and faHur:. It
gives the students another explanation for substandard performance besides
"I'm stupid," "I justcan'tleam this stuff," or "the teacher isdoing a lousy job."
It may help teachers resist labeling students who struggle with material as
slow or unmotivated.
Helping students understand learning style also can help them understand their experience in other courses. What is more important, it may help
them to be proactive in pursuit of a favorable learning climate. Assuming a
teacher is receptive, a student can initiate a conversation about his or her
needs and styles as a learner. This approach allows the student to say more
than, "I don't understand this." Students also can use learning style theory
to develop strategies for success in situations where their preferred learning
styles are not well matched to the learning experience. For example, a student
in an internship who is a concrete prehender may be enjoying the experience,
while a student who prefers Abstract Conceptualization may be having
difficulty. The latter student can learn to see the internship as an opportunity
to grow but also may want to pursue independent readings that will speak to
his or her learning style. University and site supervisors can help interns in
these endeavors. Another example is a student whose internship requires a
great deal of observation as a mode of training. This student prefers a more
active form of transformation (Active Experimentation). Perhaps the university supervisor can help that student find some opportunities for role playing
or simulation, where she or he can practice skills in a trial-and-error approach
without worrying about the consequences of mistakes.

Helping Interns Be More Effective With Clients

Knowledge of learning styles can provide a framework for students and
teachers to talk with one another about teaching and learning. Teachers can
talk with students about the concept of learning style and even take the time
to introduce them to a specific theory. Students can be encouraged to identify

Knowledge of learning style can help interns think about their clients in
ways that will improve their effectiveness. The same goal may be pursued in
a variety of ways, depending on the learning style of the client. When an
intervention is unsuccessful, interns can consider the possibility of a mismatch between the intervention and the learning style of the client. Then,
instead of abandoning the goal, interns can try another intervention aimed at
a different learning style. Bibliotherapy, for example, may be more effective
for Abstract Conceptualizers, while a structured exercise may be more effective for clients who learn in a more concrete way. In some situations,
especially those in school settings, interns may want to make expansion of a
client's learning repertoire an explicit goal of their time together.
Interns also can think about their work with clients in terms of Kolb's cycle
of learning. They can watch the way their clients take in information, locate
it on the cycle, and then help the clients complete the cycle. For example, a
young man in a shelter reports a disturbing experience with another resident
from the night before (a Concrete Experience). The intern can use Kolb's cycle
to see how far the youth has gotten in learning from the experience. If
necessary, the intern can help the youth consider a variety of explanations for
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Talking with Students about Teaching and Learning

his own and the other resident's behavior (Reflective Observation) and come
up with an idea about what went wrong (Abstract Conceptualization). The
design of an alternative plan, to be tested if a similar situation arises, completes the cycle. In this way, the intern not only helps the youth make sense
of one experience but teaches him a way to make sense of future ones.

Conclusion
There are many leaming style theories, and more work is being done in
this area all the time. The purpose of this paper has not been to advance Kolb's
theory as the best, nor the only, one that lends itself to human service
education. Belenkyetal.'s work on connected knowing (1986),Tannen's work
on gender differences in language (1990), and many others offer challenges to
human service ed ucators as well as opportunities for them, their students, and
their clients. The intent of this article has been to suggest the value oflearning
style in general, and Kolb in particular, and to give a few examples of how one
theory can be used. Helping and empowering people begins with understanding the way they see the world. This is no less true of the teacher-student
relationship than of the worker-client relationship. Learning style is one
additional, valuable tool in pursuit of these goals.
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Changes in Novices' Perceptions
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Tricia McClam and Kathy Puckett

Abstract: Following the completion ofa two-semesterfield experience, 18graduating human service majors described the qualities
ofagoodfield supervisor. Their perceptions ofeffectivesupervision
were compared with those of 42 pre-fteld students. A qualitative
analysis ofthe narratives revealed supportforthemes ofsupervisor
personal qualities and competence. Differences inconcernforself,
desire to learn, specificity of responses, and awareness of the
supervisor's responsibilities are explained byDreyfus & Dreyfus'
model of the cognitive stages in the development of professional
expertise. Implications are presented for the field supervisor and
the placement.

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: follow-up 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 equipmentnot related
to an investigatory project, documented trials of
innovations, or direct payments (beyond expenses) to any NOHSE member.

An earlier study of 42 pre-field human service majors' descriptions of the
qualities of a good field supervisor revealed the importance of supervisor
competence and personal qualities (McClam & Puckett, 1991). Also evident
in these descriptions was an overriding concern for self. Concerns about
supervisor competence and personal qualities are consistent with previous
research that explored the expectations of social work graduate students,
psychiatry residents, rehabilitation services undergraduates, counselor trainees, and others who participate in a field-based learning experience (Carifo &
Hess, 1987). The concern for self was revealed through interpretive analysis
of the data and was not emphasized by previous research on supervision.
Students articulated the qualities of a good supervisor within the context of
concern for themselves.
A question emanating from the earlier study concerns the student's
development during the two-semester field sequence. Under the supervision
of an agency supervisor and a university field coordinator, students encoun-

For more information, contact Jim Carroll,
Tacoma Community College., 5900 So. 12th St.,
Tacoma, WA 98465. Telephone (206)566-5214.
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ter the agency culture, real clients, and the opportunity to practice acquired
knowledge and skills. How does this experience impact their developmentas
future helping professionals? Specifically, with increased experience in the
field, how do students' perceptions of supervision change? How do these
changes in perception relate to what is known about the general development
of expertise?
The present study examined the perceptions of 18 post-field human
service majors about effective supervision and compared their perceptions
with those of the 42 pre-field students. Both groups described in writing the
qualities that they imagined would make a person a good supervisor. The
post-field group also described their experiences with supervision in their
two field experiences.

A Theoretical Framework
Dreyfus & Dreyfus (1986) contend that adult, professional expertise
develops by passing through five stages of perception and action: novice,
advanced beginner, competence, proficiency, and expert. Professionals
move through these stages by experience, defined by Benner (1984) as "encounters with many practical situations" that disconfirm preconceived notions, or
"add nuances or shades of difference" (p. 36) to previously held expectations.
The successful trial-and-error handling of discrepant cases leads professionals to rely less on abstract guidelines and more on their own experiences, to
recognize the most important aspects of the case, and to become totally
involved in their performance. This five-stage model, which has been applied
to chess playing, computer programming, airline pilots (Dreyfus & Dreyfus,
1986),and nurses (Benner, 1984)is offered as a framework for understanding
the beginning knowledge structures of human service workers.
Novices have little experience with the situations in which they will be
expected to perform; hence, they are taughtto follow certain rules that initially
allow them to gain entry into the field. Their rule-following behavior results
in performance that is limited and inflexible; the context, or conditions that
might require exceptions or modifications to the rules, is virtually ignored. In
human service education, entering students learn the meaning of terms like
advocacy, confidentiality, and resistance. They are taught context-free rules,
such as eliciting information in an intake interview or making a client referral
to another agency.
After considerable experience in coping with real situations, advanced
beginners learn to recognize and use "aspects," which are recurring situational elements that cannot be measured or described in a context-free
manner. Rules, once definitive, now change to a level of guideline. Advanced beginners start to recognize that the context provides particular
challenges in which the rules apply in some situations, but not exactly as
written in others. For example, they may learn to reinforce a client's positive
behavior in the context in which it occurs even though it may be embarrassing
Human Setvtc« Education. Volume 12. Number 1 • Page 14

rather than reinforcing to the client. Unfortunately, advanced beginners
cannot yet discern the relevance of the contextual features. They need help in
setting priorities and in learning to discern the critical from the extraneous.
Competence refers to seeing the situation as a set of interrelated facts and
becoming better at determining what information is critical. Competent
performers learn to develop an organizing plan ofaction based only on salient
points. For example, in the area of domestic abuse, the competent human
service worker learns to discern which aspects of the particular case are most
important-medical care, shelter, protection, relocation, or emotional support. She is able to develop a plan of action to use in this particular case, a plan
that may not be applicable to any other case.
Proficient workers understand that a task no longer requires applying
rules or recognizing component features but seeing patterns; they now have
the ability to recognize instantly the whole situation. For example, they
recognize the behavior of the client as resistant, and they know what to do.
This knowledge comes from past experiences that were successful. An
expert's actions are based on mature and practiced understanding. The
expert is unaware of the skill being used because it is now so much a part of
the person.
These stages of skill development have implications for the supervision
of emerging human service professionals. The following sections present the
methodology and results of a study exploring the perceptions of human
service majors about supervision. A discussion of the novice and advanced
beginner stages of this model provides a framework for understanding the
students' responses.

Methodology
Participants
Over a two-year period, human service majors beginning a two- semester
field experiencewere asked to participate in the study by describing in writing
the qualities they imagined would make a person a good supervisor. The prefield sample, consisting of 42 seniors (8 male and 34 female, mean age 26),
voluntarily and anonymously participated. Their instructions were not to
think specifically of one person but rather to think in general terms of the
qualities they would like in an agency supervisor.
The post-field sample, a subset of the pre-field sample, was comprised of
students who were available for follow-up after the second year of data
gathering. This group included 18seniors (1male and 17female) who had just
completed the two-semester field sequence. Ages ranged from 21 to 43 with
a meanageof24.78. As part of an exit assignment, they identified the qualities
that they thought described a good supervisor. They also responded to a
second question asking for descriptions of their experiences with supervision
in their two field experiences. Because the responses were obtained confiden-
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In 49 references to personal qualities, the pre-field group hoped their
supervisor would listen, understand, and treat them with ~dness, sympathy, and sensitivity. Relating well with them and others, p~rhcularly r~~ard
ing communication skills, was impo~tant: They. empha~Ized the ablh~ to
communicate clearly the job expectations In the field setting and to provide
feedback. They also indicated they value the availability as well as the
willingness of supervisors to spend time with them.
.
..
The post-field group used a variety of one-word descnptors to I~entify
desirable personal qualities. Mentioned more than once were su~portive(5),
flexible (5),empathetic (4),organized (3),and concemed (3). WhIle students
continued to want a supervisor who is "interested in you as a person" and
"values and respects students," there was clearly a shift in focus from the
obvious concern for self evident in the pre-field group to a focus on others.
Statements describing supervisors who"feel the clientis most important," are
"interested in workers and clients," act as "advocates for clients and staff,"
and serve as "mediator between upper level management and workers"
support this shift in focus from self to wor.kers,.c~ients, ~d st~ff.
Students were more specific as they Identified their desires for good
communication skills. Five students wanted supervisors who are willing to
listen and consider other options. They elaborated by suggesting "clear
expectations" are important: making job assignments clear, outlu:u~g goals
and objectives, clearly defining tasks, following up goals and providing help
when needed.
Desire to learn. Appearing only in the post-field group is the articulation
of the supervisor's support of the stu~ent's desire to learn. Studen~~ ~anted
a supervisor who "teaches and explains concepts and pro~edures, allows
freedom to stand on his /her own feet as well as a chance to discover a personal
work style," will "help a person grow," and will "understand a student's
..
weaknesses and help them to strengthen them."
As students articulated this desire to learn, they seemed to be sensitive to
the field experience as a bridge from the academic world to the r~al world.
One student requested treatment "as an employee almost, yet provide necessary support for you as a student." Others wanted supervis.ion that"allows
you to take on some responsibilities" and "~cludesstu~entsm as ma.n~ ~reas
as possible." It is also important for supervIsors to be aware of aChVltie~ of
his/her supervisees in order to effectively and accurately evaluate services
provided and determine services needed." In some instances, students made
the transition from "student" to "worker" or "employee" when describing
supervision. Others remained conscio~s that they were. s.till"stude~ts and
requested "understanding seminar requirements and policies and understanding student is a student."
This desire to learn is further evidenced by their needs for regular
meetings with supervisors and for feedback. They want supervisors who will
"meet on a regular basis," and have "weekly conferences," and who are

tially and were unsigned, no attempt was made to match their responses with
their pre-field responses. Rather, exit responses were compared with responses of the total initial group.

Analysis
The data were analyzed qualitatively. Two researchers read through the
vignettes describing qualities of effective supervision, summarized the content, then categorized and reconstructed according to broad themes. In this
study, the second question, asking the students to describe their experience
with supervision in their two field placements, was used to help the researchers understand the context of their comments.

Results
Supervisor Qualities
The results of the pre-field data analysis revealed three themes: competence, personal qualities, and concern for self. Examples of the competence
theme are "knowledgeable," "qualified," "capable," "know their field," and
"have qualifications in the area they are supervising." The personal qualities
theme included descriptions of empathy, communication, interpersonal skills,
and availability. The third theme, concern for self, revealed that students
articulate the qualities of a good supervisor within the context of concern for
themselves, focusing on self and on how they as students want their supervisor to treat them.
Analysis of the post-field data offered support for the two previously
identified themes of competence and personal qualities; however, the narratives of the two groups differed with regard to the third theme---concern for
self-as well as responses regarding desire to learn, specificity of responses,
and awareness of the supervisor's responsibilities.
Competence and personal qualities. In descriptions of competence and
personal qualities, a shift occurred in concern for self and specificity of
responses. Pre-field participants described competence as knowing one's
field, having qualifications in the area one is supervising, and putting knowledge and qualifications to good use. Using one-word descriptors and sometimes phrases, participants expressed their expectations for supervisors who
are prepared, informative, knowledgeable, qualified, capable, and professional. They offered little specificity as to what that competence might
involve. In the post-field group, students limited use of word descriptors to
"experienced," "intelligent," "competent," and "knowledgeable;" however,
they were more specific and articulate about what they meant:
• "knowledge of all activities that take place in an agency;"
• "knowledge about resources available;"
• "knowledge about her/his chosen career and his/her position as a
supervisor;"
• "realizes gaps in system and exercises given au thority to eliminate gaps."
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"willing to have a set time for the student each week." Feedback from their
supervisors remained important to students although these requests did not
have the qualifiers of the pre-field group for kindness and gentleness. They
described the feedback they wanted as positive, negative, adequate, and
appropriate. What they sought was a "critique of performance."
Awareness of the complexity of the supervisor's role. After two field
placements, students appeared to have developed some sensitivity for the
demands of the supervisor's position. Evidence of an awareness of the
complexity of the role was found in the description of the knowledge that
students wanted supervisors to have: knowledge of all agency activities,
resources, and career. They were able to articulate roles, such as "mediator"
and "advocate," and to identify skills, such as "making wise decisions after
studying alternatives" and "motivating clients and employees."
The appreciation of the complexity of the supervisor's position underscored the move away from self. Further support appeared in other statements identifying recipients of the supervisor's motivation, interest, or feelings as "workers and clients," "clients and staff," "clients and employees,"
and "upper level management." In contrast, many such references in the prefield group were "me," "students," and "the student's work" or "performance."

Experiences with Supervision During Two Field Experiences
Students' descriptions of the supervision they experienced during their
two field placements support their pre- and post-field narratives about good
supervision. The qualities they identified in describing good supervision
clearly were the standards by which they evaluated their experiences. For
example, regular meetings with supervisors and receiving feedback were
important to students. Those who related positive experiences with feedback
and regular supervisory meetings characterized them in the following manner:
• My supervisor talks to me on a daily basis and is highly involved with
all the cases that I am working on. She has provided me with
constructive criticism and guidance...
•

We have weekly conferences and she gives me feedback.

•

The supervisor and Ihad daily feedback sessions. She brought to my
attention my weaknesses as well as my strengths.

•

She pointed out mistakes in a warm and easy manner, and then
mentioned the positive things I did.

•

She was always available and really liked to process things.

•

I spent a lot of one-on-one time with her.

•

She listened and explained well.

•

Her door was always open and she did give feedback and support.
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•

They gave a lot of feedback and were willing to help in any way
possible. Both were willing to take the time to explain things when
I would become frustrated.

•

We had a set appointment every week.

These examples support the emphasis students placed on communication
skills, availability, and willingness to help. Students also expressed negative
experiences that highlight the importance of regular meetings and organizational skills. Comments relating to regular supervisory meetings and feedback include the following:
•

She rarely told me what she would like to be done yet seemed
disappointed when I did not do certain tasks.

•

I wish my supervisor would have been more organized and had
outlined goals and clearly defined objectives.

•

She was not aware of what I was doing.

•

Too busy to properly supervise a student...too busy to fool with
problems, questions that I had at times.

•

Only two meetings the entire semester.

Both the positive and negative responses clearly validate what students
thought were important supervisory qualities. In addition to meeting regularly and receiving feedback, the responses also supported other desirable
personal qualities as well as competence and the desire to learn. However, a
surprising finding from this second question was the number of students who
did not report a positive first field experience. Of the 15 responses that clearly
distinguished between the first and second field experience, 9 were negative.
Seven of those 9 reported their second experiences as positive. The negative
impressions of the first field experience raise questions about the placement,
the supervisor, and the student's preparation for the experience.

Discussion
Pre-field and post-field students construct meanings of effective supervision through the filters of their own understanding and needs. The supervisory needs of these emerging professionals can be viewed through the
Dreyfus & Dreyfus model (1986) that describes cognitive stages in the development of professional expertise.
Human service workers operate in complex, largely unpredictable environments. They are continually faced with problems where standard rules,
regulations, and procedures are not applicable and must be interpretedforthe
specific situation. They must learn to deal with a certain amount of ambiguity
and to make immediate, on-the-spot decisions that demand refinements in
judgment. Their work is similar to that of other professions in unstructured
environments in that it requires complex skills that take years of experience
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to acquire. Their knowledge acquired from facts and theory - the initial
training stages that produce a condition of knowing that - is very different
from the knowledge acquired through experience - knowing how.
The students' narratives revealed their progress through a two- semester
field experience and their corresponding de:relopment fro~ novices to ~d
vanced beginners. The pre-field human service students typically are novice
performers with little or no experie~ce with the si~ations in whi~ they will
be expected to perform. This novice level apphes to the, pre-field group
because the narratives clearly reflected a student role. Pre-field students felt
great anxiety regarding their performance and wanted to be told exactly what
was expected. Additionally, the focus was on themselves, not on the task at
hand. They wanted feedback regarding their task performance, but they
wanted any negative news to be administered gently.
Some human service students who have experienced two semesters of
field placement may begin to approach the stage of advanced beginner., After
considerable experience in coping with real situations, advanced begmners
learn to recognize and use situational elements---elements within the concrete
situation that cannot be defined by either the instructor or the student. Now
the rules refer to both the new situational elements and the context-free
elements. With increased experience, recognition of these situational elements becomes easy and sure. Unfortunately, with continued experience, the
number ofrecognizable situational elements eventually becomes overwhelming. Advanced beginners, still relying on rule-followin~ behavior, lo~ea se~se
of what is important. They need support in the field setting and help m setting
. ,
.
priorities.
The advanced beginner level applies to post-field students who, m their
narratives, were able to put the skills of supervision within the context of the
situation. Desire for feedback was beginning to focus more on the task and
less on the manner in which itwas presented. Most importantly, the post-field
students recognized that field-based learning was occurring, that it was
different, and that the supervisor played an important and desirable role in
that learning. They noted multiple roles of supervision: medi~tor, adv~cate,
motivator. While still wanting clear expectations from then supervisors,
there was a sophistication in this desire; they asked for involvement, help in
rule clarification, and organization.
Looking at their experience levels alone, the human service students in
this study would most likely fit the stages of novice or advanced beginners.
Interpreting their comments regarding effective supervision, they appear to
be either at the stage of wanting to know what is expected of them (the rule
following of the novice) or needing support in their tentative decisions
(learning the contextual clues of the advanced beginner). .These stages of
student development have broad implications for the supervIsory style of the
field supervisor and the field placement. Because the design of this study was
neither cross-sectional nor longitudinal, the results cannot be extrapolated
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beyond the population at hand. These results, however, do promote discussion for improving the field experience for all involved.

Implicafions
The Field Supervisor
Human service field supervisors work with students who have differing
needs as they progress through the field experience sequence. Supervisors
who are flexible, perceptive, and available will be able to facilitate the
professional development of the field student through these stages of cognitive development.
Their supervision should shiftfroma very specific,goal-oriented mode to
a mentoring role where fine differences are pointed out, allowing the student
to move beyond the novice stage. Supervisors need to be skillful in their
supervisory practices, setting different goals depending on the level of
student experience.
Specifically, the greatest concern of novice performers, those students
with no prior experience in human service agencies, is learning what needs to
be done. Novices need time to practice their new roles under the direction of
a supervisor who can point out specific contextual elements. This person
functions more in an instructional capacity. Unless the novice has a great
ability to learn the details of the setting independently, a "seldom seen"
supervisor is probably not the most effective. Many of the pre-field students
recognized this need for direct supervision. They desired supervisors who
would communicate clearly their job expectations, provide feedback, and
remember that they were students.
Advanced beginners, those students who have completed two semesters
of placements, are still following basic abstract guidelines and are only
beginning to recognize the exceptions to these guidelines. To improve, they
need a mentor who will provide guidance and support, help them set
priorities, and recognize what is most important. At this stage, they have
learned the rules-dress, appropriate behavior, agency guidelines, who is
eligible for services, what services the agency provides, and so on. For
example, the novice whose first placement is in a nursing home learns that a
patient can have only furniture that is supplied by the nursing home, The
advanced beginner perceives the situational elements that the novice does
not: one patient has a telephone stand on which she places her large digit
telephone that her children gave her. She is bedridden but is able to reach the
phone on the stand from her bed.

The Placement
The selection of field placements should reflect the variety of experiences
that will allow a student to move from novice to advanced beginner. Typically, thinking about the field experience focuses on the length of the experience, the number of placements, and the number of hours each week. If
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application of this model to the field experience is valid, then those involved
in the field experience must begin to think about experience not as time in the
field but as situations that allow the student to discover finer shades of
meaning and that counter the student's preconceived notions. The belief that
all homeless people are deinstitutionalized mental patients may accompany
the novice to an initial field placement at the Rescue Mission. After two or
three experiences assisting homeless families find apartments and jobs,
advanced beginners learn to recognize that individuals are homeless for
reasons other than deinstitutionalization. His through the dissonance created
by experience that students move to the next stage of cognitive development.
Whatare the implications for further research? If this model has relevance
for the human service field experience, then its application needs further
examination. Ways in which this might be accomplished include a case study
approach to follow a student through the two-semester field sequence.
Another possibility is to expand the number of students involved in this study
and conduct structured interviews-following students through the field
experience and into employment.
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Introduction
Decreased funding for institutions of higher education in recent years
makes it imperative for human service programs to look for innovative ways
to maintain the quality of their educational offerings to students. Federal
government support for client services also has decreased, and states have
difficulty in providing necessary resources to meet the needs of low-income
citizens. Thus, educational institutions and human service agencies both are
confronted with a considerable challenge, but one with a mutual interest. This
article examines a model for university and community sharing as a means of
enhancing the quality of both professional education and client services.
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· J:Iuman ser:viceprograms have always utilized the community in providmg field expenences for students (Tower, 1989). These experiences, while
considered very important, have sometimes been seen as an adjunct to classes
or simply as a way to practice skills. For example, some programs provide
little instruction while students are in the field, leaving the level of teaching
to the discretion of the individual placement agency. Others leave the
selection of placement sites to students rather than providing sites that meet
a consistent standard. Creating more of a partnership with the community
provides the possibility for better utilization of resources and also for more indepth learning by students.
Historically, academics in general have expressed concern about changing the mission of the university through collaboration with the community.
This concern now seems to have diminished, and there is little disagreement
about the need to enlarge the role of higher education in society (Prernus,
1982). However, research suggests that universities are still not the source of
many new collaborative ventures (Cooper, 1985).
One of the problems programs face in moving away from traditional
educational models is the assessment of outcomes. At least seven national
reports have appeared in recent years that criticize higher education and
emphasize the role of"assessment" (Terenzini, 1989). Outcome assessment is
something educational programs should have been doing all along, but the
concern becomes more focused as new ventures are considered. Not only is
the community concerned with how well institutions are serving the needs of
students and the larger community but educators also wantto be clear that the
quality of education is not sacrificed as institutions do attempt to become
more responsive to the needs of the community.
The model presented and evaluated in this article was developed at the
University of Oregon. It is a collaborative effort between the university and
the community, which provides substantial monies and other resources from
human service agencies for the preparation of practitioners. In return for
contributing resources, agencies receive substantial assistance in maintaining
and developing their programs. The model focuses on using shared resources
for the purpose of enhancing both the quality of professional human service
education and of human service programs. Criteria for evaluation of the
model include (a) educational outcomes, (b) impact on the human service
delivery system, and (c) participant satisfaction with collaborative efforts.

The Model
The University of Oregon's University/Community Action Program
(UCA) constitutes one year of the two-year upper division program requirement for a bachelor's degree in human services. This year in the field may be
taken either the junior or senior year. Students receive full-time academic
credit for their involvement in agency placements combined with a core
curriculum designed to enhance their placement learning. They spend four
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days a week (32 hours) at the placement site and one day in seminar and in
additional academic pursuits. They also complete assigned projects at the
placement site that relate both to their particular agency position and to their
curricular requirements.
UCA staff recruithuman service agencies and ask them to submit proposals for students that include program rationales, job descriptions, and the
kinds of learning that students can expect. A wide range of agencies with a
variety of job descriptions are made available for placement. All job descriptions include direct client service but also may involve other activities, such
as program development, administration, and evaluation. Following an
initial screening, students interview for selection at the agencies accepted by
DCA.
The responsibilities of students, agencies, and the university, including
the required contribution by agencies, are detailed in a signed contract. The
current amount of funding required from local agencies per student is $3,375.
These monies pay for costs of program operation and help to fund a small
stipend of $200per month for students. Federal work-study monies also form
a part of this stipend for eligible students. Students, of course, continue to pay
full-time tuition while participants in the program.
Students are provided with a three-day preparatory workshop by the
university before beginning their assignments. They then meet with a
university instructor on a weekly basis in small seminar groups where
curricular topics are presented in a developmental sequence. The first
quarter's focus is individual and small group interventions because the initial
concerns of students center on their work with clients and their interactions
with staff. The second quarter's focus is organizational interventions as
students by then are more ready to look closely at the structure and workings
of the agency setting. By the third quarter students often see the limitations
in what agencies do by working with individual problems within the social
structure. This topic focuses on larger scale interventions within the community; for example, information on how to organize a "rights" group or how to
initiate change through an agency advisory board.
Each term students read materials related to the term's topic, keep an
analytical journal, and set goals and objectives to which they respond in a
"quarterly report" at the end of the term. The first term they complete an
agency analysis, and each term they also complete a project in the agency that
relates to the curricular topic: (a) process recordings of their interactions with
clients, (b) an organizational development project that seeks to improve or
establish new agency program components or procedures, and (c) a community issues report that provides analysis of a current issue related to their
agency and analysis of policy meetings connected with the issue.
Both agency and university instructors provide supervision to students
on a regular basis. Agency supervisors attend an initial supervisors' workshop presented by the university, provide ongoing supervision in the agency,
Human Service Education. Volume 12. Number 1 • Page 25

and meet with the student and university instructor at the beginning and end
of each term to develop specific goals and evaluate performance. The
university instructor meets with students in the seminar group each week and
meets individually with each student at least once during the term. When
problems develop, there are additional three-way and individual meetings.
An Advisory Committee made up of agency supervisors, current students, and university faculty meets each term to discuss program and policy
issues. This committee determines the level of funding from agencies each
year and provides suggestions and feedback for effective program operation.

History
UCA had its beginnings as a five-year grant program, University Year for
ACTION (UYA), funded by the federal ACTION agency in 1976. During the
grant period, the program was open to students whose majors were appropriate for receiving credit related to human service work. Those involved were
enrolled in both graduate and undergraduate courses of study. The grant
provided stipends for the students and most program costs. The balance of
funding required only a small contribution from agencies. The grant amount
decreased each year with the expectation that universities and agencies
would pick up needed costs.
After an extensive, controlled evaluation of the program and its educational impact, the university agreed to include UCA as a regular program
offering at the end of the grant period, but contributed little to costs beyond
the salary of the director. Most of the rest of the program support for faculty
salaries and other operational costs then was provided through agency
contributions.

Developmental Issues
In the past, field experience, when used in liberal education, was often
considered by academicians as a digression from a student's course of study.
In professional schools, it has been considered useful in career preparation,
but often relegated to secondary importance when compared to learning done
in the classroom setting. There is now growing recognition of the "new and
profound alternatives to the traditional methods we have held on to for so
long" (Bowring, 1987, p. 23). A number of authors provide evidence that
application is an essential part of the learning process itself, and that the most
effective learningincludes experiential processes (Chickering, 1983;Coleman,
1977; Klemp, 1977; Kolb, 1984;Whitlock, 1984;Wolfe, 1980).
The development of the UCA model was based on the premise that
powerful learning could occur in field settings and that quality of education
need not be sacrificed but rather could be enhanced by a partnership with the
community. Some of the critical questions addressed were length of time the
student should spend in the field, curriculum content and delivery, amount
of agency supervisor involvement, amount of faculty instructor involvement, and financial concerns of program and students.
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A nine-month placement period was decided on because students need
to be in the agency long enough that agency supervisors find it worth their
time to invest in an extensive training effort, knowing that this effort will be
rewarded in services provided by the student. An extended placement also
makes it possible for the student to move beyond what might be a superficial
experience of observation and task assignment to an in-depth analysis of
agency services and processes, the development of extensive professional
skills, and a sophisticated understanding of how to impact broad community
issues.
While the agency supervisor's role is a significant one in modeling,
instruction, and feedback, the faculty field instructor maintains the ultimate
responsibility for the quality of the learning experience and for delivery of the
curriculum. The agency supervisor maintains the ultimate responsibility for
ensuring that agency program and client needs are met. This involves a
substantial commitment of supervisor time. This also necessitates a close
working relationship between faculty instructor and agency supervisor and
a considerable commitment of faculty time with both students and supervisors. It is difficult but important to establish a single standard of learning for
students across various agency settings, and this should be the goal of the
faculty instructor's efforts.
Funding was a critical issue because the proposed model required more
individualized instruction by faculty than is ordinarily provided in a university setting. Also, students are less able to hold part-time jobs than their
counterparts in the more traditional classroom setting because of their agency
time commitment. The university needed additional resources to fund
faculty salaries, and students needed at least some minimal financial assistance.

Outcome Evaluations
Three evaluations have been conducted regarding this model. The first
involved an assessment of supervision and educational components as well
as the impact of the program on all participants for the period 1977-79
(Runyan A., Nelson, R., & Schwartz, R., 1979). Questionnaires to elicit this
information were designed for each of the three classes of participants:
students, their agency supervisors, and their faculty sponsors. A modified
version of the student questionnaire was designed for nonparticipant university students serving as controls for the 1978-79 investigation.
The second evaluation, conducted in 1980-81,included an implementation evaluation (Wright & Walsh, 1980) and an extensive controlled evaluation assessing the educational outcomes produced by the model (Weeks,
1981). An assessment center approach was chosen to evaluate educational
outcomes by measuring the attainment of competencies viewed as important
to success in life and accepted as important outcomes of both liberal and
professional education (Chickering, 1983;Weeks, 1981). The areas of compeHuman Service Education. Volume 12. Number I • Page 27

tence were divided into eight specific dimensions: problem analysis, judgment, decisiveness, planning and organization, initiative, leadership, oral
communication, and sensitivity. Students in the UCA model were compared
to students in short-term field placements and to students who had received
no field placement experience. The measures for the dimensions tested were
obtained through observing the students' performances in a series of three
simulation exercises that lasted a full day. The research design was a posttestonly design with multiple nonequivalent groups supplemented with a cohort
design.
The third evaluation in 1990consisted of a survey of all agency supervisors of students participating in the program during the years 1986-89. The
survey instrument elicited information regarding ~e impact of the model.on
the human service delivery system and the effectiveness of collaborative
efforts between the university and agencies in preparing human service
workers. Anonymity was assured through the assignment of identification
numbers for follow-up purposes. There was a 66% retum rate on the
questionnaires, representing a total of 56 supervisors who supervised 103
students over the three years.
Information from all of these studies will be used to examine the model.
Data from the 1990study will be presented and supplemented by information
from the 1979and 1981 studies.

Table 1
Increase in Student Professional Development
1990 Supervisor Ratings
Characteristics

% Reporting Increase

N
Knowledge of client populations
Knowledge of community programs
Professional self-awareness
Understanding of organizations
and ability to use procedures
Intervention skills
Interpersonal skills
Problem-solving ability
Self-confidence
Appropriate risk-taking
Leadership ability
Organizational ability
Communication-written/oral
Ability to work in groups
Ability to analyze social issues
Value/ethical framework

98
96
91
87
85
85
85
85
79
76
76
76
75
67
58

Amount of Change"
Mean
SD

51
50

47
46
45

43
45
46
40

39
42
37
40
36

31

4.14
3.94
3.77

.92
.98
1.20

3.70
3.33
3.63
3.62
3.78
3.43
3.72
3.43
3.35
3.85
3.25
3.52

1.03
1.31
1.11
.78
.99
1.03
.86
.94
1.32
1.23
1.25
1.09

Note: Number of supervisors responding to characteristics ranged from 53 to 55.
"On a scale of 1-5 with 1 as "small amount" and 5 as '1arge amount."

Educational Outcomes
The results of the controlled evaluation by Weeks (1981)using simulation
exercises met the design criteria for concluding that the model is an effective
educational medium. While differences between the groups were not significant, the long-term placement group (UCA model) scored higher on three
fourths of the dimensions, scores for the short-term placement group fell in
the middle, and the performance of the no-field group ranked the lowest.
According to the evaluator, the UCA model delivers a "potent alternative to
classroom based institutional approaches" (Weeks, 1981, p. 110). He states
"that one year spent in the field, supported by conscientious instructors, can
provide a valuable supplement to the traditional curriculum. Clearly, nothing is lost and, it appears, much is gained through the students' investment in
the program."
.
In the 1990 survey, supervisors rated the amount of change observed In
their students that they considered was a result of the UCA experience. Their
responses to a number of areas of potential professional development are
shown in Table 1.
In the 1979evaluation (Runyan et al., 1979)both students and supervisors
responded to a similar list of characteristics with comparable results, although
the range of responses was slightly different. The percentage of respondents
reporting an increase ranged from 72% to 100% and the mean amount of
change ranged from 2.55 to 4.70.
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The responses of the 1978-79 students also were compared to a control
group of university students in traditional classrooms. T-tests were performed on group responses, and the Hayes (1973, pp.484-488) omega squared
(w"), a measure of strength of effect, was calculated to determine how much
of the effect was due to the model program treatment. The model students
were superior across all characteristics, p < .01. The experience in the program
accounted for a range from 70%of the variance on the characteristic of risktaking to 19% on the characteristic of communication ability.

Agency/Client Outcomes
In the 1990 survey, supervisors responded to open-ended questions
about the impact of students in agencies as well as to checklists regarding
programs and procedures. On the open-ended questions, they gave a variety
of answers regarding expansion of existing services, new services provided or
new clients served, increased individual attention to clients, new approaches
introduced, more program efficiency, and better outreach and follow-up
services. On the checklist regarding new program components added, 21% to
32% of the supervisors had noted various new components introduced in
their agencies, and 20% to 36% said that various new program components
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became an ongoing part of their programs as a resultof the students' work (see
Figure 1).

III
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Figure1. New programs or program components introduced and/or now part of ongoing agency
programs: percentage of 1990 supervisors observing changes. (N=56)
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On the checklist regarding positive impact on agencies' procedures, 36%
to 68% of the supervisors said that the work of their students had had a
positive impact on the different procedures listed. The 1979survey (Runyan
et al., 1979)included a similar checklist on procedures, which was completed
by both supervisors and students. Results of that survey ranged from 16% to
65% for supervisors and from 35% to 66% for students (see Figure 2).
The 1979survey (Runyan et al., 1979)did not include checklists regarding
programs, bu t a wide variety of program contributions were cited in narrative
responses. On an additional checklist regarding increased resources to
agencies as a result of students' work, the highest percentage of both students
and supervisors reported an increase in volunteers and availability of written
materials. A high percentage of supervisors also perceived an increased
availability of consultation.
On the 1990survey, supervisors were asked a series of questions about the
relative preparedness of UCA students to become human serviceworkers and
about the number of UCA students their agencies had hired. At the end of
their placements, UCA students were seen as more prepared, when compared
to other beginning workers, and supervisors expected to save time and
expense in orientation and training by hiring these students (on a 7-point
scale, 5.56 and 5.89 respectively). They backed up these opinions by actually
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Figure2. Positive impact on agency procedures: percentage of respondents observing changes
from the 1979 and 1990surveys. In the 1979 survey student N=32 and supervisor N=25. In the
1990 survey, the supervisor N=56.

hiring 73% of the 103 students on whom they were reporting. They also
indicated that the UCA educational model contributed to the preparation of
the students (5.59 on a 7-point scale from ineffective to extremely effective).
When asked what motivated them to request UCA students, supervisors
responded as follows: low cost involved for amount of service provided, 88%;
interest in ensuring well-trained professionals, 68%; stimulation for self/
other workers by student energy/ideas, 54%; and other, 13%. They estimated that the amount of time spent per week in agency training was 9.94
hours fall term, 6.81 hours winter term, and 4.63 hours spring term.
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Collaborative Efforts
Supervisors were asked a series of questions regarding interactions
between faculty and supervisors on the 1990 survey. Their responses are
reported in Table 2.
Table 2
HelpfuIness of Faculty Interventions
1990 Supervisor Ratings

Summary and Conclusions

N

Rating"
Mean

SD

Promotion of collaborative relationships

54

5.35

1.46

Intervention in student placement problems
(applicable to 64% of supervisors)

36

5.22

1.66

Helpfulness of Supervisor's Workshop
(attended by 75% of reporting supervisors)

43

4.51

1.40

Preparation of students for placement

52

4.46

1.49

Item

"On a scale of 1-7 with 1 as "not helpful" and 7 as "extremely helpful."

In response to a question regarding the quality of their own training effort
with students, supervisors rated themselves quite high (5.51 on a 7-point
scale), and they identified the special skill training emphasized for students
in their agency by responding to a checklist of possible areas of training. Their
responses ranged from a high of 70%on information/referral to a low of 20%
for public education (see Figure 3).

Information/referral
Record keeping
Group skills
Case management
Counseling

Crisis intervention
Advocacy
Program development

Administrative
Public education

0%

10%

20%

30%

40%
Percent

50%

Additional indicators of participant satisfaction with this collaborative
model have been noted. Agencies are now contributing funds that make up
one third of the operational budget for the Department of Human Services at
the university. Department faculty have made UCA the centerpiece of the
Human Services Program. Students consistently give the UCA experience
their highest evaluative ratings.

60%

70%

80%

Figure 3. Skill training emphasized in agencies: percentage of 1990 supervisors responding.
(N=56)
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Evaluation data support the efficacy of collaborative efforts. Agencies
receive low-cost personnel to help carry out their programs. But more than
that, they find that many students assist in the development of, or even
initiate, new program components that often become an ongoing part of
agency programs. They also find that students have a positive effect on many
of their agencies' procedures as they question the status quo and as they carry
out their required organizational development projects.
It is advantageous to agencies to have well-educated professionals entering the work force, and they take particular advantage of the savings in
orientation and training costs by hiring 73%of the students placed with them.
Although the training provided by agencies during the placement period
does take a considerable amount of supervisor time, an average of 7.13hours
a week over the year, they still find thatthecostofthis time plus the $3,375 per
student contributed to the DCA program is low in comparison to the benefits
received.
While the current data reported in this article involve mostly the observations and opinions of agency supervisors, it is compatible with the previous
more extensive and controlled evaluations of 1979 and 1981. Certainly the
1981 evaluation of educational outcomes for students lends credence to the
program as an effective educational medium and provides further evidence
for the value of including experiential processes in educational programs.
The survey data and the controlled self-report of students on their
professional development from the earlier evaluation also provide evidence
of positive educational outcomes. In addition, the 1989review of the curriculum for the Department of Human Services by the Council for Standards in
Human Service Education (CSHSE) commended the departmentand particularly recognized the contribution of the DCA model (Brown, 1989).
Agencies find that the model provides them with the support needed
from the university and report satisfaction about the working relationships
established with faculty. Though the supervisor workshop and student
preparation provided before student placement were rated above the midpoint for helpfulness, the mean ratings on these items were lower than most.
Further evaluation to determine what might be more helpful seems appropriate in these areas.
Supervisors rate their own training efforts as being of high quality and
report that they emphasize a variety of skill areas. These ratings support
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informal observations and feedback regarding the amount of commitment
that most supervisors ~eel t~war~ theeducatio~of students placed with them.
Other indicators of satisfaction with the model include the prominent position
given DCA in the total curr~culum o~ the Departm~nt of Human Services, the
extensive amount of fundmg provided by agencies, and the high student
evaluations.
Thus, the information presented supports the position that shared resources between the community and the university not only can expand
limited resources but also can enhance the quality of both services and
education. The fact that the DCA Program has had more students and more
agencies applying than could be accommodated also lends support to this
model as a successful collaborative effort.
Staff observations and analysis of data have resulted in the following
conclusions about elements of the model that are essential for its success.
1. Consultation betweenfaculty and community leaders. This must be carried
out from the beginning so that the undertaking is seen as a cooperative
effort and SO that issues of concern to both can be addressed in the
structure of the program. A medium for ongoing consultation, such as
an advisory committee, also must be provided.
2. Collaboration that provides a "win-win" project. All participants must be
able to meet their goals and objectives. This may mean first clarifying
what those are and certainly means providing ongoing evaluation of
outcomes.
3. Maintenance of control for respective programs. Faculty must maintain
ultimate responsibility for assuring that educational goals are met, and
agency supervisors must maintain ultimate responsibility for their
programs. Many experiential programs lose credibility because of the
variance in education and supervision that occurs. Programs must
provide a structure that monitors this carefully.
4. Provision ojadequateindividualized instruction. This is important for both
agency and uni~ersity.goals. W~th adequate instr~ctiona great deal of
compensation. 10 ~e~vIc~s provided, as well as In student learning,
occurs and it IS entical m the early phases of the student placement.
Whenthis individualized instruction does not occur, rewards for
agency program .involvement ~uickly det.eriorate, ar:'d student learning and satisfaction also detenorate. It IS the sharing of resources,
providing student assistance to programs and providing funding for
additional faculty time, that makes it possible for supervisors and
instructors to commit adequate supervisory time.
5. Cultivating ateam effort. It is important to involve agency supervisors in
the university program by giving them students' completed seminar
assignments, and it is important that faculty become knowledgeable
about agency programs so that both education and service goals can be
cooperatively supported with students. Three-way meetings where
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planning is done, problems are shared openly, and performance is
evaluated by all are essential to the teameffort. These meetings also can
provide opportunity for supervisor consultation on academic concerns
and faculty consultation on program issues.
6. Contractual agreements. All parties must understand what is expected of
them. This begins with agency job descriptions and includes written
contracts between agency and university and between the student and
both of these institutions. The student also must take an active role in
specifying goals and objectives on an ongoing basis.
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Abstract: Cooperativelearning isaneducational method utilizing
smallgroups ofstudentswho support, assist, teach, and collaborate
witheach other toreach educational goals. Cooperative learning is
not simply the use of small groups but is a specifically defined
teaching method that has been extensively researched. It can be an
important tool forhuman service educators because ofits reliance
on collaboration and communication. This article presents the
basic principles ofcooperative lea;ning and specific applications in
an Introduction toHuman ServlCes course.
There are essentially three approaches to student interaction in education: competition, individualism, and cooperation (Johnson & Johnson, 1991).
The competitive approach is one that often makes up the bulk of a traditional
College education. High grades are limited and students compete against
~ach other for them. An example is a lecture course where students work
Independently and are graded on a bell-shaped curve with 10%designated as
an A. Doing well precludes others from doing well. In individualistic
learning, students are independent of each other and work toward achieving
~ set of criteria. An example is a lecture course where students work
Independently and are graded on what has been achieved, such as 95% is an
A. Doing well does not preclude others from doing well. In cooperative
learning, students work together to achieve goals. An example is the lecture
Coursewhere students are allowed to work together toward achieving a set of
criteria, then individuals are given bonus points when each member of the
group moves beyond those criteria. While an individual grade is still given,
group achievement is important. Doing well assists others to do well.
. Cooperative learning is a small group approach to education, but it is not
Sunply having students work in a group. In cooperative learning students
serve each other as team members-supporting, guiding, answering, teachII

II

!

II

II
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ing, and collaborating to achieve educational goals. Its principles are derived
from research that began in the early 1970s(Aronson, Blaney, Stephan, Sikes,
& Snapp, 1978; DeVries & Edwards, 1973; Johnson & Johnson, 1974; Kagan &
Madsen, 1972; Slavin, 1974) that laid the basic cooperative learning foundation. Since then, "cooperative learning has been used-and investigated-in
every imaginable subject in grades 2-12,and is increasingly used in college"
(Slavin, 1991, p. 72).
If two key components, group goals and individual accountability, are
present, the results of most studies show higher achievement among students
taught cooperatively than taught traditionally (Slavin, 1988). Not only do
students learn more when they work cooperatively, they also "are more
positive about school, subject areas, teachers, or professors," they are "more
positive about each other," and"are more effective interpersonally" (Johnson
& Johnson, 1988, p. 34).
At the college level the promise of cooperative learning is to assist
students in the development of team skills that will be increasingly needed in
a collaborative work and world environment. Bredehoft (1991) reports that
"the most important lesson for students in any discipline today [is the]
knowledge and skill of how to get along and work with others" (p. 122).
Additionally, cooperative learning provides two benefits:
1. It offers the facilitation of thinking and higher order learning. Most
people have had the experience of understanding a subject in a new
light after teaching it, for example, after reflecting, explaining, and
elaborating on it. As Berliner and Casanova (1989) report, "regardless
of ability, most students who take a teaching role learn much more than
they do when they receive instruction or work independently" (p. 12).
2. It offers the development of improved relations among people who are
not homogeneous with regard to race, gender, disability, and other
differences. "In the laboratory research on cooperation, one of the
earliest and strongest findings was that people who cooperate learn to
like one another" (Slavin, 1991, p. 76).
These are benefits accrued to all students. For human service students
specifically, cooperative learning is especially applicable because it develops
many of the same skills required of entry level human service workers:
listening and attending, problem solving, goal setting, group leadership,
team work, collaboration and coordination (Petrie, 1989). It also facilitates
professional skill development in several areas considered important competencies by the National Organization for Human Service Education (NOHSE,
1991). Among the specific abilities that NOHSE (1991) reports that human
service workers must acquire are skills in "group dynamics" and "verbal and
oral communication, interpersonal relationships, and other related personal
skills" (p. 3).
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Cooperative Learning
Five elements central to the concept of cooperative learning are: positive
interdependence, face-to-face promotive interaction, individual accountability and personal responsibility, interpersonal and small group skills, and
group processing (Johnson & Johnson, 1991).
Positive interdependence is the sense of being a part ofa team, that none can
do the job without all the others.
Pace-to-face promotive interaction is interaction with otherteam members in
an encouraging, supportive, and useful manner. Interaction often consists of
explaining, discussing, teaching, and connecting current learning with past
experiences.
Individual accountability is structure that allows for evaluation of individual performance. Individual accountability is the primary method of
avoiding the most serious problems of college-based cooperative learning:
the free rider or the sucker effect (Kerr & Bruun, 1983) and dysfunctional
divisions of labor (Sheingold, Hawkins, & Char, 1984). The free rider effect
occurs when a group member does not share the responsibility of the other
group members but receives the benefit of group membership, usually the
group grade. Dysfunctional divisions of labor occur when members of the
group do not share in all aspects of the task at hand. Some members will take
on the cognitive functions, for example, planning, researching, or writing and
other members will handle the custodial functions, for example, typing,
checking out movies, or bringing the snacks.
Interpersonal andsmall group skills are those skills necessary to function as
group members. These skills should be present in the college-age population,
but education about appropriate expectations and behavior, particularly
providing group functioning terminology, is useful.
Group processing occurs when group members examine how the group
relationship is useful and not useful in reaching set goals. Change toward
useful behavior is expected and rewarded.
The instructor must establish a structure that will allow these five components to exist. Some of the components can be taught, such as small group
skills, while others exist as part of the course structure, such as individual
accountability to explain answers or picking one paper from the group to
grade. Some components exist as an outcome of both structure and teaching,
such as group processing or positive interdependence.
Johnson and Johnson (1988) suggest that instructors begin with one
lesson, then build on it as they become more experienced in using cooperative
learning principles. The following outline was developed by Johnson and
Johnson (1988) to assist in the decision-making process required for cooperative learning:
1. Select lesson
2. Determine group size and assignment of members
3. Determine classroom arrangement and appropriate materials
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4. Explain task and cooperative goal structure to the students
5. Monitor groups.

The Introductory Course
In the late 1970s Dr. Edward Weisse, professor in the Department of
Human Services and Professional Leadership at the University of Wisconsin
Oshkosh, introduced the concept of cooperative learning to the Human
Services Program. As a teacher-educator, Weisse was influenced by ~e
cooperative learning movementafoot in elementaryand secondaryeducation
and applied the same concepts to his college class;ooms, par~cular~y the
introduction course. FollowingJohnson and Johnson s (1988) outline, WIththe
addition of individual and group evaluation, the next subsections illustrate
the use of cooperative learning in the Introduction to Human Services class at
the University of Wisconsin Oshkosh.

Select a Lesson
Cooperative learning is most useful for tasks that require conceptual
learning, divergent thinking, and problem solvin? (Iohnson & !ohn~on,1988).
This type of task characterizes much of the leammg required in an introductory course; therefore, most lessons in the introduction class were developed
using a cooperative learning format.
.
The assignments are based on (a) readings from !iuman Seroices: !he
Empowering Profession (Weisse, 1990) and An Introduction to Hum~n ServtC~
(Woodside & McClam, 1991), (b) four papers,with related presenta~ons, (:) SIX
videos, (d) three seminars that occur while students are engaged m their 30hour field requirement, (e) four group-building activiti~s: and (f) two c~p
eratively taught, and cooperatively taken, ex~ms. In addition, several assignments are purely individual: (a)journals relating to th.eagency work ~d other
professional development issues, and (b) three quizzes related to in-class
instruction.

Determine Group Size and Assignment of Members
Several factors to consider when deciding about group size include the
size of the class, the amount of time available each class period, the need for
more members to increase diversity, and the need for fewer members to
decrease confusion. The optimal number of groups for one class is thre~ to
four; one to five groups are manageable. With this number of groups, a typical
class can be managed without excessive time taken in organizati~nal ta~ks.
Group size has similar restrictions, with an optimal nu.mber of ~IX to ~lght
students. Fewer than six limits diversity; more than eight requires highly
developed interpersonal and cooperation skills ~d de~reases ~e time a~ail
able for each person. A class size of 28 students IS optimal, while class SIzes
ranging from 6 to 40 are manageable. Larger class size is more 'prob~ema~c
than smaller class size, although having enough students to provide diversity
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is always a concern. Many human service classes are appropriate for cooperative learning, many already will be using a small group format, and many
already will be a manageable size.
Assignment to groups should be made based on heterogeneity of membership. The variability of individual life experiences will increase the need
for discussion and understanding; this is a major component of the power of
cooperative learning. Assuring heterogeneity of group membership is accomplished through student self-reports. In the first session of the introductory class, students fill out a short data card providing basic demographic
information, as well as some supplementary material, such as the most
influential book they have read, what kind of jobs they have held, and where
they have traveled. They are assigned to groups using the information
supplied on these cards. Nontraditional students typically make up about
15% of each class, which usually permits at least one, and no more than two,
nontraditional student per group. Typically, fewer males are enrolled, so that,
sometimes groups may be composed of all females. Only a few groups will
have minority students.

Determine Classroom Arrangement and Appropriate Materials
The introductory class is scheduled in a large classroom with tables. This
allows members to have adequate work space yet each member has easy
access to the others. Tables are arranged so that all members can still see the
blackboard, video screen, and so on, and so that groups are close enough to
each other to be partof the whole class, butfarenoughapartnotto disturb each
other.
The type of materials needed is determined by specific lessons. Most
often the finished project consists of one product from the entire group, such
as an answer sheet or an oral report. Limiting resources, such as providing
only one instruction sheet for the group, encourages collaboration.

Explain Task and Cooperative Goal Structure to the Students
Critical to the success of cooperative learning is the strength of the
cooperative group. The five components essential to success of the cooperative group have been elaborated previously. Groups begin developing these
five components from the first exercise. Immediately following the assignment to groups, group members introduce themselves to each other through
an exercise that promotes open communication and shared knowledge about
each other.
Following the initial exercise, the groups discuss the experienceand select
representatives to report the results of their discussions to the whole class.
This format, experience-interact-report, is the standard method of inquiry for
the remainder of the semester for all material presented, whether it is reading
assignments, movies, speakers, or hands-on learning activities. In this manner, students gain primarily from their own cooperative group but additionally gain from all other groups.
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All instructors understand the importance of the quality of the experiential stimulus-the reading, the movie, or the activity. In cooperative learning,
group processing of the educational stimulus is the criticalleaming vehicle.
To use the group process effectively requires time and structure. Groups need
to be given both adequate and defined time in which to do their work. They
also need to be told what the group is expected to accomplish. Goals should
be clearly delineated, with individual and group responsibility outlined. In
the experience-interact-report methodology, the report serves as an outcome
thatiseasilyevaluated. "Youwillhave20minutestoformulateyourplanand
report back to the class." If the instructor randomly selects the reporter from
each group, it provides for additional individual accountability and encourages the group to work toward all members understanding the concepts.
Once reported, the content of that report is discussed with the class as a whole.
In this method, groups receive the benefits of input from individual members
of their own group, their group as a whole, and from other groups. They also
receive social reward through accomplishment of the task and affirmation of
this through the report component.
Feedback should be given to individuals regarding group process as well
as outcome. Johnson, Johnson, Stanne, and Garibaldi (1990) found that
individual achievement and group productivity was increased through the
use of group processing, which they defined as "a review of a group session
to describe the member actions that were helpful and unhelpful and to decide
what actions to continue or change" (p. 508). Education regarding the roles,
process, and language of group functioning helps students understand the
concept of group processing.
Four opportunities occur each semester for students to experience jigsaw
learning (Aronson et al., 1978). Fundamentally, jigsaw learning requires
individual group members to provide specific pieces of knowledge to the
group, which then assembles it into the whole. Students, individually
research and write a report on each of four topics, and the information from
the research is presented orally to the group. The four topics are: historical
figures in human services, significant others (a person important to the
student's decision to become a human service worker), social issues, and
human service agencies (a report about the philosophy and workings of the
agency where they completed their 30-hours introductory experience). While
not a true jigsaw, because the pieces are selected somewhat randomly and do
not necessarily provide a complete picture, the topical areas receive greater
coverage than if the students performed the task in isolation. In this way, they
learn from each other.

Monitoring Groups
Monitoring is at all times a balance, a compromise, between immediate
results and group development. On-task behavior, information provided,
and group process all need to be monitored continually by the instructor. In

Human Service Education. Volume 12.Number 1 • Page 42

the introduction course, in accordance with the concept of base groups
(Johnson & Johnson, 1991), socialization is encouraged. Developing camaraderie is part of the process. Typically, socialization occurs throughout the
class period in conjunction with on-task behavior. As the semester advances,
particularlycohesive groups tend to arrive early and finish late. Occasionally,
some groups need outside intervention to develop cohesiveness; for example,
one member may be chronically late or absent. It is best to let the group solve
this problem and to provide support for the process as well as the outcome.
Sometimes all that is needed is instructor's "permission" to confront the
negligent party.
Monitoring also can occur through using the instructor as a resource
person. Sometimes group members will have difficulty finding information
they need because they are not adept at using the library. Sometimes they
need help in putting particular information in context. Monitoring, therefore,
is primarily concerned with process.

Evaluation of the Individual and Group
The individual and group are evaluated in several ways. All written
reports are graded by the instructor. Oral reports, all of which include a visual
aid and a handout, are presented to the cooperative group. As individuals,
group members evaluate the quality of the presentation using specifically
defined criteria, for example, use of physical attending skills and use of visual
aid. The evaluation is confidential, and each member's response is recorded
on a separate evaluation sheet, which the presenter receives the following
week. In addition to encouraging individual responsibility, because both
written and oral report grades count toward the final grade, this provides an
opportunity for peer feedback.
The same evaluation mechanism is used to evaluate the individual's
contribution to the group. At midterm and in the last week, individual
students within each group evaluate each group member and themselves for
a value of 50 points.
While this method for providing individual accountability is useful,
students should not be expected to evaluate without having formal training.
They need to be taught and to practicehow to give feedback. Without practice,
they tend to be overly positive or negative and too general, for example, "good
job," or "everyonein the group did a good job." Egan's (1990) model has been
helpful in teaching students how to give brief, specific, kind, and useful
feedback. Nonetheless, without continued modeling and support for the
provision of feedback aimed at deficiencies as well as strengths, students will
gravitate toward the ambiguous, to the exclusion of specific, growth-enhancing feedback.
Multiple choice midterm and final examinations covering the reading
material and comprising 50 questions each are taken as a group effort. In
preparation for the examinations, each group is given a different list of
concepts (it promotes group interaction to provide only one copy of the
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concepts to each group) that, in combination with the other concepts given to
other groups, will be covered on the examination. Each group is responsible
for reviewing its concepts with the other groups. Each group is required to
prepare a large visual aid incorporating all of its concepts and to include the
page(s) on which the concepts are discussed. In a group presentation using
the visual aid, students describe the concepts and their relevance and usefulness. A frequently used visual aid is a large "tree of knowledge" with
individual "apples" containing the definition and page number of each
concept. A more detailed explanation of the concept is given verbally. Each
group provides its listof concepts to the class as a whole. At the end of the class
period, each student has a fairly comprehensive outline from which to study,
both as individuals and in groups.
On the examination day, all class members receive the same test and
record their own answers; however, they remain in their groups and are
encouraged to use the rest of the group members as resources. No outside
resources are allowed and group consensus does not have to be reached to
record an answer. In debating the answers, learning as well as testing occurs.
When grades are posted, if groups disagree with the "best answer" as given
by the instructor, they are allowed to challenge the question in writing. If the
challenge can be analytically supported as the best answer, group members
are given the points for that question. This provides an opportunity for
continued learning. The group is forced to examine the process by which the
answer was selected as well as the information by which the answer was
determined. The focus continues to be on group process and individual
contributions toward meeting a shared goal.
Although group examinations in the introduction class traditionally have
been multiple choice with other assignments devoted to essays, essay examinations could be used for the midterm and final. In that case, a single written
response from the group would be required.
The final day of the course consists of a"celebration of learning" that has
been planned by the students. During this time, it is evident that the students
have progressed academically and interpersonally. The feedback from the
students has been positive. Use of cooperative learning in the introductory
course, in particular, sets the stage for the remainder of the human service
curriculurn.

Conclusion
Cooperative learning has proved a useful ed ucational tool in the Human
Services Program at the University of Wisconsin Oshkosh. While the documented improvement in achievement first made this approach attractive to
educators, its utility goes beyond this important dimension. Cogan and Wood
(1987) report that the purpose of human service education is to provide
students with "information about the field they will work in, skills with which
to work, and direct experiences" (p. 6). Woodside and McClam (1991) report
that "human services is not just a set of techniques, but rather a combination
of skills within the context of personal interactions" (p. 13). If so, then the
practice of cooperative learning is truly a human services approach to education. Through cooperative learning human service students receive hands-on
experience as effective communicators, group members, and team players. By
providing an opportunity for our students to take charge of their own
learning, we help provide them with practice in the basic human service
values of collaboration and empowerment.
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knowledge from a variety of academic areas to be effective.
Multidisciplinary cooperation and integration are essential to
ensure adequate preparation forhU11Uln service professionals. The
recognition ofhome economics as adiscipline that has much tooffer
hU11Uln service education has yet to be articulated. This article
describes the contribution that homeeconomics can make tohU11Uln
service education.
Human services in the United States has evolved to assist individuals and
communities in functioning as effectively as possible in the major domains of
living. The welfare of a wide array of Americans depends on these human
service systems for education, counseling, or other supplementary assistance.
For instance, professionals working in human services may assist differently
abled persons, low literate adults, and non-English speaking immigrants or
may intervene in problems emerging from unemployment, poverty, substance abuse, addiction, family changes, crime, delinquency, and chronic
illness.
The provision of human services is based on the prevailing American
belief that when people are provided with optimal conditions for pursuing
personal well-being, they will be better able to contribute to the common good
of society (Russo & Willis, 1986). To achieve this, the field of human services
seeks to improve accessibility to, accountability for, and coordination among
professionals and agencies responsible for service delivery (Sauber, 1983).
The need for professionals who are prepared adequately to care about and
provide these services continues to grow as the intensity of problems increases.
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The nature of the educational preparation needed for professionals in
human services is diverse and multidisciplinary given the complexity of the
comprehensive approach to helping in the United States (Orlans, 1982;Russo
& Willis, 1986). Human service professionals are generalists whose academic
preparation is built around an interdisciplinary knowledge base and the
acquisition of pragmatic skills that enable them to manage a multitude of
diverse problems. The contributions of various disciplines to human services
education, however, are often contingent on the awareness and perceptions
of those responsible for program development. If perceptions of a particular
discipline are unfavorable or contributions made by a discipline unrecognized, then the chances of that discipline being an integral part of a training
program are reduced. Such is the case with home economics.
Human service education typically incorporates research from such
areas as social work, psychology, education, and health, but rarely considers
knowledge articulated by home economists. The contribution of home
economics is often overlooked by human service professionals (Jimenez,
1990)because of either negative stereotypic perceptions,lack of recognition,
or both. Home economics was founded to enhance the quality of life through
application of educational principles and service for the resolution of significant problems concerning home and family life. This foundation is certainly
in line with the central tenets of the human services field. In fact, several of the
early human service baccalaureate as well as graduate programs were developed in colleges of home economics (e.g., Penn State and Cornell). Furthermore, the American Home Economics Association has a separate section
dedicated to "Home Economists in Human Services" to address the role of
home economists active in this field.
This article outlines the contribution home economics can make to human
service education. Although some of the coursework appears to be similar to
that offered in many human service education programs, home economics
content areas are based on ecological principles and thus offer a wholistic
paradigm for understanding contemporary home and family life issues.

Home Economics: A Wholistie Paradigm
For more than 100 years, the primary goal of home economists has been
education focused on the improvement of the domestic or private sphere.
Home economics is a knowledge system organized to deal with the philosophical and practical matters of everyday life (Baldwin, 1991;Brown, 1980).
Thus, the integration of skill building and cognitive learning is stressed in
home economics programs. Yet, home economics, as a profession, has been
undervalued because the dominant cultural paradigm emphasizes the salience of activities in the public rather than the private realm (Thompson,
1986). Human service professionals clearly must understand the interrelatedness of the private and public realms and the interdependence inherent in
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familial conditions if they are to be effective in assisting families with their
caregiving responsibilities.
Home economics focuses on practical aspects of everyday living and
offers a wholistic paradigm that encourages the integration of knowledge
rather than its fragmentation. Home economics programs encourage individuals to synthesize knowledge about housing, consumer studies, clothing
and textiles, nutrition, human growth and development, and family science
to promote a wholistic understanding of the diverse factors that enhance
personal efficacy at home and in the community. The philosophy and various
skills emphasized in home economics address many of the most important
needs of individuals and families across the life cycle. Professional training
in home economics can empower human service workers to better understand and assist families in their caregiving roles.
Home economics recognizes the impact of social, political, technological,
and economic changes on families. Accordingly, it emphasizes the preparation and monitoring of competent professionals to assist families as they
adapt to these changes. To better comprehend the contribution of home
economics to human service education, it is necessary to look at the training
provided under the various specializations within home economics. Specific
examples are presented of the educational benefits each specialization offers.

Benefits of Home Economics Content
Housing. The need for adequate affordable housing has been a perennial
problem for families. The design and availability of proper housing becomes
increasingly important in light of this fact. The human service professional
who has training in the housing specialization within home economics is
better prepared to address clients' and communities' needs for shelter.
Courses, such as "Family Housing," educate professionals about the many
psychological, economic, and social factors that impact housing needs across
the life cycle. Human service professionals with a background in housing can
articulate how cultural factors affect housing expectations and choices, and
can assist communities in planning adequate living conditions for their
residents.
Consumer studies. The specialization in consumer studies focuses on
personal finance, consumer decision making, and resource management.
This information empowers individuals and their families to maximize the
resources available to them. Home economists in consumer studies promote
family decision making and an understanding of consumer rights or issues
that specifically impact families (e.g., recognizing fraud, gaining knowledge
of product quality, and securing credible advice on personal resource management). Human service professionals with a consumer studies background
are able to assist clients with financial management and advise them about
consumer issues. They are also better able to address the discrepancy between
family income and expense, and to advocate for the support needs of families.
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Foods and nutrition. The foods and nutrition component of home
economics addresses basic nutritional requirements, safe food preparation
skills, and the provision of adequate diets for all people. Research indicates
that large numbers of families experience hunger or are at nutritional risk as
a result of a plethora of social, economic, and physiological factors (Brown &
Pizer, 1987; Physician Task Force on Hunger, 1985). Costs of food, lack of
transportation, lack of food preparation tools, ignorance of nutritional needs,
lifelong dietary habits, living arrangements, cultural factors, and social isolation all influence how well the nutritional needs of many families are met.
Families with low incomes appear to be particularly vulnerable. Home
economists teach courses, such as "Nutrition and Society," that examine
eating behavior as it is influenced by social and personal factors. In addition,
the need for nutrition advocacy, especially around issues of poverty, hunger,
food safety, and adequacy of food in government food programs, is stressed.
Developmental nutrition courses address the changes that occur in nutritional requirements over the life course. Human service professionals would
benefitfrom knowledge of foods and nutrition because it would provide them
with the ability to evaluate the impact of nutritional deficiencies and then to
encourage proper diet and nutrition behavior through education and advocacy. Knowledge and competence iscritical before assistance can be provided
on these topics. Home economics enhances human service training programs
by providing current scholarship on foods and nutrition, and an appreciation
of the interaction between diet and other life circumstances.
Textiles and clothing. Education in the area of textiles and clothing
includes an emphasis on the apparel needs of individuals and families.
Knowledge of clothing construction and textiles enhances the ability to assess
the quality of clothing, and competence in repair and care of garments.
Clothing selection often indicates a great deal about personal style and can be
a means of personal expression. A person's appearance, because it is distinctive, may contribute to the formation of stereotypes and promote discrimination (Christman & Branson, 1990; Forsythe, 1990;Workman & Johnson, 1989).
The abilities and skills learned from home economists in this area are often
invaluable to many of the people that human service professionals serve
because they may enable clients to feel better about themselves and secure
better employment or promotion.
Human development. Although knowledge of human growth and development from birth to death is addressed in human service education, it
usually is not presented in context. The home economics perspective stresses
the salience of the familial context for growth and development. Human
service professionals educated in the specialization of human growth and
development are prepared to assist individuals and families in adjusting to
the many physical, psychological, and social changes that occur across the
lifespan. For example, the necessity of dependent care is often difficult for
families to manage given contemporary demographic trends. Because most
care is given within families, human service professionals must understand
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the commonalities as well as the unique aspects of family, as opposed to
Instituttonal, caregiving for young children, differently abled individuals,
and the elderly.
Family science. The bonding and attachment within families is considerable and its significance for socialization and personal development substantial. Home economists who specialize in family science have a particular
interest in and understanding of the interpersonal dynamics and needs of
families. Human service professionals who study family science are better
able to understand that family interaction provides a unique context in which
complex and intriguing relationships develop (Beutler, Burr, Bahr, & Herrin,
1989). Furthermore they appreciate the salience of studying issues and
problems from a family perspective rather than the individualistic approach
used in psychology or the societal approach employed by sociologists (Burr
& Leigh, 1983). The strengthening and preservation of families has always
been of utmost importance to the mission of home economics programs.
Courses such as "Family Problems" and "Family Life Education" have been
designed to examine both remedial and preventative orientations from a
family perspective.

Implications for Human Service Education
One of the strengths of human service education is the recognition of the
diversity offered by scholars in different areas of study and the incorporation
of their expertise within the professional preparation of human service
workers. Unfortunately, the territoriality and lack of cooperation between
departments and disciplines within many universities and colleges often
precludes this exchange and does little to prepare students for the complicated social worlds to which they return upon graduation. Human service
educators and home economists, through cooperation and collaboration, can
present to their students not only the most current research but a model for
professional interaction so vital to effective practice.
Working together alleviates some of the pressure from extensive curricular demands. For example, instead of separately developing courses that are
potentially redundant, specific courses offered in home economics units
could serve human service education as well. And vice versa. This collaboration between departments or programs is attractive to administrators especially during tough fiscal times. It is an effective use of extant human
resources and scholarly expertise. In addition, the exposure to different
perspectives benefits students. However, if a particular institution does not
have a college or department of home economics, then the ecological perspective may be introduced by human service educators once they realize its
contribution.
The profession of home economics emphasizes the complex interdependencies that sustain intricate human environments. The ecological perspective central to home economics research and ed ucation provides a unique and
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important contribution to human service education. Human service professionals, using the wholistic paradigm articulated by home economics, recognize the importance of considering not only individuals but the various
support systems (e.g., families, neighborhoods, and communities) within
which they live.
In conclusion, home economics has a valuable contribution to make to
human service education because it is a discipline wholly concerned with
integrating the skills and knowledge necessary to enhance the life experiences
of individuals and their families throughout the life cycle. Home economics
recognizes the impact of issues from the private, domestic realm on the
individual's ability to make positive changes in other spheres of activity. If
human service professionals are to be prepared to assist others, not only with
issues that arise in the public arena but with the multiplicity of mundane and
routine tasks of daily living as well, then the inclusion of home economics
coursework in their professional preparation and continuing education is
essential. The people who eventually may request the assistance of human
service professionals will be the primary beneficiaries.
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BRIEF NOTES

1993 Annual
Conference
The annual fall conference of the National
Organization for Human Service Education will be held October 7-9, 1993, in
Cincinnati, Ohio. The conference title is
"Continuum of Excellence: Didactic and
Experiential Human Service Education."
For more information about the conference, contact Wm. Lynn McKinney, College of Human Scienceand Services, University of Rhode Island, Kingston, RI
02881. Phone: (401) 792-2244.

[-----Innovation in Times of Fiscal Crisis:
Rotating Through H.5. 101
Tricia McClam and Robert F. Kronick

Capsule Statement: Rotation, a form of team teaching, has
several benefits and disadvantages forfaculty and students. This
article describes the experience of three faculty members as they
planned, implemented, and evaluated a rotation format in three
introductory human service sections asawaytorespond todiminishing resources.

Introduction
Budget constraints and diminishing fiscal resources in colleges and
universities characterize higher education today. One way to counteract
diminishing resources is through team teaching. Typically, team teaching
means that instructors work together throughout the term, with all participating in instruction (Flanagan & Ralston, 1983). A second approach, a rotation
format, has instructors teach all sections of a particular course but only for one
portion of the term (Ware, Gardner, & Murphy, 1978). Advantages of the
rotation format include decreasing heterogeneity, facilitating the presentation of a variety of perspectives, and attracting faculty to teach the course.
Evaluation of this approach by faculty and students indicates that, while
faculty are enthusiastic and repeat the experience, some students express
difficulty adjusting to the changes in instructors and feel that their instructors
do not know them (Morlock, Gaeddert, McCormick, Mertens, Shaffer, &
Zandi, 1988).
When faced with two recent budget impoundments, a frustrating lack of
resources, and declining fiscal support, the Human Service Education faculty
at The University of Tennessee, Knoxville, introduced a rotational teamteaching method in the Introductory Human Service course. This method
allowed them a more focused, time-saving preparation, an opportunity to
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develop more fully and creatively one unit of study, and increased time for
other scholarly pursuits.
During spring semester 1991, three sections of the introductory human
service course were offered. The instructors assigned to these sections agreed
to use An Introduction toHuman Services (Woodside & McClam, 1990)as their
basic text and to select one of the three parts of the text as their unit of
instruction. On a five-week basis, each instructor then rotated through each
section and taught that unit of study. Topic order was the same across
sections, but each section began at different points in the order. The order for
Section 1 was a, b, c; Section 2, b, c, a; and Section 3, c, a, b. Instructors followed each other consistently, allowing for smooth transitions.
The purpose of this article is to share that scheme with other human
service educators and to provide a look at the goals of the scheme, its
implementation, and faculty and student evaluations of the process.

Goals
The instructors developed several goals that guided their rotation experience. One goal was to expose students to different human service faculty and
perspectives. Research suggests that human service faculty identify themselves by their academic preparation rather than as human service educators
(McClam & DeVoe, 1982). This is the case with this faculty. Perspectives
represented by the three faculty members are counselor education, human
development, and sociology. Faculty also embody different vocational
experiences and varying research involvement.
A second related goal was that this experience might be a more effective
recruitment tool than a single instructor in one course section. Concern about
the number of majors increases as enrollment in the major declines. In 1987
the program served 87 majors; presently there are 45 majors (Department of
Special Services Education, 1991). The instructors thought that wider appeal
would result from the diversity of instructors, teaching styles, texts, and
personal interactions with students.
A final goal was to enable faculty to concentrate their efforts on developing and refining one unit of the course. This was possible through the reduced
number of class preparations for each instructor for this one semester, that is,
each taught the same unit to the three course sections. Each instructor had
taught the course for a minimum of 13 years. Throughout that time faculty
had tried various other schemes including team teaching, evening courses,
dividing courses, and joint class meetings of all sections. The rotation idea
was new to them and offered diversity in terms of students, class times, and
opportunities to try differentteaching strategies. Other benefits included less
time in course preparation and more time for other scholarly activities.
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Implementation
At the beginning of the semester, students in all sections received a onepage syllabus that described the course and its objectives, introduced the
faculty (names, office numbers, and office hours), and explained the rotation
scheme. The grade for each unit was one third of the final course grade. In
addition, as faculty rotated to a new section, they provided students with a
detailed five-week syllabus, specifying reading assignments, quizzes, tests,
and other activities.

Evaluation
Eighty of the 114 students enrolled in the three sections evaluated the
rotation scheme. They were asked to consider the scheme rather than its
instructors. Each student indicated how they liked having three different
professors for one course, what they liked and didn't like about the rotation,
and any suggestions. Sixteen did not like it, 41 thought it was okay, and 23
thought it was great. Variety seemed to be the most well-liked aspect of the
system. Students singled out the different views of professors (30), the
different teaching styles (16),and exposure to the three human service faculty
(6)as the most positive aspects of the scheme. Several students also explained
that this system "breaks up the semester" and "you aren't stuck with one
instructor." Others believed that "Some students were able to relate better to
one professor than another" and "We got a chance to do better or to try to
improve with each new teacher." Twenty-five students described it as a
"more exciting course" that "kept my interest."
Students did not like adjusting to different instructors (19). For example,
"one gave lots of notes, one didn't give any, and the other is in between."
Specifically, the differing expectations (14), particularly regarding grading
(13), seemed to be a major problem for students. Comments, such as
"inconsistency of instructors," "unequal workload," "too much material in
five weeks," "seemed that each person tried to cram a semester's worth into
a five-week period," and "inconsistency in testing and grading," were frequent. Students also offered lengthier explanations: "Once you get used to
an instructor, they left and you had to get used to a different one." "One
instructor gave one test, one had two papers, and the other didn't have
anything." Five students mentioned the lack of continuity and repetition that
occurred. They cited "no flow from one teacher to the next" and "time lost by
new introductions, course outlines."
As expected, most suggestions focused on grading. There needs to be
"agreement on grading," "one syllabus so you know the expectations at the
beginning of the course," and "no papers." There were 5 suggestions for more
coordination, and there were also specific suggestions for "one course/one
professor" (5), "one syllabus for all sections" (3), and "maybe two could
rotate" (2).
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The faculty were divided on repeating the scheme, and each had different
likes and dislikes. For example, one benefitted from the limited amount of
preparation time, another liked having three different groups, and the third
liked the short five-week unit. One faculty member thought teaching the
same unit three times was boring, and another, who encouraged class participation, didn't like following a lecturer. One faculty member is eager to try the
scheme again, and the other two are undecided.
It is clear that this scheme successfully allows students to experience
different perspectives on course material and offers diversity of instructors
and instruction. As a recruitment tool, however, the scheme is questionable.
Certainly it appeals to some students, while others find it too much of an
adjustment. The number of students declaring human services as a major did
not increase. What we learned from this experience is that ifwe do try it again,
we must improve our coordination of the scheme to establish equal requirements for each unit, more consistent grading policies, and continuity of
subject matter. Perhaps these changes will assist us in more successfully
reaching the goals for the scheme.
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BOOK REVIEWS
Outreach with the Elderly: Community
Education, Assessment, and Therapy
by Bob G. Knight
New York University Press, 1989, 166 pp.

Review byJoel See
In an era when issues of quality, access, and cost of care for the elderly
present themselves daily in American society, one looks eagerly to books that
address these problems and, particularly, to books that offer the promise of
new approaches to solving them. Such a book is Outreach With the Elderly by
Bob G. Knight, a relatively brief volume, but one that has much to offer
educators, students, and practitioners who are concerned with mental health
programs for the elderly. Essentially the book describes the formation and
functioning of a community mental health outreach team in Ventura County,
California, that included a geropsychologist coordinator (Knight), a mental
health nurse, a clinical social worker, a consulting psychiatrist, and clerical
support staff. The services offered by the team include assessment, psychotherapy, and mental health and aging education.
The book begins with a review of the state of knowledge and beliefs about
elderly mental health, the rates of use of mental health services by older
adults, the possibilities for therapy with the elderly, and the network of
services available to them. This careful and critical review provides the
conceptual foundation for the team approach and the strategies developed to
overcome barriers to usage by the elderly. Chapter 2 specifically covers the
roles of team members. Especially interesting here is the author's discussion
of the unique dynamics of the geriatric team, dynamics that flow out of the
fact that the complex nature of the elderly person's problems necessitates that
team members be from different disciplines. Very useful suggestions are
given for making such teams work.
The first two chapters reveal much of the spirit of the author and the team.
After reviewing the literature on barriers to service for the elderly, the author
takes the next step and asks what can be done about them. The author is able
to stand away from a possible issue like therapist bias against working with
the elderly and say, in effect, "If this exists, what can be done about it?" This
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attitude pervades the book and gives it a tone that is at once very optimistic
and very realistic.
Chapter 3concerns the home assessment visits that are the cornerstone of
this outreach program. Standard approaches to this task are discussed along
with the Ventura team's own Senior Outreach Status Assessment. Seven of
the 17 pages in this chapter are devoted to case examples that illustrate
assessment issues (e.g., differentiating between dementia and depression).
The cases bring these issues to life for the reader.
Chapter 4 includes excellent practical discussions on therapy with the
elderly. While acknowledging that"...there is nothing to suggest that different skills or different therapeutic techniques are necessary with older people"
(p. 59),the author provides specific suggestions for overcoming inhibitions to
using therapeutic skills that therapists may carry because of stereotyped
perceptions of older people. The special considerations involved in doing
therapy in the client's home also are discussed, as are the effects on the
therapist of constantly working with people who are dealing with late life
issues. Again, practical solutions are provided.
Chapter 5 discusses the education function of the team. This is directed
toward education of potential clients and referral sources about the psychological problems of the elderly and about the appropriateness of psychotherapy for some elderly. The chapter lists and describes 11talks that outreach
team members can use to educate communities about these subjects.
Early in this book the author states that "There is so little known about
mental health and aging at this point that the ability to analyze our own efforts
has been highly important in [the team's] development" (p. 32). Chapters 811 are reports of the team's research efforts on such subjects as attitudes of
psychotherapists toward the elderly, factors influencing therapy outcome,
and general assessment studies of the team's work. The close integration of
clinical work and research isa model effort and one that is all too often lacking
in the human services.
This book is well-written throughout. Individual chapter sections are
brief and to the point. The reader is always clear about where the author is
going with a particular chapter or section. The transitions from one chapter
to the next are smooth, making the book a nicely integrated whole. The
chapters on research are presented in research journal format, and, while
this deviates from the style in the rest of the book, it is a concise way to present
the designs and results of these studies.
All in all, Outreach with theElderly is exceptional in its clear presentation
of a team outreach effort that guides its own development with empirical
research. In doing this, it overcomes barriers to the use of out-patient
psychological care by the elderly. Its many practical solutions make it useful
to clinicians and human service students. Its realistic optimism will make it
invaluable to educators seeking to inspire students about the worth of
innovative, research-guided efforts in mental health and gerontology.
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Finally, human service policy makers would do well to be acquainted with
treatment programs such as this that bring together the best of conceptualizing and clinical skills in meeting the mental health needs of the elderly in our
communities.

Joel See is associate professor ofsociology at theUniversity of New England.
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Science and Inquiry in
Social Work Practice
by Ben A. Orcutt
Columbia University Press, 1990, 315 pp.

Review by Leona Phillips
In this book, a careful and reasoned argument is made to persuade social
work educators and practitioners that the methodologies and strategies of
research have a legitimate and important role for the practitioner. Orcutt
likens the social work practitioner to a scholar-scientist asking hypothetical
questions and making scientific assessments that are guided by a disciplined
and systematic curiosity. While there are a vast number of theoretical
approaches to practice, Orcutt stresses a "lack of a unified knowledge base"
(p. 17) in the field of social work and encourages practitioners to consider the
advancement of knowledge in the field as part of their contribution to good
social work practice. Measures of effectiveness, context analyses, and relevance are offered as arenas for research.
Part of the book is devoted to an abbreviated review of western philosophic traditions so that practitioners will understand that scientific inquiry
is grounded in assumptions and strategies taken from an historical context
and that the variety in that heritage can guide research in several fruitful
directions. This section is particularly useful for students whose background
in the liberal arts has been spotty. Although acknowledged to be a somewhat
quick overview, he has provided the reader with citations to additional
material.
Philosophical debates have dogged our past and continue to challenge
our present and as such are useful springboards for ideas. In the text Orcutt
describes how there is room in scientific inquiry for contributions from many
perspectives and encourages practitioners to pluck and try out a variety of
paradigms and methodologies. While Orcuttnever says so directly, I wonder
if he is not also concerned about mechanistic or dogmatic practice without
context relevance. If so, Orcutt's call for inquiry and expanded scope contribute a very important piece to social work educational processes.
It is clear that if practitioners were trained to consider a "research" mode
as part of their practice, the knowledge base of the field would expand. Direct
access to data from a skilled practitioner would be very valuable, and
likewise, as Orcutt says, practitioners could enhance their own practice by
such habits. In short, what is being advocated for is a consciously scientific
approach to practice.
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The book also contains information on the development of curriculum for
advanced social work education and tracks how doctoral work in the field
originated. Briefly, it focused first on administration and policy, then evolved to issues of leadership and curriculum-refinement-related topics. Notably absent was advanced work in direct practice as it related to scientific
inquiry. Orcutt indicates that the field became a prisoner to discipline areas
and thus lost the fertility of a cross-disciplinary approach as presented and
modeled in this book.
The book concludes with cases studies (exemplars) of Orcutt's proposals
in operation. This section of the book is one that relational-type thinkers will
find easiest to grasp as the bulk of the book tends toward a paucity of concrete
examples. Perhaps Orcutt has made a choice to keep the book modest in
length and to the point.
The book would be most useful for educators and for students entering
advanced practice. The bibliography is quite comprehensive and, in itself,
worth the price of the book!

Leona Phillips is anassociate professor at theSchool ofHuman Services, Springfield
College, and academic programs coordinator at theSpringfield siteof theschool.

Human Service Education. Volume 12.Number 1• Page 64

Human Service Education
Volume 12, Number 1: pp 65-66

Group Work with Older Adults
Ronald W. Toseland
New York University Press, 1990,221 pp.

Review by Sarah E. Pierce and Zane Knoy
The author's background includes an impressive blend of theoretical
knowledge and clinical skills that clearly demonstrate an in-depth knowledge
of the subject areas: group work and the older adult. His choice of a title, Group
Work withOlder Adults,presents readers with an accurate picture of what they
can expect to find in this book. Toseland brings these subject areas together
in an informative and pragmatic presentation.
This book is divided into two distinct sections. Part 1 contains an
overview of information on the targeted population, including a historical
perspective of group work with the older adult, a variety of skills necessary
for facilitating therapeutic group dynamics, leadership and co-leadership
skills, and a practical section on forming and facilitating groups during the
planning, beginning, middle, and ending phases of their development.
Part 2 focuses on the methods and skills needed to work successfullywith
support groups; therapy groups; social, recreational, and educational
groups; as well as service and advocacy groups. The reviewers were particularly impressed with the author's inclusion of an entire chapter on "Group
Work with Family Caregivers of the Frail Elderly." This population seems to
be neglected in muchofthe gerontologicalliterature. Toseland covers the area
in a comprehensive and sensitive manner.
Toseland's offering appears to be of most benefit as a text for formal
gerontology classes, with a small attempt to reach the practitioner. In our
opinion, the experienced practitioner seeking in-depth information on specific therapeutic interventions may be disappointed. For example, the author
presents a limited amount of information on Remotivation Therapy or Reminiscence and life-review activities.
This text must be compared to our standard choice, Working with the
Elderly: Group Processes and Techniques, by Irene M. Burnside, 2nd edition,
Jones and Bartlett, 1986. Burnside's use of various authors with specialties in
their fields offers the reader more in-depth information. For example,
Burnside offers 17pages on Remotivation Therapy, Toseland offers less than
2 pages. Some of our concern about the book may be because it is part of a
series in Clinical Gerontology, and, therefore, it may not be expected to give
the kind of detail that Burnside gives in her book on group work with the
elderly.
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A major shortcoming of this book is its briefcoverage of anticipatory grief,
loss, and bereavement issues. The author does state that is is "essential for
practitioners who work with older adults to become thoroughly familiar with
the process of grief." Some general information is given; however, Toseland
does not follow his usual pattern here of helpful and extensive references to
support further reading and research into this crucial and growing field of
study. His major reference is Kubler-Ross' work, On Death andDying(1969),
and he summarizes the five stages identified in her ground-breaking work
with the terminally ill. This information is helpful as a starting point, but a
more detailed discussion on active grief models (specifically developed and
field tested for working on loss and bereavement issues) would have greatly
added to this discussion. Just a few examples of the excellent resources
available in the field for further research are E. Kindemann's seminal work,
"Symptomatology and Management of Acute Grief," American Journal of
Psychiatry (1944); W. Worden's four tasks of mourning, Grief Counseling and
GriejTherapy, (1982,1991);T. Rando's Loss andAnticipatory Grief(1984); and P.
Silverman's Widow to Widow (1986).
We were impressed with the author's approach of engaging readers in
doing further research in the specific fields of interest. His numerous
references and notations in the text seemed like words of gentle encouragement to the reader to continue expanding upon and strengthening their
present knowledge base and clinical skill levels. For example, by reviewing
the extensive references, readers could easily trace the historical foundations
of group work with the elderly in a variety of different settings or particular
specialties.
Toseland's style of writing is clear, coherent and very conducive to
learning. The tone is comfortable, relaxed, and respectful. For example, he
shows a sensitivity in this work to the "frail older" or the "old-old" that would
only be found in a person well versed and comfortable in both research and
clinical settings. If you are looking for a book with practical information,
presented in a clear forthright manner, then this book is for you. However, if
you are a practitioner seeking a detailed discussion or critical analysis of
specific theories, then you may want to consider other sources.

Re7{iewed collaboratively by Sarah E. Pierce, adjunct faculty, and Zane Knoy,
assistant professor, both at the School of Human Services, Springfield College,
Manchester, NH.
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Guidelines for Authors

.Human Seroice 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: a) articles, b) brief notes, and
c) critical reviews of instructional materials and scholarly books of interest to
human service educators.
The following instructions apply to all three types of submission:
1. 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.
2. Manuscripts should be typed in 12-point type with 1.25-inchmargins
on all four sides. Ail material should be double spaced, including
references, all lines of tables, and extensive quotations.
3. All materials should conform to the style of the current edition of the
Publication Manual of the American Psychological Association.
4. Avoid footnotes wherever possible.
5. 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.
6. Figures (graphs, illustrations) must be supplied as camera-ready art.
Figure titles should be attached to the art.
7. 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.
8. Check all references for completeness; make sure all references
mentioned in the text are listed in the reference section, and vice
versa.
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Guidelines for Authors

9. Manuscripts are edited for consistency of grammar, spelling, and
punctuation. In some cases, portions of manuscripts may be reworded for conciseness or clarity of expression.
10. Manuscripts are accepted for review with the understanding that
they represent original work and are not under review by another
pubiication.
11. Ail manuscripts must meet the specifications detailed above or they
will be returned to the authors before review for publication.
The following are additional directions for each type of submission:
1. Articles. Ordinarily, manuscripts for articles should not exceed ten
(10) typed pages. Following the title page include an abstract of not
more than 100words. This statement should express the central idea
of the article in nontechnical language and should appear on a page
separate from the text.
2. 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.
3. 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: Anita Runyan,
Human Services Department, University of Oregon, Eugene, OR 97403-5220.
Phone: (503) 346-3813.
Inquiries about subscriptions and production should be directed to Rob
Lawson, Everett Education Center of Western Washington University, 801
Wetmore Avenue, Everett, WA 98201. Phone: (206) 388-9438 or
FAX 258-6257.
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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
strengtheninghuman service ed ucation programs at the associate, bachelor's,
master's, and doctoral levels.
The current purposes of the organization are: a) to provide a medium for
cooperation and communication among human service organizations and
individual practitioners; b) to foster excellence in teaching, research, and
curriculum development for improving the education of human service
delivery personnel; c) to encourage, support, and assist the development of
local, state, and national organizations of human services; and d) 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 careprofessionals, and administrators. Benefitsof membership include a subscription to
Human Seroice 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 NOHSE and provide additional benefits to their members; they include the New England Organization
of Human Service Education, Mid-Atlantic Consortium for Human Services,
Southern Organization for Human Services, Midwest Organization for Human Service Education, 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). 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 Douglas Whyte,
Community College of Philadelphia, 1700Spring Garden St., Philadelphia,
PA 19130-3991. Phone: (215) 751-8533. Other correspondence should be
addressed to Franklyn Rother, NOHSE president, Brookdale Community
College, Newman Springs Rd., Lincroft, NJ 07738. Phone: (908)576-1643.
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