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A Survey of Human Service Educators:
Perceptions of the Past and the Future
Marianne Woodside, Tricia McClam, and Kellie McGarrh

Abstract: This article presents the results of a 1992 survey of
National Organization for Human Service Education members.
Demographics, position responsibilities, job tasks, andprofessional
development are compared with the1982 results ofasimilar survey
provided by 243 human service educators. Perceptions of thepast
decade and thefuture of human service education also are presented.

Introduction
Ten years ago 610human service educators in the United States identified
from the Directory of Education and Teaching Programs for Paraprofessionals in
Mental Health/Human Services, the Directory of Associate and Baccalaureate
Degree Programs in MentalHealth and Human Services, and the membership of
the National Organization of Human Service Educators were surveyed about
demographics, position responsibilities, job tasks, academic and non-academic experience, and professional development (McClam & Devoe, 1982).
The 234 (40%) surveys that were completed sufficiently to use for data
analysis revealed a variety of individuals calling themselves human service
educators. Not only did respondents represent a wide range of academic
programs in their present positions (human services, mental health, social
work, education, and psychology) but previous academic preparation, vocational experience, and licensure/certification also revealed involvement in
numerous disciplines. For example, terminal degrees at the masters level
(50% of respondents) included social work/ social welfare (42%),psychology
(23%), guidance/counseling (22%),education (11%),sociology (7%), human
services (4%), public health (4%), nursing (2%), gerontology (1%), and other
(6%). Of the 127 respondents who reported licensure or certification, there
were 35 social workers, 30 psychologists, 26 teachers, 23 counselors, 12
registered nurses, and 1physical therapist. This variation among respondents
Human Service Education • Volume 13, Number I' Paae2
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identifying themselves as human service educators was the most outstanding
result of the study and reinforced the conception of human services as a
collection of services designed to deal with individual and group problems of
psychological or social survival.
During the decade of the 1980s, a number of changes occurred that have
solidified the field of human services. These include the appearance of a
number of human service textbooks by human service educators (for example, Mehr, 1988; Schmolling, Youkeles, & Burger, 1989; Woodside &
McClam, 1990), continuing efforts to increase the number of human service
programs approved by the Council for Standards in Human Service Education, and a stronger national organization that supports the publication of an
annual refereed journal and a quarterly newsletter. Increasingly, terminology
refers to beginning or entry level human service professionals rather than
paraprofessionals or human service workers.
Because of the changes that have taken place since the 1982 survey, it
seemed appropriate to once again survey human service educators to update
their profile. It was also an opportunity to ascertain their perceptions of
human service education in the past decade and to explore their ideas about
the future of human service education. The purpose of this article is to present
the results of the 1992 survey, to offer a comparison with the 1982 survey
results, and to discuss the implications of both studies.

Methodology
The current professional membership (n = 188)of the National Organization for Human Service Education received the 1992 surveys. Although this
?roup is much smaller than the 1982sample, they were targeted as the sample
in the current study for the following reasons. First, these individuals clearly
identify themselves as human service educators by their membership in the
national organization, and their position/program titles confirm their identity. Second, no new directories of human service programs or faculty have
been compiled or published since the 1982 survey. Pinally, this study was
conceived not as a duplication of the 1982 survey but as an effort to provide
a profile of human service educators who are members of the national
organization. For this purpose the study was supported by a professional
development grant from NOHSE. Any comparisons, then, are limited by the
differences in samples.
The surveys in each study were identical and were designed to examine
the following questions:
1. What disciplines are represented by human service educators?
2. Do human service educators have previous agency experience? If so,
what positions and responsibilities have they had?
3. What are their present academic ranks and responsibilities?
4. In what professional organizations and activities do human service
educators participate?
Human SeNiee Education' Volume IS Number 1 • Page 4

In addition, the 1992 survey asked respondents to list the most significant
developments in human service education since 1982 and to describe their
perceptions of the challenges facing human service education in the next 10
years. Responses were analyzed in an effort to identify conunon themes in
participants' perceptions of human service education. Each comment appears
in only one category. Individual themes are presented according to the total
number of responses comprising them from greatest to least.

Results
1992 Survey Results
The 64 usable responses (34%) were evenly divided between males and
females. They have earned doctoral degrees (54%), master's degrees (43%),
and baccalaureate degrees (3%)in related fields. Certification/licensure areas
reported by 61 respondents included counselor (30%), social worker (26%),
teacher (16%), psychologist (10%), and nurse (6%). Participants reported a
variety of previous work experiences at mental health centers; children,
youth, and family agencies/ organizations; schools; private practice; public
welfare/social services; hospitals; and rehabilitation settings. Eighty percent
indicated professional experience in providing direct services to clients.
Of those responding, 87% are employed full time as human service
educators at various academic ranks. They are primarily engaged in advising
(91%), undergraduate teaching (87%), field coordination (70%), administration (67%), and recruitment (49%). Other activities are graduate teaching,
scholarship, consultation, and committee work. In addition to membership in
NOHSE, these human service educators are active in a number of other
professional organizations: National Association of Social Workers/Academy of Certified Social Workers (31%), American Counseling Association
(19%),National Education Association (17%),American Psychological Association (9%), and other (43%).
These results are very similar to those of the 1982 survey where the
majority of respondents were full-time educators (95%) and terminal degrees
were master's level (53%) and doctoral level (38%). Areas of licensure/
certification were similar although social workers (27%),psychologists (24%),
and teachers (21%) dominated the 1982 survey. Previous work experiences in
human services also were varied and included both administrative and direct
service positions.
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Table 1
A Comparison of 1982 and 1992 Survey Results
1982*
234 (40%)

1992**
64 (34%)

Degrees
Doctoral
Masters
Bachelors

38%
50%
12%

54%
43%
3%

Certification / Licensure
Counselor
Nurse
Psychologist
Social Work
Teacher
Other

18%
9%
24%
27%
21%
1%

30%
6%
10%
26%
16%
12%

Return Rate

"n = 610
**n = 188
As human service educators, 1982respondents had the following responsibilities: undergraduate teaching (60%), administration (29%), field coordination (25%), and graduate teaching (24%). These percentages are markedly
different from the present study where the percentages are greater and
advising is dominant. Recruitment appears to be an added responsibility for
almost half of the respondents.

Perceptions: The Past
Among the themes that emerged from responses concerning the most
significant developments in human service education since 1982 were issues
concerning society and social programs, academic issues, issues of professional recognition and identity, the status of professional organizations, and
issues involving certification, accreditation, and licensure.

services in correctional facilities, the AIDS crisis, and the provision of professional liability insurance. Of the 29 respondents in this category, five expressed concern about budget cuts and reduced federal funding in social
programs during the Reagan Administration.
Academic Issues. Twenty-eight responses related to specific education
programs or more general academic matters. For example, respondents
viewed the maintenance of multidisciplinary faculty in universities as a
significant development since 1982and noted the movement toward specialty
areas within generalist programs. They also reported "more comprehensive
and rigorous training programs" along with "more suitable texts" as improving preparation for the job market.
Issues of Professional Recognition and Identity. Twenty-one responses
constitute this category in which participants cited the growth of a professional identity with an "emphasis on professional status," "recognition of
human service professionals," and the "inclusion of the title of Human Service
Worker in the Federal Job Titles." This last development added an element of
credibility and is considered an important aspect in the development of the
profession. Further, the viability of human services as a major through the
establishment of bachelor's as well as master's degree programs is seen as
essential in strengthening the professional identity of the field. In the last ten
years these developments have contributed to a "more cohesive understanding" of the term "human services."
The Status of Professional Organizations. Of relevance to 12 respondents were issues regarding the status of professional organizations since
1982. Most of the respondents' concerns in this area were the development
and strengthening of both national and regional professional organizations in
human service education. "Increased cooperation" between these organizations is considered a notable development as well.
Issues of Certification and Approval. Although some of the 12 responses
in this category expressed concern over loss of certification of human service
workers, most conclude that the development of program standards, consistency, and focus on outcomes were of paramount importance in the field.

Perceptions: The Future

Issues concerning society and social programs. Within the social context,
increased concern for multicultural issues appeared in 8 of 29 responses.
According to one respondent, the "new appreciation and awareness of
cultural diversity is incredibly important." The need to "adapt practices to a
culturally diverse client population" and the addition of university courses
that teach strategies for dealing more effectively with cultural diversity also
were considered significant. In addition, 16 responses mentioned developments within the social context, such as the focus on family and family
therapy, the increase of elderly people in our society, progress in the treatment
and prevention of alcohol and drug abuse, the addition of mental health

Many of the significant developments in human service education in the
past 10 years are also considered by participants to be the challenges facing
human service education in the next decade. Participants described their
visions for the future in the following themes: social and community issues;
professional recognition and identity issues; funding problems; academic
issues; and negative working conditions.
Social and Community Issues. Respondents expect multicultural issues
to continue as a challenge for human service education. The words of one
respondent, "how to deliver quality services to a culturally diverse client
population," reflected a sentiment shared by six of the 24 participants concerned with social and community issues. In the words of another, efforts to
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incorporate a multicultural perspective into human service curricula will
"make the academic setting more realistic."
In addition to multicultural concerns, the remaining 18 respondents
described major challenges created by increasing violence, gangs, the AIDS
crisis, juvenile delinquency, bigotry, homelessness, and various family crises.
One respondent characterized the greatest challenge as dealing with "social
upheaval in all major institutions: How to educate for the Third Wave."
Several respondents called for a greater emphasis on community development as a vehicle for handling basic social problems and challenging communities to provide opportunities for all citizens in the future.
Issues of Professional Recognition and Identity. Twenty-one respondents viewed the area of professional recognition and identity formation of
human service educators as a greater challenge for the future than for the past.
Not only did respondents express the need to recognize the distinction
between human services and social work but they also stated that recognition,
both societal and professional, is necessary for the future of the field in
general. The articulation and strengthening of an identity are considered real
challenges to the field in the next ten years.
Funding Problems. Concern about funding and budget cuts as future
challenges for human service education was expressed by 15 participants.
According to them, the federal government has funding priorities in areas
other than education and social programs. The challenge lies in "maintaining
program viability/integrity" while "adapting to economic retrenchment"
and its impact on future progress.
Academic Issues. Thirteen respondents saw challenges in academic issues, such as the expansion and flexibility of programs to meet a greater
variety of needs while assuring that future programs are"sound" and "solid."
Adhering to academic standards also is considered a challenge for human
service education.
Negative Working Conditions. Nine respondents cited the problems
inherent in dealing with negative conditions that besiege a "devalued"
profession. The response of a single participant captures the general viewpoint that a great future challenge lies in "adequately preparing our students
for the typical pattern of high stress, large caseloads, low pay, low job security
all too common in our field."

Conclusion and Recommendations
It is difficult to compare the 1982 responses from the human service
educators surveyed with the results of those surveyed in 1992. As stated
earlier, the 1982 sample was generated from several general human services
compilations, and only 29 percent had membership in NOHSE. The 1992
sample was limited to faculty members of NOHSE. In spite of this limitation,
it can be noted that demographic data and academic and non-academic
information from the 1992 survey indicate that human service educators
Human Service Education' Volume 1:1 Number 1 • Page 8

continue to be a diverse group. They represent a variety of academic disciplines, degrees, certifications/licensu~es,past work experie~ces, a.nd. p~ofes
sional affiliations. This diversity continues to support the interdisciplinary
nature of human services preparation and is perceived by members of
NOHSE as a strength. This diversity was also characteristic of the responses
to the 1982 survey.
. ...
The major difference in profiles relates to responslbl!ItIe~ as h~man
service educators. Teaching, administration, and field coordination are Identified by both groups as primary responsibilities although the percentages in
the 1992 group are higher. The other differences in the 1992 group were the
prevalence of advising (91%) as a responsibility and .~e identification of
recruitment (49%) as a major responsibility. The competition for students and
the cutbacks in higher education budgets may account for these differences.
Respondents relate the significant developments in the. 1980s to their
perceptions of challenges for the 1990s. For example, perceptions of the past
included many issues concerning society and social programs. One that was
particularly evident was a concern for ~ulti~ultural issues. This co~cern
included appreciation and awareness of diversity, a need to adapt practice to
reflect a diverse client population, and the addition of courses that reflect the
need for more understanding about diversity. Perceptions about the future,
as they relate to social and community issues, continued to focus on the
multicultural. Responses for the future focused on the more practical aspects
of coping with diversity and were manifested by the attitude that diversity is
here now and we must face it with very direct, practical responses. In
summary, the emerging multicultural issues and growing social problems of
the 1980s have become the practical challenges of the 1990s.
According to the respondents, a strong academic and professional identity is one way in which the field of human service education can best serve
the future issues of concern. These issues include major social upheaval,
serious funding problems, and negative working conditions for the human
service professional. Strong professional identity was also a theme of past
issues but manifested itself more with a concern for the growth and the
development of the profession.
According to this survey, the diversity of educators still exists in human
service education and is a defining characteristic of the profession. In spite of
the diversity of this group of educators, they articulate an agreement about
future issues that challenge the profession and society.
These conclusions lead to the following recommendations regarding
curricular and professional issues:
1. Multicultural issues are a major concern for participants in the 1992
survey. The authors believe that this concern is so prevalent that a
multicultural perspective should pervade all aspects of a human service curriculum. Addressing this topic within the structure of a single
course limits students' opportunities to explore their awareness, gain
Human servtce Education' Volume 1:1 Number 1 • Page 9

knowledge, and develop skills. Integrating diversity issues throughout
a curriculum promotes a realism that reflects the context in which
students will work. Standards for program approval, evaluation
issues, codes of ethics, and certification considerations should all reflect
the presence of diversity in the human service curriculum.
2. It is imperative that the development of the human service profession
continue. As respondents suggest, it is through the development of a
strong professional and academic identity that the field of human
service education can best address future issues in a substantive way.
This means promoting research and scholarship in human service
education to create a knowledge base for students, faculty, and practitioners. It means the adoption of a code of ethics to guide professional
behavior. And finally, it means carefully considering the question of
registration/certification/licensure.
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3. Emanating from the second recommendation is a concern about the
viability of the national human service organization. To promote visibility, improve advocacy, and strengthen links with the field, we
recommend that the organization embrace practitioners and students
as human service colleagues. The benefits in actively encouraging these
individuals to join with us are many. They include a strengthening of
identity, increasing opportunities to inform the curriculum (as well as
educators) about the realities of service delivery, and developing
partnerships in advocating for public funding, needed services, improved salaries, and a more client-centered environment in which to
deliver services. Joining forces with practitioners also will provide a
forum for a continued dialogue about the social issues, future concerns,
and academic matters that concern the human service educators who
participated in the 1992 survey.
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Professional Development Awards
The National Organization for Human Service Education (NOHSE) has established a system of professional development awards to promote the scholarly and academic development
of NOHSE members and the field of human
service education. Any dues-paying member is
eligible to apply. Deadlines for submission each
year are January 1 and September 1.
Successful proposals will address a problem
of importance to undergraduate or graduate human service education that can be investigated
through research, measurement, evaluation, or
documented trial. Examples of possible projects
include: 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 equipment not related
to an investigatory project, documented trials of
innovations, or direct payments (beyond expenses) to any NOHSE member.
Formore information, contactHarry E. Smith,
Allied Human Services, Baltimore City Community College, Baltimore, MD, 21215. Telephone
(410) 333-5455.
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Cognitive Development and
Human Service Education
Edward S. Neukrug and Garrett McAuliffe

Abstract: The ability to learn and apply helping skills may be
associated with students'capacity tothinkinabstract andcomplex
ways,which can be described ascognitive development. Thisstudy
explored therelationships among levels of cognitive development,
empathy, dogmatism, internality, age, andCPAforundergraduate
human service majors. Additionally, differences between undergraduate andgraduate students were examined. Cognitive development was found to be significantly related to level ofeducation,
age, and effectiveness as a helper, and scores approached significance onCPA. Implicationsfor training, curriculum development,
and admissions into human service programs are discussed.

Are there characteristics in some human service students that predispose
them to be more or less empathic? It has been suggested that proficiency as a
helper may be directly related to systemic personal growth (Greenwald, 1990)
and that personal qualities in the helper may be more significant than
knowledge of specific skills (Carlozzi, Campbell, & Ward, 1982). The nature
of these qualities and their responsiveness to classroom intervention present
an important frontier for human service education and research.
The focus of much research in the human service and counseling fields in
recent years has been the identification of specific attributes that are associated with effective helping (Mahon & Altman, 1977; Petrie, 1989; Rowe,
Murphy, & DeCsipkes, 1975). Often, this research has highlighted trainees'
ability to make prescribed counseling responses (Carlozzi et al., 1982;
Gladstein, 1983; Neukrug, 1980; Omizo, Ward, & Michael, 1979). One such
skill, empathy, has been shown to be a particularly crucial quality for effective
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helping (Carkhuff, 1983; Eisenberg & Strayer, 1987; Neukrug & Goddard,
1987). The ability to be empathic and to make other prescribed counseling
responses has been shown to be closely related to certain personality characteristics, such as open-mindedness, tolerance for ambiguity, and internal
locus of control (Carlozzi et al., 1982; Gruberg, 1969; Milliken & Patterson,
1967).
The demonstrated importance of these skills and personality characteristics for effective helping has led undergraduate human service programs and
graduate counseling programs to develop curricula that emphasize a systematic approach to the acquisition of counseling skills (Baker & Daniels, 1989;
Baker, Daniels, & Greeley, 1990; Neukrug & Goddard, 1987; Sweitzer &
McKinney, 1991). In that vein, textbooks and training manuals have been
developed that provide a structured approach to the attainment of these skills
(Carkhuff, 1983;Egan, 1991;Ivey, 1988).However,although this approach has
been popular and has had some success, a major limitation of skills training
has been its attempt to treat every student as if he or she were equally ready
to learn and use such skills. Lutwak and Hennessy (1982)echo this sentiment
in the following assertion:
There is an assumption underlying these models which suggests
that virtually anyone can learn to use the skills effectively.
Experience and research have indicated however, that there are
substantial individual differences in levels of mastery of these
skills. (p. 256)
To what can these differences be attributed? In recent years the hypothesis has emerged that different rates in the learning of such skills are associated with cognitive developmental differences between students (Cameron,
1984; Magolda & Porterfield, 1988; Stonewater, Stonewater, & Hadley, 1986;
Widick, 1975). Cognitive development refers to regular changes in how
individuals construct meaning from experience and is based on Piagetian
principles. A number of cognitive developmental models have been developed (e.g., Kegan, 1982; Kitchener & King, 1981; Kohlberg, 1969; Riegel, 1973).
These theories propose that students pass through a predictable sequence of
development in which more complex levels of understanding are built upon
earlier, less complex cognitive structures. These models tend to describe
stage-like movement in an individual's thinking in which the developing
person moves from concreteness and rigidity toward abstractness, flexibility,
and relativism. There is some evidence that such increases may be related to
age, education, and effectiveness as a helper (Benack, 1988; Cameron, 1984;
Magolda & Porterfield, 1988; Stonewater et al., 1986; Taylor, 1984). By understanding some of these differences, human service educators should be able
to tailor instruction to individual readiness, based on the student's cognitive
stage.
One of these cognitive developmental schemes, namely Perry's theory of
intellectual and ethical development (Belenky, Clinchy, Goldberger, & Tarule,
Human Service Education' Volume 13. Number I • Page 14

1986; Magolda, 1988; Perry, 1970), is particularly oriented toward the development of college students. The "Perry" scheme, as it is known, describes
epistemological movement through four stages. In the first stage, "Dualism,"
students view truth categorically, as right or wrong, and have little tolerance
for ambiguity. Challenges to the adequacy of such certainty bring on "Multiplicity," or as reported by some, "Transition" (Magolda & Porterfield, 1988),
in which a beginning recognition of the limits of authorities occurs. In the next
stage, "Relativism," students are able to think more abstractly, allowing for
different opinions. In Relativism, a student comes to understand that there
may be many ways of constructing reality and of defining truth. In the final
stage, "Commitment to Relativism," individuals have the capacity to maintain their relativistic outlook while also committing themselves to specific
behaviors and values that guide them. For example, the committed Relativist
may make a specific religious or job commitment while at the same time
recognizing the possibility that new information may modify that choice
(Widick, 1975).
Beginning research on the Perry scheme reveals a strong positive relationship between one's position on the scheme and the ability to make good
facilitative responses (Benack, 1988). Specifically, it has been speculated that
relativistic thought is associated with such desirable helper characteristics as
non-directiveness and tentativeness (Benack, 1984), flexibility (Basseches,
1984),use of metaphor (Arlin, 1975),and overall empathy. Other research has
shown similar results with other developmental models (Bowman & Allen,
1988; Bowman & Reeves, 1987; Reeves, Bowman, & Cooley, 1989). Consequently, it can be assumed that Dualistic trainees may be less effective in the
application of counseling skills compared to those students who are at higher
developmental levels. Armed with such knowledge, human service educators might seek to directly address cognitive development in addition to
training students in targeted counseling responses. Such methods of fostering
students' cognitive development might eventually be infused into the curricula of undergraduate human service programs.
While preliminary studies of graduate counseling students (Benack,
1988) have shown that cognitive development seems to be related to counselor effectiveness, no studies of human service trainees were located that
examined this relationship. Consequently, this study examined differences in
the level of cognitive development between undergraduate human service
majors and graduate students in counseling, and specifically examined the
relationship between levels of cognitive development, empathy, dogmatism,
internality, age, and GPA of undergraduate human service majors. In addition, a combined group of undergraduate human service majors and graduate
students in counseling who were identified as Dualists or Relativists were
examined for difference scores on empathic responding, degree of dogmatic
beliefs, and internality, that is, the degree to which they felt they controlled
their own lives. As such, the study sought to validate the Perry scheme
by determining whether there were expected similarities between
Human Service Education • Volume 13. Number I ' Page 15

l

epistemological development, dogmatic and external behavior, age, and
educational level. This research also can be considered an extension of
Benack's (1988) original work, but with the use of a larger sample, as she
suggested.

Method
Participants and Procedures
Eighty-six undergraduate students in a bachelor's level human service
program and 112 graduate students in counseling were recruited for this
study. The mean age of the undergraduates was 23.50 (SD = 6.06) while the
mean age of the graduate students was 33.60 (SD = 8.35). Of the undergraduate students, 12.7% were male, 87.3% female while 25.9% of the graduate
students were male and 74.1% were female.
Students were approached while taking classes in the beginning of the
Fall semester. The general nature of the study was explained to them and
those who volunteered were given a packet that included the Measure of
Epistemological Reflection (MER) (Magolda & Porterfield, 1988), which is a
measure of Perry's scheme of adult cognitive development; the Opinion Scale
(Kleiber, Veldman, & Menaker, 1973), a measure of dogmatism and externality; and a sheet requesting demographic information concerning their age,
GPA, and undergraduate or graduate standing. Students were asked to
complete the packet at home and return it within a week. Subsequent to
receiving the packet, students were shown a videotape of a volunteer-coached
client and asked to write an empathic response to 13 client statements.
Responses to the packet and the videotape were coded to maintain confidentiality and anonymity, and students were told that they could obtain their
individual results following completion of the study.

Instruments
CarkhuffEmpathy Scale. The Carkhuff Empathy Scale (1969)took Rogers'
original definition of empathy and operationalized it by identifying five levels
of empathic responding on a Likert-type scale. On the scale, both level 1 and
level 2 responses detract from what the person is saying (e.g., advice giving,
not accurately reflecting feeling, not including content) with a level 1 response
revealing little ability to accurately reflect what the client is feeling and
thinking, while a level 2 response only slightly misses accurate reflection of
feeling and content. In contrast, a level 3 response precisely reflects the affect
and meaning of what the helpee has said. Level 4 and levelS responses reflect
feelings and meaning beyond what the person is outwardly saying and adds
to the meaning of the person's outward expression. LevelS responses are
usually made in long-term therapeutic relationships by expert therapists.
They express to the helpee a deep understanding of the emotion he or she is
feeling as well as a recognition of the complexity of the situation. Taped or
written responses of trainees are rated on .5 increments with a response of 1
representing the lowest possible rating while a response of 5 theoretically
represents the highest possible rating.
Human
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Validity of the instrument is determined by its accuracy in reflecting
Rogers' and other theorists' explication of empathy. ~wo raters .who had
achieved .80 interrater reliability coefficients on practice transcripts rated
students' responses. Raters achieved interrater reliability coeffi~ients of
on
a combination of the undergraduate and graduate students empathic responses. Participants in this study rarely received higher than. a 3.5 on the
rating scale because higher level responses are usually made in .long-~erm
counseling relationships and also are less likely to be made in written
responses to a videotape.
The Measure o/Epistemological Reflection (MER). The MER (Magolda &
Porterfield, 1988) is a so-called "production" (written) measure of Perry's
developmental theory. On the MER students resp?nd in sh?rt ess~y.format to
a series of questions that are later rated to determme at WhICh position on the
Perry scheme the student lies. Questions are asked on six domains related ~o
learning: decision making in an educational context, the role of the learner in
the learning process, the role of the instructor in the learning process, the role
of peers in the learning process, the role of evaluation in the learning process,
and the nature of knowledge, truth, and reality. Students' responses on each
of the six domains are rated on a five-point scale with ratings of 1 or 2
representing Dualism, a rating of 3 representing Transition, while Rela~ivism
is characterized by a rating of 4 or 5. Students' ratings on the six domams are
averaged in order to come up with the individual's developmentallev~l.
Perry's positions 6 through 9, which represent movement toward Commitment to Relativism, are not rated as they seem to measure identity rather than
cognitive development (Magolda & Porterfield, 1988).
The MER was constructed based on standard criteria for the development
of an instrument of this kind (Gibbs & Widaman, 1982; Loevinger & Wessler,
1970). A series of studies with college students were conducted to show that
the MER was an effective instrument to measure cognitive changes in students as they go through college or as they experience workshops designed
to increase cognitive development (Magolda & Porterfield, 1988). Internal
consistency and interrater reliability generally ranged from .60 to .80 on a
number of studies. In this study, two certified raters were used. These raters
had reached a minimum interrater reliability coefficient of .80 on a rater
training packet. These two raters had an interrater reliability coefficient of .79
on the combination of undergraduate and graduate students' MER responses.
The Opinion Scale. The Opinion Scale (Kleiber et al., 1973) is a combination of the External items on Rotter's Internal-External Control (I-E) Scale
(1966) and Rokeach's (1960) Dogmatism Scale (Form E). Evidence suggests
that when the external items on the original I-E scale are placed on a Likerttype continuum they can be used to measure the internal-external dimension
(Kleiber et al., 1973). For the Opinion Scale, the 23 external items from Rotter's
original l-E are interspersed with the 40 items from Rokeach's Scale and
placed on a Likert-type format with responses ranging from 1 (I disagree very
much) to 6 (I agree very much). The two scales are later separated out from the

"::7
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Opinion Scale and scored independently.
The Dogmatism scale, which measures "relative openness-closedness of
cognitive or belief systems" (Carlozzi et al., 1982, p. 230), has been shown to
have construct and concurrent validity in numerous studies (Davis, Frye, &
Joure. 1975;Jacoby, 1971;Plant, Telford, & Thomas, 1965;Rokeach & Fruchter,
1956; Vacchiano, Strauss, & Schiffman, 1968; Ward, Cunningham, &
Summerlin, 1978; Zagona & Zurcher, 1965), and reliability coefficients have
ranged from .68 to .93 (Rokeach, 1960; Zagona & Zurcher, 1965).
The Internal-External Locus of Control Scale (I-E scale) "attempts to
measure the effects of perceived internal versus external control of reinforcement" (Carlozzi et al., 1982, p. 230). The 23 items of the Opinion Scale that
measure externality reflect whether or not individuals view themselves (as
opposed to externalfactors) as the controller of their lives. Research by Kleiber
et a1. (1973) has shown that personality variables, such as externality and
dogmatism, may be related to counseling effectiveness. Robinson and Shaver
(1969) reported test-retest reliability of .72.

Videotaped Client
The videotaped client, who was originally interviewed by a professional
counselor, presented an actual situation in which she described her ambivalence about her future career direction. The camera showed the client only and
the audio of the counselor was eliminated. A 4S-second pause was inserted
after each of 13 client statements. During these pauses students were asked to
respond in writing with their "best empathic response." Student responses to
the Videotape were rated on the Carkhuff scale by the two trained raters.

Data Analysis
Mean scores and standard deviations for the undergraduate students
were derived for scores on the MER, for responses to the Videotape as rated
on the Carkhuff Empathy Scale, and for responses to the Opinion Scale
(dogmatism and externality) while the percentages of Dualists, those in
Transition, and Relativists were found for both undergraduate and graduate
trainees. A t-test also was performed to examine differences between MER
scores of undergraduate and graduate trainees. In addition, Pearson-product
moment correlations between scores on the MER, the Carkhuff Empathy
Scale, dogmatism, externality, GPA, and age were computed. Finally, by
eliminating undergraduate and graduate students who were in Transition
(students who scored 2.5 or above but less than 3.5 on the MER) extreme
groups of Dualists, on the one hand; and Relativists, on the other hand, were
created. Subsequently, t-tests were performed to compare Dualists (scores
below 2.5) with Relativists (scores of 3.5or above) on the qualities of empathic
responding, dogmatism, externality, and age.

Results
Examination of human service trainees' responses to the MER found the
majority of them to be either Dualists or in Transition toward early Relativism
(M = 2.6, SO = .49). A t-test comparison on the MER between undergraduate
and graduate trainees revealed significant differences (p = .00) with the mean
score of the MER for graduate trainees being 3.1 (SO = .66). Highlighting the
relatively low Perry scores for undergraduate trainees, it was found that 38%
of undergraduates as compared to 24% of graduates fell into the "Dualistic
range" (below 2.5), 56% of undergraduates as compared to 46% of graduates
were in "Transition" (between 2.5 and 3.49), while 6% of undergraduates
versus 32% of graduates were in the Relativistic range (3.5 or above). Relatively low scores for undergraduates also were found on the Carkhuff
Empathy Scale, as the majority exhibited empathy scores that detracted from
what the client stated (M =1.5, SO =.65).
Examining the relationships between the responses of the undergraduates on the various instruments, significant correlations were found between
the MER and age (N = 75), the MER and externality (N = 81), and the MER and
dogmatism (N = 81). The MER and GPA correlation approached significance
(N = 73, P= .07).Significant correlations were also found between externality
and dogmatism (N = 73), and GPA with age (N = 68) and with empathy (N =
63) (see Table 1).
Table 1
Intercorrelations Between MER, Age,
GPA Internality, Dogmatism, and Empathy
Attribute
1. MER
2. Age
3.GPA
4. Externality
5. Dogmatism
6. Empathy

2

3

4

5

6

.26"

.21
.35....

-.24"
-.15
-.05

-.34....

.18
.08
.28"
-.18
-.18

-.13
-.12
.65....

-

"p < .05, ....p < .01

Finally, one-tailed t-tests between Dualists and Relativists for a combined
group of undergraduate and graduate trainees showed significant differences for empathy, externality, dogmatism, and age (see Table 2).
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Table 2
t-test Comparisons Between Dualists and Relativists for
Empathy, Externality, Dogmatism, and Age
Attribute

N

Empathy
Externality
Dogmatism
Age

Dualists
Mean SO

55
1.68
59 74.93
58 129.59
54 26.60

.63
14.28
19.53
7.38

N

Relativists
Mean SO

1.96
38
.65 2.03*
40 65.50 11.66 3.46**
40 108.85 19.99 4.05**
35 34.10 9.46 4.22**

*p < .05, **p < .01

Discussion
Based on these findings, it may be assumed that undergraduate human
service majors generally make meaning from the late Dualistic position. These
results parallel those for undergraduate college students in general (Kurfiss,
1983; Magolda & Porterfield, 1988) and imply that most undergraduate
trainees are inclined to seek "final truth" from authorities, whether they be
their professors, their supervisors, or textbooks. In contrast, in both this and
other studies (cited in Lovell, 1990) at least half of graduate counselor trainees
have been found to have undergone the so-called"cognitive flip" (Knefelkamp
& Slepitza, 1976) into Relativism. Although differences between undergraduate human service majors and graduate students in counseling may be
attributable to differences in the populations from which they draw, these
findings are consistent with much research that has shown cognitive development to be influenced by the quality of educational experiences and the
number of years of post-secondary education (Magolda & Porterfield, 1988).
As Dualists, many undergraduate trainees may not have the complexity
to make the independent, flexible judgments required for good casework and
program decision making. From the Dualistic framework, trainees are likely
to experience ambiguity as an annoying discomfort. They may seek to resolve
this uncertainty through simple formulas, such as premature diagnoses or
slavish reliance on step-by-step treatment plans.
The intercorrelations among epistemological reasoning, dogmatism, internality, GPA, and age are in expected directions and thus help to further
validate the respective constructs. The negative relationship between cognitive development and both dogmatism and externality fit cognitive developmental theory, which suggests that movement toward Relativism is exHuman Service Education' Voiume 1.1 Number 1 • Page 2()

pressed in greater openness to new data and in the use of one's own reasoning
ability as a basis for valuing. The expected relationship between age and
cognitive development has been previously demonstrated and continues to
be borne out in this study. Finally, the finding that academic achievement in
the form of GPA may be associated with greater cognitive development
suggests that there is an intellectual dimension to more complex meaning
making.
The findings on the relationship between Relativism and empathy, while
mixed, generally support the notion that Relativism enhances, and may even
be the groundwork for, empathy. Whereas the Dualist is likely to see his or her
experience as reflecting the nature of "reality" and tries to find the universal
"way things really are," the Relativist expects that people will have different
perceptions of the same event. Relativists have additional cognitive capacities
that are related to empathy, such as the ability to differentiate a client's specific
experience from that of people in general, to minimize projection, and to be
tentative when assessing clients (Benack, 1984).
The results from this study indicated that dogmatism and externality
significantly distinguish Dualists from Relativists and extend the research
that has shown that a nondogmatic worldview and an internal frame of
reference are associated with greater counselor effectiveness (Carlozzi et al.,
1982). Nondogmatic human service professionals are more likely to be open
to varied treatment approaches and better able to hear incoming client
messages. Correspondingly, internally oriented human service workers are
more able to assume personal responsibility in their relationships with both
clients and colleagues.

Implications for Human Service Education
While generalizations from this study must be qualified by the fact that
the sample was drawn from one campus, these findings may have implications for human service education in at least three areas: instruction, admissions, and assessment. In the instructional area, human service educators are
challenged to emphasize critical thinking and to present multiple perspectives in the curriculum. The general instructional conditions that affect
cognitive development, such as providing the appropriate amount of structure, encouraging diversity of viewpoints in the classroom, and offering
experiential learning within a personal environment (Knefelkamp, 1974),
offer the educator a framework for triggering such change. Some ways that
general cognitive development might be spurred include both challenging
and supporting students to reason slightly beyond their current level, or socalled "Plus-One" reasoning (Rest, 1973), through such activities as values
clarification exercises, peer discussion; analysis of case studies, group problem solving, and the presentation of ethical dilemmas. In contrast, overreliance on lecture, emphasis on a single counseling theory, and a focus on "howto" technique (Mahoney, 1986) would fail to stimulate relativistic thinking.

Human Servtce Education' Voiume 1.1 Number 1 • Page 21

In addition to instructional interventions, early assessment of development might provide students and faculty with material for individual educational planning for students. Specifically, it would seem that early develo"
mental assessment might assist Dualistic trainees to address their rigidity. An
advisor might intentionally "disequilibrate" (gently challenge students' current method of meaning making), to help students to move slowly from the
rigid Dualistic orientation to a more flexible Relativistic outlook.
Finally, in addition to suggesting classroom interventions and assessment activities, the results of this study imply that some assessment of
cognitive development be made for admission to human service programs or
majors, pending future research. For example, admissions essays might be
read for developmental clues, or a recognition task-assessment, such as the
Scale of Intellectual Development (Erwin, 1983)or the Learning Environment
Preference measure (Moore, 1987), might be given prior to making admissions decisions.

Conclusion
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Program Evaluation in
Human Service Education:
An Example and a Challenge
Wm. Lynn McKinney and Patricia Livernois

Abstract: The results ofasurveyofhumanservice graduates from
the Universityof Rhode Island are reported, focusing on satisfaction with their undergraduate experience, current employment,
andextent towhich theprogram prepared them adequatelyforwork
andgraduate study. The authors callfor more program evaluations
by graduates and more research on graduates of human service
programs. Several possible means for publicizing the results of
surveysfrom graduates of other institutions are suggested.
Most of us in human service education engage in some form of program
evaluation. We ask our students to evaluate their courses or their programs of
study, and we apply for approval by the Council for Standards in Human
Service Education. However, we are parochial in our vision of audience.
There is no evidence that we think our evaluation results might be of value or
interest to anyone other than our current and prospective students, our dean
or other institutional administrator, and perhaps the organization from which
we requested approval.
In the past 10 years, only one program evaluation report was published
in Human Service Education (formerly Journal of the National Organization of
Human Service Educators). It described the results of a survey asking graduates
from three New England universities their opinions about what they had
learned as undergraduates and where and how in the curriculum they had
learned it (Sweitzer & McKinney, 1991).Few human service graduate surveys
have been reported in other journals. Allen (1987) described employment
status and salary levels; Jones (1982) described the relationship between
professional and general education; and Slark (1980) discussed career goals,
achievement, and perceived quality of undergraduate training.
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We could call upon studies of graduates from related fields, such as social
work or teacher education, but that is not our purpose here. We want to
emphasize the need for those of us in human service ed ucation to evaluate our
programs and survey our graduates and then to publish our findings. Furthermore, there is so little literature inhuman service education that we do not
have the basis on which to make comparisons with data from other fields.
One purpose of this article is to present the results of a 1992 survey of
graduates of the bachelor's degree program in human science and services at
the University of Rhode Island. Another purpose is to argue that the results
are of value to all of us and could be far more valuable if there were a published
corpus of research about our graduates' perceptions of their undergraduate
educations, their career patterns, and their graduate studies. As it is, these
results stand nearly alone. In the context of a body of research, they would be
far more meaningful both to the authors and to all human service educators.

The University of Rhode Island Survey
The survey was designed to determine the effectiveness of the human
science and services degree program at the University of Rhode Island by
asking graduates their opinions of their undergraduate education and the
usefulness of their degree and by assessing the positions of its graduates in the
job market.
Three specific objectives of the survey were to determine (1) if graduates
were working in the human service field, (2) if the HSS program prepared
graduates for education beyond the bachelor's degree, and (3) graduate
satisfaction with the program with regard to courses in the major field,
internships, and the degree in general.

Methods
All 109 graduates, from 1984 to 1991,were sent a mailback questionnaire,
and three weeks later a reminder letter was sent. The questionnaire consisted
of four sections: (1) demographic information, for example, age, year of
graduation, (2) employment information, both current and former including
reasons for career decisions, (3) advanced ed uca tion, and (4)reflections on the
undergraduate experience. In this final section we asked respondents to rate
their satisfaction with courses in their major, internships, and the usefulness
of their degree when applying for a job. The questionnaire concluded with
four closed-ended questions about motivation toward a particular job, internships, and desire for a different major. Respondents were asked to indicate
areas of concentration in their undergraduate study (we call these option
areas at the University of Rhode Island). Possibilities were: child/youth,
elderly, family, business/management/communications, recreation, community/ mental health, and all other (there were too few respondents to make
the other options useful for our analysis). Readers wishing a copy of the
instrument should contact the authors.
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Results
Forty-four percent of the graduates responded, 8 males and 40 females
ranging in age from 21 to 69 years with a mean age of 27 years. They all had
graduated between May 1984 and May 1991.
Twenty-seven graduates (56%) were employed in human service jobs
(based on self-reporting). Three of the remaining 21 were unemployed. This
constitutes a 5% unemployment rate. We did not ask if this were voluntary or
forced unemployment. Graduates had spent an average of 43% of their
working time since graduation in human service jobs. Those who were
currently in human service jobs had spent an average of 73%of their working
time in human service jobs. We defined working time as number of months
between graduation and the time the survey was received.
A one-way ANOVA showed that option area choice did influence the
mean percentage of time working in the human service field [F(6, 86) = 2.99,
P< .05]with those focusing on working with elderly people significantly more
likely to have stayed in the field. A chi-square test showed no significant
difference in the number of graduates employed in human services as
compared to those not employed in human services [X (1) = .787, P > .05]. We
had hoped to find a significant difference, with many more employed in the
field than not. To understand this, we believe that more investigation is
necessary. A chi-square also showed that frequency of employment in a
human service field was independent of option area [X (6) = 9.44,P< .05]. This
suggests that graduates wanting to work in the field of human services were
likely to find jobs no matter what their concentrations were. This is important
for us to know because current students often ask questions about employability and which areas have the best job prospects.
We suspected that general fluctuations in the economy might have
influenced the probability of being employed in a chosen area, so we calculated a Pearson r (r = -.32., P > .05) to determine correlation between graduation year and percentage of graduates employed in human services. However, we found no significant correlation.
In response to an open-ended question 60% of the graduates reported that
their internships were related to their present jobs, each indicating that the
internship had indirectly or directly lead to a job.
Sixteen graduates (29%)were pursuing graduate studies: 9 were matriculants; 6 were taking courses but not matriculated; and 1 was in the process of
applying. Seven of the 9 matriculants and 3 of the nonmatriculants were
pursuing degrees in human service related fields, such as education, counseling, gerontology, and social work. The other 2 were studying business/
management as were two of the nonmatriculants. While 9 of the 16 involved
in graduate education were employed in human service jobs, a chi-square
revealed that additional education was independent of employment in the
human service field [X (1) = 0, p > .05].
Graduates were more satisfied with courses taken in the major, with
internships, and in the usefulness of the HSS degree in securing a job than they
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were with the usefulness of courses in their current jobs. Table I shows the
percentage distribution of rating of undergraduate experience.

Table 1
Percentage of Graduates Expressing Levels of Satisfaction
Satisfaction Level
Criteria
not satisfied

highly satisfied

1

2

3

4

5

Courses in major

2

0

15

54

29

Usefulness of courses
in current job

10

15

23

35

17

Value of internship

4

17

12

23

44

Degree helpful in finding
ajob

4

19

11

34

32

Seventeen graduates (35%) reported that they wished they had chosen a
different major, particularly business/management and education. Their
primary reason was earning power. Those wanting a different major were
evenly distributed among those who were and were not employed in a human
service job. This suggests that many graduates are dissatisfied with their
current earnings. A second reason was a desire to possess a degree that was
more recognizable to employers. A chi-square [X2 (6) = 14.06, P< .05] revealed
that desire for a different major was related to choice of option area; those least
satisfied had focused their studies on recreational programs and on working
with children in a non-school setting-they did not earn a teaching credential
as part of their program of studies.
Figure 1 shows that graduates choosing option areas focusing on child/
youth studies were far more dissatisfied with their major than any other
group, with those choosing recreation/adaptive physical education/physical therapy more disatisfied than not, and those choosing family studies
equally divided. Most respondents focusing on the elderly, business/management/ communication, community/mental health, and all other were
satisfied.
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Discussion and Conclusions
The findings of this research reveal that more than half of the responding
graduates were employed in human service jobs, that a third were pursuing
graduate studies, and that two-thirds were satisfied at this time with their
choice of major. One can conclude from this study that the HSS program at the
University of Rhode Island is successful in providing skills needed to work in
human services because graduates had spent approximately 75% of their
working time since graduation in human service jobs. The program is also
successful in providing the background needed to pursue an advanced
degree because more than one third are doing graduate work. Finally, as !able
1 shows, the program provided a satisfying undergraduate expenence.
However, only 52% expressed satisfaction with courses in relation to their
current jobs. More investigation is needed to understand this.
Despite the findings presented above, we have no standard in human
services by which to make comparisons. Do graduates from the University of
Rhode Island value their undergraduate experiences more or less highly than
do graduates of other institutions? Is it a problem that barely half rated the
relationship between their coursework and their present jobs on the "highly
satisfied" portion of the scale? Are our graduates more or less likely to
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undertake graduate study? Is it important for us, as academic advisors, to
encourage our students to think about graduate school as they begin their
undergraduate work? Should we be concerned that only slightly more than
half are working in human services? Are our graduates more or less likely to
remain in human service jobs? If they are not, are their reasons similar to those
of others who have changed fields?

The Challenge
The field of human services can no longer claim to be young. Early
programs began in the late 1960s in community colleges (Chenault, 1975), so
by now we should have established either a program evaluation/research
tradition or a database about our graduates. There are many difficulties facing
existing programs: extinction as budgets erode; persistent challenges from
other "social service" fields, such as applied sociology and social work; and
mergers with or separation from related fields, such as teacher education.
Without a research base each program is left to defend itself, a position none
of us relishes. During the review process on this article, the reviewers
consistently reminded us that our numbers were very small and that our
statistics, as a result, may be suspect. We agree. We cannot increase the
number of graduates from the human service program at the University of
Rhode Island, but we can urge other researchers to find larger groups to
survey.
We repeat an earlier call for focused and generalizable program evaluations (Brittingham & McKinney, 1987). We must begin to develop a corpus;
one that could take a variety of forms. Let us suggest some possibilities. First,
human service programs that have conducted graduate surveys should begin
immediately to prepare these for possible publication; this journal is an
excellent outlet for such research. Second, the Council for Standards in
Human Service Education could devote one of the monographs in its series to
program evaluation and graduate surveys. Third, the National Organization
for Human Service Education could select program evaluation as the theme
for one of its annual conferences. Fourth, the national organization and those
of its regional affiliates that sponsor research could, for a specified period,
focus their funding on program evaluations.
We must stop operating in isolation and share what we know about
ourselves and our intended outcomes. Furthermore, our potential and current students need to know more about the possibilities that exist for them.
Are their predecessors happy in their jobs? What uses have they made of their
undergraduate degrees? Can one be a human service worker and earn enough
to support a family? These are reasonable questions and ones that can be
answered.

Human Service Education' Volume 13. Number 1 • Paoe 32

Acknowledgment
Funding for the research reported in this article was provided by the New
England Organization for Human Service Education. The research was
conducted by Patricia Livernois as her senior project, a degree requirement in
the bachelor's degree program in Human Science and Services at the University of Rhode Island. The project was supervised by Wm. LYnn McKinney.

References
Allen, M. T. (1987). Report on job placement and external transfer of 1986 graduates.
Research in Education, March 1988, ED 287543.
Brittingham, B., & McKinney, W. L. (1987). Needed discussion and action in human
service education. Human Service Education, 8(1), 1-5.
Chenault, J. (1975). Human services education andpractice: An organic model. New York:
Behavioral Publications.
Jones,V. (1982). Reportonevaluatingeducationoutcomes: ANazarethCollegealumni
perspective. Research in Education, December 1982, ED 219024.
Slark, J. (1980). SantaAna CollegeHuman ServiceProgram. Research in Education, May
1981, ED 196476.

Sweitzer, H. F., & Mckinney, W. L. (1991). A survey of human service graduates:
Implicationsfor curriculum planning. Human Service Education, 11(1), 3-15.

Wm. Lynn McKinneyis professor anddirector ofhuman science and services at the
University of Rhode Island. Patricia Livernois is a 1992 graduate of the bachelor's
degree program in human science and services.

Human SeNlce Education' Volume 13. Number 1 • Page 33

1!
!

Human Service Education
Volume 13, Number 1: pp 35-43

Placements Across the Miles
Mary A. King and Cynthia C. Tower

Abstract: A model offield placement and supervision was devel-

oped by the authors to address student needs for field work conducted adistancefrom campus. Consideration isgiventotheissues
andchallenges thatconfrontfacultyandstudentswhenscreening,
placing, and supervising studentsfor such experiences. Ways of
ensuring quality and managing risks are discussed, including
involvement of liaison faculty and potential areas of legal and
ethical concerns.

Introduction
Recent economic changes and the personal needs and interests of students have challenged us as educators to consider nontraditional options for
field placements. By reaching beyond immediate geographic areas, students
can benefit from enhanced opportunities for personal and professional growth.
In many instances, relocation-temporary or permanent-offers greater opportunities; however, transferring campuses for a semester often is not
feasible for the student.
Our past experiences as faculty members informed us well about the
potential dilemmas, challenges, and pitfalls of field placements in general. For
example, we were prepared for the possible consequences of students receiving educational stipends, being in crisis, or developing conflicts of interests
once in placement. However, what we were not prepared for was the amount
of work out-of-region placements could entail; nor were we prepared for the
enriching experience of collaborating with colleagues to oversee a student's
work.

Pilot Placements
During the 1990-91 and 1991-92 academic years, we placed and supervised four students in nontraditional placements. One student was placed in
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a residential school on an island off the New England coast. A second student
was placed in a rural treatment facility and assigned to a mountain-based
outdoor program. A third student was placed in a service center on the
Mexican border, and a fourth student was placed on an American Indian
reservation on the western plains. In all placements, students maintained
weekly contact with faculty, were responsible for the completion of course
assignments and were in frequent contact with peers. Students placed in the
New England states, that is, close to campus, were able to attend weekly
seminar classes and be evaluated on site by our faculty. However, neither was
possible with placements outside the New England region. Through these
placements at some distance from campus, we learned that we needed to
rethink field policies.

Preparation for Placement
In preparation for placements a distance from campus, we considered our
current field processes and how long distance placements would lend themselves to the existing structure. We found that policies about placing students
had to be reexamined and eligibility criteria for field work had to be reconsidered.

Rethinking Policies
As economic changes caused social agencies to reconsider their ability to
take students, and students began to have different needs in relation to
placement sites, we found ourselves rethinking our policies about field
placement in general.
• How were we screening our students for placement?
• Was it important to keep the twice-a-semester on-site contact with site
supervisors?
• How vital was it that the students attend weekly seminar classes?
• Would the college support us in our decision to place students out of
region?

Evaluating Eligibility
In determining the student's eligibility for the academic experience of
field work, the suitability of the student for an out-of-region placement
needed to be considered as well. Specifically, we examined the student's
motives for seeking such a placement, and we considered the student's
maturity level, that is, how able and willing the student was to manage the
demands of a long distance placement. We talked with them about how they
coped with stress, and we discussed with them predictable crises in placement (King & Uzan, 1990) and how they planned to deal with such turns in
events. While our supervising professors are able to counsel and visit students
placed within the region, this is not possible for students a distance from
campus. We needed assurance that the students could manage their lives
effectively under such circumstances.

Support Systems
After several placements, we grew to recognize the importance of assessing the student's support systems. For example, we knew that family and
friends were critical to the well-being of the student. However, with out-ofregion placements, there is no broad support network of friends, peers,
faculty, and family as there is for students placed close to campus. We learned
that the support of family and friends is most critical to the success of a
placement of this nature. Nonsupportive calls from loved ones asking students to return home or solve problems on the homefront can be emotionally
devastating to them and can undermine their investment in the field experience. Also, we explored the support available through the placement site and
the liaison campus, and considered the student's willingness to seek support
when needed.

Processing Placements
Placing students in field settings is an ongoing process in which students
need to be assessed for competence, interests, and compatibility with potential field sites (King, 1989). Of particular concern with out-of-region placements are the areas of personal competence and issues of compatibility.

Personal Competence
Certain aspects of personal competence were assessed with greater
scrutiny for out-of-region placements. Specifically, self-reliance, emotional
support, and resourcefulness were critical to success in these placements. We
assessed strengths by asking students to envision daily life in field placement,
identify challenging situations, and discuss ways of responding to them. We
also explored with students their professional vision and how such a placement
fit into their career plans. Viable options closer to campus were discussed, as
were the realities of the student's goals and expectations in placement.
Two other aspects of personal competence of particular importance to
long distance placements are self-direction and goal attainment. Strengths in
these areas were assessed by requiring students to engage actively in the
placement process. For example, they were asked to gather information about
the geographic area, identify potential placement sites, and contact campuses
in the area to locate human service education programs.

Compatibility
When geographic relocation is part of the field experience, the ability to
live and work productively with staff and clientele takes on added importance. This includes the practicalities ofdailylife, such as living arrangements;
health concerns/insurance; transportation, finances, and wardrobe; telephone access; and, responsibilities to family, work, and academic studies. It
also includes the student's sensitivity to diversity and ability to live and work
with cultural and racial differences. Lack of such awareness could create
potential, albeit unconscious, racist or ethnocentric feelings, attitudes, or
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behaviors. We encouraged students to make pre-placement visits when
possible, attend courses/workshops, and develop a resource list of readings,
films, and documentaries.
Lastly, an evaluation of the student's commitmentto theentireplacement is
important. We asked students to identify and discuss potential sources of
frustration, challenge, and satisfaction given what they knew about the
geographic areas, placement sites, and life in that part of the country. In so
doing, they gained personal insight and coping strategies while confronting
inevitable issues.

Connections for Placements: Field and Faculty
Screening the field site as well as the student is all the more important
when 2000 miles separate campus from placement. Not being familiar with
either the agencies in the area, the supervisor's career experience, or a shared
referral network with the supervisor, we were challenged in assessing the
sites for stability, staff capability to supervise, the feasibility of a long distance
relationship with the site, and student-agency compatibility. Although the
usual means of assessment were not possible, what was possible was an
academic link to an unknown world ... a "liaison campus" to work with the
placement site.
Potential field sites and liaison campuses were contacted concurrently by
the placement coordinator. With the exception of one professional contact, the
rest were "cold calls" to faculty and agencies. We explored with them their
past histories of working together and the possibility of working with us to
develop a placement for the student. Our colleagues would not receive
compensation for their work-their contribution would be a collegial courtesy to our program, and a substantial one at that. Materials were forwarded
that included information about the student, our campus, and our human
service program (Human Service Program Manual). Much of what is usually
arranged through personal contact in traditional placements, such as clarification of the roles and responsibilities of each involved in the placement, had
to be done by mail, fax, and telephone.
Much to our surprise and relief, the prospect of long distance field
placements was enthusiastically received by both the site supervisors and the
liaison faculty. Their backgrounds lended themselves well to the work at
hand. All had had experience supervising interns, and field relationships
already existed between the campuses and the sites. Our colleagues had
experience teaching in human services or related programs, and the site
supervisors were willing to work with faculty on both the home and liaison
campuses. Most importantly, all were committed to involvement with the
student and our program throughout the placement. Assurances were needed
at this stage in the process. The students needed frequent telephone contact
with the site supervisors and liaison faculty to feel comfortable about the
choices of field work they were making. Liaison faculty and site supervisors
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needed to know that the students were academically prepared,had successful
experiences in human service field practica, and were emotionally capable of
meeting the challenges of a long distance placement. We discussed the
students' qualifications with them, described how the students managed
responsibilities and crises in their lives and forwarded a portfolio of the
students' practica experiences, evaluations, and letters of reference. The
students, like their peers closer to campus, needed reassurance of our continued involvement in their placements as well. We explored with them their
anticipated needs for contact and developed a schedule of contact times on a
weekly basis.

Connections in Placements: Students and Supervisors
Once the student left for placement, their responsibilities to the seminar
class on campus began. Students were expected to complete all assignments
on time; assignments included an organizational analysis paper about the
placement site, a research paper using current journal articles relevant to their
field experience, and a culminating paper, which was a reflective and introspective discussion of their growth throughout their college careers and field
placements. Also, like their peers closer to campus, they were expected to
submit weekly written logs and time sheets of their experiences. While the
time sheet gives a detailed account of the student's role in tasks, the log is a
more personal, narrative communication between supervising professor and
student. Itnot only provides a means for ongoing feedback from the professor,
it often alerts faculty to potential problem areas well in advance. In addition,
out-of-region students were expected to contact the home campus on a
weekly basis.
A vital part of the success of our field placements is peer support. Student
involvement in weekly seminar class not only keeps them in touch with the
college and professor but also, more importantly, allows them to share
experiences with peers and appreciate the commonalties of their experiences.
For students placed a distance from campus, such sharing is limited, if not
impossible. To compensate for this loss in peer contact, we involved the absent
students in seminar class through a mutual exchange of audio tapes.
The liaison work undertaken by our colleagues demanded a conscientious investment on their part. The liaison faculty held supervision meetings
with the students and arranged campus services as needed, for example,
library access, counseling, and seminar class with peers. In addition, they had
to work closely with site supervisors throughout the semester and meet on site
with them to evaluate student progress. The work of the site supervisor
included monthly conference calls with faculty on the home campus, frequent
contact with liaison faculty, and evaluations of student progress for both
campuses. Sometimes these tasks infringed on the personal time of all
involved. Before placing a student outside the region, we anticipated the
types of crises that might occur and tried to plan for these in advance. For
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example, we expected that the students might have crises of confidence at
certain times, and they did, especially on holidays, anniversary dates, and
when papers were due for seminar class. We also learned that there were
crises that we could not anticipate. For example, one student arrived at the
placement site only to discover that the supervisor with whom we had made
all the arrangements had just left the agency and the program had been
disbanded. In another crisis, the housing that was promised the student by the
placement site was no longer possible. In these instances, placement plans
were renegotiated after creative and immediate responses by the students, the
site supervisors, and faculty on both campuses.

Legal and Ethical Concerns
The issue of liability in field placements has been of increasing concern in
the field over the past decade (Goldstein & Wolk, 1987; Goldstein, 1990).
Placements in human service agencies can vary in degree of risk for liability.
For example, criminal justice and mental health settings are considered
greater risk placements than other human service settings (Schultz, 1992).Our
experience suggests that out-of-region placements also may demand greater
risk management than placements closer to campus.
Distance precludes the personal contact that has been critical to informing
us about potential problem areas in placements. Consequently, due care must
be exercised throughout the experience-by the placement coordinator, the
supervising professor, and by the faculty who screen the student for field
competency. Managing risks for potential legal and ethical problems means
greater attention to factors germane to field placements in general.

Evaluate Unanticipated Risks
Consider thoroughly agency appropriateness (stability, history, agency
policies, and supervisor qualifications), support of liaison faculty (familiarity
with academic goals of home campus, resources, and administrative support)
and student appropriateness for placement (academic competence; motivation
and interests; suitability for the field, including emotional readiness and
personal competence; and compatibility with the field site).

Develop Pragmatic Agreements
Write clear descriptions of the responsibilities of all parties, including the
goals, objectives, and outcome measures of field work; the student's schedule
and assigned tasks; and the evaluation standards of competence. Risk factors
in placement need to be acknowledged and safeguards need to be identified.

Ensure choices for placement
Besure the student understands placement options and is involved in the
placement process. One way of doing so is to have the student actively explore
placements through the field placement office on campus. Placement coordinators are particularly vulnerable to legal and ethical problems when students are arbitrarily assigned to a field site (Collins, Montano, & Pratt, 1979).
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Determine Necessity of Parental Consent
Seek the opinions of campus attorneys and administrators, such as deans
of students, regarding ages of majority and parental responsibilities (M.
Rivard, personal communication, January 1993).

Keep Students Informed
Regardless of where a student is placed, the student needs to be fully
informed about the site and responsibilities to the placement. Specifically,
students need to know:
1. the legal, academic and ethical consequences for acting outside of or
failing to carry out, field responsibilities
2. information about the site and tasks of field work
3. the duty to disclose to the site supervisor knowledge about the student
that could cause injury to the agency or client while in the field
4. the duty to protect the student's privacy (consent required to disclose
information in item 3 above)
5. the responsibility to notify liaison and home campus faculty of problems as soon as they develop
6. the tenets of the legal defense to "negligence of assumption of risk;"
specifically, the student needs to be fully informed in advance of risks
inherent in the tasks of the field placement, the student knowingly
consents to undertake these tasks and risks, and the student has the
required level of knowledge and maturity to make informed judgments
about the placement (Goldstein, 1990).

Ensure Access to Services
If the student does not enroll at the liaison campus and retains student
status with the home campus for field work, the student's "guest" status on
campus may not ensure any rights to services or amenities. Placement
coordinators may need to explore campus resources for students and in tum
negotiate for library privileges, counseling services, student-event privileges,
and health services. Although the liaison faculty arranged services for our
students, such services are not necessarily available to guest students on a
liaison campus. Availability, costs, and options need to be explored before
placement begins. For example, requests can be made by the student and the
placement coordinator to waive student fees on the home campus and have
the student pay fees to the liaison campus. Or, the student can be assessed a
user fee rather than a full fee for services.
Another important issue in long distance placements is housing. Housing
needs should be secured early in the process to allow the sti.dent to concentrate on the quality and supervision of the placement. Potential problem
areas include: student's perception of housing needs and effectiveness in
meeting them, the feasibility of living on campus (guest students may not be
welcomed or legally able to live on campus), and the availability of safe and
reasonably priced private housing. The placement coordinator could faciliHuman Service Education' Volume 13, Number I • Page 41

tate contact between the offices of student affairs on both campuses to ensure
that potential problem areas are addressed with resources (1. Vickers, personal communication, April 1993).

Evaluate Need for Liability Insurance
Liability coverage for students has been a recent issue of concern and
debate among human service educators (Kenyon, 1990; King, 1991). Academic program developers need to consider the issues and discuss with
liaison faculty and site supervisors whether this coverage is expected of or
provided to the students on site.

Develop Institutional Contracts
An agreement based on collegial courtesy may not provide needed legal
protection to the liaison or home campus faculty, nor necessarily ensure that
students are fully informed about rights and responsibilities as guests on
campus. (M. Rivard, personal communication, January 1993). Such an agreement might allow the liaison faculty to be acknowledged for supervising the
field experience of a guest student, which was not possible with the collegial
contracts we negotiated.

Conclusion
Our experiences in planning and implementing long distance placements
were positive and rewarding, and feedback from our colleagues suggests that
they had similar experiences. The mutual sharing that went on throughout the
semester was much appreciated by the liaison faculty and site supervisors. In
tum, we broadened our professional networks, and the students were engaged in placements that met their personal needs and professional goals.
Placements across the miles do require a sincere commitment on the part
of not only students but also the supervising faculty and college campuses.
Faculty who choose to supervise such placements must ask themselves some
important questions:
• Am I willing to give of my time to have this placement work?
• Am I willing to maintain close telephone contact with the student,
liaison faculty, and the field site?
• Am I willing to respond to crises by telephone (even when they occur
outside of normal working hours)?
• Do I have the support of the academic institution if an on-site visit is
necessary?
• Am I willing to expend the emotional energy and time to keep the
student an integral part of the peer network in seminar class?
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If all parties are committed and enthusiastic, placements at a distance can
provide challenging but rewarding alternatives for student learning.
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BRIEF NOTES
1994 Annual
Conference
The annual conference of the National
Organization for Human Service Education will be held October 6-8, 1994, in
Tucson, Arizona. The conference title is
"Expanding Circles of Community."
For more information about the conference, contact Mark Homan, Social Services Department, Pima Community College, 2202 West Anklam Road, Tucson,
AZ85709-0255. Telephone: (602)884-6030.

Teaching About Human Service
Research and Related Issues
Will Holton

Capsule Statement: Teaching undergraduate human service studentsabout research methods, needs assessment, program evaluation,
proposal writing and program planning, and critical reading of research reports is often difficult. At the recent National Organization
for Human Services Education (NOHSE) conference in Covington,
Kentucky, a varied groupoffaculty members discussed how to better
introduce research-related concepts and skills to our students.

Introduction
There seems to be general agreement in human service education that
research is important and all students should at least learn to appreciate its
value for improving the quality of human service delivery. Yet many of our
students share the common popular suspicion that research results are of less
value than practical experience and personal reactions or "common sense."
We must also correct misconceptions about research such as that it means
finding facts in libraries (Leedy, 1980). Finally, and most troublesome, many
human service majors "have a distinct 'phobia' against quantitative research
concepts," as one workshop participant wrote.
These notes on teaching about research combine 10 participants' responses to a brief survey, discussion in the workshop, and the author's
reflections on almost 10 years of teaching a research course. Faculty members
who completed the survey were evenly divided between two-year and fouryear human service programs. Open-ended questions were asked about
concepts and issues a research course should cover, skills students should
gain from a research course, teaching styles that should be used to accommodate diverse learning styles, how a research course should be evaluated, and
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other factors that are important in teaching a research course. The workshop
discussion followed the outline of the survey questions, with the author and
participants bringing in experience from their own courses.

Concepts and Issues to be Covered
The content of research courses depends on the type of program that is
offered. In many two-year programs the curriculum does not allow for a
separate research course. The workshop participants agreed that, in those
schools, other courses should at least impress students with the value of
research and the importance of doing it, and give them the ability to understand the research done by others. The following discussion goes beyond
these issues to include research courses at the bachelor's and master's levels.
Workshop participants emphasized the need to cover quantitative research methods and the fundamentals of qualitative research. Elements cited
relating to quantitative methods included "survey (including needs assessment) research," "single subject design clinical trials," "sampling methods,"
"probability theory," "internal/external validity," and"statistics -~easure
ment of central tendency and hypothesis testing." Many faculty find these
topics to be among the most difficult to teach. Se~eral particip~ts felt
qualitative research should be presented as valuabl: in human services ~s a
complement to quantitative approaches. Introducmg program evaluation
was listed as a central issue by only one participant and by another as an
important skill. In the ensuing discussion it was generally agreed that students should understand and value the evaluation of program outcomes
because otherwise only hunches, biases, and political considerations will
shape program development. Adequate teaching materials are avai~able on
program evaluation (Greene, 1987; Royse, 1992). TW~ resp~nses raised ~e
importance of having students understand the underlymg rationale for domg
research: "why use of research data is important" and "why research."

Skills to be Taught
Research courses at the bachelor's and master's levels should provide
training in specific skills that will be useful to the program graduates. Most of
the workshop participants cited skills involved in the research process, from
"ability to develop / prepare the research question" through "how to construct and read graphs, tables, and stats" to "how to report your findings."
Related skills were mentioned, such as "critical thinking" and "knowing what
research methodology (should be) used to research whattopic." These aspects
of teaching about research require a faculty member to confront directly the
students' skepticism, misconceptions, and phobia discussed above. This may
seem formidable, but human service students can grasp basic research skills
and understand their value in human service fields. The author has found that
it helps to present research as a logical process with discrete but interrelated
steps (Leedy, 1980).
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Participants teaching in all types of human service programs felt that
students should learn to critique research articles in professional journals.
This skill was best described as "how to read and understand research even
if one is not a researcher." The author has developed a useful outline for an
assignment in which students critique a research article. Students learn to
make judgments on such elements of a research article as the objectives and
empirical research questions, the selection of variables, hypotheses (and
whether the study needs them), the measurement of variables, sampling, the
collection of data, data analysis, conclusions, and additional questions raised
by the research.
Writing research proposals was listed by only one workshop participant
as an important skill. Great interest was expressed, however, when the author
described success using Program Planning and Proposal Writing (The Grantsmanship Center, 1980).This booklet presents a very clear modelfor preparing
proposals for program funding. Many of our students will be asked to help
write proposals and program plans in their agencies, so this skill is very
valuable. One participant suggested another practical skill, "Perhaps students should learn how to respond to queries from reporters about research
so they have a chance to impact what appears in the popular press."

Appropriate Teaching Styles to
Accommodate Diverse Learning Styles
Research courses are difficult to teach and many of us have experienced
boring courses in which straight lecturing masked the excitement and value
of the research process. In these courses it is especially important to use varied
teaching styles to ensure that more students will understand the material and
be able to apply their knowledge.
Workshop participants urged flexibility in shaping teaching styles for
research courses: "do not be autocratic and convinced there is one right way
to teach, to learn, to think, etc.!," "be versatile in bending/accepting ideas,"
and "(demonstrate) various interesting ways of doing research." The key
point here is that our students have many learning styles, so various teaching
methods are needed if courses are to have maximum impact (Sweitzer, 1992).
Lecturing has a place, but the participant who cited it gave"discussion" equal
weight.
A majority of workshop participants felt that active learning modes
should be incorporated into research courses. The ideas given in this area
included "(the) challenge is to try to build in meaningful exercises and
activities that 'connect' with the students," "applied," "seminars/workshops
on types of design," "experiential," and "hands-on projects." Active learning
can be fostered in the classroom and in outside assignments with a focus on
problem-solving (Woodside & McClam, 1990). Discussions and simulations
of real-life research situations are useful in helping students to understand the
research process. The author recently used a simulation in which students
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played the roles of administrators, faculty, and students planning research on
the quality of teaching on their campus. The simulation was engaging and
quite valuable, but evaluation showed it to be too complex; so the next time
a simpler format will be used. Group projects can expose students to the
realities of various aspects of research and related skills. Each year the
author's students select group projects in which they work on needs-assessments, evaluations, or proposals for human service units on campus like
Student Life, Alcohol and Drug Education, the Human Services Program, and
the Health Center.
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BRIEF NOTES

[---Learning to Listen

Conclusions
It is clear that research courses present a challenge in human service
education, requiring careful planning and a multifaceted approach to teaching and learning to meet student needs. Workshop participants agreed that
the challenge is not insurmountable and that it is important to do a better job
of teaching research concepts and skills. A related challenge lies in the need
for an appropriate textbook on research for human service programs.
An informal group interested in teaching about research is in the formative stage, with 15 faculty members on the list now. If you would like to join
this network, please write to the author: Professor Will Holton, Human
Services Program, 33 Lake Hall, Northeastern University, Boston, MA 02115.

Douglas A. Whyte

Capsule Statement: Studentslearning to interview typically are
poor listeners, listening briefly andthenbecoming lostin theirown
internal dialogue andfeelings. An exercise drawing onmeditation
is presented along with the reasoning behind its development and
anecdotal information on its effectiveness.
The more deeply we listen, the more we attune ourselves to the
roots of suffering and the means to help alleviate it. It is through
listening that wisdom, skill, and opportunity form in an act that
truly helps. But more than all these, the very act of listening can
dissolve distance between us and others as well (Dass & Gorman,
1985, p. 112).
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This brief note focuses on helping students improve their listening and
attending skills. One of the difficult achievements for beginning human
service students is learning to listen to the people they are interviewing, With
Ram Dass and Paul Gorman, human service workers recognize the all too rare
gift of being listened to by another human being. If we are honest with
ourselves, we recognize that even now we often don't listen well enough and
remember with some discomfort our early interviews when we were acquiring our skills. Thus it is no surprise that our students make the same mistakes
we made in our early efforts.
What do we find our students doing in their practice interviews? The
student typically listens to only the first part of what is being said and then
stops lis.tening.to think about what he or she should say in response. During
that p~nod of time when the student is thinking, he or she is no longer paying
attention to the other person. Often the other individual is aware of this loss
of attention and signals it through his or her body movement. However, the
student helper is typically too self involved with his or her thinking to
perceive the changes occurring in front of him or her.
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It is paradoxical that we ask students to learn a body of knowledge,
values, and skills of the helping process, and then expect them to really listen
to the people they are interviewing. Students find themselves attempting to
remember all they have learned while they are endeavoring to listen. The
following discussion presents my thinking about this paradox along with an
exercise designed to improve listening and attending skills and, conversely,
to increase students' awareness of when they are not listening.

Meditation in the Interview
1began to struggle with this when 1was completing my dissertation. 1had
been studying the teaching and learning of matching (imitating) paralanguage
(volume, speed, tonality of speaking, etc.), and found that the human service
students who had been trained to match paralanguage were less successful at
matching than was the comparison group of business students. In considering
this finding, 1came to recognize this reductionist approach of teaching microskills was of dubious value. One possible explanation of this finding was that
the human service students were more conscious of their "performance" than
were the business students. The question then became, how can students
learn to be less concerned about their own actions and more concerned about
the needs of the person whom they are interviewing?
1 had been developing an interest in meditation and had realized that
when 1 was most attentive to the other person I was in a meditative state.
Further, what came out of my mouth, seemingly unbidden when in that state,
seemed more valuable to the other person than what I thought out.
What is meditation? There are varying possible definitions. From an
esoteric position, meditation can be defined as a state of mind where one
reaches for emptiness and unity with the basic mind (Gyatso, 1984, pp. 65-83).
However, for the purposes of this document, the term "meditation" will be
used to represent a focused state of attention with the mind's conscious
awareness empty of the meditator's own internal dialogue, images, and
feelings or at least not holding on to any that occur.
One typical indicator of this state is a narrowing of one's perceptual focus
so that other objects or people in a room and extraneous sounds are no longer
perceived. Milton Erickson has noted that he often went into trance with the
persons he was hypnotizing, and that in that state he was focused on the
person while much of the room and others in the room seemed to disappear
(Erickson & Rossi, 1979, pp.116-117; Erickson & Rossi, 1980,p. 369). Erickson
was comfortable using a number of different terms for "trance," including
meditation. He defined trance as "...a state of special awareness characterized
by a receptiveness to ideas" (Rossi & Ryan, 1985, p. 223). For an interesting
article closely related to the issue, look at his article on his work with Aldous
Huxley (Haley, 1967, pp. 277-298).
How can we make rational sense of this experience? Perhaps, as we enter
a meditative state, we allow the full use of our mental abilities and not simply
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the verbal abilities of the left hemisphere. Studies have shown that we
perceive and remember more than we can consciously recall (for example, see
Blum, 1955). 1assume that as we enter the meditative state, we gain access to
the other parts of our brains, such as the right hemisphere perhaps even more
of the left hemisphere, the limbic system, and the brain stem (see Maclean,
1969; Ornstein, 1972).
Was it possible to help students have a similar experience in the classroom? The answer to that question is mixed. It has been possible to offer
students an exercise on meditation, encouraging them to move into a meditative state while interviewing. However, anyone who has studied meditation knows that it is challenging to quiet one's internal dialogue. In each class
there have been students for whom the exercise was arresting. One student
described the experience as being immersed in a flow of water, feeling
intensely everything the other person had expressed. They are sometimes
surprised by the responses they made to the other person and gratified by the
responses. Students on the receiving end of this exercise often feel profoundly
heard, received. The "duologue" (two persons speaking at each other) of
which Buber spoke was temporarily halted and there was some of the "I and
Thou" experience that he expounded (1958).
Observation of students engaged in this exercise shows that they are
doing all of the appropriate attending behaviors. With reflection, this makes
sense. People "do" attending and listening when they are interested in the
other person. (Thus attending becomes an indicator of good listening rather
than a microskill to be learned.) This realization led to the understanding that
good attending reflects a value of concern for and interest in the other person.
As students can achieve that, the appropriate behaviors will be produced. We
know, however, that values are difficult to teach, and we have concern about
inflicting our values on our students. How do we approach this challenge?
It is my position that if we can put aside our fear of making mistakes and
our need to help and really be with the other person, we will value them and
then appropriate behaviors will follow. We can trust that our out-of-consciousness processing will be engaged, and we will be able to draw on our
many learnings to respond suitably to people in their situations. Milton
Erickson spoke often about his trust of his (as well as his patients') unconscious mind (for example, Rosen, 1982, pp. 57-74).

The Exercise
The exercise begins by asking about the experiences of persons in the class
with meditation. Their descriptions help to set a tone for the exercise and let
other students know that meditation is not a foreign activity. Then they are led
into a meditation by having them focus on their breathing, letting them know
that words, images, and feelings will wander into their meditating but to
allow these things to come and go. After they have had that experience, they
are asked to pair up and again go into a meditative state.
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The final part of the exercise is to have one of the pair describe some
experience to the other. The "receiver" is to listen, as much as possible in a
meditative state. The receiver has no responsibility to respond verbally but
should do so if he or she finds something that needs to be said without having
consciously thought about what it is he or she is about to say. That is, the
receiver may find himself or herself "bidden" to say something that seems to
arise on its own and "want" to be said. (This paradoxical suggestion is difficult
for some students to comprehend.)
The final part of the exercise is processing the student's experiences. One
comment that comes up in discussion of the exercise is "when can the helper
think?" Assuming that such conscious thinking is necessary, and I am not sure
that it is, I recall Carl Rogers suggesting that the helper think during the
pauses between what the consumer has said and the helper's response.

Conclusion
As we can quiet the voices and images inside of ourselves (or allow the
words and images to pass without becoming involved with them) and truly
listen to others, we will genuinely "hear" them. As students come to understand this paradox-by not thinking about what to say or how to help the other
person, they will listen more intently, thereby deepening their understanding, and will be able to draw more fully upon their own experience plus their
learnings-they will demonstrate appropriate skills and increase their effectiveness with the consumers they serve. Further, they will be able to identify
for themselves those times when they are not listening by noticing that they
are not demonstrating good attending skills.
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BOOK REVIEWS
Issues andEthics in the Helping Professions
by Gerald Corey, Marianne Schneider Corey, and Patrick Callahan
Brooks/Cole Publishing Company, 1993, 4th edition, 379 pp.

Review by Leona Phillips
Corey and Corey have done it again! Joined by Patrick Callahan, LMFCC,
a longtime colleague from California, the team of licensed psychologist,
professor of human services, and LMFCC, trainer and private practitioner,
who we have corne to appreciate from their previous writing and the conference workshops, have produced one of the "must have" books.
Issues and Ethics in the Helping Professions (note the plural) has been
reworked and updated in its fourth edition published by Brooks/Cole. In its
latest incarnation, the book provides expansions of its literature survey, the
latest materials on a host of licensure and certification processes for several
allied disciplines, and offers more legal type information to name a few of the
areas covered. I want to highlight four areas of particular importance: the
more extensive presentations of models of ethical decision making; the
additional information on multicultural counseling; the revised codes of
ethics for AACD, AAMFT, APA, and NASW; and updated information on
working with such "special populations" as women, gays, lesbians, and
ethnic minorities.
The chapter entitled "Ethical Concerns in Multicultural Counseling"
examines (with theory and case studies) such issues as the need for a
multicultural emphasis, cultural values and assumptions, training, and the
matching of client and counselor. I found the work to be thoughtful and
comprehensive in outlook. However, I felt some discomfort that the authors
did not discuss the counselor's role regarding the client's right to choose a
therapist/counselor. Certainly this is an important ingredient in the complicated set of issues discussed. The mix of client and professional bears scrutiny,
especially when empowerment is a desired outcome.
Likewise, the chapter on special populations (an unfortunate choice of
words) urges professionals to work on their personal issues and to gain
knowledge about the populations they wish to serve. However, it does not
discuss the initial connecting in this otherwise fine review of ethics. The
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authors discuss the complexity of the issue from the counselor's perspective,
but I think the consumer's preference is an important piece of the ensuing
professional interaction and should be considered in a discussion of ethical
decision making. The issue seems especially important in populations whose
"needs have generally been denied by society...(and who) have been faced
with discrimination and oppression" (pp. 269).
Otherwise, I found the book to be lively, challenging, and informative.
The format was particularly engaging with beginning and ending activities,
self-assessment and suggested activities, respectively for each of the chapters.
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Ron Rooney, who is a professor at the University of Minnesota and has
done extensive research on the subject of intervention with nonvoluntary
clients, has written an extremely interesting and provocative work. The book
is intended for three main audiences. First, it addresses instructors who, like
himself, have approached interventions with clients on the assumption that
they were voluntary clients coming for assistance and thus have taught their
courses from that perspective, even when the subjects were involuntary
clients. Second, practitioners who are dealing with involuntary settings and
clients. And third, students who have themselves gone through an involuntary education process. It should be noted that this offhand and almost
unnoticed reference to the status of students provides an insight into how
Rooney sees the whole condition of humankind: having to be compelled to
do what is good for oneself.
Many questions regarding the ethics and the use of interventions with
nonvoluntary clients are raised in this book. Unfortunately, there are few
conclusions or explorations of these issues that address the root causes
present in general society that produce the nonvoluntary populations that
require interventions. Rooney also fails to address fully the ethical questions
of the healer's position between, on the one hand, the needs of the state to
control and prescribe behavior for its operation, and on the other hand, the
needs of the individual.
Regardless of these shortcomings, the book should be read by those
working with incarcerated populations or developing policy for working
with such populations. It is a well-documented work with extensive notes,
subject and author indices, and a listing of videos for use in classroom or
professional continuing education efforts. In brief, it should provide all
concerned with an excellent starting place for considering the implications of
their work and their relationship to the whole ethical issue of intervention.

Strategies for Work with Involuntary Clients
by Ronald H. Rooney
Columbia University Press, 1992, 405 pp.

Review by John Bloch

John Bloch is a professor of human services in the school of human services of
Springfield College, St. Johnsbury, Vermont.
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Underslanding ChildAbuse andNegleel
by Cynthia Crosson Tower
Allyn and Bacon, 1993,402 pp.

Reviewby Gina 1. Abbott
In this edition of Understanding Child AbuseandNeglect, Cynthia Crosson
Tower provides a thorough and lucid overview of the issues concerning the
topic of child maltreatment. In her preface, the author states that the purpose
of the text is "to help potential professionals recognize child abuse and
neglect, intervene, and provide treatment" (p. xi). To this purpose the material
is presented in the style of a textbook. Practical descriptions of individual
cases are provided throughout the text to illustrate a variety of scenarios. Each
chapter is written clearly and concludes with a set of "exploration" questions
to clarity major points of the chapter and aid the reader in retaining important
information. A selection of activities for applied learning encourages students
to seek out and familiarize themselves with resources available in the community. A list of articles and books suggested for further reading also is included.
The author has had considerable experience in the field as a protective
social worker, a psychotherapist, and currently as a professor designing and
teaching courses on child abuse and neglect. Reflecting her variety of experiences, Tower writes in a manner that would be equally appropriate for
students seeking an introduction to the field as well as for health care
professionals and child care providers (such as caseworkers, teachers, nurses,
and pediatricians) who have daily contact with children and their families.
The first three chapters of the text offer the reader a strong base for
discussing the topic of child maltreatment. Tower explores the treatment of
children from a historical perspective; she discusses the general role, including rights, responsibilities, and cultural values, of families in the present
society. She provides an overview of basic child development materials and
points out the possible consequences of abuse and neglect at different stages
of development.
The author then focuses on four different areas of child maltreatment:
physical abuse, neglect, emotional maltreatment, and sexual abuse. In discussing each area, Tower defines her use of the term, outlines possible causes
and conditions under which maltreatment occurs, and discusses some common characteristics of abusers and the children frequently abused. Behavioral
and physical symptoms and indicators of maltreatment also are presented.
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The book then focuses on the issues of intervention and reporting,
treatment for victims and families for all four types of maltreatment, legal
issues and the social work system, and prevention.
While Professor Tower offers the reader a brief summary of several
different theoretical approaches to the area of child abuse, she dearly takes an
approach that focuses on dysfunctional family systems, drawing heavily
from TheAbusing Family (1976) and The Broken Taboo: Sex in the Family (1979)
by Justice and Justice. She consistently uses this approach throughout the text,
discussing each subject in light of entire family involvement rather than
focusing on the abuse, neglect, and subsequent treatment of the victim.
Particular attention also is given to the awareness of and sensitivity to
different cultural norms, values, and customs within families, especially
among the various Hispanic, Asian, and African-American cultures in American society.
Professor Tower achieves her purpose well. Although the book does not
offer startling new research, it provides an excellent introduction to the area
of child abuse and neglect. The practical, nonscientific approach makes the
material easily understood and readily accessible to a wide segment of the
population.

Gina 1. Abbott is a member of the University of Rhode Island Family Violence
Research Group. She is a PhD. candidate in clinical psychology at State University
of New York at Stony Brook.
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Guidelines for Authors

.Human Service Education (HSE) is a refereed journal. Manuscripts which
are Judged by the editors to fall within the range of interest of the journal will
be submitted without the names and identifying information of the authors to
reviewers.
The principal audiences of HSE are faculty members and administrators
in institutions of higher education and practitioners interested in human
service education. Sample areas of interest include: teaching methods, curricular design, internships and experiential learning, faculty development,
career paths of graduates, issues of program quality, relationships with
human service agencies, articulation between two- and four-year programs,
and models of graduate study in human services.
HSE publishes three types of submissions: a) articles, b) brief notes, and
c) critical reviews of instructional materials and scholarly books of interest to
human service educators.

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. All 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:
Articles. Ordinarily, manuscripts for articles should not exceed ten
(10) typed pages. Following the title page include an abstract of not
more than 100 words. This statement should express the central idea
of the article in nontechnical language and should appear on a page
separate from the text.
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 SO-wordcapsule 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.Telephone: (401)792-4213or
2564.

1.

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 1.2S-inch margins
on all four sides. All 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.

Send an original and three clean copies of all materials to: Anita Runyan,
c/o P.P.P.M., University of Oregon, Eugene, OR, 97403-1209. Telephone:
(503.346-3819.
Inquiries about subscriptions and production should be directed to Rob
Lawson, Everett Education Center of Western Washington University, 801
Wetmore Avenue, Everett, WA 98201-1327. Telephone: (206) 388-9438 or
FAX 2.58-6257.
Human Service Education • Volume 13, Number I • Page 6J

Human Service Education' Volume 13, Number I • Page 62

d

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 Southem
Regional Education Board, NOHSE focused its energies on developing and
strengthening human service education programs at the associate, bachelor's,
master's, and doctoral levels.
The current purposes of the organization are: 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 care professionals, and administrators. Benefits of membership include a subscription to
Human Service Education and to The Link (the bimonthly newsletter) and the
availability of professional development workshops, professional development and research grants, and an annual conference.
Six regional organizations are affiliated with 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, 1700 Spring Garden St., Philadelphia,
PA 19130-3991. Telephone: (215) 751-8533. Other correspondence should be
addressed to Franklyn Rother, NOHSE president, Brookdale Community
College, Newman Springs Rd., Lincroft, NJ 07738. Telephone: (908)576-1643.
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