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Introduction
As human service workers, we like to thi
of ourselves as somewhat
different from those in more product-orientec xupations. We have a tendency to view the business world as harsh, un ing, and overly individual,
while human services are seen as more caring :l collaborative. This article
challenges this notion by examining the cultun ase on which the American
service delivery system is built. While we don' ~e human services as harsh
and uncaring, we do see them reflecting the s e basic values as business.
Both systems contain a cultural bias that del ~s from a set of dominant
cultural values. Cultural bias for our purposes I ins a particular world view
that contains a set of values and means of inte eting the world.
The American set of dominant cultural val ; has been described in the
literature as one with a high regard for indiv al achievement, self-sufficiency, belief in the inherent value of science
i technology, control over
nature and the environment, and the superiorit ,f rationality over emotion.
There is little value placed on collectivity, his V, and spirituality (Bellah,
Madsen, Sullivan, Swidler, & Tipton, 1985; Ha 1976; Lappe, 1989; Spiegel,
1982; Yankelovich, 1981). The term dominant i; us instance does not mean
that the values are necessarily held by the major
of people but that they are
the cultural foundation on which our social in: utions are built (Vega and
Murphy, 1990).
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Theoretical Framework
We argue that the values of the dominant Arne:
fested in the ways in which human services are ecru
mented. Following Dohrenwend (1978) we begin an
that psychosocial stress is a key variable in producin
individual encounters a stressful event, which tri~
reaction. This stress reaction leads to a set of consequ
that can range from psychological growth to psycl
individual ends up on this continuum depends largel
of the stress, its severity and chronicity, and the degre
available to the individual. It is the types of support
that are shaped by the dominant cultural values.
As can be seen in Figure 2, Dohrenwend's modi
methods for intervening. These are: community and
ment, political action, education and socialization, sk
vention, and corrective therapies. An assessment
delivery system would show that its resources are am
toward the provision of corrective therapies, with
approaches that would address the source of much
lives (Oswald & Berger, 1992). The construction
individual's presenting problem could be viewed (
individual-oriented set of values identified previou
issues sends a meta-message that identifies the pfl
individual who, if he or she were more proactiv

culture are manitualized and implesis with the premise
sychopathology. An
rs a transient stress
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Figure 2. A model of the effects ofpsychosocial stress and

Idesof intervention (from

Dohrenwend,1978).
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oriented), would be able to
help.
Taken as a whole, thi
problems facing American
atomization of individual,
in situations where they an
need for mutual support,
threat to their individual f
is presently configured, re
and alienation.
Thus, while we woul
service workers have valu
the values that are domino
human service delivery s
dominate within human

ster and resolve the issue without professional
:onstellation of values lies at the core of the
.day, Social forces are created that reinforce the
stence (Wernick, 1991). People find themselves
ruggling alone for survival and are defining the
l connectedness to others as a weakness and a
dom. The human service delivery system, as it
orces values that support the forces for isolation
ike to be sympathetic to the view that human
hat are less individualistic and more caring than
In American culture, the current structures of the
em suggest that the dominant American values
vices as well.

Illustration
The authors had a ur re opportunity to gather some data that relate to
this theoretical framewo at the 1993 Annual Conference of the National
Organization for Humar .rvice Education. As part of our keynote address
at the conference breakfa «e asked the 60 attendees to participate in a study
of cultural values. It is iJ ortant to note that we do not offer these data as
scientific evidence collee l as part of a carefully designed study. Rather, we
saw an opportunity to g ier a sense of the audience and provide food for
thought on the cultural' spectives that shape our work.
Participants comple e a short, simple questionnaire that assessed their
value orientations alonj le five dimensions delineated by Kluckhohn and
Strodtbeck (1961).This ( f survey was a teaching technique used to demonstrate the connection b Teen the configuration of services and the value
orientation of human ~ rice practitioners. Completing the questionnaire
required people to read
ee statements from each of the five dimensions and
to choose the one tha t is .st like them and the one that is next most like them.
Figure 3 shows the insn lent used to assess value orientation. In the first set
of statements, the first sponse indicates a future orientation, the second
response indicates a pn :Itorientation, and the last response indicates a past
orientation. It is assum that, taken collectively, this instrument will reflect
the value orientations, , group. This assumption is based on the similarity
between this instrumer nd others used in this type of research (Ibrahim and
Kahn, 1987).
Observation of the dience indicated a group that was fairly equally split
between genders and edominantly white. Participants live and practice
throughout the conti: ital United States and Hawaii. We failed in our
attempt to gather dem raphic data on the individuals and can present only
the total responses to
.h statement.
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[ ] I like my goals to shape my present actions.

[ ] I like to take each day at a time.

[ ] My traditions are very important to me.
[ ] I like to think I can make my own way in the

rld.

[ ] When I'm working on a task, I like to be in tu

with the group.

[ } When working on a task, I like to know who

n charge.

I: ] Problems can be solved providing we can find

.resources and right

technology.
[ ] When addressing problems, it is important tc

ork in tune with the

mix of social forces.
[ ] Problems often can't be solved, they just hav

) be accepted.

[ ] People pretty much take care of themselve
about others.

.rst and then worry

[ ] People's way of responding differs accordin

) the situation.

[ I People, in general, will take care of others 1 ire they take care of
themselves.

[ ] When I'm with a group, I'm concerned that
hand.

~

focus on the task at

[ } When I'm with a group, I enjoy being part c

[ ] When I'm with a group, I enjoy taking part

figure 3. The survey instrument used to assess the'
attendees at the 1993 Annual Conference of the Natioi

is development.

re orientations of the 60
Organization for Human

ServiceEducation.
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Results
Figure 4 shows the results of the survey. As can be seen, there is a fairly
strong resemblance between the profile that would be expected of the dominant American culture (Carter, 1991; Kluckhohn & Strodtbeck, 1961) and the
prof~le ~r~sent~d by the 60 human service workers and educators. The survey
profile 1S identical to the expected dominant American cultural profile in the
time and relational dimensions: the majority were future-oriented and individually-oriented. The participants differed from the dominant cultural
profile in the areas of activity, relationship to environment, and human
nature. In two of these, a large minority of people chose the presumed
orientation of the dominant culture. The only orientation that differed substantially from the dominant profile was for the human nature dimension.
The participants viewed human nature as neither good nor evil, but neutral.
The presumed dominant cultural value is one of a self-serving nature.
Value Orientations
Time - Activity - Relations - Environment - Nature
60

50
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40

I:

0

Q.

g:

a:

30

S

0
I-

20
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0

Time

Activity
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Environment

Nature

Figure 4. Number of responses to statements designed to assess value orientations

toward five dimensions: time, activity,relations,nature, and the nature of humanity.

Discussion
While the sample in this study is not a scientifically constructed random
sample of service providers, it does reflect the views of an important sector of
human ~e.rvice practitioners and educators. The predominant profession of
the p~rtiC1pants was ~ostsecondaryhuman service educators. Societally, the
most important function of education is the transmission of cultural values.
In fact, one of the standards for program approval by the Council on StanHuman Service Education' Volume 14. Number 1 • Page 8

dards for Human Service Education states: "The training program s~1~1l
transmit the major human service values and orientations to the students 'in
order to make them aware of the general value orientation of the field"
(Brown, 1.990, p. 99). The value~ that dominate among educators and practitioners w111 strongly shape the field, The degree to which these values reflect
the dominant value system increases the degree to which the human services
system will function to serve the dominant system. At the same time, we are
not naive: powerful external forces shape the human services system and the
ways in which it functions. Arguably, within the current political givens, it is
not possible to adequately meet the needs of the users of the service system
and simultaneously serve and maintain the dominant economic system
(Fabricant & Burghardt, 1992; McKnight, 1987).
It may not be obvious to all that the existence of a dominant set of cultural
values is problematic. Problems arise in two ways. The first is structural; the
structure and function of the human services system embody individualistic,
victim-blaming priorities, as discussed earlier with regard to Dohrenwend's
diagram. The second involves individual value-choices. When one set of
values are dominant in any society or community, those who hold those
values have greater access to the goods and services provided by that society
or community than those who don't. The existence and strength of the
dominant values in American society have served as barriers to those from
other cultures.
A wheel provides a metaphor for how a dominant set of values can serve
a discriminatory function. If the society is viewed as a wheel, the hub can be
viewed as the language of the dominant culture. Therefore, to communicate
with the hub requires that communications pass for translation into the
language of the dominant culture. In addition, if the communication is
directed toward other parts of the wheel or society, it must then be retranslated from the language of the dominant culture into the language of the
receiving culture. The outcome of this structure is that those who reside in the
hub, or speak the language of the dominant culture, are always in an
advantaged position.
To understand this process think about being in a new social setting
where you are the only person who doesn't know everyone else. In this
situation, you feel ill at ease because you don't know the social rules or the
common frame of reference of the group. This sense of alienation is magnified
for people who are not from the dominant culture.
. Cose (1993), in a recent Newsweek article, highlighted this process for
highly successful African-Americans. Her interviews showed that despite
achieving high-status positions, these African-Americans returned to their
home communities to feel at ease and connected to other human beings.
Additionally, volumes of research have documented this same feeling of
alienation among individuals who are not part of the majority culture when
they encounter the human service delivery system (Hoare, 1991; Snowden,
1993; Sue & Sue, 1990; Szapocznik & Kurtines, 1993; Taylor, Neighbors, &
Human Service Education' Volume 14. Number 1 • Page 9

Implications

Borman, 1989; Vega & Murphy, 1990). McIntosh (1988), in an opposite
approach, has illustrated vividly the advantages received in everyday life as
a result of being part of the dominant culture.
The dominant values in American culture, as reflected both in the
literature and in this study, illustrate a self-serving orientation through the
individualizing of social problems. In particular, when an individual ~s
viewed within a cultural perspective as primarily responsible for her or hIS
own circumstances, problems are seen as personal failures rather than societal
shortcomings. Personal problems seen as individual weaknesses need not be
addressed systematically; approaches such as corrective therapy suffice to
address the problems. The concerns of the individual are ~d?re~s.ed, ye! the
social problems at the root of the individual pro~lem~ remain invisible, ~Ive~
the possible array of interventions suggested in ~Igure I, the overly md~
vidual-oriented approach becomes even more ObVIOUS. The lack of systemic
approaches also guarantees that problems will b~ perpetuate.d ~ecause ~e
sources are never addressed. This cycle, then, reinforces a victim-blaming
mentality. With the source of an individual's problem left untouched, he or
she must constantly struggle with only the tools provided in corrective
therapy. In a sense, within the present service paradigm, we ask the individual clients to become strong enough to tum back societal forces and then
blame them when they fail.
The results reported here, however, do provide hope that the delivery
system is changeable. Kluckhohn and Strodtbeck (1961) are quite clear that
cultural values are neither static nor uniform. In fact, it is the differences and
changes in values that bring about changes in a culture. As pointed out
previously, the values of many of our respondents did show some important
variations from the expected dominant American profile. The most outstanding difference was in how the participants in this study viewed the innate
nature of human beings. The majority viewed people as neither innately good
nor innately bad. It is the evil orientation, that is, viewing people as primarily
self-serving and selfish, that provides societal support for means-testing. This
belief that people will always attempt to "get something for nothing" underlies society's desire to assess people's needs and limit access to services rather
than offering universal services.
Another important element of these results is that the participants were
far from unanimous in their orientations. While the majority of people did
report an individual relational orientation, almost half reported a collateral
orientation. Given the importance of individualizing problems to the dominant American culture, the fact that there are so many who hold collaterality
as a primary value orientation indicates possibility for change. It is the
collateral value orientation that challenges the over-emphasis on individual
approaches such as corrective therapy.

Human service workers typically express frustration with the limits en
their ability to address the needs of their clients. Often practitioners blame
their frustrations on the bureaucracy for which they work. However, the
behavior of the bureaucracy is a logical extension of a service system built on
the values outlined previously. Much of the red tape arises from an orientation that holds individuals accountable for their own difficulties and assumes
that, without safeguards, people will abuse systems designed to help those in
need (Fabricant & Burghardt, 1992). A task analysis of human service work
would show that much of the bureaucracy's time is spent on issues of
eligibility and justifying the need for services to funding sources.
If it is true that the problems and limitations of the service system grow
directly from its cultural base and that this base is largely shared by the
practitioners, then the solutions to these problems and limitat~onsrequire~ a
re-examination of and challenge to that cultural base. Resolving the service
delivery problems requires a reconceptualization of services. The theoretical
framework provided in this article suggests a direction for creating this
change could be the reallocation of service dollars into programs that support
community development. At present, little human service money flows
directly into the community. Thus the community's ability to provi~e networks of mutual support is extremely limited. If one accepts the premIse that
most problems stem from transient stress reactions, it becomes logical to
address the causes of that stress. Given that most stresses are related to access
to resources, building community support networks around issues of child
care, transportation, housing, and so on would address the major reasons
people solicit professional services and alleviate the isolation and alienation
that destroys the human spirit.
This approach implies that human service educators need to change
much of the focus of the training and education provided to future practitioners. The development of programs that teach community organizing, community development, and facilitating skills on a par with counseling ~k.ills
become vitally important. In addition, it becomes necessary to create a VISIOn
of the human service worker as an activist in the political and economic arena.
The newly conceptualized set of services would need to ensure that the
community becomes a client in the sense that resources be made available
directly to the community for its development and that practitioners see
themselves as working with the users of the system, rather than for them. In a
sense, human service training and education would require a politicalization
of its participants, and human service programs would need to be designed
to address systemic issues rather than individual problems.

Human Service Education' Volume 14, Number 1 • Page 10
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The dominant values in American culture, as reflected both in the
literature and in this study, illustrate a self-serving orientation through the
individualizing of social problems. In particular, when an individual is
viewed within a cultural perspective as primarily responsible for her or his
own circumstances, problems are seen as personal failures rather than societal
shortcomings. Personal problems seen as individual weaknesses need not be
addressed systematically; approaches such as corrective therapy suffice to
address the problems. The concerns of the individual are addressed, yet the
social problems at the root of the individual problems remain invisible. Given
the possible array of interventions suggested in Figure I, the overly individual-oriented approach becomes even more obvious. The lack of systemic
approaches also guarantees that problems will be perpetuated because the
sources are never addressed. This cycle, then, reinforces a victim-blaming
mentality. With the source of an individual's problem left untouched, he or
she must constantly struggle with only the tools provided in corrective
therapy. In a sense, within the present service paradigm, we ask the individual clients to become strong enough to tum back societal forces and then
blame them when they fail.
The results reported here, however, do provide hope that the delivery
system is changeable. Kluckhohn and Strodtbeck (1961) are quite clear that
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previously, the values of many of our respondents did show some important
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than offering universal services.
Another important element of these results is that the participants were
far from unanimous in their orientations. While the majority of people did
report an individual relational orientation, almost half reported a collateral
orientation. Given the importance of individualizing problems to the dominant American culture, the fact that there are so many who hold collaterality
as a primary value orientation indicates possibility for change. It is the
collateral value orientation that challenges the over-emphasis on individual
approaches such as corrective therapy.

Human service workers typically express frustration with the limits on
their ability to address the needs of their clients. Often practitioners blame
their frustrations on the bureaucracy for which they work. However, the
behavior of the bureaucracy is a logical extension of a service system built on
the values outlined previously. Much of the red tape arises from an orientation that holds individuals accountable for their own difficulties and assumes
that, without safeguards, people will abuse systems designed to help those in
need (Fabricant & Burghardt, 1992). A task analysis of human service work
would show that much of the bureaucracy's time is spent on issues of
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directly into the community. Thus the community's ability to provi~e networks of mutual support is extremely limited. If one accepts the premIse that
most problems stem from transient stress reactions, it becomes logical to
address the causes of that stress. Given that most stresses are related to access
to resources, building community support networks around issues of child
care, transportation, housing, and so on would address the major reasons
people solicit professional services and alleviate the isolation and alienation
that destroys the human spirit.
This approach implies that human service educators need to change
much of the focus of the training and education provided to future practitioners. The development of programs that teach community organizing, community development, and facilitating skills on a par with counseling ~k.ills
become vitally important. In addition, it becomes necessary to create a VISIOn
of the human service worker as an activist in the political and economic arena.
The newly conceptualized set of services would need to ensure that the
community becomes a client in the sense that resources be made available
directly to the community for its development and that practitioners see
themselves as working with the users of the system, rather than for them. In a
sense, human service training and education would require a politicalization
of its participants, and human service programs would need to be designed
to address systemic issues rather than individual problems.
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Human Services Student Patterns:
A Study of the Influence of Selected
Psychodynamic Factors on Career Choice
Ron Collins, Jerry Fischer, and PaulCimmino
Abstract: This study investigated which experiences of human
service students influence their career choice. Students (N = 175)
were surveyed and responses were collected in theareas offamily,
addictions related, and psychosocial experiences. The responses
were examined for patterns among students who identified four
major areas of concentration: family treatment, mental health,
early childhood, and chemical addictions. The patterns suggested
bythe responses involved parental, interpersonal, andintrapersonal
issues that were associated with students' choices amongthefour
major areas of concentration.

Introduction
Development of appropriate curriculum for the ever-growing field of
human services is becoming increasingly complex as graduates serve more
diverse populations. In addition to meeting the needs of different populations, educators must be sensitive to the characteristics and goals of the
students who make human services their career to provide them a meaningful
education.
The more that human service educators understand career-choice influences on their students, the better prepared they are to educate those students.
One way to understand students involves a psychodynamic orientation that
affirms that an individual's emotional needs are to a degree unconscious and
may have an origin in early childhood experiences. Accordingly, a
psychodynamic vocational theory points out that career development is
shaped by both early childhood experiences and the subsequent impact of the
doubts and dissatisfactions individuals have in resolving their life issues
(Bordin, 1990). Roe (1972) emphasized both parent-child interactions and
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environmental experiences as factors in vocational choice. Although this
career development theory exists, no one has conducted research on the
influence of early development and later resolution of life issues on career
development of human service students.
Fussell and Bonney (1990)studied the childhood experiences of psychotherapists as compared to those of physicists to ascertain implications for a
therapist's clinical practice. Their study investigated the two groups' perceptions of their childhood family environments and the health of their families
of origin (i.e., parental absence, parent-child role inversion, caretaking, parental responsiveness, ambiguous communication, and childhood happiness).
Implications of their research suggest that psychotherapists experienced
some level of psychological pain in their childhoods as a result of trauma and
emotional deprivation. The study also stated that the pain in a psychotherapist's
childhood may have enhanced an interest in people rather than extinguished
it.
Enoch (1988)conducted research in the field of social work to determine
the impact of gender, social background, work history, and attitudes on
students' occupational choices. The study showed that social work students
were primarily female and were inclined to want a job where they could help
others. Social work students tend to come from a low-middle class background and support a socialist type of governrnent. Although this study dealt
with some of the characteristics of students, it did not address issues of human
development or interpersonal relationships that may affect the students'
career choices.
Hartman, Jenkins, Fuqua, and Sutherland (1987) focused on variables
that contributed to career indecision of students enrolled in an Introduction
to Psychology class. Although it revealed no significant findings, the study
suggested that female students, contrary to what might be expected, did not
stress the primacy of interpersonal relationships as an influence on their
occupational attitudes. Even though this study addressed the effect of interpersonal relationships on career decisions, it did not investigate the influences
of specific interpersonal relationships (i.e., parents, spouse, and siblings) or
the influences of experiences possibly associated with those relationships
(e.g., addiction problems, emotional problems, divorce, etc.) on the students'
choices of a major.
This study investigated which life experiences of human service students
influence their career choices. More specifically, this study focused on ascertaining the presence of family, addictions related, and psychosocial factors
experienced by human service students.

Method
Sample
The sample consisted of undergraduate students enrolled as human
service majors who identified one of twelve major areas of concentration. The
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number of students responding to the survey was 175, which was 77% of·the
total number of human service majors. All respondents attended a northwest
regional college.
.

Instrumentation
Human service students were surveyed using the Human Services Questionnaire (HSQ) developed for this study. The HSQ was constructed with a
psychodynamic vocational theory as an underlying basis (Bordin, 1990;
Fussell & Bonney, 1990; Roe, 1972). Questions were chosen to elicit information about participants' early development and present significant life issues
that might contribute to their unconscious emotional needs. Accordingly,
participants gave responses disclosing family status during their early development and subsequent issues and/ or experiences (substance abuse, physical/emotional/sexual abuse, divorce, emotional problems, etc.) encountered
by themselves and family members.
More specifically, Part I of the HSQ asked participants to respond to
questions of a demographic nature: gender, enrollment status, age, and so on.
Part II asked respondents to provide information about their families: their
birth order, type of family parents (biological, adoptive, foster, relatives, and
other), and occurrence of divorce among family members (parents, grandparents, respondent, and siblings). Part III asked respondents to supply information about substance abuse problems: presence of chemical dependency/
alcoholism (respondent, parents, spouse, and siblings), presence ofco-dependency (respondent, parents, and spouse), and other addictions (respondent,
parents, and spouse). The last section, Part IV, asked respondents to identify
information regarding psychosocial functioning: presence of emotional problems (respondent, parents, spouse, and siblings); police arrest (respondent,
immediate family, and extended family); presence of physical, emotional, or
sexual abuse (respondent, immediate family, and extended family); and
presence of suicide ideation (respondent, immediate family, and extended
family).

Data Collection
Participation was voluntary and information was collected on a single
day by having the students complete the survey instrument during class. No
identifying information was requested. The students received no course
credit for their efforts. The human service students identified themselves as
matriculating in one of twelve major areas of concentration: child, adult, and
family treatment; mental health-applied psychology; community programs;
crime control; gerontology-aging and related programs; human service management and administration; organizational, community, and human service
counseling; rehabilitation and related services; chemical addictions; early
childhood studies; social problems; adjunct therapy: psycho-drama, art
therapy, and so on.
A majority of students (77%, N = 134) identified themselves as studying
in four major areas of concentration. No more than 6% of the students
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indicated they were pursuing anyone .of the remaining. eight areas of major
concentration. For the purposes of this study, data will be reported from
students responding in the following major areas of concentration: mental
health systems and applied psychology (N = 45); child, adult, and family
treatment (N = 38); early childhood studies (N =32); and chemical addictions
and treatment in human services (N = 19).

Results

Addiction Factors

.

Table 2
Percentages of Factors Related to Addictions by Major Concentration as
Reported by Human Service Students

Demographics
In the current study, 78.6% of the respondents were female. The mean age
of the respondents was 28.5 years, and 63.5% were 25 and older. A majority
(57%) of the respondents were enrolled as full-time students, and a majority
(58%) of the students were sophomores or juniors.

. ,

As can be seen in Table 2, every major concentration area had respondent.s
who reported chemical dependency or alcoholism.

Factor

Family
treatment

Major Concentration
Early
Mental
childhood
health

Chemical
addictions

Total

Chemical dependency/
Alcoholism

Family Factors

respondent

(N = 34)
12%

(N = 38)
39%

(N = 23)
47%

(N = 16)
38%

(N = 111)
32%

As can be seen in Table 1, a majority (59%) of the respondents indicated
their birth order as second of two or middle child. A minority (41%) of
respondents indicated their type of family consisted of biological parents.

parents

(N = 34)
29%

(N = 34)
33%

(N = 20)
35%

(N = 17)
35%

(N = 105)
30%

spouse

(N = 29)
24%

(N = 31)
26%

(N = 15)
27%

(N = 14)
43%

(N = 89)
28%

sibling

(N =36)
44%

(N = 39)
49%

(N = 27)
44%

(N = 18)
50%

(N = 120)
47%

respondent

(N = 34)
41%

(N = 38)
63%

(N = 24)
58%

(N = 16)
44%

(N = 112)
53%

parents

(N = 37)
46%

(N = 44)
68%

(N = 32)
86%

(N = 18)
56%

(N = 131)
65%

spouse

(N = 32)
28%

(N = 43)
42%

(N = 29)
59%

(N = 17)
47%

(N = 121)
43%

respondent

(N = 37)
19%

(N = 45)
22%

(N = 31)
23%

(N = 19)
32%

(N = 132)
23%

parents

(N = 36)
47%)

(N = 43)
67%

(N = 29)
93%

(N = 19)
47%

(N = 127)
65%

spouse

(N = 35)
20%

(N = 42)
31%

(N = 30)
30%

(N = 18)
39%

(N = 125)
29%

Table 1
Percentages of Family Factors by Major Concentration as
Reported by Human Service Students

Co-dependency

Major Concentration
Family
treatment

Mental
health

Early
childhood

Chemical
addictions

Total

Birth order
(N = 38)
firstborn
32%
second of two 19%
middlte
39%
youngest
8%
onlychild
2%

(N = 45)
13%
20%
34%
20%
13%

(N = 31)
4%
35%
35%
13%
13%

(N = 19)
32%
16%
42%
5%
5%

(N = 133)
19%
22%
37%
13%
9%

(N = 38)
69%
8%
8%
5%
10%

(N = 45)
36%
18%
18%
13%
15%

(N = 31)
4%
26%
28%
26%
16%

(N = 19)
57%
11%
11%
5%
16%

(N = 133)
41%
15%
17%
13%
14%

(N = 31)
32%

(N = 23)
34%

(N = 9)
22%

(N = 13)
54%

(N = 76)
36%

grandparents

(N = 31)
23%

(N = 32)
16%

(N = 16)
31%

(N = 15)
20%

(N = 94)
21%

respondent

(N = 35)
34%

(N = 39)
43%

(N = 25)
48%

(N = 17)
47%

(N = 116)
43%

sibling

(N =34)
35%

(N = 38)
47%

(N = 24)
54%

(N = 17)
53%

(N = 113)
46%

Factor

Type of family
Parents
biological
adoptive
foster
relatives
other
Divorce
parents

Other addictions

Note: Data aremissing fora number of the personal and sensitive categories.

Note: Dataare missing fora numberof the personal and sensitive categories.
Human Setvice Education • Volume 14. Number I' Page 18

Human SesvtceEducation' Volume 14. Number 1 • Page 19

Discussion

Psychosocial Factors
As can be seen in Table 3, a majority of the human service students (54%)
reported either emotional or sexual abuse occurred to them. A majority (55%)
of the respondents indicated suicide ideation present among their extended
family.
Table 3
Percentages of Psychosocial Factors by Major Concentration as
Reported by Human Service Students

Factor

Family
treatment

Major Concentration
Early
Mental
childhood
health

Chemical
addictions

Total

Emotional problems
respondent

(N = 29)
41%

(N = 25)
32%

(N= 7)
14%

(N = 14)
36%

(N = 75)
35%

parents

(N = 30)
47%

(N = 22)
41%

(N = 7)
86%

(N = 14)
29%

(N = 73)
45%

spouse

(N = 30)
27%

(N = 29)
52%

(N = 15)
80%

(N = 15)
33%

(N = 89)
45%

sibling

(N = 34)
41%

(N = 37)
35%

(N = 21)
43%

(N = 17)
41%

(N = 109)
39%

respondent

(N = 31)
16%

(N = 27)
26%

(N = 12)
42%

(N = 12)
33%

(N = 82)
26%

immediate
family

(N = 31)
29%

(N = 28)
36%

(N = 14)
64%

(N = 13)
31%

(N = 86)
45%

extended
family

(N = 28)
32%

(N = 25)
24%

(N = 8)
50%

(N = 12)
42%

(N = 73)
45%

Police arrest

Physical, emotional, or sexual abuse
respondent

(N = 29)
59%

(N = 22)
50%

(N = 4)
25%

(N = 14)
57%

(N = 69)
54%

immediate
family

(N = 31)
55%

(N = 27)
37%

(N = 10)
20%

(N = 16)
63%

(N = 84)
46%

extended
family

(N = 31)

450/0

(N = 22)
32%

(N = 8)
13%

(N = 12)
42%

(N = 73)
37%

respondent

(N = 34)
32%

(N = 28)
54%

(N = 16)
44%

(N = 13)
23%

(N = 91)
40%

immediate
family

(N = 32)
31%

(N = 33)
42%

(N = 17)
41%

(N = 15)
27%

(N = 97)
36%

extended
family

(N = 34)
44%

(N = 36)
55%

(N = 21)
86%

(N = 17)
35%

(N = 108)
55%

Suicide ideation

Note: Data are missing for a number of the personal and sensitive categories.
Human SeNice Education' Volume 14,Number 1 • Page 20

The information provided by the study is best used in describing the
survey respondents and caution should be used when generalizing to other
groups. The respondents were not randomly selected but volunteered. A
number of categories, especially those of a personal and sensitive nature, had
missing data.
The human service field seems to attract students having experienced
some negative aspects of life. Perhaps these students seek to address those
issues through their career development. Therefore, their vocational choice
may be congruent with Bordin's (1990) psychodynamic theory of career
development.
The information collected from the human service students suggested
three patterns among the family, addictions related, and psychosocial factors.
One pattern evident was that parental issues were a part of their life experiences. More than 50% of the participants identified their parents as codependent. More than half identified their parents as having an addiction,
other than chemical dependency or alcoholism. In contrast, only 16% of the
general population experiences some type of substance abuse problem. In
addition, 45% of the students identified their parents as having emotional
problems. However, only 12% of the general population experiences some
type of emotional problem (Wall, 1993).
Another pattern indicated by the study involved negative relationships
experienced by the students. A majority reported experiencing physical,
emotional, or sexual abuse and identified themselves as co-dependent. For
perspective, .7% (N ;: 1,767,673) of the general population in 1992 officially
reported some type of abuse (Statistical Abstracts of the United States, 1993).
Furthermore, 43% of the students reported being divorced. Nationally, one
out of three marriages ends in divorce (Wall, 1993).
Lastly, the data suggested disrupting influences in the immediate and
extended family of a number of students. A majority reported suicide ideation
among extended family members. A number of respondents' siblings (46%)
were reported to have experienced a divorce. Although no statistics are
available on suicide ideation within the general population, 1.2% reported
attempting suicide. Spouses experiencing emotional problems were reported
by 45% of the students. However, 12% of the general population reported
some type of emotional problems with 2% reporting severe emotional problems. Forty-five percent of the students reported a police arrest within the
immediate and extended family. Less than 1% of the general population is
reported to have been arrested (Wall, 1993).
The three factors (family, addictions related, and psychosocial) were
examined by the students' major concentrations, and patterns emerged
particular to each concentration. Parental issues among the early childhood
students was the most clearly evident pattern indicated in the study. This
suggests that these students may be seeking to resolve conflicts through their
Human sevtce Education' Volume 14, Number / • Page 2/

identified concentration, More than 80% reported the following: not being
raised by both of their biological parents; parents are co-dependent; parents
have an addiction other than chemical dependency or alcohol; and parents
have an emotional problem. None of the students in the other major concentrations had data suggesting such a strong emphasis on parental issues.
Additional patterns indicated are family disruptions and negative relationships.
The early childhood students, however, reported the fewest number of
divorces among their parents, the fewest emotional problems among themselves, and the fewest reports of physical, emotional, or sexual abuse among
themselves, their immediate families, and extended families. Perhaps the
issues of the early childhood students are primarily with their biological
parents who, as reported by a great number (80%),did not raise them jointly
or otherwise.
The data from students who identified the human service field of chemical addictions suggested those students had family and relationship issues.
Although only 35% reported their parents having chemical dependency or
alcoholism problems, 50% reported their siblings to have these addiction
problems, Co-dependency among their parents, along with divorce were
identified by a majority of students. A high degree of physical, emotional, or
sexual abuse reported among the respondents of this major concentration and
their immediate families suggests the prominence of family and relationship
issues. These conflicts indicate that perhaps students in the chemical addictions concentration are using their identified field to increase their knowledge
about the psychological anxiety they are experiencing. Noteworthy, the
chemical addictions students had the fewest reports of suicide ideation
among themselves, their immediate families, and extended families.
The responses of the mental health students suggested a pattern of
negative interpersonal and intrapersonal experiences. More than half of the
students reported co-dependency among themselves and their parents. A
somewhat high percentage (54%)reported experiencing suicide ideation, and
in addition, a similar percentage (55%) was reported among their extended
families. Furthermore, a majority reported emotional problems among their
spouses.
The pattern that emerged from the responses of the family treatment
students indicates successful interpersonal and intrapersonal experiences.
They reported the fewest incidence of divorce among themselves and their
siblings. Only 12% reported chemical dependency or alcoholism. Furthermore, they reported the least amount of co-dependency among themselves,
their parents, and spouses. This suggests that these students might be exploring other alternatives in human services rather than incorporating the knowledge they gain into more of a therapeutic process of self-discovery or resolution of past conflicts.
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Implications
The patterns suggested by the responses of the human service students
are relevant to human service educators. Each major area of concentration
exhibited a pattern of family, addictions related, and psychosocial factors, An
educator sensitive to how these three factors may have influenced a student's
choice within the field of human services would be better prepared to ad vise
his or her students in courses that would facilitate greater self-discovery.
Furthermore, the content of particular classes within the core curricula of a
major concentration could be focused to enhance students' self-knowledge
bases and possibly provide them with different perspectives on their life
issues. Major concentration courses may already be offering students what
they need to deal with their life issues. Obviously, that may be why theychose
that particular concentration. However, educators with this specific foreknowledge may make course and class improvements.
For example, educators could offer early childhood students, whose
pattern suggested parental issues, human development as a prominent part
of their curricula. Furthermore, those courses could cover material addressing the impact of the break between children and their biological parents.
Chemical addictions students might spend more time in classes that provide
material dealing with family functioning. For mental health students, courses
and class content might provide more experiential opportunities for interpersonal skill development and intrapersonal exploration. The results of this
study suggest that family treatment students might benefit from a greater
array of treatment perspectives.
Corey and Corey (1993) have recognized the power of unconscious unmet
needs in human service students. They advise students to become aware of
their own family issues and address them to enhance their psychological
functioning and effectiveness as helpers. They caution students as follows: "if
you are unaware of your sensitive areas, you are likely to misinterpret your
clients or steer them in a direction that will not arouse your own anxieties" (p.
176).
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Stages of an Internship:
An Organizing Framework
H. Frederick Sweitzer and Mary A. King

Abstract: An intensive field experience is a critical component of
most human service education programs. Faculty members often
help interns process theexperience so that learning will be maximized. The authors propose aframework, modeled ongroup development theory, that organizes a progression of concerns that
internsexperience over thecourse ofan internship. Such aprogression allows internsandsupervisors toviewasnormal manyevents
andconditions thatmayoihenoise be sem asnegative, mysterious,
and counterproductive. It also allows students and faculty to
predict some ofthethingsthatmayhappen and tothinkabout ways
to respond. The article discusses this progression, its theoretical
base, and ways to apply theframework to working with interns.

Introduction
An intensive field experience is a critical component of most human
service education programs. These experiences are referred to by a variety of
names, including internships, field work, field experience, and practicum. We
will use the term "internship" to refer to these experiences, which involve
working in agencies or other field sites for at least eight hours per week over
the course of a semester. Such internships are recommended by the Council
for Standards in Human Service Education (Brown, 1989), and a 1989 study
showed that they are required by 88% of bachelor's programs and 95% of
associate's programs (Simon, 1989).The number of hours required for internships varies widely among programs. The Council for Standards in Human
Service Education recommends 325 total hours at the associate's level and 575
at the bachelor's level (Brown, 1989), and the 1989 study cited previously
found the average number of hours required to be 260 for associate's programs and 308 for bachelor's programs (Simon, 1989).
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David Kolb (1984), a noted theorist in the field of experiential education,
suggests that experience alone does not lead to learning. Rather, the experience must be processed and organized in some way. Faculty members, who
may be involved with interns as instructors of an internship seminar, as
supervisors, or both, must make decisions about how this processing will
occur. Interns may be left to do this processing on their own, they may be
assisted through structured activities or assignments, or a combination of
both approaches may be used.
We propose that interns go through predictable stages of growth during
the course of the internship. The stages proposed are informed by three
sources: our experience, the group development theory of Lacoursiere (1980),
and a review ofliterature. The idea first took shape as we worked with interns,
listened and responded to their concerns, read their journals and assignments,
talked with their site supervisors, and consulted with colleagues and students
at other institutions. Over time, a predictable progression of concerns began
to emerge.
In a paper on internships, King and Uzan (1990) suggested an interactive
framework for understanding the feelings, concerns, and behaviors experienced by students at various points in the field experience. The stages
proposed seemed analogous to the stages found in several group development theories. Of course, group development theories are meant to apply to
groups of people, not to individual interns. However, because we were seeing
a remarkably similar sequence of concerns to those described in group
development theories, we considered using group development stages as a
metaphor to organize those concerns into a progression. Lacoursiere's (1980)
theory seemed especially useful as it was developed by surveying and
studying many different kinds of groups, including therapy, support, and
work groups. As a result, the theory is less content specific than some others,
providing a more flexible metaphor for our purposes.
A review of literature on human service internships in Human Service
Education and in monographs by the Council for Standards in Human Service
Education yielded no work on developmental sequences in internships.
Similarly, the Journal ofExperiential Education appears to have published only
one article on sequences (Garvey & Vorsteg, 1992), and publications by the
National Society for Experiential Education, while containing many articles
on interns and internships, included none that discussed a sequence of
concerns.
Literature on related helping professions does offer some theories for
consideration. At the undergraduate level, discussions appear of social work
interns' primary concerns in placement (Dawson, 1975)and the progression
of tasks assigned to them (Blake & Peterman, 1985);and of a progression in the
integration of theory and practice in adventure education (Garvey & Vorsteg,
1992).In teacher education, stages in learning to teach have been discussed by
Fuller and Brown (1975)and Katz (1972). In the graduate areas of counseling
and clinical psychology, sequences have been proposed in the concerns of

interns (Lamb, Baker, Jennings, & Yarris, 1982;Loganbill, Hardy, & Delworth,
1982), issues of separation and individuation (Kaslow & Rice, 1984), and the
supervisory relationship (Loganbill et al., 1982).
The primary problems in applying these theories to human service
education is the content of the internships. The interns discussed by the
preceding authors are working in a narrow range of settings with a specific set
of problems and requisite skills. Human services, however, encompasses a
broad variety of work (Schram & Mandell, 1993), and any theory to be used
with human service interns will have to be applicable in a similarly broad
range of settings. However, although none of the sources reviewed suggested
a coherent and applicable sequence of stages, they often provided support for
the presence of specific concerns at various points in the internship experience.
Using these three sources, we propose a framework of predictable concerns that interns experience. Learning is often driven by these concerns,
which must be effectively resolved in order for growth to occur. Such a
framework could enhance the internship experience in several ways. It would
allow interns and those who work with them to view as typical many events
and conditions that may otherwise be seen as negative, mysterious, and
counterproductive. If a period of disillusionment is seen as a normal and
natural part of the internship, for example, it is no more pleasant but can be
faced by faculty, interns, and site supervisors without undue alarm, blame, or
personalization. Second, like any developmental theory, this approach allows
all three parties, but especially faculty, to predict some of the things that may
happen and to think in advance about ways to respond (Ellis, 1991;Garvey &
Vorsteg, 1992; Kaslow & Rice, 1985). Because Lacoursiere's theory provided
the structural metaphor for the framework presented, his stages are used as
the organizing framework of this article.
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Lacoursiere's Theory and the Internship Experience
Lacoursiere's Theory
Lacoursiere (1980) proposes five stages: orientation, dissatisfaction, resolution, production, and termination. The stages are not completely separate;
vestiges of earlier and subsequent stages can always be seen. He proposes that
there are two dimensions to group life (or the internship): morale and work.
The term "morale" refers to the interpersonal and intrapersonal tone of the
group (or the intern's experience at the agency). In the case of an intern's
experience, high morale is characterized by positive feelings about one's self,
one's work, and the agency. The tone is one of hope, optimism, and enthusiasm, and there is movement towards goals, even in the face of obstacles.
Lacoursiere emphasizes that it is not appropriate to have high morale at all
times; it must be achieved through a growth process that is not simply a linear
increase from low to high.

The term "work" refers to the accomplishment of the group's task. In the
case of internships, the "work" is not so much the specific tasks assigned by
the field site, but rather the attitudes, skills, and knowledge that the intern
hopes to acquire. One would hope that there is considerable overlap between
the two. One might also hope that the growth of this dimension would follow
a steady, linear, upward path; but Lacoursiere's theory, as well as the work of
Blake and Peterman (1985), suggests that the path contains many dips and
peaks.
The length of time spent in each stage varies widely; Lacoursiere predicted the order of stages, not the rate of progress. For interns, progress
Lacoursiere's
Stage

Concerns

Orientation

Anticipation

Disillusionment
Unexpected emotions
Frustration
Anger
Confusion
Panic

Adequacy of skills
Acknowledge and clarify specific
Breadth of demands
issues
Relationship with clients
Operating values of organization
Disappointment with
Acknowledge and clarify feelings
supervisor I co-workers

Response strategies

Positive expectations
Set realistic, clear, specific goals
Anxieties
Self
Clarify and assess expectations
Role
Ability
Make an informed commitment
Appropriate disclosure
Self in authority role
Supervisor
Supervisory style
Expectations of disclosure
Perception and acceptance
Assessment
Co-Workers
Organizational structure
Standards of behavior
Acceptance
Field Site
Philosophy, norms, values
Workload
Hiring potential
Clients
Acceptance and perception
Needs and presenting problems
Life Context
Responsibilities
Support system
Dissatisfaction

through the stages is affected by many factors, including the number of h9urs
spent at the agency; previous internships or field work experience; the social
identity (race, class, gender, and so on) and personality of the students; the
personal issues and levels of support they bring into the experience; the style
of supervision; and the nature of the work, including the emotional issues
stimulated for interns by a particular client population (King & Uzan, 1990).
What follows is a discussion of Lacoursiere's stages, the associated progression of concerns proposed by us, and strategies for responding to them. A
summary can be found in Figure 1.

Acknowledge gap between
expectation and reality
Normalize feelings and behaviors
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Resolution

Confronting the Issues
Achieving independence
Gaining confidence
Experiencing effectiveness
Changes in opportunities
Interpersonal issues
Intrapersonal blocks

Production

Reassess support systems
Develop specific strategies

Competence
High accomplishment
Investment in work
Quality supervision
Ethical issues
Worthwhile tasks
Horne/self! career issues

Termination

Reassess goals and expectations

Share concerns openly
Develop coping strategies

Culmination
Termination with clients
Case management issues
Redefining relationships with
supervisor
co-workers
faculty
peers
Ending studies
Post-internship plans

Identify feelings
Recognize unfinished business
Set up final supervisor meeting
Organize collegial gathering
Practice introspective I reflective
writing

Figure 1. The concerns and response strategies associated with the stages of an
internship, based on Lacoursiere's group development stages.
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Stage One: Orientation
During the first stage, Lacoursiere predicts that morale is usually mildly
to moderately high. Certainly interns will have positive expectations; they are
looking for something positive and may well have heard favorable reports
from past interns (Garvey & Vorsteg, 1992), and they are hoping some good
will come from their participation. Many interns look forward to the internship for several semesters in advance of the experience. Lacoursiere cautions,
however, that along with the eagerness and hope there is inevitably some
anxiety. It may not be very visible, but there are enough unknowns in the
experience to cause some concern and anxiety in anyone. This element of
concern and anxiety was noted by every sequential theory cited earlier. For
interns, this anxiety is evident in the first set of concerns, which are anticipatory in nature and generally center on the self, clients, site supervisors, coworkers, the field site, and the intern's life context.
Self. Interns are concerned about what they will get from the experience
and what it is really like to work at particular sites. They often wonder
whether they can "really do this," and what will be expected of them (Blake
& Peterman, 1985; Kaslow & Rice, 1985; Katz, 1972;Shulman, 1983). Interns
also wonder what their roles will be; they are not students while at the agency,
but they are not full staff members either. Assessment also seems to be a major
concern. Although interns are accustomed to being assessed by their professors and have reached some degree of success in this arena, as well as at home
or the workplace, the internship is often an arena in which they need to prove
themselves again (Fuller & Brown, 1975; Kaslow & Rice, 1985; Lamb et al.,
1982).
Clients. Interns who interact directly with clients inevitably wonder about
how they will be perceived and accepted by them and just what kind of
behavior clients are going to exhibit (Katz, 1972; Ostrow, forthcoming).
Interns often wonder about how similar or different the clients are from one
another and about how similar or different they themselves are to the clients.
Interns also are concerned about the kinds of relationships they will have with
clients, their reactions to clients, or the clients' reactions to them. Also, interns
may expect certain challenges, such as limit testing, or various attempts to
blur appropriate client-worker boundaries, or they may be totally unprepared for these behaviors. Finally, interns may have concerns about the level
of self-disclosure that is appropriate with this client population and about
their ability to find some common ground on which to build a relationship and
gain acceptance.
Site Supervisors. Interns also are concerned about their site supervisors;
they are unsure of the roles, functions, and abilities of the supervisors and of
the relationships they will have with them (Blake & Peterman, 1985;Fuller &
Brown, 1975; Kaslow & Rice, 1985; McClam & Puckett, 1991). They wonder
about the amount of time the supervisors will spend with them, and the level
of patience and support they can expect. They also may have concerns about
how they will be supervised and about the specific style of the supervisors
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(how they give criticism, offer support, and so on). Self-disclosure is an issue
with supervisors as with clients, although the context is different. Interns may
be unsure about the quality and quantity of self-disclosure expected by
supervisors.
Co-workers. Interns also have concerns about their co-workers, including
concerns about their training and skill levels, their standards of behavior, and
their positions in the organizational structure and hierarchy of the agency.
They also may be concerned about the level and nature of the inclusion
process and about how readily they will be accepted by various levels of staff
(Dawson, 1975; Lamb et al., 1982).
TheField Site. The intern probably has concerns about the site itself (Lamb
et al., 1982), including the pace of the job, the services offered, and the
operating values and philosophy of the organization. Interns may anticipate
a certain caseload, or at least be making tacit assumptions about it. They also
may have concerns about fee structures and the basis on which financial
decisions are made. Some interns may even approach the internship with the
expectation that it will lead to an offer of employment.
Life Context. Interns have to balance the challenges of their internships
with the other aspects of their lives, and they approach their internships with
some concerns as well as some assumptions in this area. Many interns have
assumptions about how demanding their internships are going to be and
hence about how many additional responsibilities they can take on (classes,
home responsibilities, social activities, other employment, and so on), and
these assumptions can err in either direction. Support systems are another
important area of concern. Interns may have implicit assumptions about how
much support they are going to need; some interns underestimate this badly,
even falling prey to the assumption that because they are the "helpers" they
should not need support. They also may have concerns about who will
provide the support; sometimes their existing support systems are not sufficient.

Responding to Orientation Concerns
According to Lacoursiere, the level of task accomplishment or work at this
time is relatively low. This may be frustrating for interns, as they want to "get
right to work." This is a time when some understanding of the stages can help
interns accept their anxiety as normal and be more patient and attentive to the
important tasks of this stage. According to Lacoursiere those tasks are: to
define goals clearly and specifically, to begin considering what skills are
needed for goal attainment and how they can be acquired, and to develop a
realistic set of expectations for the experience.
Interns enter their field experiences with certain expectations, which are
the product of assumptions made, correctly or incorrectly, about many
aspects of the upcoming or beginning internships (Nesbitt, 1993). Some of
these assumptions come from stereotypical portrayals in the media of certain
client groups (such as the homeless) or agencies (such as detention centers),
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and some may come from the intern's own experience with certain issues or
problems. Assumptions concerning the life context were discussed previously, but interns probably have assumptions about clients, supervisors, the
field sites, and their co-workers as well. Some of these assumptions will be
explicit and interns will be aware of them; these are often areas of concern as
interns wonder whether their expectations will be met. In other cases, the
assumptions are implicit and interns will be unaware of them until they are
somehow exposed or brought to their attention. As much as possible, these
assumptions and expectations need to be made explicit, and then examined
and critiqued.
In summary, to emerge from the orientation stage in a strong position,
interns need as realistic a view of themselves and their internships as possible.
They also should be energized and committed to their work. Of course, many
interns feel this way before beginning their internships, but it is too often a
naive commitment based on incomplete information and false assumptions.
If the work of the orientation stage has been done, interns have a strong and
informed commitment on which to build.

Stage Two: Dissatisfaction
Lacoursiere's second stage is marked by a drop in morale and often a drop
in task accomplishment. The magnitude of this drop depends on how successfully the tasks of the orientation stage were accomplished, but it cannot be
avoided altogether. This description certainly applies to the internship experience, as observed by us and noted in the literature (Garvey & Vorsteg, 1992;
Lamb et al., 1982; Loganbill et al., 1982).
Concerns at this stage center on many of the same areas as in orientation,
except here the theme tends to be one of disillusionment. Feelings associated
with these concerns include frustration, anger, sadness, disappointment, and
discouragement. The intern shifts from the "what if" concerns of the orientation stage to the "what's wrong" concerns of dissatisfaction. Client-related
concerns may include relationships that are too distant for effectiveness or too
close for objectivity (Thomas, 1990) and unexpected resistance (Shulman,
1983).Interns also have concerns about themselves, including concerns about
the adequacy of their skills (Blake & Peterman, 1985; Garvey and Vorsteg,
1992).
According to Lacoursiere, the essential task for groups at this stage is to
face and study what is happening to them. This is also true for interns and is
the key to helping them begin to resolve the concerns of this stage. Some
interns will resist acknowledging any problems, even in the face of diminished task accomplishment. They may fear that they will be held responsible
for any problems, or they may think that "really good" interns would never
h~ve these problems. Paradoxically, it is the failure to acknowledge and
dISCUSS problems that can diminish the learning experience, the performance,
and the evaluation (Blake and Peterman, 1985).
Perhaps the most important thing that can be done to address the
concerns of this stage is to put what is happening in a context that allows for

growth. Interns can become confused, frightened, accusatory, and self-blaming at this stage; faculty and site supervisors can help them understand what
is happening as a normal part of a process. This may be another time to present
the stages explicitly. At the same time, both faculty members and site
supervisors must resist the temptation to rescue interns. Overall, if the faculty
members and site supervisors can accept the students' feelings of concern and
even panic, and can avoid overreacting, they will help interns have the same
attitude (Shulman, 1983).
This stage can be thought of as the onset of a crisis of growth, with great
opportunity and also some danger. Moving through this stage often involves
a reassessment of expectations, goals, and skills and an examination of the
interpersonal and intrapersonal blocks to goals achievement. If the tasks of the
stage are not attended to, interns can become stuck in this stage, often with
unfortunate consequences. At best, learning and growth will be limited; at
worst, the placement may have to be terminated. However, working through
these issues (which is the task of the next stage) is an opportunity for personal
and professional growth. For this to occur, two things are required. The first
is a clear acknowledgment and assessment of the gaps and problems that have
arisen. The second is a clear and concrete action plan to address these issues.

Stage Three: Resolution
In the resolution stage, the issues clarified in the dissatisfaction stage are
confronted, and the crisis of growth can be gradually addressed and resolved.
This process is the major concern of interns during this stage. Interns struggle
to achieve a sense of independence, confidence, and effectiveness born not
just of their skills and accomplishments but of their ability to overcome
obstacles.
The duration this stage will vary depending on how successfully the tasks
of orientation were accomplished, how great the gap in expectations and skills
is, and the depth of the interpersonal and intrapersonal issues being fa~ed.
Although interns may have set goals that seemed reasonable at the time.
experience may have shown that some of them are not realistic, or the
opportunities may have changed. It is important to be flexible about goals,
accepting the need to modify them as agency and intern needs require.
Interns must be helped to face the interpersonal issues that exist between
them and clients, site supervisors, and co-workers. A strategy must be
developed, and faculty must think carefully about whether it is the intern, the
field site, or both that should be the focus of an intervention. Interns also
should be encouraged to examine intrapersonal factors, such as mounting
personal problems or unexpected crises in their lives. There also may ~e
dysfunctional or irrational beliefs, or dysfunctional patterns that are contributing to the problems. Interns may have the irrational b~lief, f~r exam~l~, .that
they should be able to help everyone. It may be that their reaction to cnhclsrr:,
authority, having to speak in a group, and so on are patterns throughout their
lives that are being exacerbated by their internships.
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As the issues raised in dissatisfaction begin to be resolved, morale begins
to rise, as does task accomplishment. It is important, however, to keep
working at the issues raised during dissatisfaction. Some interns may resist
raising any more issues for fear ofspoiling the progress they have made. If this
avoidance is allowed to continue, the interns may stagnate and even regress.
Both morale and task accomplishment will decrease again.
As interns move through resolution, the gap between expectations and
reality gradually closes. Interns increasingly have a clear understanding of
the tasks and possess the skills to accomplish them. Confidence has been
gained through a crisis in growth. This confidence does not mean that interns
expect no conflict or difficulties, rather that they are confident about their
ability to grapple with them effectively.

Stage Four: Production
Once the feelings of confidence emerge, interns forge ahead into a stage
of high accomplishment. Morale is high; they have a clearer sense of purpose
at their field sites, enhanced feelings of trust in self, supervisor, and staff, and
a greater sense of self-respect. Concerns at this time center on developing
competence; energy is focused on achieving goals and doing their work as
well as possible. Interns are moving toward autonomy, and it shows in the
approach to tasks and assignments.
Although this is a very satisfying time in many ways, this stage is not
without problems. Because of their dual status as students and care providers,
interns struggle with issues in both domains. As care providers, they are
concerned with developing maximum competence; as students they are
concerned with getting quality field experiences. They demand it in their
supervision from both site and faculty supervisors and in the tasks given them
in classes and at their agencies. The demand for quality is evident also in their
increased ability to see and willingness to confront ethical issues in placement.
This is also a period when conflicts between the demands of home, school, and
self can emerge, particularly for interns who have multiple roles. Although
these interns may feel pulls in loyalties throughout their placements, the
earlier stages of the internship focus their energies on overcoming obstacles
to task achievement. However, once these crises are past, the conflicts between home, school, and self can surface more easily.

Stage Five: Termination
The termination stage occurs as a group or internship approaches its
ending date. The end of the internship, coupled with the end of the semester
and in some cases with the end of the college experience, is a multifaceted
culmination that generates the next set of concerns for interns. At this time
morale may rise or fall. Whether interns deal with the task of saying goodbye
or avoid it, the level of task accomplishment usually drops at least a little.
Individuals may experience a variety of feelings as termination approaches.
Typically there is pride in what has been achieved and some need to review
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accomplishments, along with sadness over the ending of ~he experience.
Interns also may feel guilt over not having done enough for chents (Shulman,
1983) or concern that no one will be able to be as effective with certain clients
as they have been (Gould, 1978).
Often, interns find ways to avoid facing and expressing these feelings,
particularly the negative ones. Avoidance behaviors may include joking,
lateness, or absence. Others may devalue the experience-they begin to say it
hasn't been all that great or to find increasing fault with their field sites and
clients. Many interns find themselves with a variety of feelings and reactions,
sometimes changing by the hour. This can be very confusing and upsetting.
To address the concerns of this stage, interns must focus on their feelings, have
a safe place to express them, and find satisfying ways to say goodbye to clients,
staff, supervisors, and, in some cases, other interns, both on-site and in an
internship seminar class.
Specific tasks facing interns at this time are closure with their agencies and
termination with clients. The end of an internship is often very significant for
an intern. It may be important to clients and co-workers as well, but it may not
occur to them to do something special to mark the occasion. Interns need to
talk with their site supervisors about some way to mark the end of their field.
experiences. It is also important to recognize that their relationships with site
supervisors are changing (Lamb et a1., 1982). Shulman (1983) encourages
supervisors to set up a focused, serious final meeting, in which strengths and
weaknesses are reviewed, as well as or instead of a more conventional
goodbye party or luncheon.
There are many issues that arise concerning termination with clients.
Depending on the client population, it may be hard on them and/or the
interns to say goodbye. Many clients have had lots of people enter and leave
their lives, sometimes in very abrupt, insensitive ways. Consequently, interns
must address such issues as when to tell clients they are leaving and how they
can come to some closure with them. Interns must allow some time to say
goodbye and accept whatever pain may be felt. Interns also need to be
prepared for a variety of client reactions to the news, from anger to sadness to
indifference. Clients may even use avoidance strategies, including a regression in behavior, which can be very difficult for interns who are invested in the
work they have done and concerned about the clients. All of these reactions
can be hard on interns, even if they are expected, and they will need to be able
to talk about them.
For students who are ending the academic year and/or their college
careers, there is another set of concerns. Each of them must grapple with the
end of the college experience and the goodbyes that must be said. S~me are
concerned about continuing their education; some are concerned With employment; others are concerned with the rest of their lives.
The end of an internship is an excellent time to have interns reflect on the
experience and the process they have been through. Interns may need to be
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The Practitioner's Voice: Case Management for Effective Service Delivery
Tricia McClam and Marianne R. Woodside
Abstract: Interviews withasample ofhumanservice professionals
in a large, urban, multicultural settingdescribe thecase managementfunction andsuggest recommendationsfor educating human
service studentsfor this role. Acquiringcase management knowledge and skills, working in a bureaucracy, gathering clientinformation, andidentifying clientproblems andgoals are themes which
emerged from data analysis and lead to implications for curriculum.

Introduction
Human service education has always prided itself on being grounded in
reality, that is, the things human service practitioners are doing on the job.
This grounding supports the generalist orientation of human services, the
commitment to extensive field experience, and the involvement of practitioners in instructional activities, advisory boards, and the national and regional
organizations. Unfortunately, in higher education, it is all too easy for educators to lose touch with the field.
Reality-based research can inform human service education. Curriculum
is most often determined by a variety of sources other than the real activities
of practitioners, among them the standards established by the Council for
Standards in Human Service Education, textbooks, faculty expertise, national
trends, and in some cases, employers. Information from those actually engaged in human service delivery not only validates data from these other
sources but also provides educators with new information, different perspectives, and the identification of the complex challenges of service delivery.
The purpose of the present study was to investigate the roles and
responsibilities of human service professionals across the nation who are
employed as caseworkers, service coordinators, or case managers. The study
was qualitative in design to capture the voice of practitioners as they disHuman SeNice Education' Volume 14, Number 1 • Page 38
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Knowing and Learning
A number of responses focused around the theme of how professionals
learn to be case managers. This was reflected in the words "come with or be
prepared to obtain." Understanding how to be a case manager can be divided
into knowing and learning. The interviewees acknowledged that some knowledge and skills necessary to be an effective case manager cannot be taught.
Here interviewees talked about using their" own perception, instinct, kind of
experience, street know-how." For those interviewed, then, "caseworkers... are
born," and know "what nobody is going to teach you."
Learning is another aspect of becoming and being a good case manager.
Interviewees discussed the learning that occurs before they come to a job. For
one case manager, this learning occurred in a field experience before graduation; other knowledge develops over time from life experience or prior work
experience.
Finally, case managers discussed the importance of learning on the job.
They talked about learning on the job, the need for on-the-job training, and
case management as "a skill that you keep on learning." An emphasis was
given to learning that "comes with time and experience." They also emphasized teaching case management skills to others. One case manager supervisor "had to impose structure on a staff person." Another, in the midst of
teaching needs assessment, commented, "I don't think this is something
people are generally born knowing; you have to learn it."

Handling the Bureaucracy
In discussing the knowledge and skills that case managers need to
perform their job, there was considerable focus on the " terrible bureaucracy."
Concerns about the bureaucracy included paperwork, juggling priorities,
mandates, and eligibility. For each of these areas, interviewees discussed the
problems that exist for them and for their clients, the skills they need to
surmount these problems, and the stress they and their clients experience as
they work through the bureaucracy.
For these case managers, "papers are constantly going in and out."
"Really advanced organizational skills to set up your work space" and good
writing skills are necessary. The pressures of the paperwork require a structured filing program and time to record the activities of the day.
Managing papers is not the only problem. Juggling priorities is a constant
effort. For these case managers, there are internal pressures, regulatory
pressures, and pressures from clients. Through it all, case managers are
deciding "what can wait and what is urgent." They said that time management skills are needed and that everything that needs to be done cannot be
done with the resources available.
The case managers interviewed expressed concern about mandates and
eligibility. They were clear about their mandates from state and federal
governments but found them not always easy to provide. At times, the state
forbids what clients want or need, which results in a conflict when determinHuman SeNice Education • Volume /4. Number 1 • Page 4/

ing the care to provide. Another conflict occurs when there is so much"going
on in the political arena" that case managers must "be asserti ve" when dealing
with "hundreds of outside agencies, government and private."
Eligibility was a concern for the case managers interviewed. At times they
"spend too much time doing entitlement." They believe case managers need
skills either to establish eligibility criteria or to use medical criteria to determine what to offer the client. Eligibility raises concerns for clients not able to
get services. Although case managers provide the "first point of entry," they
feel their "mandate is to connect them (clients) to the right agencies."
The discussion of eligibility included issues that surround funding. Case
managers are worried about an emerging structure that includes a charge for
every service: "one reimbursement rate for everything." The fact that clients
can choose the services they will receive also creates competition among
agencies. Clients are seen as consumers who have the ability "to go to another
agency they find more amicable or friendlier." It fosters an atmosphere where
"everyone is hungry for money" and"for any organization to survive, you've
got to know what is out there."

Gathering Information
The third theme that became apparent throughout the interviews was
gathering information. As interviewees discussed this process, they emphasized the interview, the multifaceted information gathered, the presence of
"little bits and pieces," and the development of a meaningful relationship.
For these case managers, the interview is the single most important
method for gathering information about the client. In this interview, whether
a short intake interview, a more comprehensive psychosocial study, or a
medical evaluation, the focus is on understanding the client. Information
gathering during interviews is used to screen for eligibility, establish goals,
and develop a plan of action. Important skills for effective interviewing are
listening and questioning, particularly, "the ability to ask the right question."
Case managers say that "you often know what these right questions are as you
actually eyeball it in a person."
Another interesting aspect of gathering information is the multifaceted
nature of the information. It includes "family history, work history, education, economics, their needs, what is going on now, how they spend their days,
and which things are problematic." Also included is medical information. A
skill linked to "gathering a large quantity of information" is the ability to
"break it down."
According to the case managers studied, gathering information is not a
simple process. The interview often "takes more than one sitting with the
client." In addition, clients do not always tell case managers everything at
once. Even though there is an interview, the information gathering occurs
well beyond that experience. Case managers describe the process of gathering
information in this way: "we had a little bit of conversation and she opened
up" and "began to tell us little pieces of other things that are beginning to
Human SeNice Eaucotion
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happen." For these case managers, the information comes in bits and pieces
and represents "pieces of a puzzle." The gathering of information is directly
linked to making sense of the information. Case managers believe for each
case "something is going on" and"our job is to look into every comer" and "to
gather every bit of information possible." Understanding occurs "when
things just begin to fall into place."
Interviewees also identified barriers to understanding the information
gathered. One is trusting the initial information that is given by the client. The
case manager should see this information as just a beginning. It is necessary
to "go beyond the surface of peoples' problems" and "to pick up
something... not seen." Another barrier is trusting the case manager's own
assessment too early and believing the answer or the true picture has been
discovered. A clear mind is also important because "we all come from
different social and economic backgrounds." This diversity influences the
way case managers perceive situations. The third barrier to understanding
occurs because "sometimes you miss the forest for the trees" when there is so
much information available that you get lost in it.
During the information-gathering process, case managers begin "developing a meaningful relationship with the client." To gather information, they
need to know "how to make people feel comfortable" and how "to become
really involved." As "the person feels comfortable with them," "suddenly the
client develops a relationship with them." It is this relationship that is the key
to the information-gathering process. As comfort and trust grow, more
information is shared.
The interviewees also discussed the boundaries and limitations of the
relationships they develop during the case management process. They are
clear that they "are there to give but not to receive" and that they "give as
much as they can though it is not a lot sometimes." The reward is watching
clients have an easier time. They cautioned about getting too emotionally
involved and not being personal therapists.

Client Problems and Client Goals
The fourth theme that emerged from the interviews was identifying client
problems and developing client goals. In the language of those interviewed,
this was described as "assess people's needs" and "establishing Plan A, Plan
B, Plan c." As case managers discussed the problems their clients bring, they
distinguished between the presenting problem and the underlying problem.
These professionals understand that they need to sort out the "initial stuff"
from the problems that emerge later in the case management process. Their
collective experience was that clients express their needs in very different
ways. Some"are very articulate and very forthcoming with what they need"
while others "don't know exactly what they need and can't articulate it." At
times the client needs to talk "just to let off steam." Other times, case managers
focus on needs so that they can determine whether the individual is eligible
for the service or whether the agency can provide what the individual needs.
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of their human service program. Recognition of their strengths will facilitate
an understanding of their weaknesses allowing them to focus their studies on
those areas where there is room for growth.
The challenges and frustrations of working in the human service bureaucracy were reinforced by the case managers interviewed. Perhaps more than
ever graduates need survival skills that will help them cope with feelings of
stress and pressure, problems of diversity, and emotional involvement with
clients and their problems. It is not enough to tell students about the "terrible
bureaucracy," hoping that awareness will somehow prevent burnout. Increasing awareness may be the first step in equipping them with survival
skills, but, as these interviews indicated, the "terrible bureaucracy" forms a
major part of their professional lives and must be coped with daily.
Finally, this study calls for further research, particularly in different
locales with different agencies and organizations. The information from this
sample already guides the revision of a course that now includes case
management skills, practical as well as theoretical knowledge, and realitybased cases. The more information that is available about actual human
service practice with a variety of populations in various settings, the better
educators can prepare students for effective service delivery.
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AIDS and Ethics, edited by Frederic G. Reamer, contains a comprehensive
number of provocative writings on most of the major predicaments faced by
professionals in handling the HIV / AIDS crisis. Central to this text is the field
of applied ethics, which ponders the vexing questions regarding conflicts of
professional duty and delivery of services to people with HIV / AIDS. Some of
the topics covered involve mandatory testing, human subjects research,
health insurance, AIDS education, physician-patient relationships, civil liberties and privacy, and a variety of legal issues. These are examined by scholars
in such varying disciplines as philosophy, public health, medicine, law, social
work, and religious studies. A total of twelve authors, including the editor,
contribute to this scholarly book.
The book begins with an interesting and well-detailed section on the
impressive credentials of each author. All of the authors, on the basis of their
qualifications and purposes, are asked to address six key questions. First,
when should the rights of others predominate over the privacy right of HIV /
AIDS patients? Second, do the benefits of compulsory screening of newborns
sanctify the officiousness that these procedures involve? Third, should the
rights of persons living with AIDS to take unauthorized drugs be more
important than the necessity to implement carefully controlled clinical trials?
Fourth, must it always be viewed as unethical when health care professionals
deny treatment of individuals with HIV / AIDS? Fifth, are militant behaviors,
including violent protest, proper if they result in significant differences in
funding for HIV / AIDS prevention, treatment, and research? And sixth,
should insurance companies and employers be excluded from testing for
HIV / AIDS on the basis of any conditions?
Overall, AIDS and Ethics presents an in-depth examination of issues
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critical to the HIV / AIDS epidemic from the earliest diagnosed case to the
early 1990s. However, some revision is necessary because of recent dramatic
changes in information on HIV/ AIDS. For example, the book needs current
statistical data on heterosexual transmission of the virus among teenagers and
college-aged young people. Another example is the need for more recent
information on the FDA approval of antivirals other than AZT. An enumeration of those medications useful in the treating of several opportunistic
infections also would be helpful. Finally, the employment of the combined
HIV / AIDS terminology should be used more frequently in the book. This
properly acknowledges the complete HIV disease spectrum.
This text is recommended for health professionals and college and
university students who will find it an extremely valuable research source.

Richard W. Kruse is all assistant professor in theBehavioral Sciences Department at
Fitchburg State College, MA.
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Critical Social Issues in American Education
edited by H. Svi Shapiro & David Purpel
Longman, 1993,439 pp.

Reviewby Joan Arches
Critical Social Issues ill American Education, edited by H. Svi Shapiro and
David Purpel, makes a powerful case for educators to look at the "big picture"
to make sense of the world and to take action to promote social justice and
community. Acting on the belief that knowledge is power, the editors provide
stimulating and provocative readings on the social, economic, political, and
philosophical contexts of education in the United States. One of their goals
was to contribute to increased awareness and commitment. The reading
selections were based on a desire to illuminate for educators some of the major
dilemmas facing people today.
The book is divided into five sections, each of which contains four or five
readings. The first section, "The Future of Capitalism: Contradiction and
Crisis," provides poignant justification for critical analysis of issues in education in terms of their economic context, specifically, the role of capitalism as
it impacts on the function and experience of education. The role of education
in reproducing inequality while espousing democratic values is one of the
contradictions highlighted.
The readings in the second section, "Social Justice: Promises and Despair," provide an excellent foundation for understanding and refuting
commonly held myths about the equalizing effects of education. The article,
"Three Myths of School Performance" by Bastian et al. dispels long held
truisms regarding education as the key to upward mobility, recent educational reforms, and the need to adopt uniform competitive standards. The
articles in this section are outstanding in their coverage of social injustice and
"blaming the victim" ideology.
The articles in the third section center around the topic of "Marginality
and Difference: The Fractured Community." The articles address the concerns of marginalized groups and specifically relate to the oppression of
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women, African American, Latino, and disabled students; there is no content
on gay and lesbian students or curriculum concerns. The lack of material on
gay and lesbian issues is disappointing. Based on findings from research by
the Department of Public Health that gay and lesbian students are more likely
to attempt suicide, educational policy in Massachusetts now requires material
geared toward understanding this typically marginalized and oppressed
population. In addition, more attention could be focused on female students,
especially in light of the latest research in the early 1990s that confirms earlier
findings that girls and young women continue to be discriminated against in
schools across the country.
The fourth section, "Curriculum and Teaching: Dangers and Dreams,"
fills a gap in the literature by highlighting the role of teachers in the labor
process. The discussion of the proletarianization of teachers makes a critical
contribution to the education literature by locating teachers as workers and
establishing their class interests in the larger economic and political contexts
already discussed. This aspect of analysis is too often omitted from the
literature and, consequently, reinforces the notion that teachers are independent practitioners not experiencing the exigencies of daily life felt by other
workers.
The last section, "Toward the Twenty-First Century: Global Catastrophe
or Social Transformation," provides a vision for a brighter future by addressing questions of human consciousness. This section forces the reader to do
some in-depth philosophical thinking about notions of reality, the "taken for
granted world," and the role of education.
Unfortunately, the fullness of the sections prevents certain important
topics from being covered. The policy issue about school funding, as it relates
to property taxes and reinforces existing social stratification affecting voters
as well as educators and students, is not dealt with. An article addressing this
aspect of education would enhance the readings.
Another missing topic that affects teachers, students, and parents with
implications for the larger society is the medicalization of deviance in the
classroom, specifically the use of ritalin and the diagnosis of attention deficit
disorder. The use of medical labels, especially as they are applied to the
behavior of students in already marginalized groups, tends to further justify
inequality and contributes to a new system of tracking our "surplus population."
While the content could be expanded, this book is invaluable to expose
people going into education to material that goes beyond the narrow focus of
technical skills and traditionally held theories and values to question the role
of education in a capitalist society, the reproduction of oppression, and the
perpetuation of social injustice. This book is an important contribution to the
field.

Joan Arches is anassistant professor in theCollege ofPublic andCommunityService
at the Universityof Massachusetts, Boston.
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Ethical Dilemmas in Social Service:
A Guide for Social Workers
by Frederic G. Reamer
Columbia University Press, 1993, 266 pp.

Reviewby John M. Hancock and Mary A. King
In this second edition of Ethical Dilemmas in Social Service, the author
provides an extensive and in-depth overview of the philosophical and ethical
foundations of social planning, policy, and work.
Frederic G. Reamer is a professor in the School of Social Work at Rhode
Island College and has authored/edited two other texts on the subject: The
Philosophical Foundations ofSocial Work and AIDS and Ethics. This most recent
work reflects his comprehensive grasp of the ethical principles and moral
philosophy that underlie the work of social policy planners and social service
practitioners. His text contributes importantly to helping the reader develop
an understanding of moral philosophy, the nature of ethics and the dilemmas
facing professionals-as policy makers, as providers, and as colleagues.
A far cry from the nuts-and-bolts approach taken by Gerald Corey in his
seminal work in ethics education for helping professionals (Issues and Ethics
in theHelping Professions, Brooks-Cole, 4th edition, 1993), Reamer looks at the
broader philosophical issues and approaches the content areas with a more
theoretical orientation and discussion. Whereas Corey involves the students
actively in self-knowledge and assessment through an engaging format with
suggested activities to facilitate personal growth, Reamer offers the reader a
more traditional text with case examples that augment his discussion of
theoretical concepts. Corey's text has been well received by undergraduate
and graduate students alike in human service and counselor education
programs. Reamer's text appears to be more appropriate for students of social
work and policy, especially at the graduate level.
Within the framework of six chapters, the author moves from an in-depth
and extensive discussion of moral philosophy, values, and ethical concepts to
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rn abstract discussion, at times, of ethical dilemmas in professional relations,
social planning, and service delivery. Reamer succeeds well at his goal of
nforming the reader about "ideas and methods of moral philosophy" (p. xiv)
and in bridging the gap between theoretical underpinnings and dilemmas in
oractice. Specific topics include utilitarianism, "duty to aid," "role of the
state," "care for extreme needs," paternalism, and "ethical aspects of program
:lesign." However, his scholarly and sometimes abstract approach to the
naterial could preclude the reader from embracing the issues in an applied
Nay. For example, rather than using a social service issue to discuss the role
of government in social service policy making (e.g., lead poisoning, food/
autrition programs, etc.), Reamer uses the 1979 case of the Chrysler Corpora.ion loan guarantees by the federal government.
This is not a text that heeds contemporary trends in pedagogy, that is, selfexploration and experiential learning. Nor is it a text that reflects a commitnent and sensitivity to diversity in culture and populations. The author's
commitment is to a philosophical and abstract treatise on the subject area, and
ae has done that quite well. He also has done what no other author has yet to
:lo in ethics education for the helping professions: made the transformation
:rom moral philosophy to ethical dilemmas.
Reamer has written a well-researched text, replete with substantial refersnces and extensive notes for each chapter. The packaging of the text is
appealing: the index is comprehensive; the font is easily read; the content is
Nell organized; and the text is available in paperback. It is not a text, though,
:hat we recommend for either human service or counselor education stu:lents. Reamer's goals for the text donot lend themselves well to the pedagogical practices and applied learnings that are important to emerging human
service professionals. However, serious students of ethics education, especially in the helping professions, would find the text informative and worth-vhile reading. Faculty teaching the content area would find the text a
contributory reference to their knowledge of moral philosophy and ethics
'oundations.

fohn Hancock is an assistant professor and Mary King is a professor in tile Departnent of Behavioral Sciences at Fitchburg State College, MA.
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Turning Promises into Performance
by Richard P. Nathan
Columbia University Press, 1993, 161 pp.

Review by Joel See
This book is about "new-style" workfare programs that developed out of
the 1981 Budget Reform Act and the Family Support Act of 1988. New-style
workfare originates in the idea of "mutual obligation," defined by Nathan as
combining "... an obligation on the part of the state to provide services and
on the part of recipients to participate in those services" (p. 2). The services
include assessment, training, education, child care, and remedial education,
and are intended to facilitate welfare recipients' entry into jobs. The author
states his bias in favor of such programs early in the book. His theme, clearly
stated in chapter 1 and reiterated throughout the book, is that such workfare
programs are hard to implement because of bureaucratic barriers rather than
resistance on the part of welfare recipients. His ultimate purpose in the book
seems to be to provide suggestions to top level agency heads for making
implementation possible.
The early chapters of the book (2-4) discuss the origins of new-style
workfare, beginning with President Nixon's Family Assistance Plan and
continuing to Ronald Reagan's role in welfare reform, first as governor of
California and later as president. In these chapters Nathan adeptly traces the
various compromises between conservatives and liberals that forged the
present workfare system. This is interesting reading, a concise review for
anyone familiar with this aspect of American politics, and as good a jurnpingin place as any for someone new to the discussion of welfare reform.
In chapters 5-9 the author studies implementation of workfare in five key
states, Massachusetts, California, New Jersey, Arkansas, and Michigan. Programs in all five states are first described, and in-depth coverage is then given
to start-up efforts in Massachusetts and New Jersey. Program implementation is studied in detail in California, as is program evaluation in Massachusetts. In these chapters the author's sources of information are his visits to
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agencies in those states and his interpretation of studies done by staff at the
Manpower Demonstration Research Corporation, of which he is chair, and
the Rockefeller Institute of government at SUNY-Albany, of which he is
director. These resources are used to assess the effort going into program
implementation (varies by state), the degree of change in the direction of
workfare (modest), and the management style that contributes to this change
(upbeat, flexible, uses public relations and measurable performance goals).
Chapters 10 and 11 sum up the book, the former asking "Why is welfare
so hard to reform7" Here the author cites data from Michigan showing that the
proportion of AFDC recipients earning income went from 8% to 16% during
the period 1984-89.He suggests that this gain was due in part to the strong prowork signal given by welfare workers to AFDC clients, confirming his theme
that welfare bureaucrats' attitudes are key to the implementation of workfare.
However, he acknowledges that other factors, including a favorable employment picture in Michigan at the time, also contributed to the gain. In chapter
11 the author concludes that the role played by agency heads is crucial in
determining whether the welfare bureaucracy will actually implement
workfare and recommends that attention be paid to their selection, salaries,
role expectations, performance, and tenure. At the end, however, one is left
with a question as to how much welfare can be reformed in the direction of
new-style workfare simply by removing bureaucratic barriers when so much
of the problem may lie with a lack of decent paying jobs and with a society
unwilling to adequately fund workfare efforts. This question is really not
directly or rigorously addressed in this book and consequently remains
unanswered.
The book concludes with chapters on "Ten Lessons" regarding program
implementation and"Advice to a New Commissioner," the latter being letters
to a hypothetical friend just named as an agency head in state government.
These chapters provide mostly generic advice for heads of state agencies and
for the most part do not explicitly address workfare. The last chapter especially would seem more appropriate as an appendix.
This book is well organized and clearly written. Programs known by their
initials are clearly identified and defined when they first appear in the book.
Overall, the book would seem most useful to higher level government officials
charged with implementation of workfare. As part of education, it would be
useful to students in graduate courses in human service management, because it brings together in one place the results of several important studies of
workfare implementation along with the author's musings on the subject.
This is a specialized book, but advanced undergraduates might benefit from
reading the early chapters, especially if they were used in conjunction with
readings presenting other points of view on the subject. The book is recommended for these audiences.

Joel See isa professor ofsociology at theUniversity ofNew England, Biddeford, ME.

hr.,"

Human Service Education' Volume 14, Number 1 • Page 54

~

_

Human Service Education. Volume 14, Number 1 • Page 55

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.

The following instructions apply to all three types of submission:
1.

2.

3.
4.
5.

6.
7.

8.

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.
Manuscripts should be typed in 12-point type with 1.25-inch margins
on all four sides. All material should be double spaced, including
references, all lines of tables, and extensive quotations.
All materials should conform to the style of the current edition of the
Publication Manual of the American Psychological Association.
Avoid footnotes wherever possible.
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.
Figures (graphs, illustrations) must be supplied as camera-ready art.
Figure titles should be attached to the art.
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.
Check all references for completeness; make sure all references
mentioned in the text are listed in the reference section, and vice
versa.
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Guidelines for Authors

9. Manuscripts are edited for consistency of grammar, spelling, and
punctuation. In some cases, portions of manuscripts may be reworded for conciseness or clarity of expression.
10. Manuscripts are accepted for review with the understanding that
they represent original work and are not under review by another
publication.
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 50-word capsule statement should accompany the note.
3. Critical Reviews. HSE accepts reviews of textbooks, other instructional materials, and scholarly books of interest to human service
educators. Manuscripts should not exceed three typed pages unless
two or more related books are included in one review, in which case
manuscripts should not exceed five typed pages. For more specific
information, contact Frank Russo, Education Department, University of Rhode Island, Kingston, RI 02881.Telephone: (401)792-4213or
2564.
1.

Send an original and three clean copies of all materials to: Tricia McClam,
Claxton Education Building, The University of Tennessee, Knoxville, TN
37996-3400. Telephone: (615) 974-3564.
Inquiries about subscriptions and production should be directed ~o Rob
Lawson, Human Services Program, 324B Miller Hall, Western Washington
University, Bellingham, WA 98225-9087. Telephone: (360) 650-3886 or
FAX 650-6526. E-mail address: robl@henson.cc.wwu.edu
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