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Interprofessional Collaboration
Dean Corrigan
Texas A&M University
Guest editorial written for Human Service Education by Dean
Corrigan who chairs the National Commission on Leadership in
Interprofessional Education which includes 55 members from the
human service professions. All of the members are engaged in
developing integrated service systemsandinierprojessional preparation programs as practitioners, policy makers or trainers. They
meet to share lessons learned and to design educational programs
to prepare a newgeneration of interprojessionaliu oriented leaders
who can build bridges across the professions involved in serving
America's mostvulnerable children andfamilies. Address inquiries to theNational Commission on Leadership in interprcfessionai
Education, Commitment to Education, Texas A&M University,
College Station, TX. 77843-4241.

Introduction
In the future educators will need to learn how to collaborate with
professional partners who serve the same clients through other human
service professions such as health care, social work, and criminal justice. In
addition to preparation in their particular fields of specialization, each of the
aforementioned professional partners must possess a common core of knowledge that is derived from the problems faced by their mutual clients and they
must have access to the kind of interprofessional education that prepares
them to work together across agencies in family-centered, community-based
delivery systems.
The new professionals must possess knowledge of current integrated
services policies at the national, state, and local level. Furthermore, they must
learn the knOWledge, skills, and values necessary to implement and influence
these policies in the future. Central to this entire effort is the notion of
advocacy for America's most vulnerable children and families. The purposes
of integrated service systems and the intererprofessional programs that
Human Service Education· Volume 15. Number 1 • Page 2
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support them must be responsive to the conditions facing children and
families today.
The most vivid truth of this new age is that no single profession can take
t~e full burde~ for resolving the complex problems facing children and no
smgle profession can deal with these problems alone-they are interlocked.
To meet t~e currer:t crisis in human services, it will take interprofessional
co.llaboratlon, public awareness and financial support, and a renewed commltme~t to the notion that "it takes a whole village to raise a child." Improved
education, he~lth, and human service delivery systems by themselves cannot
solve the basic problem of poverty; that will take jobs and a new sense of
urgency. These jobs must be healthful, build self-esteem and benefit the
community. Business and industry must be full partners in this effort. Indeed
the whole community must be involved.
Thi~ gue~t editorial details the conditions facing America's children.
From this basic data it draws implications for interprofessional COllaboration.

•

•

•

Conditions of Children
As documented in the annual report of the Children's Defense Fund
(1994), The. State of America's Children, conditions are so bad they can no
lor:ger be Igr:o~ed. America's worst nightmares are coming true. More
children are hvmg in extreme poverty today than any year since 1975 when
such da.ta were firs! copected. The i~crease in poverty in 1992was particularly
dramatic f?r America s youngest children, In 1992, one in every four children
less than S.IX years of age was poor as were 27% of all children younger than
three. Chll~ren compri~e t.he nation'~ poorest and fastest growing poverty
group (National Commission on Children, 1993). African American and
Hispanic children are 2 to 3 times more likely to live in poverty than whites.
Ho,:~ver, the beli~f that most poor children are from inner-city minority
famI~les on welfa~e I.S a myth. Ten percent of poor children fit that description
(N~tl?nalCommlss;o~on Childrer:, 1993). Pov~rty among whites rose from
9.7 Yo. in 1973 to 15.6 Yo m 1992, the highest rate of mcrease for any racial group
(National Center for Health Statistics, 1993).
. C~an~es ~n the cor:ditions of children signal the need for changes in our
social mstitutions and in our professional practices.
• Violence has permeated the social environments of families at all
socioeconomic levels. Twenty-five percent of child deaths are due to
injury. Homicide is the fourth leading cause of death in children ages
1 to 9;. f~r adolescents 10 to 14 years old, it ranks third; for 15 to 19 year
olds It IS the second leading cause of death (Maternal and Child
Health Bureau, 1993).
• Our country is still split by racism, prejudice and polarization. In far
too many places, individual differences are ridiculed rather than
viewed as a source of richness. The racial isolation described in the
Kerner Report over 25 years ago still exists. Riots still occur (Los
Angeles) and the consequences are no longer limited to the cities.
Human Service Education' Volume 75. Number 7 • Page 4
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There are significant changes in traditional family structures and
roles. Over half of all new marriages end in divorce leaving 15.3
million children living with one parent, the mother in over 90% of the
cases. Twenty-three percent of all children born today are born
outside of marriage (National Commission on Children, 1991).
Our service delivery systems are not organized in ways that are
responsive to the needs of single parent families, aggregate families
and families with two working parents. A critical need is the
development of adequate child care services that help parents to meet
the enormous responsibilities involved in child rearing and full-time
employment. In 1991, 58.4% of mothers with pre-school age children
were working, nearly double the 1970 level. During the same period,
working mothers of school age children increased from 43% to 74.4%
(Maternal and Child Health Bureau, 1993).
Homelessness is reaching epidemic proportions. Single parent families are the fastest growing segment of the homeless population. They
now represent 34% of the homeless, an increase from 2n~) in 1985.
Moreover, one of every five homeless children is school-age. Every
night, in the richest nation in the world, 65,000 to 100,000children are
homeless. Currently, there is a shortage of affordable housing. There
are 7 million low income renters competing for 4 million housing
units (Bassuk, 1991).
Twenty percent of children under 18 years old suffer mental disorders (National Institute of Mental Health, 1993) About 2.7 million
children were reported to state authorities as being abused or neglected in 1991, an increase of 6% since 1990 and 40% since 1985
(National Commission on Children, 1993). Substance abuse is increasing and creates serious disruptions in the lives of children and
families as well as threats to their health and safety. Teenage suicides
are increasing at an unprecedented rate. In 1991, as many as 1 in 12
high school students attempted suicide (Maternal and Child Health
Bureau, 1993).
Value systems are being transformed as children see materialistic
rewards coming from dealing drugs and other illicit activities. The
increasing number of young people who are out of school and out of
work with no skills to make a living is a ticking time bomb (Lewit,
1992). Eighty-two percent of America's prisoners are school dropouts and more and more adolescents are being tried in adult courts.
Punishment, at $160,000 to build each cell and $30,000 per year for
each incarceration, overshadows prevention as the current political
campaign crime strategy (Texas Education Agency, 1993).
Medical facilities and schools are faced with serving children they
never had to deal with before. AIDS has become a serious threat to
children. Twenty-five percent of American babies are born to women
who receive inadequate prenatal care and the consequences are being
Human Service Education' Volume 75. Number I • Page 5
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felt in the number of low weight babies who later exhibit low school
performance (National Commission on Children, 1993). The average
cost of health care per child is about half of that for adults and a
seventh ofthat for the elderly, butin 1991, one out of six children had
no health coverage at all (National Center for Health Statistics, 1993).
Many children are doomed to fail in school before they ever start.
One out of three 6-year-olds today is not prepared for formal education (Boyer, 1991). Once in school, untold numbers cannot learn
adequately because they come to school hungry, suffer neglect or
abuse at home, or have birth defects and illness. Because they do not
have access to equal educational opportunity (competent teachers,
resource materials, safe environments), it is the children from poor
families who find themselves at the bottom of the heap (Kozol, 1991).

Interrelationships
What is most important to understand about these conditions are the
implications they hold for children and families at-risk and the community
agencies and professions sanctioned by society to serve them. These implications can be visualized by placing children and families in the center of a
complex system of community services and examining the interrelationships
of the data including the interrelatedness of entities, information flows, and
activities (See Figure 1).
Entities in the education, health, and social service system that relate to
families and children include social work, health care, housing, education,
justice and law enforcement, and business and industry. These entities are
represented by professions that relate with each other as well as with the

families and children to which they provide services. Actions taken by one
entity in the system influence the environment that the other entities exist in
and consequently impact the behavior and products of other system components.
For example, relationships exist between the number of years children
spend in poverty and their academic success (Orland, 1990). Poor children are
more likely than their nonpoor counterparts to be low academic achievers, to
repeat grades, and to drop out of school (National Center for Children in
Poverty, 1990). Dropping out of school influences future unemployment,
level of income, and health (U'S, Department of Health and Human Services,
1992). Dropouts are also three and a half (3.5) times more likely than high
school graduates to get arrested and six times as likely to become unmarried
parents (National Commission on Children, 1991). Furthermore, children of
unmarried teenage mothers are four times more likely than children in other
families to be poor and they are likely to remain poor for an extended period
of time (National Commission on Children, 1991). Poverty, lack of education,
and teen pregnancy form a self-perpetuating cycle. Thirty one percent of 8th
and 10th grade female dropouts in 1990 dropped out because they were
pregnant while 28% reported they would likely return to school if child care
were available at school (National Education Goals Panel, 1992).
The degree of poverty, quality of education, availability of family support, opportunity for health care, and incidence of violence interact in every
community. These conditions affect employment (Lewit, 1992),incarceration
and crime (Levin & Bachman, 1972;Texas Education Agency, 1993), immunization rates, mortality rates, suicides, drug abuse, child abuse (Hamburg,
1992; National Center for Children in Poverty, 1990), enrollment in postsecondary education (National Education Goals Panel, 1992) and quality of
the work force to compete in the global economy (U.S. Department of Labor,
1991). The number and scope of issues that share relationships indicate how
interrelated the problems are and how important it is for education, health,
and social service professionals to work together.

Implications for Schools

Figure 1
Human Service Education· Voiume 15.Number i • Page 6

When one steps into a schoolhouse today, it doesn't take long to realize
that the persistent life situations of many of today's students and their families
will need a multiple agency, multiple profession response-drugs, suicide,
AIDS, teenage pregnancy, crime, jobs, poverty, etc. In order to accomplish the
primary job of intellectual development (creating humane centers of intellectual inquiry, creating communities of learning), educators will need to work
with their professional partners in the rest of the human service delivery
system on their piece of the action.
The schools have at least three main functions. First, schools should teach
relevant knowledge. The primary function of the American school is to
develop the intellect so that all students can make intelligent decisions
regarding the complex problems that children and families face today.
Human Service Education· Volume 15.Number I • Page 7

Education for what is real will not be accomplished without controversy. The
history of American education indicates that the more relevant knowledge
becomes to the solution of real human and community problems the more
controversial it is likely to be. Therefore, new professionals must be prepared
to be political and tough-minded and capable of defending intellectual
inquiry, critical thinking and the free exchange of ideas in our schools
(Corrigan, 1992 a). In a democracy, critical thinking skills must be considered
as basic as literacy itself. As Ducharme (1988) points out, education is for
making a life as well as making a living.
A second function of the American school is to connect children and their
families with other professionals and other agencies dealing with the education, health and human services needs of the community. In integrated
service systems, schools can serve as a locus of advocacy for all children. Since
schools are the community institution that see every child every day and are
directly connected to families, school leaders have a major responsibility for
helping to mobilize community resources.
The third function of leaders from schools and universities is to work with
policy makers in other community agencies, state legislatures, and the US.
Congress to develop policies that put children first-policies that respond
with collaborative action to meet the threats to children today.
It is important to note that the advocacy role and collaborative role do not
mean that education, health and family service professionals provide all of
their services on the school site. The extent to which the school becomes the
site for these services will depend on the community served. In many
communities, the school is already a community center serving people of all
ages late into the evening through a wide variety of family centered programs
(Dryfoos, 1994; Lawson, 1994).

Interacting Components of One System
Central to the concept of integrated services and interprofessional education as a means for reforming education, health and human services delivery
is recognition of the fact that schools, colleges of education, and community
agencies are interrelated and interacting components of one system. Schools
and the colleges that prepare educators must be integrated into the community and the community integrated into the schools and the colleges. Lawson
(1994), in reporting lessons learned from his journey throughout the United
States studying schools, and the collaborating colleges and community agencies involved in interprofessional collaboration, pointed out that family
centered, community based schools are not just engaged in structural changes.
The changes go much deeper. Purpose and substance are changed by
developing schools as family friendly support environments.
Tomorrow's schools will become hubs in a community network for
facilitating access to various components of the integrated service system.
Through collaboration with other agencies, our schools will foster
interprofessional teams (education, health, social work, criminal justice,
Human Service Education' Voiume 15.Number 7 • Page 8

business and industry). Some schools will be called "Interprofessional
Development Schools." Beginnings already exist in schools where there are
social workers, psychologists, child care workers, health clinics, tutors, mentors from business and industry, adult literacy specialists, etc.
Now that the "professional development school" movement is well
underway, it is an appropriate time to add an interprofessional dimension to
the design of future professional development schools. In fact, interprofessional
development schools may be the best setting in which to start interprofessional
training and research because that is where the interface across professions is
already taking place and where it will take place in the future. Interprofessional
development schools possess great potential as pre-service and in-service
professional education centers as well as vehicles for enhancing collaborative
integrated service systems (Corrigan, 1994).

Implications for Higher Education
In view of these changed circumstances, those of us who work in colleges
and universities must confront reality - if we do not model collaborative
behavior in the training and research arm of the education, health and human
services professions, it is unlikely that future providers will understand the
importance of such collaboration, or be prepared to function in the new
integrated service systems that are emerging. The education profession, in
conjunction with the other human service professions, must identify the
particular knowledge, skills and values needed by teachers and administrators in order to be effective collaborators with health and human services
providers, and vice versa. They must insure that the aforementioned knowledge, skills, and values become part of the curriculum in each field of
specialization and that they are infused appropriately into interprofessional
programs. In addition to reforming professional preparation on campus, the
participating professions must develop creative ways to make appropriate
knowledge and related skills a part of continuing education efforts.
Mandating new laws and policies will not change practitioners; they will
change only if they have the opportunity to learn the new knowledge and skill
necessary to make the needed changes. Therefore, change in professional
practice and change in the training and development arm of each of the
participating professions must take place simultaneously. Reform in one part
of the system without reform in the other will not work.
In addition to interprofessional education at the introductory pre-service
and in-service level, I envision advanced graduate preparation programs for
leaders at the doctoral and post doctoral level who represent expertise in each
of the participating professions. This cadre of professionals, already licensed
in their own fields of specialization and highly respected by their colleagues,
will have special training in interprofessional collaboration, policy development, and the design and implementation of pre-service and in-service
interprofessional programs..
Human Service Educotion
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Current Situation

work preparation (Fordham University, 1994).
The Danforth Foundation Leadership Development Program has made
community-based interprofessionalleadership training a major focus. Two
publications by Lawson & Briar, supported by the Danforth Foundation, are
essential resources for any institution interested in developing integrated
services programs and the training and research programs to support them:
Serving Children and Youth and Families through Interprofessional Collaboration and Service Integration: A Framework for Action (Briar & Lawson,
1994) and Expanding Partnerships: Involving Colleges and Universities in
Interprofessional Collaboration and Service Integration (Lawson & Briar,
1994).
Recently, the American Educational Research Association, the Office of
Educational Research and Improvement (OERI) of the United States Department of Education, and the National Center on Education in the Inner Cities,
in conjunction with the American Association of Colleges for Teacher Education and the Association of Teacher Educators sponsored an invitational
interprofessional conference on the theme School-Linked Comprehensive
Services for Children and Families: What We Know and What We Need to
Know (OERI, 1995). Publications resulting from this conference are available
from OERI.
In its third report dealing with reform, Tomorrow's Schools of Ed ucation,
the Holmes Group (1995) recognizes that education reform depends heavily
on the restructuring of professional schools, on orchestrating new working
relationships with other colleges and departments of the university as well as
with public schools, and on fostering the commitment and the will of school
and university administrators and faculty and other human service professions to effect massive change in educational policy and practice.
Without a doubt the future of human services will depend on the capacity
of leaders in the education, health and human services to view education and
social problems in a broader, community-based, interprofessional services
perspective. In order for members of the various professions to interact
effectively, an understanding of the "professional cultures" of each must be
acknowledged. This can only occur as dialogue among groups is fostered.
Only as leaders view today's education, health, and social problems from each
others perspective and learn to walk in each others' shoes can barriers be
replaced with bridges of understanding.
This is the rationale that undergirds the National Commission on Leadership in Interprofessional Education. The Commission includes 55 members
who represent professional partners working in the emerging collaborative
systems (social work, public health, law, psychology, criminal justice, medicine, ed ucation, etc.). Inititia ted and sponsored by the Association of Teacher
Educators (ATE) in its first three years, in its second phase of development the
Commission is linking with other professional associations through its members rather than appointments to the Commission by asssociation officials.
The basic criterion for membership is actual involvement in the development,

As education, heal~h, and social services concerns have expanded and
become m~re complex, It has become evident that many agencies are serving
the sam~ ~hents ~Hodgkinson,1992), and that the professional responsibility
for .speCifIc ~ervices are often uncoordinated and dysfunctiona1. State and
national pO!ICY makers now recognize that new organizational relationships
at .the ~a~I1y and comm,:nity level must be developed among schools,
umver~ItIes, health. agencies, and other human service organizations. A
systemic, collaborative approach is imperative.
~a.lls to put the pieces together have come from policy analysts and
pr~ctItIoner~ as well as politicians. Fifteen states have already passed legislation fosten.ng collaboration across state agencies and local communities.
State EducatIon Leader (Education Commission of the States, 1994), Within
Our Reach, (Schorr & Schorr, 1989), Together We Can (Office of Educational
Resear~h and Improvement, 1993), and Principles to Link By: Integrating
Educa~IOn Health and Human Services for Children, Youth and Families
(Amencan Acad~my of Pediatrics and over fifty professional organizations,
1994), repr~sent JUs~ a few of the numerous publications supporting integrated services and mterprofessional education.
Until recently, the response of policy makers to each education health
and human service crisis was to develop a categorical program. The primarv
strategy for change was to set up model programs, "projects." These models
lasted only,~s lo~g as the government or private sector funding kept flowing.
When t~e soft money ran out, or the political advocate for a particular
model died, or mo:ed on to other priorities, the reform faded into the night.
Needles.s to say, this reform strategy did not work (Corrigan, 1992b).
It WIlltake a new, co~prehensive,reform strategy to match the enormity
of t.heproblems threatenmg the futures of children as we face the 21st Century.
ThIs. new strategy must involve all of the education, health, and human
service p~ofessions. E~en though there has not been widespread develop~ent and implementation of programs linking educa tion and human services
s~ce the A~e.rican Association of Colleges for Teacher Education's Bicentenmal Commission (Howsam, Denemark, Corrigan, & Nash, 1976) proposed it,
recent events sugges: that the time for this idea has come again (Corrigan,
1993). ~e board of directors of American Association of Colleges for Teacher
Education (AACTE) and the Association of Teacher Educators has made
collabor~ti~~with o~herprof~ssionsserving children and youth one of its top
three pnonties. WIth ~ndmg from the DeWitt-Wallace Reader's Digest
Fund, AACTE h~s p~ovId~d fo~r colleges with grants to incorporate health
and hu~an services In. theI~ traming programs for educators: the University
of ash~gton, the University of Louisville, Jackson State University, and the
Umv~rsityof New Mexic? (C~rin, 1994). ~lso, DeWitt-Wallace has provided
fundmg to Fordham University to establish the National Center for Social
Work and Education Collabora~0.n: N~e institutions have received grants
through the Fordham Center to Initiate mterprofessional education in social

':V
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education programs including what, where and when appropriate curriculum and field experiences should be offered will emerge from joint examination of the roles and role relationships of each of the professional partners
involved in the new family centered, multiple agency collaborative systems
that are getting underway throughout the country.
In addition to the aforementioned activities, the Commission has become
a vehicle for national dissemination and a partner in three interprofessional
development grants awarded by the Maternal and Child Health Bureau of the
United States Department of Health and Human Services. The programs are
located at Western Oregon State College Teaching Research Division
(Fredericks, 1995), the University of Vermont College of Education and Social
Services Department of Social Work (Bishop, 1995), and the Hawaii Medical
Association (Sia & Taba, 1995). All three grants involve education, health, and
social work, even though they are initiated by different professions.
The overall purpose of these grants is to support collaboration among the
three projects, and connect with the participating professions nationally
through involvement of the National Commission on Leadership in
Interprofessional Education. The grants will demonstrate the ability of
health, social service, and education professionals to work together in communities to foster successful physical, social, and emotional growth in children and their families. In addition, they will assist in the development of
curricula based on best practices learned in community settings; and they will
disseminate interprofessional models of personnel training and service delivery at regional, state, and national levels.
From their unique settings in a college of education, in a department of
social work and in a medical association, these interprofessional education
programs bring a diversity of thought and study and a commitment to sharing
lessons learned, that will help the Commission achieve its purpose (Corrigan,
1994).
The comments of several members capture the challenge for the Commission as well as human service education today:
• Merle McPherson, Director of the Division of Services for Children at
the Bureau of Maternal & Child Health & Resources Development
said:

implementation, and evaluation of integrated services and interprofessional
education as a policy maker, practitioner, trainer or parent partner. The
Commission is developing balance in the number of members from each
profession so that it will be truly interprofessional in its makeup. The group
comes together to share lessons learned and to connect with others who are
interested in creating family centered, culturally sensitive, community-based
education, health and human service systems.
The following goal statement guides the work of the Commission:
The National Commission will focus on interprofessional
preparation in both pre-service and continued professional
development. The purpose includes bringing the best community-based practices with children and families into
universtiy missions and programs.
Through a family/professional partnership, the Commission will support the preparation of a new generation of
interprofessionally oriented leaders in health, education,
and social work who possess the knowledge, skills and
values to meet the needs of all children and families by
creating, maintaining and improving effective communitybased integrated service delivery systems.
Each Commission meeting is organized as a an "inquiry seminar." Since
many of the Commission members have authored papers, books or articles on
one aspect or another of education, health, and human services, they share
ideas that relate to the "issues in focus." All participants come to the
Commission meetings ready to react to case studies of actual programs, share
research and other resource materials, and respond to questions identified by
the Commission to guide its work.
The Commission has already started to share its ideas and products
through national and state meetings of the participating professions. Commission meetings have been held the day before the national conferences of
the participating professions (e. g., Association of Teacher Educators, National Academy of Pediatrics, Council of Social Work Education, etc.). The
next meeting is being planned in conjunction with the Parent to Parent group.
At these conferences multidisciplinary teams present their ideas and case
studies through a panel format. Dialogue has been established with the
various networks in each of the professions and concept papers and articles
on integrated services and interprofessional education have appeared in the
publications of professional associations of some of the Commission members. An extensive library including over 50 case studies, newsletters, and
other descriptive materials of new programs has been compiled by the
Commission.
Down the road, the Commission will disseminate lessons learned regarding the common core of knowledge, skills and values that should be included
in the respective interprofessional training and research programs of each of
the participating professions. The design of a variety of interprofessional

We must change service systems so they serve children. Collaboration must take place at thefamilyandcommunitylevel. First and
foremost wemust convey asense ofurgency toalloftheparticipating professions.
•

Al Buccino, former Dean of the College of Education at the University
of Georgia said:

New conditions in the environment (e.g. demographic, social,
economic changes) require a newanalysis oftherole ofthecommunity in child development including responsibilities of new or
existinginstitutions (including collaboration among institutions
and professions) infulfilling the community's role.
Human Service Education' Voiume 15 Number 1 • Page 13
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•

Vince Hutchins, Senior Fellow at the Carnegie Foundation for the
Advancement Teaching said:

We must seek collaboration. Collaboration goes beyond coordination, consensus or compromise; it implies new helpin achieving a
common vision. Collaboration in this venture, means that one
group, in a sense, becomes the other's agents in developing an
expandingnetworkofpartners whoarecommittedto thefutures of
children over the long haul.
•

Martin Haberman, Distinquished Professor of urban education at the
University of Wisconsin at Milwaukee reiterated that:

Thestartingpointin definingwhatleaders needtoknowandbeable
todotocreate anewcollaborative system shouldbetheactual needs,
problems and conditions facing America'schildren and theirfamilies. Training and research shouldbeviewed as means for discovering and implementing better ways to serve those most in need.
Professional education must beconnected to the lives of practitionersand theirclientsand thesettings in whichthey live,learn, and
work.

Conclusion: What We Must Do
When viewed as professions with a common mission, child advocacy, we
representthe largest workforce in the nation. With these numbers, undergirded
by a new interprofessional ethic, we could accomplish whatever we set out to
do for America's children and their families. The potential of such a coalition
to touch all spheres of influence is unequaled especially if we keep our values
straight. If we keep our focus clearly on the common goal of creating healthy
humane communities in and out of schools for America's children and their
families we represent power with a purpose.
The human service professions have to get beyond the "I'll take care of
mine, you take care of yours" syndrome. We have a common stake that we
must accept and profess to others. We must recognize that interprofessional
collaboration is not an option today - it is a necessity and an obligation of
professional leadership.
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Teaching Community-Based Politics
in Human Service Programs
Alan J. Hahn and Robert Heasley
Abstract: In light of thechange in emphasis fromfederal to local
community responsibility for meetinghuman needs, the authors
argue that current undergraduate curriculums do not adequately
incorporate material that focuses on local community decisionmakingand the importance of community-based politics. A random survey of college catalogs outlining course offerings in social
work, humanservices, health, and nursing, confirm thatemphasis
onlocal politics is lacking. Theauthors call forgreater attentionto
begiven to thepolitics ofhumanservice delivery in thelocal arena
with an emphasis on understanding the decision-making process
and the infiuence of local initiatives,
In one moderately sized urban community, abortion services were severely curtailed when a local hospital stopped performing abortions. In
arriving at the decision, hospital administrators were responding to pressure
exerted by local anti-abortion activists. Abortion foes had picketed the
hospital and harassed patients consistently over several years. A women's
medical clinic is now the only abortion provider and receives only minimal
community support.
On the other side of the country, in a moderately sized rural community,
the local Planned Parenthood clinic performs abortions without picketers
while receiving strong community support. The agency generates the
community's highest level of financial contributions, has developed the local
school district's sexuality education program, and contracts with local county
government to provide free sexually transmitted disease services to lowincome women and men.
In a similar vein, in the urban community described above, support for a
sheltered workshop program for the physically and developmentally disabled depends almost fully on state and federal funding. In the rural
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community, these services are supported substantially by the local community through local contracts and contributions.

Local Politics and Service Delivery
What makes the difference? In both scenarios, the communities are
the United St~tes. Both ar~ governed by the same federal policies
and similar state regu~~ tions, ~e~ servIce~ available to the local communi ty are
dependent on t~e politics, decision making, and commitment of people at the
local community level. Whether we consider shelters for the homeless
services t~ feople with.AIDS, after-school child care, abortion services, or job
opportunities for the disabled, the services people receive are substantially a
product of local community attitudes and, ultimately, of local politics.
Local community is both the base from which state and federal policy
evolves - it is where problems are identified and advocacy begins - as well as
the environment within which human service programs are provided. Ironically, however, when we consider the education provided to human services
students in. a~eas ~uch as ~ocial work, human services, applied sociology,
health admirustranon, nursmg, counseling psychology, and the like, we find,
at both the undergraduate and graduate levels, there are few courses that
focus on public policy. Of even greater concern is that curriculums tend only
rarely to offer courses that help students understand the process and importance of local, community-based decision-making. Yet for any of us who have
been service providers, we are all too aware of how influential the local
community can be in both defining local problems and providing support for
the services that lead to their resolution.
locat~d ~n

Current Course Offerings
on the Politics of Human Services
A review of courses related to health and social welfare policies and
political decisio~makingcurrently offered at colleges and universities throughout the U.s. consistently reveals that the emphasis of such courses is on federal
and state policy. With the exception of a minimum number of courses on
community organizing, few courses appear to be designed to introduce
students to understanding local politics and the process through which local
decisions are made.
The authors reviewed the catalogs of 105 randomly selected graduate and
undergraduate colleges and universities in the U'S. Of the total, 72 were
graduate and 33 were undergraduate programs. We focused on course
offerings .in th~ fields of human ser~ices, social work, health, and nursing in
order to identify the extent to WhICh courses being offered in these fields
addressed local community policy development compared to state or national policy development. On the basis of catalog descriptions, we identified
courses with an emphasis on policy and then further distinguished (a) courses
that cover the policy-making process as well as policy content, (b) policy
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courses that cover the state and local levels as well as national, and (c) policy
courses focused specifically at the local level. As Table 1 indicates, there is a
tendency for schools that do offer policy-related courses to emphasize the
national level. Few programs at either the graduate or undergraduate level
include local politics and the formation of local policies that govern human
service delivery in their descriptions of policy-related courses.
Our findings indicate that nearly all social work programs, about 70% of
the health programs, and 20-30% of the nursing and human services programs .
offer courses in public policy. Examples of course titles include Social Welfare"
and Social Policy, Social Welfare Policy and Planning, Legislative Process in
Social Welfare, Public Policy and the Politics of Health, Political Aspects of
Health Care, Public and Community Health Policy, and Nursing and the
Political Process. Judging from catalog descriptions, more than a third of the
programs that do have policy courses do not have courses designed to help
students understand the policy-making process. Many of the courses cover
the content of health and welfare policies-the relevant laws, programs, etc.and may offer a critique of them but, as far as we can tell from the catalogs, do .
not attempt to teach the processes by which policies are made and changed..
Moreover, most of the policy courses appear to focus primarily or
exclusively on national policies and policy formulation. Such a focus is clear
in many of the catalog descriptions. Others do not specify a particular level
of government, but a national orientation seems most likely. Only 21% of the
sampled programs include courses that clearly cover policies or policy
making at the local level. Most of these (17% of the sampled programs) offer
courses that cover all three levels of government-national, state, and local.
We found only a tiny handful of courses that focus specifically on the local
level. Among them are courses on Social Planning in Urban Settings,
Community Power Structure, Health Planning at the Organizational and
Community Level, and Citizen Participation in Community Health Decision
Making.
Of particular importance is that the few courses that do cover local
political decision making are offered primarily at the graduate level. Twentyfive percent of the graduate programs sampled, but only three of the
undergraduate programs (6.4%), had courses with at least some emphasis on
local policies or policy-making. Thus, most undergraduate programs leave
their students in the dark when it comes to understanding the importance of
local community decision making.

National vs. Local Politics: Can Either Be Ignored?
The assumption that national politics is the most important and perhaps
the only level human service workers need to understand may have made
sense in the past. Although local governments were major providers of
human services in the early years of American history, changes beginning in
the 19th century led human service professionals and advocates, for the next
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century and a half, to look primarily to the voluntary sector and to state and
federal governments for support, and to view local governments as indifferent at best (Trattner, 1989). State governments became increasingly important
in the 19th century, and the federal role grew dramatically in the 20th century,
especially in the New Deal and Great Society periods. This began to change,
however, with the Nixon administration, and it changed in earnest in the
Reagan years. In the current era of federal cutbacks, state fiscal crises, and an
overburdened voluntary sector, continued support for the human services
clearly requires an understanding of the local political arena and the ability to
function effectively within it.
The only conceivable justification for continued exclusive focus on national politics is the assumption that a counterrevolution is needed at the
national level against the changes of the Reagan era. Such an argument may
very well make sense for reasons that careful study of the local political arena
can make clear (see below). But, even if the problems facing the human
services cannot be fully resolved within the local arena, effective arguments
for a stronger federal role can more easily be made by individuals who
understand local community decision making. They will be in a better
position to make an accurate and credible diagnosis of the weaknesses of
current policies and to recommend changes that are more likely workable,
given the realities of local implementation of federal or state policies.
Those who have worked at the local level in implementing programs
regulated by federal policy are aware of how frequently such policies fail to
take into consideration local needs and local realities. A case in point is the
historical problem of federally funded summer youth programs designed to
meet urban needs while neglecting the needs of rural farm youth for winter,
rather than summer, employment. Without knowledge of how to influence
local leaders to advocate for changes in federal and state policy, human
service workers are forced to carry out federal and state mandates at the local
level and, as a result, are destined to fail to adequately meet local needs.
When curricula focusing on educating students about local politics are
taught, they are often geared to graduate rather than undergraduatestuden.ts.
However, understanding local politics is not a job only for those with
graduate degrees who will become agency administrators. Obviously, administrators have principal responsibility for communicating with local
policy makers. But other human service workers can participate in shaping
their agencies' positions on local issues, supporting the agencies' positions,
and educateing clients and personnel in other agencies with whom they
network. The human services are not well understood in many local political
arenas, and there is no reason for the job of educating policy makers, the
public, the media, the business community, and others to be exclusively the
agency director's job. Spreading the word about the value of human service
programs, generating support for them, and counteracting opposition can be
done by workers at all levels of an agency. But it is not likely to be done, or
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done well, if those workers lack understanding of the importance of local
politics or sensitivity to its complexities.

The Politics of Caring
A significant barrier to more involvement in local politics by human
service workers, and more interest in courses with political content by human
service students, is the generally negative image of politics (Dionne, 19~1).
The human service professions seem to attract individuals who do not fmd
politics a tolerable or fascinating activity. Yet there is a way o! looking at '
politics that makes the sensitivities and skills of human service work.ers
especially relevant (Hahn, 1994). Politics, essentially, is the process of makmg
decisions that affect large numbers of people who are in different situations
and have different values and therefore disagree about what should be done.
Properly conducted, politics should give everyone affected by a.situation an
opportunity to indicate their preferences an.d the reasons behm~ them~ to
listen attentively while others do the same thing, and to work at discovering
the best possible solution given the differing needs and wishes of all affected
parties (Barber, 1984; Boyte, 1989). Such activity would call precisely for
sensitivities and skills that human service workers often possess and value,
such as listening, communicating, accepting others who are different from
themselves, and empathizing.
Unfortunately, the actual practice of politics is generally a much coarser
activity. Its failures are widely known. Political power is unequally distributed; money speaks louder than numbers and policy makers respond to the
powerful rather than facilitate a search for ~utual. benefi:.. Because ~f these
characteristics, human service workers typically find politics repulsive and
too often make a point of steering clear of them.
But getting more involved in politics can mean more than simp!y ~cce.pt
ing an unpleasant reality. Human service workers ar~ ~ardlyalon~ in fmdmg
politics distasteful. Growing dissatisfaction with politics as usual IS reflected
in negative media images, declining citizen participation, and recurrent n~ws
that yet another prominentpublicofficial has decided not to run for reelectIo~.
Desire for a better way to conduct politics is not far beneath the surface in
many areas of society and public affairs, thereby putting the sensitivities and
skills of human service workers in potentially high demand. It should be
possible to teach politics in a way that makes it interesting to human service
students and shows them that they have something important to contribute
to them. It is our contention that such contributions can be made much more
easily and effectively at the local community level, where issues ~~e less
complex and relationships with policy makers and other relevant participants
can be established and maintained more easily.
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Developing Curriculum with an Eye
on Local Decision-Making
Given the need for attending to politics in the local arena, what might be
the content of a course on local politics for human service students?

First ofall, they. could have aclose-to-home opportunity toobserve thewaypeople
in different situations and with different values are affected by public issues. They
could gain appreciation of the inevitability of conflict and the importance of
learning how to resolve it in fair and effective ways. They could observe who
gets involved and who fails to get involved in local issues and consider how
noninvolvement, as well as its opposite, shapes the outcomes that are feasible
or likely. They could observe the multiple pressures that local policy makers
face on most issues and develop greater respect and sympathy for the policy
makers as well as ideas on how to work with them more effectively. Above
all, they could come to appreciate the relationship between problem causality
and local community values, attitudes, and political decision making.

Second, students could gain a human services perspective on the social science
literature on community power and decision making, which demonstates the
frequent collaboration of local government and local business leaders in
promoting economic growth at the expense of responsiveness to the needs of
poor people and minorities (e.g., Logan & Molotch, 1987; Stone, 1989).
According to this literature, localities find it necessary to compete with one
another for major employers and taxpayers, making it seem imperative to
spend money for the promotion of economic development and to minimize
expenditures on "redistributive" programs that may antagonize major taxpayers or discourage potential employers from moving to a locality (Peterson,
1981). While most of the relevant research has focused on economic development issues, a course in local human service politics could provide opportunities to "test" this theory in relation to human service issues. Students could
observe the impact of economic development concerns on the willingness of
local elected officials to support redistributive policies, and they could also
examine the roles of local business leaders, who may exercise much of their
influence "behind the scenes" (before and after the publicly visible discussion
of issues) and whose attitudes regarding the human services are the subject of
more speculation in the social science literature than actual knowledge.
Human service agency directors have become aware of the importance of
their participation in such local organizations as the Chamber of Commerce
and Rotary in order to become identified as a contributor to the local economy
and to gain access to the discussions among local business leaders about the
needs of the community itself. Courses that provide an understanding of the
process and influence of such local groups will prepare students to actively
participate in such organizations themselves and/ or actively support their
agency's role in building these networks.

implementation difficulties experienced in previous federal and state programs as well as the consequences of more recent cutbacks and program
terminations. They could use their growing understanding of the local
realities of federal and state programs, and also of the difficulty local governments have in supporting redistributive policies on their own, to discuss
desirable and politically feasible changes in federal and state human service
policies.
.

Fourth, students could investigate the role of the news media and the impact of
the media's coverage, or lack of coverage, of human service issues. They could
discuss what it is that local people need to know about human services in
order to be "competent citizens" and then evaluate the media's performance
against those standards and consider what human service workers could do
to encourage higher quality coverage.
Fifth, studentscould analyze social movement activities in thelocal community,
learning how both conservative and progressive movement organizations
mobilize and what accounts for their success or failure in influencing public
decisions or otherwise accomplishing their goals. They could discuss desirable relationships between movement organizations and human service
agencies, whether movements are a threat or an opportunity, and what
collaborations are possible or desirable between human service workers and
movement activities.

Sixth,faculty can workwith students to identifymodel programs and agencies
that effectively address local public policy issues and concerns. These would
include those agencies that playa lead role in the community in setting the
terms of discussion about local human service needs and approaches to
addressing local problems. Programs and agencies that are successful at
gaining community support and are involved in setting the agenda of issues
the community addresses can be compared with those that struggle for
attention and for local government financial and legislative support.

Seventh, studentscan observe public debate over local issues and,in theprocess,
become familiar with the role of conflict in the problem-solving process. Students
could observe leaders and their styles in addressing local problems or follow
specific controversial issues to observe differences in approaches used in
addressing conflict.
Finally, students could discuss desirable changes in the human services in the

local arena; identify who needs to learn, and what they need to learn, in order to
increase the likelihood of such changes; and consider what they, asfuture human
service workers, mightbeable todoto encourage andfacilitate thenecessary learning.

Community-level Resources for Teaching and learning

Third, students could investigate the impact offederal and stateprograms, and
ofrecent changes in those programs, in thelocal arena. They could learn about local

Aside from the inherent importance of learning about local politics itself,
there are additional educational advantages in focusing on the local arena.
Even for the purpose of learning about politics or public policy in general, a
variety of educational tools or resources are available in the local arena that are
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not available for the study of state or national politics, except for schools
fortunate enough to be located near Washington, DC, or a state capital. In the
local arena, students can much more easily attend relevant meetings or other
events, visit relevant offices, observe or participate in local issues, interview
key participants, or benefit from a wealth of guest speakers who are central
participants in the policy-making process. Lessons learned in the local
environment can easily be translated, if necessary, to other political arenas.
Guest speakers in a course on local politics or policy-making can easily
include the mayor, city manager, local governing board members, representatives of different human service agencies, interest group or social movement
organization leaders, reporters or editors from the local news media, and
many others. They can be asked to provide general descriptions of their
respectives roles in the community, especially in regard to human service
issues. Alternatively, a particular issue could be selected for special attention
throughout a course with a variety of speakers, each invited to present his or
her own perspective on the issue. Students would gain an increasingly rich
understanding of the issue as they hear from different speakers, each of whom
presents a different perspective. The impact of guest speakers can often be
enhanced by taking the class to the speakers-that is, on field trips to
appropriate offices or other locations.
Interviews with key participants in public issues can also be done more
easily in the local arena, as can observation or participant/observation at
meetings or other relevant events. A possible assignment is to ask students to
develop case studies of local issues, relying for data sources not only on media
reports and other documents but also on interviews and observation. If at
least part of such an assignment can be completed early enough in the course,
students can contribute findings from their respective studies to class discussions. Important lessons can be learned from comparing and contrasting
different students' case studies.
A variation on this theme is to identify a local issue and ask the entire class
to analyze it as a group project. Students can be divided into teams with each
team expected to interview a number of par ticipants representing a particular
perspective on the issue. By reporting interview results in class, the class as
a whole can gain a steadily expanding understanding of the issue from
multiple perspectives. Based on what they learn from their interviews, the
students can then role-play the different perspectives as they participate in a
variety of issue-analysis, goal-setting, conflict-management, decision-making, and other exercises or activities.
Additional possibilities include:
• public opinionsurveys, which can be conducted just as they are on state
or national issues, but, in the local arena, the opinions of community
leaders or policy makers can also be obtained and then compared
with the public's views;
• research projects that a class could conduct which could be useful to
local policy makers or other participants in local issues;
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•
•

•

a conference orworkshop on local issues, which a class could conduct to
provide a forum for local people as well as the class itself to learn
about the issues and clarify and discuss different viewpoints;
actual participation in a local issue as advocates for a particular
outcome-though we would want to think carefully about the ethics
of such an intervention (e.g., does the class have a legitimate stake in
the issue or is it simply "experimenting" with the community for its
own edification?);
arrangements to encourage enrollment by local residents, who would
bring different interests, perspectives, and backgrounds to class
discussions and, while contributing a local or "inside" perspective,
might, in turn, benefit from the other students' questions and more
"detached" viewpoints..

Conclusions
Ultimately, when students at both the undergraduate and graduate level
are taught that the local community matters when it comes to delivering
human services, then clients, agencies, and the community itself stand to gain.
The benefit of understanding local politics, of actively participating in setting
the direction of local government, has long been valued by the private sector.
Indeed, it is this appreciation for local decision making, both as it influences
day-to-day activities of the community and state and national policy, that
gave rise to a array of business organizations, including the Chamber of
Commerce.
It is equally important, even critical as a result of the changes in federal
and state policies, to increase student knowledge of the local political process
and its implications. It is equally critical to develop skills on the part of all
levels of human service providers to both interpret policies and participate in
their formation. Human service workers no longer can afford to be "clientcentered" to the exclusion of realizing they can and should playa role in
influencing what resources are available for addressing local community
needs. Just as our curricula reflect a concern that students learn the values and
the technical skills of the various human service professions, teaching the
politics of caring is essential to a well-rounded degree program.
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Abstract: The history of human services education illustrates a
commitment to preparing generalists with broad perspectives.
While the definition of generalist has continued to evolve and
broaden, it is still discipline specific. Research, however, indicates
thatmanyoftheskills needed in thehumanservices (and desired by
employers) are achieved through a liberal (general) curriculum.
Indeed, liberal learning is highlyassociated with developing communication skills, critical thinking skills, adaptive skills, leadership skills, cultural awareness, and a commitment to lifelong
learning. While the need for a professional core is recognized, a
conceptual model for a broad-based, liberal curriculum is presented.
The history of human services education illustrates a commitment to a
pragmatic and generalist curriculum. Born out of the need for entry-level
professionals in the mental health field, numerous associate- and bachelordegree programs developed. Within this agenda was the belief that "persons
with less than a graduate-level education could be effective in helping resolve
human problems" (Fullerton, 1990,p. 57). One fundamental ingredient in this
endeavor was thaf'the professional be a generalist with a broad perspective
(McPheeters, 1990; Mehr, 1995; Woodside & McClam, 1994).
Over the past 30 years the definition of a human service generalist has
evolved. The early mental health generalists were trained to work with specific
clientele within specific settings (Cimmino, 1995; McPheeters, 1990). The
transition to the human service generalist broadens the focus to include the
knowledge, values, and skills required in a range of human service settings
(Schram & Mandell, 1994; Woodside & McClam, 1994). Recently Cimmino
(1995) introduced an even broader social health generalist conceptualization
that included the need to understand delivery systems, client systems, and

Human Service Education' Voiume 75. Number I • Page 26

Human Service Education' Voiume 15, Number 1 • Page 27

environmental influences. He stated that it is necessary for the human
services generalist to possess a functionally broader knowledge base and
recommended the profession expand the generalist concept.
Expanding the generalist concept certainly seems warranted. The human
service worker of the 2000s will be entering a workforce with increasingly
diverse and challenging problems. Trends for the year 2000 include growth
of an unskilled, disenfranchised underclass, the "graying of America," increasing diversity in family structures, increasing numbers of HIV / AIDS
infected individuals, increasing costs and concerns for resources and the
environment, and increasingly complex ethical and value-laden problems
(McClam & Woodside, 1993; Neukrug, 1994; Executive Summary, 1988). In
dealing with these trends, human service agencies are constantly faced with
the problems of insufficient funds, limited staff, and an ever present need for
increased services (Ebben, Bliss & Perlman, 1991; Shore, 1992).
Agencies and employers are certainly aware of these shifting and growing demands and are requiring clear and imaginative thinking, diverse
communication skills, and the ability to work well with a variety of people
(Figler, 1989). Trends indicate a shift from specific to general skills and from
concrete to the abstract skills. Changing environments demand the capacity
to learn, solve problems, be creative, and juggle a variety of responsibilities
and tasks. Graduates must have higher-order conceptual skills, an understanding of problem solving, personal management, interpersonal skills, the
ability to conceptualize, organize, and verbalize thoughts, resolve conflicts,
and work in teams (Carnevale, 1991; Carnevale, Gainer, & Meltzer, 1989).
Based on these trends, the generalist concept is still too narrowly defined.
To date the broadening of the generalist concept has primarily resulted in the
addition of discipline-specific, skill-intensive courses. The generalist continues to be defined as a specific type of professional training, with identified
skill-based standards and competencies (Council for Standards in Human
Service Education[CSHSE], 1989; National Organization for Human Service
Education [NOHSE] & CSHSE, 1995).
This article will examine a reconceptualization, perhaps best illustrated
by a shift in typology from human service generalist to human service
Generalist. Human service generalist illustrates a generalist that is disciplinespecific. Human service Generalist illustrates a liberally educated generalist
with human services coursework.

The Liberal Arts
The history of a true generalist approach in education can be traced to the
Greek thinkers and the Golden Age. Often referenced as the early precursor
to the field of human services (Macht, 1990; Mehr, 1995; Neukrug, 1994), the
Athenians also gave rise to the 'early definition of and commitment to a
generalist (liberal) education. The educational goal was to enable students to
develop their powers of reflection upon the broad vistas of human knowledge
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rather than learning particular action skills (Winter, McClelland, & Stewart,
1981). Liberal education was developed to address human needs, values, and
social interactions (Murchland, 1976).
The impact of the Golden Age on Western education lasted over two
thousand years, reflecting a commitment to developing broad analytical
skills, civic leadership, self-assurance, and self-reliance. Curricula were
specifically designed to avoid narrow technical training. Education was
thought better suited to allow students to learn and transmit knowledge thus
preparing them for the practical demands of a changing world (Boyer, 1987;
Winter et al., 1981).
Slowly, the 20th century witnessed a rebellion against the concept of
liberal learning. Pressure to provide knowledge that was commercially
valuable, increasing research priorities, attacks based on the perception that
liberal learning was elite and represented dominant society, and a shift to
competency-based education had a devastating effect on the liberal arts
(Boyer, 1987; Boyer & Kaplan, 1977; Gamson, 1984; Winter et al., 1981).
The social, educational, and economic upheaval of the 1960s and 1970s
landed the unkindest blow of all to liberal education (Gamson, 1984). "Students responded with demands to be taught marketable skills in preparation
for specific careers rather than to study the generalized, and therefore 'irrelevant', liberal arts" (Winter et al., 1981, p. 7).

Liberal Arts "Skills"
The concept of liberal learning has been associated with learning that is
detached and unrealistic, with references to John Henry Newman's commitment to knowledge for its own sake (Newman, 1948). Research, however,
indicates that liberal learning consistently results in a variety of pragmatic
skills. Several extensive literature reviews indicated six recurring themes
associated with a liberal learning experience (Figler, 1989; Stark & Lowther,
1989; Winter et al., 1981):
1. Communication skills. Students who are liberally educated develop
the ability to read, write, speak, and listen, and are able to use these
processes to acquire, develop, and convey ideas. This includes the
ability to listen carefully and empathetically and to portray ideas
clearly and imaginatively. They develop an awareness of the complex nature of communication, the hidden presuppositions in messages (advertising, propaganda, television news), and other languages such as mathematics, computer languages, dance, foreign
languages, and music (Boyer & Kaplan, 1977; Figler, 1989; Stark &
Lowther, 1989; Winter et al., 1981).
2. Critical thinking skills. Liberally educated students develop the
ability to examine issues rationally, logically, and coherently, and
therefore they are able to define problems cogently and evaluate
alternative courses of action critically. They are capable of research-
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ing, critically analyzing, problem solving, and synthesizing information (Figler, 1989; Stark & Lowther, 1989; Winter et al., 1981).
3. Adaptive skills. Liberal education enhances students' capacity to
anticipate, adapt to, and promote change. They develop an ability to
draw parallels, recognize change, and plan for new conditions based
on a contextual understanding of historical, social, economic, and
political realities. They display an ability to analyze all sides of an
issue, think independently, and demonstrate mature social and emotional judgment (Figler, 1989; Stark & Lowther, 1989; Winter et al.,
1981).
4. Leadership ability. Liberal education develops students who can
demonstrate the capacity to assume leadership roles with the implied
functional and status obligations as well as the intelligent, humane
application of knowledge and skills (Figler, 1989; Stark & Lowther,
1989). Winter et al. (1981) described a "leadership motive pattern"
associated with liberal learning that "predicts involvement in organizational power and authority, discipline and self-control, altruism,
and concern for justice" (p. 44). This pattern is associated with
generating exceptionally high morale in subordinates, promoting
exceptionally high individual responsibility, clarity of goals, and
team spirit while avoiding conformity.
5. Cultural awareness. Liberal education contributes to understanding
and appreciating other cultures and to participating in and enjoying
cultural experiences (Figler, 1989; Winter et al., 1981). Exposure to a
liberal education challenges an ethnocentric viewpoint, providing
other reference points (Boldt, 1993).
6. Lifelong learning skills. Liberally educated students acquire a commitment to lifelong learning. They develop the individual responsibility necessary to continue to explore and expand personal, civic,
and professional knowledge. They have, in essence, learned how to
learn (Figler, 1989; Stark & Lowther, 1989; Winter et al., 1981).

The Human Service Generalist
The concept of integrating the liberal arts and human services is not a new
one. Fullerton (1990) described several conferences on the development of
bachelor's degree programs in human services where it was recommended
that the generalist concept be built on a sound liberal arts foundation. William
T. Adams, Undergraduate Education for Social Services project director,
warned of the danger of specialization and advised human service education
to draw upon a broad base of knowledge (Fullerton, 1990).
This is not to say that professional human services courses are not
important. An integration fully acknowledges the need for a professional
education core. Stark and Lowther (1989)examined four unique field-specific
professional competencies that need to be addressed: conceptual competence,
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technical competence, integrative competence, and career competence. These
four competencies address understanding the theory and skill required in the
profession, integrating these in the practice setting, and having education and
training that is marketable.
The essence of achieving a human service Generalist is to not allow
discipline-specific, skill-based competencies to monopolize the curriculum.
The six liberal arts skills noted above come from an entire curriculum that
emphasizes inquiry, dialogue, coherent expression, universal problems, critique, and cross-disciplinary thinking (Figler, 1989).
A Conceptual Model
Ernest Boyer, president of the Carnegie Foundation for the Advancement
of Teaching, remarked that our continued social survival may depend upon
educational leaders embracing a liberal curriculum (Boyer & Kaplan, 1977).
These may be prophetic words for human service educators, who are increasingly challenged to reduce general education courses in favor of disciplinespecific, skill-intensive ones. Boyer and Kaplan (1977)presented a model that
can conceptually assist with the transition from human service generalist to
human service Generalist.
"We share a common heritage" addresses the need to introduce students
to the "events, individuals, ideas, texts and value systems that have contributed consequentially to human gains and losses" (Boyer & Kaplan, 1977, p.
24). An Introduction to Human Service course can introduce students to the
human services field and prepare them to approach broader courses with an
ability to integrate the human service perspective into the broader perspective. Students should then be encouraged to take courses that provide
perspective, such as history, humanities, literature, and philosophy. The
specific courses are not as important as the opportunity for the student to
understand human nature from a broader perspective. Boldt (1993), an
advocate of preparing students to engage in service-oriented activities, elaborated that these disciplines teach us about human experience and the wide
range of living strategies humankind has developed.
"We all confront the challenges of the present" addresses the need to
understand the contemporary world, including communication skills, institutions, social relations, and the centrality of work. This section includes the
discipline-specific, skill-intensive human services core courses. Human
services programs are generally well-developed with technical courses such
as methods (basic counseling, group, family, etc.), specialty courses (addictions, criminal justice, mental health, gerontology, etc.), and field practica.
However, other courses (e.g., composition, computers, speech, languages,
business, education) should broaden the curriculum, laying a foundation for
a successful application of the professional training.
"We are all partisans, we all make ethical choices" addresses the continuing struggle for self-examination, value clarification, understanding of beliefs
and ideologies. Human services workers need to be prepared to make
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ongoing, value-laden choices. While professional ethics courses address the
specific standards such as confidentiality and dual relationships, a broader
perspective prepares graduates for the increasingly complex conundrums
encountered in the field. The philosophical study of ethics, logic, theology,
and sociology contribute to the understanding of and a lively feeling for
values. Einstein believed this was an essential part of educating a harmoniously developed person (Figler, 1989).
"We are all making the future" addresses the need to "draw on the
wisdom of the past, organize our present knowledge of the world, and then
focus sharply on alternatives for the future" (Boyer & Kaplan, 1977, p. 28). An
understanding of the interdependence between past, present, and future is an
essential part of the well-educated graduate, one who has higher-order
conceptual skills, problem-solving abilities, creativity, and the ability to apply
them in the human services field. This section addresses not specific courses
but an entire curriculum that emphasizes cross-disciplinary thinking. Winship
(1989) addressed this clearly in stating "Educating students to work only with
the problems of today is like educating military cadets to fight the last war"
(p.91).

Conclusion
Human service graduates are entering increasingly diverse, complex,
and challenging environments. Human services curricula must prepare
Generalists who can think, reason, communicate, and learn. Graduates must
gain social perspective, see themselves in relation to other people and times,
and understand the interdependence between past, present, and future
(Boyer & Kaplan, 1977). Graduates must have more than a "grab bag" of
techniques and quick-fix skills. We must guard against producing what John
Dewey (1965) referred to as "intellectual subserviency."
Liberal learning is highly associated with developing communication
skills, critical thinking skills, adaptive skills, leadership skills, cultural awareness, and a commitment to lifelong learning. The balance between disciplinespecific, skill-based courses and general education courses must take into
consideration these long-term benefits of liberal learning. Educators must
resist the ongoing pressure to increase discipline-specific courses at the
expense of general education courses. As educators we often hear that
students are coming to college to get a job and not an education. Perhaps our
task is to illustrate that these may indeed be one in the same.

Human Service Education· Volume 15. Number I • Page 32

References
Boldt, L.G. (1993).Zen and the art of making a living. New York: Penguin Arkana.
Boyer, E.L. (1987).College: The undergraduate experience in America. New York:
Harper & Row.
Boyer, E.L., & Kaplan, M. (1977). Educating for survival: A call for a core
curriculum. Change, 9(3), 22-29.
Carnevale, A.P. (1991). America and the new economy. Washington, DC: The
American Society for Training and Development and US. Department of Labor
Employment and Training Administration.
Carnevale, A.P., Gainer, L.J., & Meltzer, AS. (1989). Workplace basics: The skills
employers want. Washington, DC: The American Society for Training and Development and U.S. Department of Labor Employment and Training Administration.
Council for Standards in Human Service Education (June 1989). National standards for human service worker education and training programs 3rd edition. Author:
Cimmino, P.F. (1995).Basic concepts and definitions of human services. In H.s. Harris
& D.C. Maloney (Eds.), Human services: Contemporary issues and trends (pp. 3-27).
Boston: Allyn and Bacon.
Dewey.]. (1965). The relation of theory to practice in education. InM.L. Borrowman
(Ed.), Teacher education in America: A documentary history (pp. 140-171).New York:
Teachers College Press.
Ebben, P., Bliss, D., & Perlman, B. (1991). Problems and issues in community
mental health delivery in the 1990's. Community Mental Health JournaL 27, 225-229.
Executive Summary. (1988). Workforce 2000 and beyond: Jobs and workers for
Colorado's future. Denver, CO: State of Colorado.
Figler, H. (1989). Liberal arts and careers today. Garrett Park, MD: Garrett Park
Press.
Fullerton, S. (1990).Development of baccalaureate-level professional education
in human services. In S. Fullerton & D. Osher (Eds.). History of the human services
movement. Council for Standards in Human Service Education, Monograph Series.
Gamson, Z. F. (1984).What should liberal education mean? In Z.F. Gamson, N.B.
Black, J.B. Catlin, P.J. Hill, M.R. Mills, J. Nichols, & T.H. Rogers (Eds.), Liberating
education (pp. 1-28). San Francisco: Jossey-Bass.
Macht, J. (1990).A historical perspective. In S.Fullerton & D. Osher (Eds.). History
of the human services movement. Council for Standards in Human Service Education,
Monograph Series.
McClam, T., & Woodside, M. (1993). Human services: Keys to the future. In 1.
Heckman (Ed.), Human services: Visions for the future. Council for Standards in
Human Services, Monograph Series, Issue Number 8.
McPheeters, H. (1990). Developing the human services generalist concept. In S.
Fullerton & D. Osher (Eds.), History of the human services movement. Council for
Standards in Human Service Education, Monograph Series.
Mehr, J. (1995). Human services: Concepts and intervention strategies (6th ed).
Boston: Allyn and Bacon.
Murchland, B. (1976). The eclipse of the liberal arts. Change, 8(10), 22-26, 62.
Newman, J.H, (1948). The uses of knowledge. In L.L. Ward (Ed.), The uses of
knowledge: Selections from the idea of a university. Arlington Heights, IL: Harlan
Davidson, Inc.
Neukrug, E. (1994). Theory, practice, and trends in human services: An overview
of an emerging profession. Pacific Grove, CA: Brooks/Cole.
Human Service Education· Volume /5. Number / • Page 33

National Organization for Human Service Education & CSHSE (1995). The
human services worker: A generic job description. In H.s. Harris & D.C. Maloney
(Eds.), Human services: Contemporary issues and trends (pp. 205-208). Boston: Allyn
and Bacon.
~chram, B., & Mandell, B.R.(1994). An introduction to human services: Policy and
prachce (2nd ed.). New York: Macmillan College.
Shore, M. (1992). Community mental health: Corpse or Phoenix? Personal reflections on an era. Professional Psychology: Research and Practice, 23, 257-262.
Stark, J.S., & Lowther, M.A. (1989). Exploring common ground in liberal and
professional education. In R.A. Armour & B.s. Fuhrmann (Eds.), New directions for
teaching and learning: Num. 40. Integrating liberal learning and professional education (pp. 7-20). San Francisco: Jossey-Bass.
Winship, J.P. (1989). Social work and the liberal arts perspective: A mandate in
search of a mission. In R.A. Armour & B.s. Fuhrmann (Eds.), New directions for
teaching and learning: Num. 40. Integrating liberal learning and professional education (pp. 87-96). San Francisco: [ossey-Bass,
Winter, D.G., McClelland, D.C., & Stewart, A.J. (1981). A new case for the liberal
arts. San Francisco: [ossey-Bass.
Woodside, M., & McClam, T. (1994). An introduction to human services (2nd ed).
Pacific Grove, CA: Brooks/Cole.

Human Service Education

Volume 15, Number 1: pp 35-40

Making Human Services Courses
Accessible to Students with Disabilities
Kathleen Warden
Abstract: Non-academic strategiesfacultycanusetomake courses
accessible to students with disabilities are described. Nonspecific
strategies are ways faculty can accommodate students with any
disability. Specific strategies are descriptions ofaccommodations
for students whohave a learning disability, a visionimpairment, a
hearing impairment, or a physical disability. Making courses
accessible will have a positive influence on all students because
faculty will be demonstrating their commitment to the human
service valueofequal access.
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Providing a campus environment that enables students to achieve their
highest potential is an important commitment for post secondary institutions.
Serving students with disabilities is part of that commitment, and in order to
accomplish this goal institutions make accommodations that are required by
federal laws, such as The Americans with Disabilities Act of 1990 (ADA)
(Public Law 101-336)and Section 504 of the Rehabilitation Act of 1973 (Public
Law 93-112).
In a recent survey by the American Council on Education, 9% of all fulltime, first-year students enrolled in college reported a disability (Summerville,
1995). Students with a disability have a history with social service providers,
special education teachers, or both. In light of their experiences, some of these
students will likely choose a major in human services or other helping
disciplines because "for many people, the experience of being helped provides a strong demonstration of the value of helping. Such people often wish
to be like those who helped them when they were clients" (Woodside &
McClam, 1994, p. 153).
Although many colleges and universities offer academic support services
such as tutoring, notetaking, books on tape, and sign language interpreters,
students with disabilities report that they have encountered barriers to their
education in post secondary settings. In one survey students reported that
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"they had bee.n denied acco~modations that have been specifically mandated by Section 504 regulatIons, even after following their institutions'
procedures for requests a~d grievances" (West et al., 1993, p. 465). In another
survey college students with learning disabilities reported that lack of understandm? and coopera~ion from administrators, faculty, staff, and other students hmdered them m the pursuit of their educational goals (Greenbaum
Graham, & Scales, 1995).
'
While administrators, faculty, staff, and students should be educated
about accessi~ilityissues, the I:urpose of this article is to describe ways faculty
c.a~ make their courses accessible to students with disabilities without sacrifIcmg academic rigor in course content.

Rationale
Most faculty would agree that one facet of teaching is an ethical commitment to a ':level playing field" for students. A teacher's goal should be, in life
~s. we~l as m classrooms, to eliminate inequality based on economic or social
u~J~stIce (Tawney, 1965). Equality in a classroom, a part of which is accessibility for students with disabilities, means each student has an equal chance
~o learn course mat~rial and to demonstrate that knowledge. Especially
Important for.faculty m human services is an overt commitment to equality in
order to provide a model of this commitment to students.
. Followin? ar~ two sections. The first section describes nonspecific strategies t~at will aid all students with a disability. The second sets forth
strategIes fo~ stud.ents who have a particular disability, that is, students who
have a learning disability, a vision impairment, a hearing impairment or a
physical disability.
'

Nonspecific Strategies
S.feaking bro.adly, faculty can make their classrooms accessible by being

organized a~d flexible. Organization is important to students because they must

ar~ang:th~I~~tudy schedules as early in the school term as possible. Students
with dISabIlItI.es need more t.ime to complete tasks than nondisabled people.
F?r e~~mJ?le, It t~kes more time to read an assignment if one has a learning
d~sabIlItyin readmg or to compose a paper if one's first language is American
SIgn Language.
By h~nding. out a syll~bus on the first day of class, faculty can facilitate
students plannmg, enablIng them to organize their calendars for the entire
term. If test dates or due dates are changed, those changes should be an~~unced.as early as possible. A detailed syllabus benefits many students, but
It IS crucial to a student who has a disability.
Beingfl~xible is also important. Faculty devise rules/policies that may
seem essential to class management. Policies on test taking, seating, due
d~tes~ .and so forth may put an unfair burden on students who have a
disahilitv. Common sense should guide such policies. For example, a student

with a vision impairment who needs a reader/scribe for tests should take
those tests at an alternate time or in another room. To cite a different case, a
student with a vision impairment who does read print should be allowed to
sit where he or she can see the board or screen, even though such an
arrangement may disturb seating charts based on alphabetically arranged last
names.
Mostimportant is an awareness that each disability category is comprised
of a heterogeneous population. The degree to which a person is handicapped
by his or her disability is usually directly related to the severity of the
disability (a person with a mild learning disability will function in a way that
is different from a person with a severe learning disability). Because disabilities affect students in a variety of ways, the students themselves may be the
best source of ideas for accommodations. Faculty should solicit this information from students or from the office for disabled student services.

Strategies Specific to Disability Groups
Students who have a learning disability must put forth extra effort in any
one or all of these tasks: writing, talking, reading, calculating, and/ or remembering (Westman, 1990). To describe what it is like to have a learning disability
is complicated, but the following explanation may shed some light on the
difficulties a learning disability may cause.
In general, the brain is capable of two kinds of tasks: cognitive and
associative. For most people things like driving or talking are"automatic" or
associative tasks. These people can read a road sign while driving, and they
can talk and drive at the same time. A task that starts as cognitive, with
practice, may become associative; for example, learning to drive requires total
concentration (a cognitive task) and then becomes automatic (an associative
task). For a person with a learning disability some cognitive tasks (e.g.,
reading) remain cognitive. Whereas most people take in chunks of words and
read immediately for meaning, a person with a reading disability first
struggles to decipher words in a text and then unearths the text's meaning.
Thus, a person who has a reading disability (or a writing disability) and who
is required to listen to a lecture and simultaneously take notes may find the
task impossible (Westman, 1990).
Faculty can accommodate by allowing the student to ask in class for
volunteer notetakers (some schools pay notetakers). In addition to or in place
of notetakers, students may want to audiotape the class. If this is usually
unacceptable to the faculty member, he or she might consider asking the
student to sign an agreement stipulating that the uncopied tapes would be
turned in at the end of term. Another helpful procedure is to put class media
(videotapes, transparencies) on reserve in the library for re-viewing.
Students with a learning disability may need extra time to complete tests.
If an institution has an office for disabled student services, arrangements can
be made for an alternate test date and time, for proctoring tests, or both.
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· Students who have a vision impairment may use braille or may read

P~I~t. They may use a dog or a cane for mobility, but retain enough central

VISIOn to read print. On the other hand, they may use braille but need no
mobility aids (Hardman, Drew, Egan & Wolf, 1993). Thus, faculty should ask
what accommodations a student needs rather than assuming they already
know.

~n Some c~ses the only accommodation a student needs is large print

ve~sIOns of wntten materials. Faculty should ask students who require large
pnnt, to s~e them after the first class meeting, to choose from examples of
seve~al office computer print sizes available. The faculty member can then
pr?vIde the syllabus and tests in the appropriate print size. In addition, all
pnnted matter given to or shown to the class should be enlarged and should
be black on white with clear contrast. Too, students who need large print
should be allowed to choose their seats based on proximity to the board and
lighting.
Students using braille may take notes using a laptop computer or slate
and stylus, ~nd they may request notetakers and permission to audiotape
c~asses. Media pl~cedo~ reserve in the library can be re-viewed with a sighted
aida, If the furniture in the classroom is rearranged, the faculty member
shou~d forewarn any student who uses a cane or dog as a mobility aid by
me:tmg the .student a~ the classroom door and describing the changes or by
actmg as a SIghted guide to lead the student to his or her seat.
Students who have a hearing impairment mayor may not use a sign
language or oral interpreter (Vernon & Andrews, 1990). Students who wear
a hearing aid, use speech, and depend on speechreading to understand others,
may choose not to use an interpreter. These students should be allowed to
choose their seat. Although the faculty member should face the class when
talking (as opposed to writing on the board and talking at the same time), he
or she should not shout~hearingaids amplify speech. A student may ask the
teacher to wear an FM listening device lavaliere microphone that has a cord
attached to a cigar~t.te pack-sized power unit. The teacher clips the power unit
onto a belt or puts It in a pocket. Students will also use notetakers because they
cannot speechread and take notes at the same time.
Spea~ers should ~alk at a normal rate of speed and at a normal intensity
level. Durmg a class discussion, should identify themselves and allow time for
the other students to look at them before commenting. The classroom should
be kept as qUi:t as possible, because hearing aids amplify all sounds, not just
speech. Heanng aids lose effectiveness around high levels of ambient noise
(e.g., the hum of an air conditioner) because the noise masks speech. Other
students may have trouble hearing as well. In this event, the faculty member
should move the class to a quieter room.
Some students who have a hearing impairment will require an interpreter
and notetak~rs. Interpreters place themselves so that both they and the
~eacher are in the student's line of sight. The teacher should give the
mterpreter a copy of all material handed out to the class, in advance if possible.

Interpreters will contact faculty if they need an eX'planat~o.n of technical
language or of specialized aspects of the course. If ~~dIa .requmng a darkened
room are to be used, the interpreter should be notified In advance so proper
lighting can be arranged. When using videotaI;'~' the t:acher should tr~ to
obtain a captioned Videotape and use a television WIth a closed caption
decoder.
When an interpreter is present, the faculty member should speak dire~tly
to the person who has a hearing impairment rather than, for example, saymg
to the interpreter, "Ask [student] if she understood the prob lem." Instead, the
teacher should look at the student and ask, "Did you understand the problem?" When the student is "listening," he or she will not be making eye
contact with the teacher, but will be watching the interpreter as you speak.
When the student is "talking" to the teacher, he or she will look at and sign to
the teacher while the interpreter voices the message. Though initially the
difference in "eye-contact rules" may be disconcerting, it soon becomes
routine.
Also, instructors should be mindful of an interpreter's code of ethics.
Interpreters cannot"counsel, advise, or interject personal opinion" (Frishber?,
1990, p. 196), so, for example, questioning an inte~prete.r about a st.udent IS
inappropriate. Even asking the interpreter a well-intentioned question s~ch
as "How is [student] doing?" is improper. Questions directly related to the Job
of interpreting are perfectly legitimate. Posing questions to an interpreter
like, "Do I need to slow my rate of speaking?" or "Can you hear the students
in the back?"are not only legitimate, but thoughtful as well.
Students who have a physical disability may have a disability that is
obvious (the student uses a wheelchair or crutches; a student with cerebral
palsy) or a disability that is not obvious (scoliosis) (Shea & Bauer, 1:94). In
general, these students are concerned with geography ~n~ architecture.
Geography refers to accessibility outside the classroom building. An accessible parking space may be close to the building, but sit~ated far from an
accessible entrance. Students who experience great hardship as a result may
request that the class be move.d to a more accessibl~ building.
.
Inside the classroom, architectural accommodations are usually straightforward. In doing an inventory of the classroom, the teacher should consider
the following: Is the room wheelchair accessible, that is, are the d?orways ~nd
aisles wide enough? Amphitheater type rooms are the most mconveme~t
because of the steps leading down from the back of the room. If students will
be presenting oral reports, for example, there is no way f?r a person ~ho ~ses
a wheelchair to get to the front of the room. Often the SImplest solution IS to
move the class to an accessible room.
Students who experience health problems are covered by the ADA also.
Academic life, even with a reduced class load, can be grueling for these
students. For example, stress can cause a crisis for a student with diabetes; a
person with epilepsy may require medication that c~uses dr~wsiness; a
person with scoliosis may be able to sit only 10 minutes WIthout pam; a person
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with multiple sclerosis may enjoy fine health for long periods of time and then
suddenly (though temporarily) lose the use uf a limb or the vision in an eye.
Students with lives this complex need flexibility with regard to due dates, test
dates, and class attendance.
In summary, instructors in the human services are concerned with people
who may have problems in living. Within human services courses, instructors will find students with disabilities, who may be encountering obstacles
to their education that are created by lack of human understanding. This
situation presents an opportunity for the human services instructor to
demostrate flexibility and organizational skills to all students, and to demonstrate a commitment to treating people with dignity.
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Abstract: This article discusses the importance of stories as
teaching/learning tools. Stories can beusedto illustrate concepts,
to honor cultural diversity, to introduce new goals and directions
in student thinking, and to provide transitions within a class.
Connections are drawn to workin social constructionism regarding the makingof meaning.

Introduction
When we are children, we are enthralled by stories, fables, and fairy tales.
They take us to magical worlds and enrich our imagination. In this article, I
will promote the place of stories as teaching/learning tools that can illustrate
concepts, introduce new goals and directions in student thinking, honor the
diverse cultures represented in the classroom or in the field, and aid in
transitions - and which can be used by students and graduates of human
service programs in their work with consumers. In the process of making
these points, I will look at the place of stories in the making of meaning, atopic
that draws upon social constructionism.

Using Stories within the Human Service Curriculum
As noted above, I propose several uses for stories within the human
services classroom. One of my main opportunities for telling stories is to
provide a transition at the end of class. Given that the introduction to
counseling class is an intense, three-hour session, stories provide transition
from a focused and intimate class time to the impersonal, public space
following class. (It should be noted that students, who are at first very
skeptical about "stories" being told in class, come to relish hearing them.)
Second, I hope that the stories will open students up to new possibilities
as persons and as helpers. The stories I choose for those transition periods
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cont~in m~ltiple me~nings, often ~bout learning. In particular, the first story
I tell m the mtrod~ctlOnto counselmg course is the story of "Jumping Mouse"
as tol~, by Storm I~ Seve~ Arrows (1972). It says much about being attentive
t~ one s surroundmgs, nsk taking, caring, and changing. Briefly, the protagorust of the story, a mouse, pays attention to a sound the other mice don't hear
leaves a place of safety to investigate, finds a goal for his life, gives of himself
to help two other characters, and ends the story transformed. I look at stories
to see.w.hat particular messages they carry and try to fit the story to where the
class IS in the learnmg process.
Third, I select stories to reflect the varied cultures represented within the
traditions. I bring in stories reflecting
vanous tradItlOn~, mcludmg Afncan and African-American (such as Goss &
Barnes, 1989; Radin, 1952), Celtic (such as Jacobs, 1968), Jewish (such as Buber
1947), Native American (such as Storm, 1972, 1981) and Sufi,a branch of Islam
(~uch.as Shah, 1970a, 1970b). There is a treasure trove of stories available in
l~br~nes and book stores, and one of the pleasures of telling stories is the
fmdmg of new ones ~epresentingspecific cultures. I hope that hearing stories
told. ~rom the ~arymg traditions will verify the value of students' own
tradItIons and gIve them new insights into the cultures of their classmates and
the consumers they may serve in the future.
Fourth, stories can be ~sed to e.xplain concepts by example. Chinen (1992)
p~t t~gether a book of stones that Illustrate different developmental issues at
mId:lIfe. (He has another for old age; see Chinen, 1989.) He points out that
stones from around. the :-V0~ld have similar foci at similar stages of developmen~. ~or example, m rnid-Iifc stories, female characters move away from the
passI~Ity that characte:izes them in young adult stories to become fully
~ssertIve,problem-so~vmgpersons. One of the stories he presents from Persia,
Stub~orn Husband, Stubborn Wife," describes a quarrel between a husband
and WIfe over the doing of chores. They wager as to who will be the first to
speak to the other. When a thief comes to the house, the man is certain this is
a ruse ~y his w!fe to win the wager, and he allows the thief to steal all of their
belongmgs. It IS the wife who cleverly finds a way to outwit the thief and get
back their belongir:g~~~d the husband who has to make changes in meeting
h~us.eholdresponSIbIlItIes (Chinen, 1992, pp. 39-43). Thus, stories can be used
within human developme~t~ourse~ to help students better comprehend the
changes that occur to us within the life cycle and the impact of culture on that
cycle.

cla~sroom a~~ to h.onor t~ese va.ried

A fifth point is th~t I hope that some students will be sufficiently touched
by. the powers of.stone.s .to search out stories for their own enjoyment, for the
enjoyment of theI~ famIhe~, and for use with the consumers they serve. When
I pr~sented on .thiS matenal at the 1995 National Organization for Human
SerVICe Education Co~ference in Seattle, I learned from workshop participants that many are usmg stories in clinical work as well as in the classroom
Stories are potential resources for helpers.
.

Concerning the Powers of Stories
I suspect that all of us have stories still fully alive in our memories that we
encountered in childhood. This is one of the strengths of good stories. They
are unforgettable. As children in the United States, we grow up hearing
stories such as Aesop's fables, Grimm's fairy tales, Hans Christian Anderson's
stories, stories out of various folk traditions, and so on. We also hear stories
within our religious upbringing. The stories we think of as "good stories,"
communicate very powerfully with us, whether we are children or adults.
Besides being memorable, good stories can have levels of meaning.
Milton Erickson was famous for weaving multilevel stories in his therapeutic
practice. Erickson was convinced that the unconscious is a powerful force in
behavior, but that stories - told within and outside of hypnotic states - can
effect changes in the unconscious. Rosen (1982) quoted Erickson as saying,"I
see more patients and I see them for shorter times [as a result of] their coming
here and letting me tell them stories. Then they go home and alter their
practice" (p. 26).
Stories can also be carriers of cultural tradition and meanings. They can
tell us about who we are within the framework of the culture in which we
grow up. They can help us create a framework for understanding our world.
A speaker at my college, an immigrant from Vietnam, told how, in his culture,
mothers are expected to tell a large body of stories to the children. Later, a
child might be corrected by the reference to a particular story. He told of a time
when he was being installed as president of the student body of his university.
He spoke too individualistically, and his father pulled him off of the podium
where he was speaking, kicked him all the way home, and reminded him of
the story of the monkey. Briefly, the story of the monkey is that the higher up
the tree the monkey climbs, the better one can see its"ass hole." Our cultures
are communicated to us largely within the explicit and implicit content of the
stories we hear and learn as children. At some level, it can be posited, we
recognize the foundations laid down by the stories of our culture and know
that these messages are important.

Stories and Making Meaning
Saleebey (1994) underlined the point that human beings create meaning,
and stories are one way in which we do so. We seek to understand ourselves
and the world we live in, and we use words to do that. Saleebey uses as an
analogy the changes in the kinds of stories alcoholics tell as they move from
the barrooms to the "rooms" where they tell new stories at meetings of
Alcoholics or Narcotics Anonymous. The study of the process of making
meaning is called "social constructionism."
Social constructionism is the study of "the processes by which people
come to describe, explain, or otherwise account for the world in which they
live" (Gergen, 1985, p. 266). His phenomenological, stating that reality in and
of itself is not knowable, and thus we create symbolic structures to attempt to
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make sense of the unknowable. Further, since reality is thus constructed, no
one such construction is any more valid than any other (Gergen, 1985).
From a social constructionist position, one can say that we use words in
at least two ways. First, we use words as individuals within a culture to make
sense of experiences, to attempt to understand what happens to us and our
own behavior. Second, we also are shaped by the ways of understanding that
are conveyed to us as we grow up by particular symbolic structures (Berger
& Luckman, 1966). Stories help shape our understanding of our lives,
especially because they are so memorable and are typically told and retold,
further embedding their messages into the structures by which we comprehend ourselves and the world.

Summary
Stories are important ways of communicating and of creating meaning.
They can and do invite us to look at ourselves and the world in differing ways.
They invite us to grow and change by providing models of transition and to
value the diverse cultures within our multidimensional society. They can be
valued tools in the classroom at all levels of academia.
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BOOK REVIEW
Accessing Awareness &
Developing Knowledge
by Patrick McGrath and John A. Axelson
Brooks/Cole Publishing Company, 1993, 265 pp.

Review by Miriam Clubok
Assessing Awareness and Developing Knowledge is a stu,dent ma~ual
intended to accompany the text, Counseling and Development In a MultIcultural Society by John A. Axelson (Brooks/Col.e, 1993). This text offers an
interdisciplinary approach to the study of ethnic and c~ltural g:oup~, c~un
seling issues, and practice approaches. The. manual IS or~amze~ In .eIght
sections, each relating to one or two chapters In the ~e~t and including five to
ten experiential and cognitive exercise~ and activities, some mter:ded for
groups and some for individual reflectIon. Although the manual IS neat~y
connected with the Axelson text, it would not be necessary to u~e that t~x: in
order to use the manual. The topics identified here are so genenc and critical
in human service education that they could be incorporated in a wide range
of counseling and human service courses irrespective o~ the text.
Section 1 of the manual focuses on the understandmg of cross-cultural
experiences using exercises, survey instruments, a~d questions ~o help students explore their current knowledge and expenen.ces. S~ctIon 2 helps
students consider their own heritage and values, while Section 3 presents
activities that encourage students to become more aware of cultures and
ethnic groups different from their own. Of particu~ar int~res: is the ac:ivity
that includes helpful questions for cross-cultural interviewmg. Section 4
highlights awareness and knowledge of h~w grou~s are sociopol~tic.ally ~nd
socioeconomically positioned in SOCIety WIth exercises about SOCIal. IdentIty,
cultural bias, and stereotyping. Upward mobility issues are cons~d~red ~n
Section 5 with activities that encourage thought about cultural variations in
attitudes' and experiences in education, the work environment, ~n? career
development. Section 6, on growth and development, includes activities and
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exercises tha t help students review their own developmental experiences and
yearnings and compare these to the experiences of culturally different groups.
A name-calling exercise, in which students must think about and discuss
many derogatory terms, is particularly powerful. Section 7, on approaches to
counseling and counseling interactions, includes exercises that help students
understand a variety of counseling approaches and how counseling issues
that are important to the worker relate to the use of particular theoretical
approaches. Additional exercises on personal values, ethical issues, and
comfort with a range of non- Western beliefs and practices are also presented.
Section 8 includes activities to help the students examine their own cultural
identities and identify ways in which multicultural information and selfawareness impacts on them as individuals and as helping persons.
An excellent appendix gives examples of plays, movies, videos, ethnic
museums, agencies and organizations, and books and readings that expand
on multicultural topics.
Overall, the exercises and activities included in this manual are varied,
creative, easy to use (without the need to purchase or prepare materials), and
above all, thought- provoking and stimulating. Using these activities will not
only promote self-awareness but, more importantly, will help students look
beyond their own experiences to better understand and appreciate the life
experiences of the ethnically and culturally different, as well as many other
aspects of diversity. They will undoubtedly create a lasting impression on
students, broadening their world-view, and making them more sensitive
individuals and helping persons.

Miriam Clubok is an associate professor at Ohio University, Athens, OH.
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[---Clinical Social Work:
Knowledge and Skills
(Second Edition)
by Helen Northern
Columbia University Press, 1995,423 pp.

Review by Miriam Clubok
In this second edition of Clinical Social Work: Knowledge and Skills, the
author - an experienced clinician and educator - updates her earlier text by
adding several new chapters with content on current issues such as diversity,
AIDS, homelessness, and family violence. Using a systems perspective, she
discusses basic knowledge and practice skills essential for clinical practice,
and she includes helpful case vignettes to illustrate her points. Although
intended for social work practitioners, the majority of the material is generic
and could be useful for most human service practice classes.
The book begins with an historical overview of the development of social
work and a description of the settings in which social workers practice and the
problems they encounter. The remainder of the book is generic enough to be
used to supplement a more "human service"-oriented text or as excellent
resource material for instructors. Chapter 3 includes a particularly clear
explanation of the ecosystem perspective, which provides a foundation for
assessments that take into account psychological, sociological, and biological
factors. The discussion of val ues and ethics in Chapter 4, while consistent with
the National Association of Social Workers Code of Ethics, could easily be
used in conjunction with the Human Services Code of Ethics. Malpractice, a
topic rarely addressed in beginning practice texts despite today's social and
political climate, is discussed here in considerable detail. Chapter 5 presents
an excellent overview of communication theory. Obstacles to clear communication are identified and suggestions are offered regarding the worker's
role in helping to clarify communication. Chapter 6 focuses on major
components of the helping relationship, such as acceptance, empathy, genuHuman Service Education· Volume 15. Number I • Page 49

ineness, power, transference, and diversity issues. Chapter 7, called "Intervention," discusses some skills that may be interpreted to be intervention,
such as confrontation, advice, and facilitating group and family process, but
most are more commonly viewed as interviewing skills, such as structuring,
clarification, and exploration. Chapter 8, on assessment, identifies content
areas to be considered in assessment but does not go into sufficient detail. For
example, relevant historical data are mentioned as important, but exactly
what that includes is not described. Although case illustration is presented,
it is not sufficient to teach this critical area of practice. Chapter 9 includes a
useful discussion of characteristics of different treatment modalities (individual, family, group) to help determine appropriate service. The discussion
of issues involving multiple vs. individual workers and brief vs. extended
service is helpful. Chapters 10-14, on the initial phase, core phase, types of
services, termination, and evaluation provide an excellent overview of a
general problem-solving or change process model.
Overall, this is a well-organized, clearly written text without excessive
jargon. (But where was the editor when the Table of Contents was submitted?
It reads for Chapter 13: "Thirteen: Terminationa and Transition.") Although
the book presents topics as useful for the human service worker as for the
social worker, I would not choose it as the major text for human service
practice classes because several good texts specific for human service practice
exist, such as Problem Solving in the Helping Professions by T. McClam & M.
Woodside (Pacific Grove, CA: Brooks/Cole, 1994) and Human Services:
Concepts and Intervention Strategies by J. Mehr (Boston: Allyn and Bacon,
1995). The book would, however, provide excellent supplemental reading for
students and would be a rich source of material for the instructor. Should a
future edition be considered, an instructor's guide with exercises and activities to help apply concepts and skills would make the text even more
appealing and useful.
Miriam Clubok is an associate professor at Ohio University, Athens, OH.
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BOOK REVIEW
The Counselor Intern's Handbook
by C. Faiver, S. Eisengart and R. Colonna
Brooks/Cole Publishing Company, 1995, 165 pp
Review by Mary Ann Hanley and Mary A. King

The Counselor Intern's Handbook is a resourceful basic guide for students conducting their internships in the helping professions. The b~ok is
intended to assist the student through the entire internship experience,
including site selection, clinical intervention, professional development, and
career information.
The authors bring to their writing many years of experienc~ in supervi~
ing field placements. They are faculty at J~hn Carroll U.niversIt;:, ~nd t~eIr
backgrounds in counseling and psychology include te~chmg,admI~ustratI?n,
and clinical work. Their combined expenence lends Itself well to informing
students about the tasks, issues, and information needed to carry out internships in various settings. This handbook is a ground-breaking effort towards
identifying these topics in a way that i~forms st.udents of the challenges
confronting them as they prepare for their professional roles. .
There is no recognized standard text in this area of education, .and the
available texts are few in number. Most of the texts that do exist were
published in the early eighties, when internships were becoming m~re
integral to professional studies programs. Hence,. t~ey do not necessanly
reflect contemporary issues in field settings. In addition, texts on the ~a~ket
tend to be geared toward a particular setting, such as mental health or cr.Immal
justice (Practicum Handbook: A Guide to Finding, C?btaining and G~tt~g the
Most Out of An Internship in the Mental Health FIeld by P. Stanziani, I~ky
Publications, Cambridge, MA, 1993;Criminal Iustice Internships: Theory mto
Practice by G. Gordon and R. McBride, Anderson. Publishing.~o., 1984),.an
aspect of the internship, such as finding an internship or superVIsIon (A GUIde
to Obtaining a Psychology Internship by E. Megargee, Accelerated. Development Inc., 1990; Supervising Student Internships in Human ServICe~ ~y C.
Munson, The Haworth Press, 1984), or manuals that reflect the indIVIdual
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programs the writers represent (Practicum and Internship: Textbook for
Counseling and Psychotherapy by J. Boylan, P. Malley and]. Scott, Accelerated Development, 1988; Practicum Manual for Counseling and Psychotherapy by K. Dimick and F. Krause, Accelerated Development, 1980). The
forms and procedures in these texts tend to be specific to a given university,
and the content includes essential yearnings often covered in earlier
coursework. To date, the texts have been too specialized in focus or too broad
in content to be of practical use to interns across the helping professions.
T.hi.s text has three major areas of discussion: preparation for internship,
the clinical development of the intern, and contemporary professional issues.
In each instance, the authors have attempted to inform the interns of the
chall~ngesb~fo~e them. In discussing preparation for internship, they have
provided, within the scope of one chapter, a practical overview of the
parameters students need to consider in planning an internship, such as
liability insurance, licensure requirements, and job description.
In terms of the clinical development of the counselor, the authors stress
the importance of self-exploration. They recognize the need for continUing
skills development and they specify the competencies that all counselor
int~rns need to ha.ve by the end of the internship experience. In addition, they
review such baSIC content areas as the clinical interview and treatment
modalities. These reviews are useful at this point, when the students need to
apply their knowledge in field settings.
The authors also raise a broad array of counseling issues without offering
much depth on them. They do, however, provide excellent discussions of two
fairly technical areas, psychological testing and psychopharmacology, with
an entire chapter devoted to each.
~or some students, these topics will be an overview of subjects previously
studied: for others, they may be an introduction to the content areas. For all
students, the topics reflect the breadth of knowledge and skills that the
effective counselor needs to demonstrate. Students, however, may prefer to
see such essential issues organized more systematically. For example, in just
one cha~ter(Chapter 8), the text considers three broad categories: populations
(e.g.. children, elders, adolescents), behaviors (e.g., suicide, sexual abuse,
violence), and clinical issues (e.g., resistance, confidentiality, transference).
Although the authors recognize the importance of such topics to the practitioner, they do not provide meaningful organization or depth in their discussions of them. In addition, the coverage of critical topics varies. There is, for
example, only one paragraph on serious psychological disorders, versus an
entire chapter on the study of psychopharmacology.
. The disc~ssion of professional issues includes entire chapters on superviSIOn and ethics and appendices with career information. By including these,
the authors recognize the critical role of the site supervisor and also the need
for counselors to follow a professional code of ethics. They even provide a
~um~1ary of the ACA Code of Ethics (as well as the entire Code), and they
Identify germane ethical issues in counseling practice. Very practical career

information is included, such as a glossary of commonly used abbreviations
in clinical practice, sample internship forms, and usefulcredentialing/licensure
~~.

.

The authors have succeeded in identifying the issues that interns face In
a field experience. If that is the primary goal of the text, t~en they have. indeed
accomplished it and have done it better than precedIn~ texts for. interns,
However, it is our experience that students would appreciate mor~ in-depth
discussions of the topics, a differentiation between the rol~s of the Intern a~d
the practitioner, and a more provocative a~proach to the Is~~es, all of which
we believe can be done without compromIsmg the authors intent.
This is an attractively packaged text. The font is easily read, the index is
a combined subject-author listing, and the book is available in paperback. The
text is also well referenced, offering Reference and Bibliography sections at
the end of each chapter. In addition, in Chapter 8, there are Suggested
Readings sections following each topic area. AI~hough a sourc~ ?f ~Iseful
information, given the limited coverage of the tOpIC areas, the posI~lOmng of
these sections interrupts the flow of the chapter and draws attention away
from the topic areas.
.
This is not a text that we recommend for undergraduate human service
interns, even though they would find the writing style appealing and some of
the content relevant to their internships. It is written for the graduate
counseling student, as is evidenced by the clinical content ar~as of the text ~nd
the career information provided by the authors. However, It does have WIde
.
applicability for interns in the helping professi~ns...
For those interns who receive little guidance In the internship process, this
handbook will be a most valuable guide. For those interns who receive
substantial support, this book will be more valuable prior to internship. Here
it could serve as a "checklist" guide for the internship process. All graduate
students in the helping professions should find the book a useful resource as
they prepare for and complete their internships.

The reviewers are faculty in behavioral sciences, Fitchburg State.College, ~A, where
they supervise graduate and undergraduate interns in thehelping professions.
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Human Rights and Social Policy
for the 21st Century
by Joseph Wronka
University Press of America, 1992

Promoting Community Change
by Mark Homan, Brooks/Cole, 1994

Review by Leona Phillips
Joseph Wronka begins his carefully written history of the concept of
human rights, Human Rights and Social Policy for the 21st Century, with the
premise that" social policies ... need to be expanded to include effective ways
to match human needs with all resources that can be made available (and that)
human needs must be transformed into legally mandated rights in order for
society to effectively distribute these resources" (p. xxii). He then proceeds to
analyze thoroughly the articulation of human rights contained in the "United
Nations Universal Declaration of Human Rights" and the u.s. federal and
state constitutions in order to highlight their contrasts and their relevance for
social policy in the 21st century. Using the text of these actual documents, the
full Declaration, etc., in classroom settings is very powerful; this is a tremendous resource book for introducing students to the scope, breadth, and
historical path of human rights, from their philosophical roots to their present
day incarnation.
Wronka guides readers through a consideration of Supreme Court interpretations of the phrases, "to promote the general welfare" and "to establish
justice." In addition he offers a framework of analysis that differentiates three
kinds of human rights: rights as ideals, rights as enactments, and rights as
exercised. The material can be used to raise awareness as well as a basis for
planning social change. The latter is a link to the second book reviewed as a
companion to Wronka's history.
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Mark Homan's Promoting Community Change (1994) offers a clear, wellwritten blueprint for how we can respond to the need for social!community
change. Homan urges readers to see and respond to patterns in policy /
behavior that pose ethical and moral challenges to social science practitioners
and community members alike. Social problems, Homan says, are the
outcome of "some lack of regard for human rights" (p. 10) and are amenable
to change if people choose to respond.
The book outlines a variety of roles, strategies, and tactics for people to use
to pursue change, from "how to" tips on beginning, to funding/ resource raising
or getting off the ground and for continuity. The writing style is supportive,
refreshingly honest, and very practical. From his encouragement to "see and
respond" to his naming of personal and group pitfalls, Homan's book is a
primer for involvement and action. Replete with engaging cartoons and
diagrams, the book is accessible to readers at many levels of sophistication.
Between Wronka's rich, tightly written text and Homan's encouraging,
inviting "how to" text, students, faculty, and community members have a
solid set of resources for social change activities and policy development;
blinders and band-aids not allowed.

Leona Phillips is an associate professor of human services at Springfield College,
Springfield, MA.
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BOOK REVIEW
Problem-Solving in the Helping Professions
by Tricia McClam and Marianne Woodside
Brooks/Cole Publishing Company, 1994, 192 pp

Review by William V. Wheeler
Authors Tricia McClam and Marianne Woodside are faculty members in
the College of Education at the University of Tennessee, Knoxville. In
Problem-Solving in the Helping Professions, they present problem solving as
a generic process useful to practitioners working with a variety of client
systems (e.g., individuals, groups, communities) in diverse settings.
The authors state at the outset of the text that in order for practitioners to
adequately understand the problem-solving process, they must use the
process personally. Personal problem-solving is a professional obligation for
the practitioner who presumes to help others. Further, practitioners must be
sufficiently aware of their responsibility to be teachers so that clients can learn
to use the process independently. The organization of the book serves the
purpose of teaching well. Problem-solving is divided into steps or "phases,"
and the authors provide, for each phase, instructional goals, skill lessons, and
practice exercises useful for education both in classrooms and in practice
settings.
The book introduces the problem-solving process in Chapter 1 by first
examining the diversity of problems and clients encountered in human
services work. The discussions of motivation, reluctance, cultural differences,
demand levels, and silence are helpful though they are presented as behaviors that characterize "types" of clients. Thus resistance is discussed in the
context of "the resistant client." This approach seems inconsistent with the
authors' cautions to avoid describing clients by referring to "deficits" and their
assertions that client behaviors perceived by the worker as problematic are
frequently functional responses to the client's situation.
The authors divide the problem-solving process into three phases: problem identification, decision-making, and problem resolution. In chapters 2
through 4, each of these phases is developed fully.
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Beginning with a detailed case history, Chapter 2, "Problem Identification," discusses client expectations, collaboration with clients, and ethical
considerations involved in problem identification. Though technically quite
helpful, what seems to come through in spite of the authors' comments to the
contrary is a picture of human services practitioners as technical experts in
?roble~-solving ~n.d clients as technically inexpert and typically acting
impulsively and gIvmg up easily. There seems to be an ambivalence between
seeing differences between helpers and clients as circumstantial and environmental or cognitive and technical.
Chapter 2 also includes an excellent discussion and illustrative examples
of the c?nceptualization of problems using three approaches: chronological,
thematic, and systematic. This reviewer used the three approaches and found
them helpful for tasks as different as individual educational planning and
organizational strategic planning. While this section on formulating a problem statement makes some very good points, it does not pay sufficient
attention to the critical importance of language in stating problems. It would
have been useful to discuss the importance of stating problems in whole
sentences, precisely predicating subjects, carefully distinguishing between
causes and effects, and related topics.
Chapter 3, "Decision Making," describes goal selection, generation of
alternative actions, and other aspects of the decision-making process. Vignettes in this section effectively illustrate such points as the importance of
identifying multiple problems or subproblems and helping the client to set
priorities. From the works of Herbert Simon, Amatai Etzioni, and others, the
authors provide five decision-making strategies together with examples.
With a continuation of the case study introduced in the previous chapter,
Chapter 4, "Problem Resolution," describes and discusses implementation
planning, action, and evaluation and concludes with an analysis of some
professional issues related to problem resolution. This helps the reader see the
method applied to situations that unfold in complex ways over time.
Chapter 5, "Putting It All Together," illustrates the application of the
problem-solving method described in the previous three chapters using a case
~tudy involving a community mental health center facing a variety of severe
mte~nal and external pressures. Presented in three parts, the case study is
detailed and relevant to the situations in which agencies increasingly find
themselves today. This is a chapter that not only effectively illustrates the
application of the problem-solving method, but does so using a different kind
of client system from those found in the rest of the book. This section will be
of special interest to students interested in administration and planning.
The sixth and concluding chapter, "Final Thoughts," briefly reviews the
importance of listening, collaboration, creativity and critical thinking, skill
practice, maintenance of ethical standards, and continuous evaluation.
This book is not an abstract presentation of the logic of problem-solving.
Rather, the authors have attempted and have succeeded in illustrating both
the usefulness and the limitations of problem-solving. Many problems are
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beyond the capacity of workers to solve; there are many definitions of the
"same" problem, and many problems exceed worker capacity. Neat resolutions are rare, and humility is a necessary virtue for effective practice.
Ethical considerations are mentioned in all three chapters describing
phases of the problem-solving process. However, this reviewer feels that
aside from briefly mentioning situations that place workers in ethical conflicts
(e.g., when state statutes or agency policies require the worker to violate client
confidentiality), it would have been more effective if these kinds of conflicts
were used in the text in lengthier case studies to illustrate problem solving.
Found throughout the book are a wide variety of helpful charts and
diagrams that can be used informally to organize both the worker's and
client's thinking and formally as part of helpful documentation in the case
record.
To summarize, the authors devote the significant portion of the text to
discussing the problem-solving method within the context of detailed, lengthy, and realistic case studies and many shorter case vignettes. This not only
makes the concepts more understandable as the reader sees them applied to
concrete problems, but makes the book quite enjoyable to read. This is a
practical and informative book that is recommended for both undergraduate
and graduate students and practitioners in a variety of settings.

William V. Wheeler is a professor in theHealth and Human Services Department at
the New Hampshire Technical Community College at Laconia, NH.
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BOOK REVIEW

[----Working with People:
The Helping Process
(Fifth Edition)
by Naomi I. Brill
Longman Publishing Co., 1995

Review by Yvonne Barry Cataldi
In this fifth edition, Brill has revised her earlier work and written an
introductory text for students and beginning practitioners in human services.
She introduces the text by discussing briefly the evolution of the helping
process from the 1600s to the present. She then moves into focusing on the
"self" that the student and beginning practitioner bring with them and how
this self impacts the helping process. This reviewer agrees with her statement
that "the unique factor in human services is that its delivery requires knowledge and descriptive use of the worker's self" (p. 16). Too often the student
and beginning worker are unaware of the "self" they bring with them to the
helping process. Brill has made this awareness of the self a reoccurring theme
throughout the text.
In the remaining chapters, Brill familiarizes the beginner with the vocabulary and the theory related to the helping process. She also increases the
number of case vignettes that illustrate how a theory or skill can be applied.
She concludes with an objective view of the realities of working in the helping
field, addressing such issues as vulnerability, dependency, and burnout.
In this edition, Brill includes Systems Theory in the fourth chapter rather
than making it a separate chapter. She states that the meaning of systems
theory was ''fuzzy.'' For this reason, I believe it is important to retain it as a
separate chapter.
Brill also moved the chapter on "Understanding Ethnic Diversity and
Pluralistic Society" from the end of the text in the fourth edition, to a much
more appropriate position in the beginning third of the text in this edition,
and she weaves the concepts of ethnic diversity and plurality throughout the
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book. In another notable change, she begins each chapter with a number
of questions that are related to the material in that chapter. This format
provides the reader with a clear sense of what is to come. In several situations I felt the answers were much too brief.
Brill has written a thoughtful, comprehensive, and theoretically sound
overview of the helping process that could be considered a primer for the
helping profession. This text presents a well-documented blend of theory and
technique. Brill's writing style is readable and scholarly. In addition, the
material is congruent with contemporary human services in that the emphasis
is on services to individuals. This text is appropriate for beginning professionals and students in undergraduate college courses.

Yvonne Barry-Cataldi is an assistant professor at Naugatuck Valley CommunityTechnical College, Connecticut.
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Guidelines for Authors

.Human Service E~ucation (HSE) is a refereed journal. Manuscripts which
are JUdg~d by t~e 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
s~rvice ed~cati?n. Saml?le areas of interest include: teaching methods, curncular design, internships and experiential learning, faculty development,
career path~ 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.

Guidelines for Authors

9.

Manuscripts are edited for consistency of grammar, spelling, and
punctuation. In some cases, portions of manuscripts may be reworded for conciseness or clarity of expression.
10. Manuscripts are accepted for review with the understanding that
they represent original work and are not under review by another
pubiication.
11. 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:
1.

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. ~void the use of jargon and sexist terminology.
Manuscnpts.should be type~ in 12-point type with 1.25-inch margins
on all four sId~s. All matenal 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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2.

3.

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.
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.
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) 792-4213 or
2564.

Send an original and three clean copies of all materials to: Tricia McClam,
Claxton Addition, 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 Washmgton
University, Bellingham, WA 98225-9087. Telephone: (360) 650-3886 or
FAX 650-6526. E-mail address: robl@woodnet.cc.wwu.edu
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1

National Organization for Human Service Education
The National Organization for Human Service Education (NOHSE) was
founded in 1975 as an outgrowth of a perceived need by professional care
providers and legislators for improved methods of human service delivery.
With the support of the National Institute of Mental Health and the Southem
Regional Education Board, NOHSE focused its energies on developing and
strengthening human service education programs at the associate, bachelor's,
master's, and doctoral levels.
The current purposes of the organization are: a) to provide a medium for
cooperation and communication among human service organizations and
individual practitioners; b) to foster excellence in teaching, research, and
curriculum development for improving the education of human service
delivery personnel; c) to encourage, support, and assist the development of
local, state, and national organizations of human services; and d) to sponsor
conferences, institutes, and symposia that foster creative approaches to
meeting human service needs.
Members of NOHSE are drawn from diverse educational and professional backgrounds which include corrections, mental health, child care,
social services, human resource management, gerontology, developmental
disabilities, addictions, recreation, and education. Membership is open to
human service educators, students, field work supervisors, direct care professionals, and administrators. Benefits of membership include a subscription to
Human Service Education and to The Link (the bimonthly newsletter) and the
availability of professional development workshops, professional development and research grants, and an annual conference.
Six regional organizations are affiliated with NOHSE and provide additional benefits to their members; they include the New England Organization
of Human Service Education, Mid-Atlantic Consortium for Human Services,
Southern Organization for Human Services, Midwest Organization for Human Service Education, Northwest Organization for Human Service Education, and Southwestern Organization for Human Service Education.
NOHSE is closely allied with the Council for Standards in Human Service
Education (CSHSE). CSHSE, founded in 1979, has developed a highly respected set of standards for professional human service education programs
and also provides technical assistance to programs seeking Council approval.
Inquiries about membership should be addressed to Douglas Whyte,
Community College of Philadelphia, 1700 Spring Garden St., Philadelphia,
PA 19130-3991. Telephone: (215) 751-8533. Other correspondence should be
addressed to Franklyn Rother, NOHSE president, Brookdale Community
College, Newman Springs Rd., Lincroft, NJ 07738. Telephone: (908) 576-1643.
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From the editors:
This issue of Human Service Education marks the beginning of a
three-year partnership. We share with the members of the editorial
board a commitment to solicit, review, and publish manuscripts that
are relevant to human service education and that reflect the high
standards and diversity that characterize the discipline.
This issue includes a new feature - an invited guest editorial- as
well as the standard articles, brief notes, and book reviews. We think
it represents the quality and diversity for which we strive.
We welcome your comments and suggestions.

Tricia McClam
Manuscript Review /Editing

Rob Lawson
Promotion & Production
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