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From the Co-editors
Publishing manuscripts that reflect the diversity of human services has
guided our tenure as co-editors of Human Service Education. This final issue of
our three-year term continues our focus on issues ranging from human
service organizations to curriculum and the field experience.
An issue of the journal is the work of many individuals, not least of whom
are the authors whose manuscripts are accepted for publication.
The quality of the manuscripts that are submitted for consideration has
been exceptional during our three years. Others who have made significant
contributions to the publication of each issue of the journal are copy editors
Sue Carey and Charlotte Duncan at The University of Tennessee, Knoxville,
and Betsy Johnson, The University of Tennessee, Knoxville. Bill Roe at
Western Washington University deserves special recognition for the professionallook of the journal.
As always, your comments and suggestions are welcome.
Tricia McClam
Manuscript Review and Editing

Rob Lawson
Promotion and Production

SPECIAL FEATURE

Poverty:
What Are We to Make of Its
Gnawing Existence in Our Midst?

Wilma Dykeman
Introduction
Wilma Dykeman, aut/tor, lecturer, journalist, and former
English professor, is a nativeof North Carolina and also has close
ties to the East Tennessee region. She is theauthor of18 books and
numerous articles in major national publications. The following
passageonpovertyfirstappeared inabiography ofWD. Weatherford
(W.D. Weatherford: Prophet of Plenty, University ofTennessee
Press), amanwhose lifewasdedicated tohumanservices inallareas
ojrace, religions, class, gender-a truepioneerandsocial statesperson.
Hernovels andother works reflect these concerns in various ways.
The Tall Woman a novel about a young woman whose life was
devoted to servingher ownfamily and the humanfamily around
her, is now in its 39th printing. Ms. Dykeman's honors include a
Guggenheim Fellowship, Senior Fellowship of the National
Endowment for theHumanities, 3 honorary doctoral degrees, and
service as the Tennessee State Historian.

What are we to make of the poverty in our midst?
The poor in our community - our nearby community and that reaching
around the globe - those who live on the brink, exist on the knife-edge. Are
they any part of our concern? The "feminization of poverty" flourishes in the
United States: women and children first, at least in this category. The
wretched of the world sink deeper into wretchedness. Now we can walk on
the moon and thousands of dying people cannot walk to a cup of food or clean
Human Service Education
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drinking water. We have invested in weapons that will make it possible to
destroy every person on the planet several times over while we shake our
heads over investments in the neediest of human resources: the sick in mind
and body, the outcasts of "civilization."
Such a dreary subject for a pleasant summer Sunday (pleasant, at least, for
some). And the hard-eyed men with wizened minds can stop reading now
(they already have, no doubt). The tight-lipped ladies with shriveled hearts
can turn away (as they probably did two paragraphs ago). They can devise
any number of reasons for the existence of the poor - most of them the fault of
the poor themselves.
Of course, poverty is partially a self-inflicted wound. Laziness, meanness,
ineptitude in worthwhile skills or everyday labor are among contributing
causes of poverty, the ones we prefer to dwell upon. But then there are those
hidden roots, the ones we try to overlook in desperate injustice to the whole
fabric of our society: insufficient nourishment before birth, brain damage,
child abuse, emotional crippling, and physical handicaps. The list is long.
Worse, its scars are usually invisible. Only "bleeding hearts" have time for
such superfluous considerations. Meanwhile, our whole civilization
hemorrhages.
Two decades ago I wrote the biography of a man who had dedicated
himself to eradicating many kinds of poverty. W.D. Weatherford was one of
those Texans whose parents had moved west from the mountains of North
Carolina and Tennessee. During his long and fruitful life, Weatherford found
his way back to Tennessee, to North Carolina, and despite offers from
prestigious institutions across the country would not leave the region. For
three-quarters of a century, he played a central role in religion, education,
industry, and cultural growth throughout the South. Prophet ofPlenty was the
title I gave his life story because his struggle against poverty was inspired by
a vision of plenty. In my introduction to his work, I tried to communicate that
vision to all of us.

What is poverty?
Let us be very specific and precise. It is of the senses.
Poverty is a smell. It is the cooking smell of old grease used and re-used,
saturated into clothes and hair and rotting upholstery; the sleeping smell of
beds crowded with ill-nourished bodies and threadbare blankets soaked with
odors of sickness and staleness. Gutter-sewers, overripe garbage, dust and
heat in summer, cold and permeating dampness in winter. A stifling nauseating, omnipotent smell.
Poverty is a sound. It is the sound of perpetual crying, an infant mewling,
a mother mourning, an old man moaning. The sound is of shrieks in the night,
noise the day long. Shuffling feet, hacking coughs, rustling vermin, insistent
leaks and drips and crackings, sound track of poverty's grind.
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Poverty is a sight. Sight of slumped shoulders, useless hands stuffed into
empty pockets, averted eyes. The scene is of land ill-used and barren, blasted,
junk-strewn wasteland - or of streets that are a blighted wilderness of asphalt,
brick, steel, and random-blowing trash. The sight is of faces pinched by years
of need, guarded permanently from hope. Unrelieved, lifelong ugliness: this
is the face of poverty.
Poverty is a feeling - through the pores, in the belly, on the feet. Cold so
sharp it burns and heat so sweltering and oppressive it chills with a clammy
sweat. The feeling of poverty is dull aches, twinges, pangs, brief satisfactions,
creeping numbness. Pain.
Poverty is a taste. It is the taste of hot saliva boiling into the mouth before
nausea, or dried beans and hot skins and too many starches and too few fruits.
It is the sweet momentary fizz of soft drinks that allay but do not alleviate
hunger pangs. The taste is compounded of snuff, tobacco, decaying teeth,
headache powders, raw whisky, bitterness.
This the poverty of the body.
It gnaws at individuals, one by suffering one.
But poverty is more than the sum ofits physical parts. It is not only hunger
but fear, not only present chill but future freeze. The light of reason - curiosity,
search, comparison, logic - flickers feebly. This is poverty of the mind.
Then there is poverty of the spirit. This is the darkest, subtlest, most
widespread deprivation of all. For this is the poverty that afflicts those who
have money as well as those who have none. Its need is deeper than flesh and
more craving than thirst. It witnesses tears but does not weep, permits pain
but never winces, indulges ignorance without protest, hears cries for help and
remains unmoved. This is poverty of the spirit, malnutrition of vision.

And what is plenty?
Plenty is sufficiency - food, heat, clothing, shelter - of those things that
nurture the body. Plenty is abundance of those riches that feed and stretch the
mind: schools, books, travel, music, art, experience, leisure. Plenty is a release
of those energies that we call, in the inadequate language of words, moral or
spiritual. Plenty is that sufficiency for the body, abundance for the mind and
upthrust of the spirit which can let humans fulfill their largest creative
capacities
Until the spirit of plenty moves us to blot out where we can the blighting
poverty of body and mind, our own brief lives on this planet will remain
askew. What are we to make of the poverty in our midst?
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Baccalaureate-Level Human
Services and Social Work:
Similarities and Differences
ok
1998 Annual
Conference
The annual conference of the National
Organization for Human Service Education will be held October 15-18, 1998, in
Tampa, Florida.
For information about the conference,
contact Charles O. Japp IV, 7310Abington
Avenue, New Port Richey, FL, 34655.
Telephone (813) 847-2727, ext. 3268, fax
(813) 816-3300, or Willie Whitfield at
telephone (317) 921-7563 or fax (317) 9214753.

In the more than 30 years since the beginning of the human
service movement, baccalaureate programs have continued to proliferate, often creating confusion among professionals trying to
distinguish these new workers from social workers. This article
examines a series of issues relevant to both professions and details
specif«: characteristics of each.
Baccalaureate-level human service programs have become increasingly
prominent since the beginning of the human service movement in the 1960s.
As they continue to develop, professionals in social work and human services
are attempting to articulate the similarities and differences of each type of
program in an effort to clarify approaches to training and to identify roles and
competencies of workers. The purpose of this article is to examine a series of
issues relevant to both professions in an effort to better understand the
uniqueness of each.

Thisarticle is a substantially updated andrevised version ofasimilar article published by
theauthor in Human Service Education in 1984 (Vol. 6, October, pp. 1-7). Since that time,
there have been significant changes in the human service field. Four-year human service
programs are more common today, and standards for both human service and social work
programs havebeen substantially reoised. In addition, the human service field hasdeveloped
acode ofethics andhasabandoned its effortfor national worker certification (aprocess described
in detail in theearlier article). Because of these changes, a reexamination ofcontrasts between
four-year human service and social workprograms was undertaken.
Human Service Education • Volume 17, Number 1 • Page 6
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Background
George Albee, in his monograph, Mental Health Manpower Trends (1959),
described the growing need for services and stated that graduate-level
training programs would be unable to meet those needs. He called for the
development of a new type of worker, trained in a shorter period of time. In
the mid-1960s, Southern Regional Education Board (SREB), with grants from
the National Institute of Mental Health (NIMH), sponsored a variety of
projects designed to create training programs for mental health workers at the
associate-degree level in community colleges (SREB, 1973). Projects were
developed to address virtually every facet of training for this new worker,
including defining roles and functions, identifying program and course
objectives, developing faculty competencies, following up graduates, program
approval, and worker certification.
In their early years, these programs were viewed as "paraprofessional"
training and most focused on mental health, with titles such as "mental health
technician," or "mental health associate." Over time, many programs
broadened their focus, describing themselves as training "new professionals," and the term "human services" was increasingly used as a program title,
with the term "human service worker" used to describe graduates.
Baccalaureate-level human service programs, as well as social work
programs, also began in the 1960s. Social work, a recognized profession,
received broad support from established organizations such as the Council on
Social Work Education (CSWE), National Association of Social Workers
(NASW), and SREB to develop and legitimize its undergraduate training
programs and workers (Fullerton, 1990; Popple & Leighninger, 1996). Human services received significant support from the Western Interstate Commission for Higher Education and SREB. Unlike associate-degree programs,
baccalaureate-level programs were viewed as "professional" training and
focused on broader social service roles. Interest in this new field continued to
grow; and by the 1970s, the numbers of baccalaureate-level human service
programs were escalating, some as an outgrowth of the associate degree
programs but many as independent four-year programs offering a new type
of opportunity for professional training (Fullerton, 1990). Today there are
approximately 185 baccalaureate human service programs and approximately 50 graduate-level programs that have developed in colleges throughout the country (Dobson, 1991). "Human Services" is no longer a term used
only in a generic sense. It now denotes a fully developed educational
sequence that is the basis for a new profession in our country.

The Generalist Concept
Both social work and most human service programs claim to be educating
generalist workers, but the concept is defined differently by each. Baer (1979)
states that the social work generalist has the "ability to intervene in a variety
Human Service Education • Volume /7. Number / • Page 8

of situations, utilizing interventive mode(s) that are most appropriate to the
particular situation" (p. 154). This work is based on the ~remise that"all.of a
person's needs involve a variety of systems, and t~e sO~IaI :vo~ker !.unctlOns
at the interface of people and social systems or SOCIetal institutions (p ..155).
This viewpoint requires, therefore, that social systems theory be the baSIS for
holistic assessment and practice as a generalist.
The generalist worker as viewed by the human service profession .was
originally defined by McPheeters and King (197!) as ~ne who works ':"Ith a
limited number of clients or families in consultatIon WIth other professionals
to provide"across-the-board" human services a.s needed; is able to wo!k in.a
variety of agencies and organizations that pro~I~e mental h~alth.servICe~;IS
able to work cooperatively with all of the existing professions In the field
rather than affiliating directly with anyone; is familiar with a number of
therapeutic services and techniques rather than specializing i~ one or two
areas; and is a "beginning professional" who is expected to continue to grow
and learn. (p.10)
Over the years, this concept has evolved and broadened; so today, ~he
human service generalist is expected to have the knowledge, values, and skills
to perform a variety of job functions in most human service settings. Train~d
in a wide range of skills, he or she is able to utilize those skills ~ot onlY.I~
mental health settings but also in such diverse settings as educational facilities, corrections, nursing homes, crisis intervention, children's services, and
so forth (Cimmino, 1996; Woodside & McClam, 1994).
The human service worker was more specifically defined by the National
Commission for Human Service Workers (NCHSW) as a worker "not traditionally affiliated with any established profession, who perfor~s a vari~ty of
therapeutic, supportive, and preventive functions for people WIth emotIonal,
developmental, social, or physical problems within an org~nized h~~an
service delivery program" (NCHSW, 1982). Although this comrrussion
dissolved in 1986 for lack of funding, interest in its detailed worker certifica. .
tion system based on the generalist concept remains..
Clearly, the generalist as defined by human services IS VIewed more
broadly than it is in social work; and while it does not ignore the importance
of understanding and dealing with social systems, it does not deliberat~ly
focus on interactions between people and social institutions as does SOCIal
work. Moreover, while many human service programs view themselves as
training generalist workers, there are those that do not. Beca~se numerous
human service programs developed in response to community need, they
have curriculums focusing on specialized skills for specific populations, such
as mental health or gerontology. Baccalaureate-level social work programs,
on the other hand, are required to train generalist workers, providing a
common knowledge, value, and skill base that is transferable among settings,
population groups, and problem areas (CSWE, 1994).
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Program Certification and Approval
Curriculum policy and guidelines have been a long-standing interest and
activity of the CSWE. Program accreditation began in 1974, and today there
are approximately 432 accredited baccalaureate-level social work programs
and an unknown number of nonaccredited programs (Lennon, 1996). In
contrast, the newer profession of human services began to deal with curriculum issues, standards, and quality in 1979 when, with the support of NIMH
through a grant to SREB, the Council for Standards in Human Service
Education (CSHSE) was founded. The program approval process, primarily
for associate degree programs, began in 1980; but by the mid-1980s, CSHSE
had developed standards specifically for the evolving baccalaureate-level
programs. Today, approximately 185 baccalaureate-level human services
programs exist, but the numbers approved or seeking approval are relatively
small (Dobson, 1991).
The routes taken by social work and human services to recognize quality
programs further illustrate differences between the two professions. Social
work has always been very consistent and structured, choosing to use the
more formal process of "accreditation." Human services favored "approval"
to avoid the high cost of affiliation with an accreditation body, which would
have made it impossible for small programs to be considered. Furthermore,
approval offered the opportunity for more program flexibility and diversity,
qualities that distinguish human services from social work and are considered
essential for many community-oriented programs (Brown, 1990). Regardless
of what the program recognition process is called, the procedure for both
professions remains remarkably similar. Both require the application; an
extensive and detailed self-study intended to demonstrate adherence to basic
standards; a site visit; and recommendation of the site-review team to a board
with the power to approve, disapprove, or request additional information or
program modifications.

Program Standards
Basic standards for both types of programs have striking similarities and
differences. Both require a statement of the program's philosophical base,
goals, and objectives. Both have guidelines addressing staff competencies
and program support; faculty and program evaluation; community needs
assessment and graduate follow-up studies; and curriculum requirements,
including content areas, skill areas, attitude and value issues, and field
experience. Major differences stand out, however. Social work requires that
there be a minimum of two full-time MSW's, and that anyone teaching
practice must also have a minimum of two years of post-MSW practice
experience. Human services does not specify discipline as long as the faculty
member has a strong knowledge base and practical experience in the delivery
of human services. Human service programs are expected to be interdisciplinary programs with faculty who are able to utilize content and approaches
Human Service Education • Volume 77 Number 7 • Page 10

from the range of human service fields (CSHSE, 1989; CSWE, 1994). A
national study of human service educators confirms the multidisciplina.ry
nature of faculty. Although the majority of educators surveyed had social
work or psychology degrees, others had degrees i~ areas in.cluding gUid~nce
and counseling, education, sociology, human service, public health, nursing,
and gerontology (McClam, Woodside, & ~cGarrh,
Another major difference concerns curnculum flexibility and respons~ to
local community needs. While social work programs are expected to estabhsh
close ties and relationships to the local practice community, they are not
required, as are human service programs, to con~uct perio~ic commu~ity
needs assessments (at least every three years). ThIS expectation for curnculum flexibility and community responsiveness characterizes human service
programs.
Although both types of programs prepare workers to function in a variety
of social service roles, a premise of social work education emphasizes the
profession's commitment to the poor, with the expectation that practitioners
are committed to practice that "includes services to the poor and oppressed
and who work to alleviate poverty, oppression, and discrimination" (CSWE,
1994). Human services, while not ignoring this area of practice, does not have
a similar requirement.

19:3r.

Curriculum
Social work and human service curriculums have many similarities. For
example, both areas indicate they train students to work in roles like caregiver,
broker, advocate, teacher, and behavior changer. Both disciplines specify
required content in knowledge, skill, and value areas as well as field practice;
but within these areas there are significant differences (CSHSE, 1989; CSWE,
1994).
Knowledge
Both professions address such topics as social welfare history and policy,knowledge of human systems, human development, group dynamics, cultural differences, social problems, populations at risk, and service delivery
issues. Social work, however, gives major emphasis to content on human
diversity, social and economic justice, social policy analysis, organizational
change, and the development and status of the social work profession.
Faculty, of course, have social work backgrounds and draw heavily on social
work literature, a constraint not found in human service programs. Another
critical distinction between human service and social work curriculum is seen
in the view of each towards the liberal arts. Social work requires a liberal arts
perspective, and every accredited program must specify its liberal arts
foundation and the rationale for each requirement. While baccalaureate-level
human service programs usually draw heavily on liberal arts courses, much
more curriculum flexibility is permitted (CSHSE, 1989; CSWE, 1994).
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Skills

Unlike human services, undergraduate social work education, because of
its insistence on a generalist focus, does not allow for specialization. Many
human service programs, often in response to local community need, focus on
mental health, gerontology, or even on specialized skills, such as activity
therapy. In social work, specialization is allowed only at the graduate levela clear distinction between the two professions.
Skill areas that must be addressed in social work include defining issues,
collecting and assessing data, planning and contracting, identifying alternate
interventions, selecting interventions, evaluation of outcome, and termination. In addition, special skills for practice with diverse groups of clients must
be included. Other areas addressed are oral and written communication
skills; interpersonal skills; and a wide range of research skills including
quantitative and qualitative research methodologies, data analysis, and statistical procedures (CSWE, 1994). For human services, similar problemsolving, case management, communication, and interpersonal skills are also
important; but research skills are limited to elementary needs assessment
surveys and program evaluation. And, unlike social work, administrative
skills playa larger role. Baccalaureate-level human service graduates are
expected to be able to supervise small programs and have some knowledge
of budgeting, supervising, staff training, and mobilizing community support
(CSHSE,1989). No such expectations exist for the baccalaureate-level social
worker.
A recent and significant development in the human service field is the
identification of community support skill standards for direct service workers. The standards, developed by a coalition of major national human service
organizations, specify general competency areas and identify the specific
skills and activities workers need to demonstrate those competencies. The
twelve areas identified include empowerment; communication; assessment;
community and service networking; facilitation of services; community living skills and supports; education, training, and self-development; advocacy;
vocational, educational, and career support; crisis intervention; organizational participation; and documentation (Taylor, Bradley, & Warren, 1996).
Human service programs seeking to maintain relevant curriculums will be
expected to incorporate these standards and competencies into their curriculums in the future, as CSHSE continues to refine its program-approval
standards.
Attitudes and Values
An important element in both social work and human service curricula
concerns attitudes and values. Here, there are striking similarities. Both
programs stress the importance of self-awareness and the need for personal
growth and value clarification. Both expect students to commit to the belief
in the worth and dignity of the individual, respect for client diversity and
client values, confidentiality, and client self-determination. Social work,
Human Service Education· Volume 77. Number 7 • Page 12

however, requires that workers commit to assisting clients to obtain resources
and work to make social institutions more humane and responsive to human
need. Although human services does not have this clear focus on working for
institutional change, students are expected to demonstrate belief that individuals and social systems can change. Additionally, human service curriculum stresses these concepts: belief in the value of choosing the least intrusive
intervention in the least restrictive environment; commitment to fulfilling all
aspects of a job, even if this involves unpleasant tasks and "undesirable"
clients; and a willingness to work with other professionals on behalf of a client
(CSHSE, 1989; CSWE, 1994).
Ethical Codes
In a review of the codes of ethics for both social work and human services,
it is clear that expectations for professional behavior are similar. Both ethical
codes address identical categories: responsibility to clients, colleagues,
practice settings, self, society, and the profession. A significant difference,
however, is seen in the social work code, which emphasizes social work's
commitment to social justice and work for social change, particularly on
behalf of oppressed people. There is also much more specificity regarding the
social worker's role in research and evaluation (NASW, 1996;Special Feature:
Ethical Standards, 1996). It should be remembered that the human service
profession is young and only recently adopted its code of ethics. The code of
ethics for social work has had many years to evolve, so it is not surprising that
it contains much more detail.
Field Practicum
Both social work and human services require supervised field experience.
Baccalaureate-level human service students are required to complete a
minimum of 575 hours, with at least 250 of these in the junior and senior years.
Students are to have three different placements or function in three significantly different roles in at least two agencies. They are also expected to have
an independent caseload or administrative responsibilities (CSHSE, 1989).
Social work students are required to complete 400 fieldwork hours and have
no specific requirement for independent caseloads, administrative responsibility, or experience in multiple agencies (CSWE, 1994).

Employment of Graduates
A recent follow-up study of 2212 graduates of 28 social work programs
noted that two-thirds were employed in social work positions. Major fields
of practice included public welfare, disabilities, mental retardation, employment, corrections, and community social work. Median full-time salary was
$16,000-$17,999. Slightly over 47% of those surveyed worked under state
government auspices, and nearly 8% worked under civilian or military
federal government auspices. Approximately 40% of respondents had entered or completed another degree program (Rogers, Smith, Hull, & Ray,
Human Service Education
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1995). Published follow-up studies of baccalaureate-level human service
workers unfortunately are lacking. Petrie (1989), discussing 53 graduates
from St. John's University, indicated only that most worked in service-related
business, traditional social work settings, counseling settings, or student
personnel. No salary data were presented. Sweitzer and McKinney (1991)
surveyed three New England programs but focused primarily on alumni
reaction to curriculum and the impact of that on their employment. They did
note, however, that 76% of the respondents were employed in human service
settings and that approximately 32% had entered or completed graduate
study. In a study of University of Rhode Island graduates (McKinney &
Livernois, 1993), over half were employed in human service jobs and a third
were pursuing graduate degrees. Specific data on fields of employment,
auspices, and salaries were not available.
In both social work and human services, the majority of graduates
surveyed indicated satisfaction with their major. Of those expressing dissatisfaction, the primary reason was low pay. This author joins McKinney and
Livernois in their vigorous challenge to the human service field for published
program evaluation and graduate follow-up studies.

5.

6.

7.

8.

Summary
After reviewing the characteristics of both social work and human
services, these differences and similarities stand out:
1. The generalist concept is important to each program, although each
defines it somewhat differently. Social work programs require that
undergraduates be trained as generalists. In human service, the
concept is pervasive; but specialization is allowed. Many programs
offer a generic core, followed by tracks in areas such as gerontology,
child care, drug and alcohol abuse, and so forth.
2. Social systems theory is fundamental to social work curriculum;
human service curriculum places less emphasis on it, although
understanding of social systems is expected.
3. Social work programs are sanctioned by a costly, formal accreditation
process that contributes to a high degree of program consistency.
Human service programs have an "approval" mechanism that is
considered more accessible and, while requiring well-defined, highquality goals and curriculum, allows for more variation and specializations. The procedure (application, self-study, site visit, and board
review) is similar, as are the categories for the self-study. However,
most guidelines for social work are "required"; in human services,
many are "suggested."
4. Social work programs must have MSW faculty, and all who teach
practice must have two years post-MSW practice experience. Course
content relies heavily on social work literature. Human service
programs stress a multidisciplinary approach. Faculty represent
Human Service Education • Voiume 77. Number / • Page /4

9.

10.

11.

12.

diverse backgrounds, and course material is drawn from a wide
range of disciplines.
Human service programs are required to have periodic community
needs assessments and curriculum and training that is responsive to
local needs. Specialized content and skill training is permitted to
respond to local needs, making human service programs more varied
than social work, which is completely committed to generalist training.
Social work programs emphasize the profession's historic commitment to the poor, social justice, and institutional change, requiring
content and practice in these areas. Human services includes these
areas of practice but places less emphasis on them.
Social work requires a substantial liberal arts foundation. Human
service includes liberal arts courses, but more flexibility and variation
is permitted.
Both programs expect curriculum to include knowledge, skill, and
value areas; social work, however, places greater emphasis on social
policy, the nature of social institutions, and strategies for institutional
change and social justice. Human service curriculum addresses these
issues but tends to be more skill-oriented, placing greater emphasis
on psychological theory and counseling skills.
Both programs train students for similar roles, such as broker, advocate, teacher, and behavior changer. Both address many similar skill
areas, such as problem-solving techniques, communication skills,
and case management skills. Social work, however, places more
emphasis on knowledge and skills for diverse and oppressed populations and on research skills. Human services places more emphasis
on administration and supervision skills. In addition, many human
service programs stress specialized skills, such as group counseling,
behavior therapy, and activity therapy.
The value base of both programs is strikingly similar. Both expect
self-awareness from students and professional self-development.
Both address basic concepts regarding confidentiality, client selfdetermination, respect for the individual, and so forth.
The code of ethics for each profession contains similar categories, but
social work stresses its historic commitment to the poor and oppressed, to social justice, as well as to research and practice and
program evaluation.
Human service students are expected to have 175 more fieldwork
hours and more types of experiences in different agencies than social
work students. Some administrative responsibility or independent
caseload is also expected. Due to the specialized nature of many
programs, acceptable practicum sites may be more varied.
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13. Most social work and human service graduates are employed in their
field. For both programs, a significant number of graduates have
chosen to pursue advanced degrees. Most graduates report satisfaction with their choice of major. Those who do not primarily cite low
pay as the reason.( McKinney & Livernois; 1993, Rogers, et al., 1995;
Sweitzer & McKinney, 1991).
14. The profession of social work is regulated by registration or licensing
of workers in virtually every state. Human services has no such
official sanction. Because of that - as well as its brief history and
greater program diversity - it is a less recognized or less understood
profession. Consequently, graduates who are geographically mobile
may experience more difficulty in securing employment.

Conclusion
Although human services demonstrates many similarities to social work,
there are major differences. These difference are highlighted by its
multidisciplinary approach, emphasis on skill training, lengthier and more
varied field practicum, and flexibility to respond to local community needs.
The recent development of community support skill standards for direct
service workers in human services is certain to have an impact on the
evolution of the profession. Human service programs that incorporate the
standards into their curriculums will be able to respond to the growing
demand for outcome-based evaluation, and trained workers will be able to
specify clearly the areas of competency they have mastered. It is also
anticipated that these standards could become the foundation for the resurrection of the concept for a national certification system for human service
workers.
Human services is a unique field, deliberately created as a response to
service needs and continuing to evolve to remain responsive to changing
societal needs. For decades, social work was the major route to social service
work, but this is no longer true. Many disciplines, such as home economics,
counseling, education, and gerontology programs, have become involved in
aspects of social service training. Furthermore, there is no evidence that any
single discipline is the best route to social service work. In the long run,
demonstration of worker competence will determine demand; and it is likely
that many disciplines will be recognized as training competent workers. The
challenge for all is to further define and evaluate worker competencies and to
continue to work on improving training methods and program evaluation.
Some duplication and overlap will be inevitable; but, ultimately, clients will
be better served as educators worry less about guarding their territory and
more about developing curriculum to produce knowledgeable, skilled, and
ethical practitioners.
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Human Service Students' Attitudes Toward
Working With an Inner-City Gang Member:
The Case of Alphonse
Julie R. Ancis
Mary C. Burke
The recently adopted Ethical Standards of Human Service
Professionals (National Organizationfor HumanService Education,
1996)calls for culturallycompetent professionals whocan respond
to the needs of an increasingly diverse clientele. Information
regarding humanservice students' attitudestoward working with
individualsfrom multiplebackgrounds andwhose livesare significantly impacted by social, economic, and political forces is needed
toinform trainingmethods andpromote ethical professionals. This
study investigated the attitudes of 91 human service counseling
studentstoward workingwithan inner-citygangmember. Results
revealed qualitative differences in students' self-perceived abilityto
work with this client. Implications for human service education
and trainingare presented.
"Characterized by an appreciation of human beings in all their diversity,
human services offers assistance to its clients within the context of their
community and environment" (NOHSE, 1996, p. 12). This statement is
included in the preamble to the Ethical Standards of Human Service Professionals recently adopted by NOHSE. The standards extend beyond the
description of assistance and emphasize the responsibility of human service
professionals to advocate for members of society, especially minorities; to
possess knowledge about culturally diverse cultures and communities; and to
possess awareness of the impact of sociopolitical issues on clients. The
increased cultural, racial, and ethnic diversification of the United States (U.S.
Bureau of the Census, 1996) reinforces the need for human service professionals who can work appropriately and effectively with a culturally diverse
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clientele (Atkinson, Morten, & Sue, 1993; LaFromboise & Foster, 1989; Sue,
Arredondo, & McDavis, 1992). Moreover, those groups most likely to suffer
from discriminatory social and economic forces (ethnic minorities) will
represent a significant proportion of those needing social services (Iglehart &
Becerra, 1995).
The present stU?y was .~e~igned to expl?re human services counseling
students self-perceived abilities to work WIth a culturally different client
representative of present-day social and economic realities (an inner-city,
adolescent gang member). An increase in the number of adolescents joining
gangs and engaging in gang-related activity represents a growing societal
problem with particular relevance to the human service profession
(Scheidlinger, 1994). The number of juveniles arrested in the United States has
risen steadily from 1980 to 1994, while the average age of gang members is
decreasing (Lang, 1991; Scheidlinger, 1994; U.S, Bureau of the Census, 1996).
According to 1996 Federal Bureau of Investigation's statistics, 11% of all
violent crimes and 22% of all property crimes were cleared by the arrest of
individuals under the age of 18 (FBI, 1996).
Unemployment, poverty, differential access to power and resources, and
limited opportunities to achieve status in educational and occupational
spheres, conditions commonly experienced by minority youth, have been
noted as factors that promote gang membership and activity (Bowker & Klein,
1983; Chambliss, 1973; Connell, 1987; Messerschmidt, 1993; Riley, 1991;
Tursman, 1989). In fact, ethnic minorities accounted for 56% of all juvenile
offenders in 1995 (FBI, 1996). Gangs often provide youth with a source of
support, a sense of solidarity, and the promise of financial gain and prestige
in the face of isolation and feelings of powerlessness (Joe & Chesney-Lind,
1995; Regan, 1996). The interplay of social and economic conditions,
psychological malaise, and maladaptive behavior call for human service
professionals who can implement effective and culturally sensitive
interventions at multiple levels.
Research focusing on students' attitudes toward clients whose lives are
adversely impacted by sociopolitical forces is relatively absent from the
human services and counseling literature. Information regarding human
service counseling students' attitudes toward potential clients who possess
multiple and interrelated identities is needed to assess the degree to which
~tudents embrace NOHSE's ethical standards. Such information may help
mform curriculum content and training methods designed to increase cultural competence (Ancis, 1996). Service providers' lack of training in cultural
competence and the related inability to understand and confront socioeconomic inequities may be partially responsible for their limited role in
"advocat[ing] for the rights of minorities" (NOHSE, 1996, p. 14) and lack of
"effectiveness in working with culturally diverse client populations" (NOHSE,
1996, p. 15).
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Method
Participants

Participants were 91 students enrolled in a required, upper level, undergraduate human service counseling course (i.e., COUN 343: Human Services
Counseling Methods). Course objectives included the identification and
demonstration of basic communication skills utilized in counseling interviews; exploration of helping approaches and the development of one's own
style; an appreciation for the impact of sociocultural factors such as race,
gender, ethnicity, and sexual orientation on individual's functioning and the
helping process; and an understanding of the problem-solving model that
reflects basic human service principles. Seventy-seven participants were
human services counseling majors and 5 were psychology majors minoring in
human services counseling. The remaining 9 students were enrolled in
human service related fields (special education, criminal justice, human
resources, social welfare, and occupational and technical studies). Over 90%
of the participants were European-American. Participant's average age was
32 years, with a range of 18 - 54 years. Eighty students were female and 11
were male. This course, as part of a statewide, satellite television, higher
education network, was transmitted by video and audio from a large,
southeastern, public university to 13community colleges. Ten on-site students
were present in the same classroom as the instructor and 81 community
college students were enrolled at distant sites.
Procedure

McClam and Woodside's (1994) Problem Solving in theHelpingProfessions
served as one of the required textbooks. This text presents problem solving
as a process that can be applied in a variety of settings with diverse client
groups, including individuals, families, and communities. Case studies
representing culturally diverse clientele are included throughout the text to
highlight the problem-solving model. The case of Alphonse highlights the
process of decision making and problem resolution. Alphonse is described as
an inner-city gang member who is on probation for selling cocaine and is
referred by his probation officer to a community counselor, Ms. Parnell. The
text includes a detailed monologue by Alphonse, who describes his interactions
with Ms. Parnell over approximately 8 months. The text also describes Ms.
Parnell's problem-solving intervention that includes goal setting, generating
alternatives, and decision making. Later in the text, Ms. Parnell reviews her
work with Alphonse and the problem-solving process. Alphonse is described
as having learned several skills including, "controlling his anger toward
authority figures," "understanding that problem solving is a deliberate
process," "believing that he is creative and can generate meaningful alternatives," "weighing alternatives is a difficult process," and "having positive
relationships with some authority figures." Despite his creativity and ability
to engage in the problem-solving process, Alphonse feels that remaining in
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the gang is the "only viable way to reach his first goal, which was to make
money" (p. 115).
Students in the course read the Alphonse case and responded in both
~mall groups and with the entire class to the discussion questions presented
In t~e text. As.pa~t of a ~inal course assignment assessing self-perceptions of
their communication skills, students were asked to provide written responses
to the following questions, "Do you think that you would be able to work with
a client such as Alphonse? Why or why not?"
Qualitative methodology was employed to investigate students' subjective
or phenomenological interpretations of the case study and their self-perceived
ability to work with Alphonse (Neimeyer & Resnikoff, 1982; Patton, 1990).
Qualitative analysis allowed for context-rich (Miles & Huberman, 1994;
Patton) information in as much as the data represented students' in vivo
constructions of a culturally different client while participating in a human
services course and learning about multicultural counseling issues.
Two researchers analyzed the data: the course instructor, who is a faculty
member in counseling with expertise in cultural-competency training and
research in multicultural attitudes, and an undergraduate student, who had
previously taken the course. This research team allowed for multiple
perspectives and insights with regard to students' responses.
Data Analysis

Inductive thematic analysis was utilized, following the qualitative procedures outlined by Miles and Huberman (1994). The responses of 18 participants were initially coded according to whether they answered "yes," "no, "
or "unsure" to the question of whether they would be able to work with
Alphonse. Participants' corresponding rationales were clustered into broad
categories on the basis of content similarity. In order to reduce systematic bias
in the data analysis and ensure between-coder reliability and conceptual
clarity, both researchers independently analyzed the data and then met to
compare classification schemes, a form of analyst triangulation (Miles &
Huberman; Patton, 1990). In the process of discussing coding schemes, new
insights emerged for each researcher, allowing for greater specification of
existing themes, or core categories, and the construction of additional ones
(Cuba, 1978).
The researchers analyzed the remaining data both independently and
together for three additional coding segments, that is, 13, 30, and 30 subjects
respectively (Miles & Huberman, 1994). After reviewing the entire data set,
the researchers met once again to ensure that themes were grounded in the
subsuming categories and data. Both researchers agreed that the core
categories were internally homogenous (the data in each category held
together in a meaningful way). In addition, the core categories were externally heterogeneous (clearly differentiated; Cuba, 1978).
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Results
In response to the question, "Do you think that you would be able to work
with a client such as Alphonse?" 50% indicated "yes," 42°/., indicated "no,"
and 8% indicated that they were "unsure." Seven major themes emerged for
students who responded "yes," seven major themes emerged for students
who responded "no," and three themes emerged for those students who were
undecided (see Table 1).

"Yes" Themes

N

=46

Challenging and rewarding experience
Client needs encouragement, role models
Client has potential! strengths
Counselor has prior experience with similar clients
Environment plays significant role in client's functioning
Working with client is difficult
Professional responsibility to educate myself

"No" Themes

N

=38

Counselor's inability to relate to Alphonse
No potential to change
Limited training and experience
Counselor fears physical violence
Counselor unable to overcome personal bias! offended
Counselor lack's patience! tolerance
Counselor lacks knowledge about client's culture and gangs

"Unsure" Themes

N

=7

Working with client would be stressful! too difficult
Client lacks desire to change
Counselor would give up after a period of (unspecified) time
Table 1
Themes of "Yes," "No," and "Unsure" Students

Discussion
The relationship between human service students' self-perceived ability
or willingness to work with a client such as Alphonse and their perceptions
and attitudes toward the client were revealed through qualitative analysis.
Specifically, students who responded "yes" seemed to possess a more positive or optimistic view of Alphonse. These students indicated that Alphonse
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had the potential to change and cited his creativity, survival skills, and
openness to help seeking as strengths. Beyond citing Alphonse's personal
strengths, students also expressed zeal with regard to working with this client
and predicted associated personal satisfaction and rewards. Moreover, these
students attended to the environmental and societal forces impacting Alphonse.
They described the negative effects of Alphonse's environment on his
psychosocial functioning and cited Alphonse's need for role models and
social support. Participants also described the counselor's role in providing
encouragement as well as the importance of listening skills.
In contrast to those who responded affirmatively, students who responded
"no" seemed to attribute more negative personality characteristics to the
client. Despite the text's description of Alphonse's creativity and his ability
to set goals and generate alternatives, several students indicated that Alphonse
lacks the potential to change and labeled him "resistant." One student
described Alphonse as a "blight to society," and another student indicated
that it would be a "waste of time" to work with him. Moreover, these students
did not seem to conceptualize Alphonse's difficulties within an environmental
context. Similarly, "undecided" students cited Alphonse's lack of desire to
change and noted that working with him would be too difficult and stressful.
While the students who stated that they would not be able to work with
Alphonse as a function of limited training and experience may possess a
realistic estimate of their abilities, it seems that these students also possessed
a variety of negative attitudes toward Alphonse. In fact, students who
responded "no" seemed to engage in clinical decision-making errors such as
anchoring heuristics (i.e., basing judgments on the chronology of information;
descriptions of Alphonse's creativity followed a description of his background), confirmatory bias (i.e., "finding" evidence to support one's suppositions even in the face of contradictory information), and fundamental
attribution error (i.e., overestimating the importance of personality factors
and overlooking situational variables in understanding client problems;
Dumont & Lecomte, 1987; Strohmer & Shivy, 1994). Several students indicated that they would be unable to overcome their bias toward Alphonse.
Moreover, a number of students indicated that they would be offended by
Alphonse's behavior and language and feared physical violence.

Implications for Human Service Education
The results have significant implications for human service education
and training. In-depth case study analysis involving the generation of
alternative hypotheses and information to both refute and support these
hypotheses may help counter the perpetuation of judgmental errors in clinical
decision making and encourage critical thinking. Engaging students in the
process of examining their biases and stereotypes as well as how these biases
influence one's hypotheses and clinical judgments is clearly indicated.
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Training that includes simulated cross-cultural encounters and actual
experiences with culturally diverse individuals to increase helper's selfconfidence is also indicated (Merta, Stringham, & Ponterotto, 1988; Mio, 1989;
Pedersen, 1981). Moreover, these activities may help facilitate students'
comfort level with cross-cultural interactions, particularly those who seem
apprehensive about their ability to relate to Alphonse as a function of
differences in background, culture, and language. In fact, students who
expressed a willingness to work with Alphonse cited their prior personal and
professional experiences with clients from similar backgrounds. This finding
is consistent with previous research, demonstrating a significant relationship
between exposure during training to working with clients from specific
cultural groups and the therapist's perceived competence (Allison,
Echemendia, Crawford, & Robinson, 1996).
Moreover, while students who responded "yes" to working with Alphonse
acknowledged associated difficulties, they cited a professional responsibility
to educate themselves. While the ethical standards emphasize that human
service professionals should not work outside their knowledge and skill base,
the standards also describe the human service professional's responsibility to
seek the training and experience necessary for working with culturally
diverse clients. It is important that both ideas are communicated to students
to guard against either overconfidence or the tendency to defer responsibility.
Finally, it is crucial that human service education encourages students to
examine client difficulties within a social context. For example, understanding the relationship between societal factors, such as unemployment, poverty,
limited opportunity, and racism; the resultant feelings of alienation and
powerlessness; and gang membership (Burnett & Walz, 1994;William Gladden
Foundation, 1992) may minimize students' tendency to focus on a client's
personality characteristics at the exclusion of social systems. Moreover,
attending to the interactions between and among psychological and social
systems helps students develop sensitivity to the sociocultural realities experienced by clients and fosters advocacy skills. Students can examine individual, group, and community-based interventions, such as advocating for
vulnerable students; creating emotionally supportive school environments
that offer alternatives to gang membership; conflict resolution programs; and
organizing schools, parents, and judicial authorities to create antigang programs (Arthur, 1989;Burnett & Walz, 1994; Larson, 1994; Riley, 1991). Within
this framework, students can begin to develop a fundamental appreciation for
the role of advocate, broker, educator, community-change organizer, evaluator, and mobilizer (Southern Regional Education Board, 1969).
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Human Service Education:
Back to the Future
Tricia McClam
Human service practitioners are an important source for the
curriculum and program development necessary to meetfuture
challenges in human service delivery. This article reviews their
involvement since the 1960s and discusses five strategies usedby
one program to increase its involvement with practitioners.
Human service education programs face enormous challenges as this
century draws to a close. A rapidly changing societal scene locally, nationally,
and internationally will have serious effects. The challenges are great. Consider the following:
• The Internet, the world's largest computer network, had over 25
million users in 1995; and the number is expected to double every
year (DeWitt, 1994).
• More Hispanics than Whites were added to the US. population in
1995. If current trends hold, Whites will constitute barely half of the
u.s. population by the year 2050 (United States Census Bureau, 1995):
• Children living with one parent only (18.6 million) represent 27
percent of all children under 18 years of age in 1994, up from 24
percent a decade ago (United States Census Bureau, 1995).
• By 2030, the number of people age 85 and older will triple, accounting
for more than 8.6 million persons (DeVita, 1989).
• By the year 2000, one child in four will be poor (Reed & Sautter, 1990).
• The United Nations predicts that by the year 2000 there will be over
40 cities with populations of 5 million each, including 19 cities with
more than 10 million inhabitants (McFalls, 1991).
Although year-to-year changes come slowly, the United States of the 21st
century - and the world, for that matter - will look profoundly different with
a population that will be older and more ethnically diverse than ever before.
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Changing family structures, poverty, computer technology, and human
needs will pose serious challenges to the human services. Human service
providers are one resource that becomes particularly valuable as human
service educators struggle with these challenges in order to teach both
curriculum that is relevant and service delivery techniques that are state of the
art in a rapidly changing world. The involvement of practitioners in the
development of human service education and the profession is well documented. This article reviews their involvement and presents strategies that
one human service program is using to develop or strengthen ties with
practitioners in order to better prepare students to meet the challenges of the
future.

Other areas of practitioner involvement included revising job titles and
job descriptions in agencies, organizations,.an~state merit systems (So.uthern
Regional Education Board, 1973), estabhshmg standards for curnc~lum
(Council for Standards in Human Service Education, 1985), and developmg a
registration and certification system (Clubok, 1990). Perhaps the most recent
example is the development of community support skill stan~ards, an effort
that has involved a broad consortium of participants representmg employers,
labor, professional associations, and consumer and family organizations
(Taylor, Bradley, & Warren, 1996).

Practitioners and the Development
of Human Service Education

The Human Service Program at the University of Tennessee, Knoxville
(UTK), a four-year baccalaureate degree program, uses a variety of strategies
to involve practitioners in program and curriculum development. In the early
years of the program, practitioner involvement consisted of serving o.n. an
advisory board; being adjunct instructors; speaking to classes, supervIsmg
field students, or both. Today, practitioners contribute to program development in a number of ways. This section explores five strategies that are
particularly useful to human service faculty and students at UTK.

The human service education movement in the United States began in the
early 1960s. Like any national movement, it began in response to certain
societal conditions; and its development was influenced by concurrent forces
and events (Fullerton, 1990). A new category of worker, professional organizations, literature, educational and ethical standards, and education and
training programs resulted, all of which shaped the delivery of human
services in the United States. These new developments emerged from
regional and national conferences, new education programs, and research
studies that were conducted under the auspices of colleges and universities,
regional educational organizations, community and state agencies, and state
civil service programs (Fullerton; Teague, 1970)
The involvement of practitioners in these developments is well documented, and a few examples illustrate their roles in providing a foundation for
further educational and professional development of human services. In
1965, the Western Interstate Commission for Higher Education (WICHE),
with funding from the Vocational Rehabilitation Administration, brought
together higher education administrators, educators, and social service practitioners to address newly identified personnel shortages in social services
(Western Interstate Commission for Higher Education, 1965). The Southern
Regional Education Board (SREB), another influential regional higher education group, was responsible for bringing together key representatives from a
variety of institutional and community-based mental health programs to
explore the feasibility of training mental health workers at community
colleges (Southern Regional Education Board, 1966). A second project in 1969
resulted in the articulation of the need for a"generalist" worker and identified
13 roles in human service delivery for these workers (Southern Regional
Education Board, 1969). Using an approach that identified client needs and
how these needs could be met, this project was accomplished with the help of
both agency staff and consumers.
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Practitioner Involvement

Follow-Up Studies of Graduates
Every four years, in accordance with the Standards for Program Approval
established by the Council for Standards in Human Service Education (Council for Standards in Human Service Education, 1985), graduates, many of
whom are now human service professionals, are surveyed for feedback about
the relevancy of the curriculum to "real world" practice, descriptions of job
functions, and the job-seeking strategies that were successful for them.
Survey results provide important information about current practices in
human service delivery and give direction to future program development.
Examples of the kind of information gained from the 1996 survey are that
many graduates find jobs through their field experience settings ar:d ~hat
those who are now human service providers spend much of their time
providing services to individuals.
.
These studies provide data about the effectiveness of the program In
preparing students for entry-level positions, how successfully th~y are able to
meet the challenges of "real world" practice, and exactly what kmds of tasks
they are performing as human service professionals. This informationbecomes
part of course objectives and content as well as recruitment materials.
Interviews with Human Service Employers
Recently, interviews were completed with 16 individuals who have
supervised human service field students for a minimum of three years
(McClam, 1992). The study was designed to provide an assessment of the
performance of students and graduates in the p~st and to provid~ informat~on
about the areas of preparation that human service employers WIllbe seekmg
in the future.
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A sample of field supervisors was selected for a number of reasons. The
field experience is a two-semester sequence where students work approximately 20 hours per week in an agency with close university and agency
supervision. Follow-up studies of graduates indicate that the field experience
is the most valued part of their preparation and that a number of students find
jobs through their field placements (McClam, 1996). Because of their association with the UTK program, these field supervisors are knowledgeable about
the curriculum. In fact, two of the interviewees are graduates of the program,
and all have hired UTK human service graduates.
With an eye to the 21st century, this strategy provided needed information
for curriculum revision. Survey questions addressed areas of preparation for
successful job performance now and the projected value of each of those areas
in five years. Follow-up interviews at the agency site provided an opportunity for elaboration and clarification. An example of the data obtained from
the interviews is that employers emphasize the importance of written and oral
communication skills, working with people from diverse backgrounds, and
working with the different types of clients they expect their agencies to serve
in the future.
This type of study puts faculty in touch with practitioners and strengthens their partnership. It recognizes the expertise of practitioners, actively
seeks their input about curriculum for future practice as well as feedback
about current and past educational preparation, and takes the educator to the
practitioner's turf. Faculty also receive direction for program development,
validation of what they are doing well, and information about areas for their
own professional development.

Interviews with Human Service Practitioners
A qualitative investigation of the roles and responsibilities of human
service professionals across the United States who are employed as caseworkers, service coordinators, or case managers also informs human service
education. At the present time, practitioners in the northeastern, southern,
western, and midwestern United States have been interviewed; and initial
results have been published (McClam & Woodside, 1994).
Two key questions guided the direction of these interviews: (a) Describe
your job and (b) What do you think human service students need to know to
be effective case managers? Four important themes emerged from the
interviews: knowing and learning, handling the "terrible bureaucracy,"
gathering information, and client problems and goals. These themes reflect
the experiences of the interviewees as case managers, their struggles to learn
the case management process, and their commitment to teach that process to
others.
Involvement with practitioners in a study such as this one impacts
program development in a number of ways. First, practitioners affirm
emerging roles for human service professionals (e.g., in this case, case management and service coordination). Second, they identify the cognitive skills
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valued in service delivery today. Third, practitioners identify the necessary
information that is acquired in ways other than academic courses, such as
street know-how, instinct, and perception. Fourth, practitioners know better
than anyone else the frustrations and challenges of the human service bur~au
cracy and the importance of preparing students for the challenges of helpmg.
Finally, as educators from a university that has a fairly homogeneous student
body, it was important for the faculty to incorporate in their cour.ses the
realities of human service settings that are different from those in East
Tennessee.

An International Dimension
At UTK faculty have found that interaction and consultation with practitioners from other countries adds a crucial perspective to the curriculum.
Acquiring resource materials, correcting stereotypes, and exploring firsthand
the process of cross-cultural adaptation enriches the education provided to
students and, in many ways, broadens their own world views through
interactions with faculty members who have had international exposure. In
some instances, exchanges result; and the direct contact with students and
other faculty reinforces the international dimension of human services.
Perhaps one of the most interesting and challenging forms of faculty
development in the United States is the Fulbright Hays Group Projects
Abroad program that supports the group study and travel of educators to
another country. A 1995 grant enabled 13 participants from Tennessee,
including two UTK human service faculty members, to study and travel in
India for 5 weeks. The mission of the grant was to provide an intensive incountry experience for the purpose of internationalizing curriculum. Among
the specific objectives was the development of partnerships with the Indian
counterparts of participants. The academic program, sponsored by the Tata
Institute of Social Sciences in Bombay, incorporated seminars with agency
directors and other helping professionals with field visits to agencies, slums,
and special projects. Participants learned from practitioners abouttheproblems
their clients' experience, the models for practice that are effective, and the
challenges of service delivery in a developing country. Ultimately, experiences,
such as the Fulbright Hays Project can result in faculty exchanges that have
direct benefits for those involved.
New College of Education
One final way to enhance relationships with practitioners emerged as a
result of college-wide changes at UTK. For the past three years, College of
Education faculty have devoted themselves to redesigning the college, placing
the preparation of education and helping professionals at the core. The goals
of the new design are innovation in the work with students, the commitment
to interdisciplinary organization and curricula, and the involvement with
constituencies outside the college and the university.
New patterns of organization (e.g., units instead of traditional academic
departments, interdisciplinary teams of faculty, a centralized business office,
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a~d a flatte.r .govern~nce structure) will enable faculty to work more closely

with prach.tlOners In educating students. This means that each faculty
member will spend one day per week in the field, practitioners will be
appointed as adjunct instructors or faculty associates, and some traditional
classroom instruction will move from the college to agencies and other field
settings.

Summary
The involvement of practitioners in the preparation of helping professionals is a rich tradition in the history of human service education, and their
involvement has had a number of benefits in the development of education
programs as well as the profession. Today, the human service practitioners
who inform curriculum and program development at UTK include graduates
of the program, their employers, and practitioners across the country. Other
involvement with practitioners is made possible by a new collegiate structure
and international opportunities such as the Fulbright Hays Group Projects
Abroad program. Looking to the "roots" of human service education is
helping one program prepare for the future.

I
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Professional Development Awards
The National Organizationfor Human Service Education (NOHSE) has established a system of professional development awards to promote the scholarly and academic development
of NOHSE members and the field of human
service education. Any dues-paying member is
eligible to apply. Deadlines for submission each
year are January 1 and September 1.
Successful proposals will address a problem of importance to undergraduate or graduate
human service education that can be investigated through research, measurement, evaluation, or documented trial. Examples of possible
projects include follow-up studies of graduates,
evaluation of internship supervision, or documented trials of teaching techniques.
Awards will not be made to support the
acquisition of materials or equipment not related
to an investigatory project, documented trials of
innovations, or direct payments (beyond expenses) to any NOHSE member.
For more information, contact Harry E.
Smith, Allied Human Services, Baltimore City
Community College, Baltimore, MD 21215.
Telephone (410) 333-5455.
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Organizational Assessment:
A Vehicle for Change
Susanna A. Hayes
Whileexperiencing reductions in staff, humanservice agency
managers and staffcan benefit from highlevels of cooperation and
innovation as they attempt to meet the needs of their clients.
Although complex systems are difficult to change, thefollowing
study describes how employees and managers of an agency improved strategies to accomplish their goals. To increase effectiveness, members of intactworkgroups were encouraged to examine
the natureof their responsibilities and the suitability of organizational practices. This study examines how data generated from a
planned intervention facilitated a redesign of work teams in one
state'spublic welfare agency. Themajor results of theintervention
were improved client services andhigher staffmorale. Studentsand
practitioners preparing for careers in human service professions
can benefitfrom areview of thestrategies utilizedanddocumented
in this study.
According to statistics reported by the federal government, the total
federal public aid payments made in 1994 was $49,701,000,000.Nearly 50% of
federal aid ($22,768,000,000) was allocated for families with dependent children (AFDC, United States Bureau of the Census, 1996). In addition to federal
appropriations, each state contributed funds to increase the support available
for welfare recipients. Employees who administer and provide direct services
to welfare clients have received public mandates from taxpayers and legislators to reduce expenditures. By putting time limits on clients' eligibility to
receive welfare and by putting them to work, federal and state legislators
believe the social ills attributed to welfare can be curtailed (Bane & Ellwood,
1994; Handler, 1995; United States Congress, 1987). Public-policy scholars
have noted that from the time welfare was initiated, recurring themes of
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welfare reform have focused on public perceptions that aid to the poor
threatens the social order (Bane & Ellwood, 1994; Handler, 1995).
~ne approach some states have used to reduce expenses without cutting
benefits ~or needy m~thers and children is to reduce employees in the
community welfare off~ces.(EconomicServices Administration of Washington St~te, 1?:6). Organ~zatlonal psychologists and management specialists
have identified strateg~es, like total quality management or the Deming
management system, to Improve workplace efficiency and motivation (Fenner
DeToro, .1992; Walton, 1991). The point of these strategies is to empower
dlTect~ser~Iceemplo~ees to use their experience and knowledge to change
organizational practices to more effectively meet the needs of clients. This
represents a cultural shift to shared management responsibility as a means to
correct systemic limitations often found in bureaucratic, top-down organizations (Fenner & De'Toro, 1992).
The following study examines how a series of planned organizational
interventions helped the management team of a large welfare office improve
the teamwork among supervisors and staff to improve effectiveness while
reducing expenses. The presenting issues were related to working more
effectively with fewer employees in offices where staffing ratios were lowered
due to reduced budgets (Economic Services Administration, 1996). Outside
consultants who were experienced with welfare agencies facilitated open
communication and brainstorming sessions with intact work groups. Initial
sessions were designed to stimulate creative thinking and identification of
problem-solving strategies among the managers and workers.
While reduced budgets have impacted all public welfare offices, relatively few have identified strategies for limiting the distress of poverty for
thei~ clients and improving efficiency, despite reductions in staffing and
service budgets (Barry, 1990). The choice to search for alternative responses to
crises within service agencies originates with persons in leadership roles
(Bales, 1988a). In welfare offices, leadership is officially assigned to the
administrator who mayor may not delegate lead functions to office personnel.
The administrator of the office studied provided unwavering support to
all employees who expressed interest in expanding officewide teamwork and
problem solving. To gain insight into direct service work, it was common for
the administrator to take on various positions within the office. Receptionists
who oriented clients and responded to their inquiries were asked to train and
mentor the "new staff member." Work units who interviewed clients to
determine welfare eligibility were visited by a "floating worker" who filled in
when client waiting lists grew extremely long. Clients were informally
interviewed to solicit their input and recommendations for improvement.
This unusual effort to experience the staff's routines and challenges allowed
the administrator to build credibility and trust throughout the office. Workers
had opportunities to share ideas with their administrator as a peer and as a

manager as well. A climate for rethinking and redesigning the system was
carefully nurtured.
Additional processes that facilitated change and resulted in alterations to
the organizational culture were:
1. presentation of information and models of effective workteams;
2. surveys and interviews with agency employees that addressed their
perspectives on interpersonal relationships at work, task performance effectiveness, and opportunities to take responsibility and
make decisions;
3. feedback sessions on the results of the surveys and interviews;
4. development of specific action plans to implement desired changes;
5. strategies for implementing action plans;
6. team assessment sessions to monitor progress; and
7. team meetings to evaluate progress and identify additional goals.

&:
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Common Characteristics of Welfare Offices

!

Recently there have been studies of the influences of learned response
patterns to life situations that may be relevant to employees of welfare
agencies (Buchanan & Seligman, 1995). Continued service and interaction
with clients who are dependent on the financial aid of tax-supported organizations can subtly influence the thinking and behaving of welfare workers.
Clients who feel and act as though they are relatively powerless to influence
their conditions present challenges to workers who try to encourage them
toward independence of the welfare system (Seligman, 1975).
Most recipients of AFDC are single mothers who struggle to adequately
provide for their children and fear loss of financial benefits (Handler, 1995).
Welfare employees may take on roles as client advocates, counselors, and
parenting advisors. In response to their concern for clients, particularly those
with infants and young children, they may inadvertently allow clients who
fear the competition and risks of finding and maintaining steady employment
to regard public assistance as a consistent source of income. When legislative
and executive actions result in funding reductions, workers and clients often
experience high levels of stress.
In some cases, clients may resist participation in welfare-reform programs and fail to communicate with welfare workers until they are in crisis
(King, 1988). Some organizational analysts hold managers responsible for
allowing employees to develop practices that are counterproductive to successful performance of work objectives (Walton, 1991). Welfare offices, like
other complex systems, presume that managers will unify and motivate
employees to collaborate and accomplish organizational goals, despite varied
or difficult conditions (Bales, 1988b). In essence, effective leaders help staff
identify and eliminate obstacles that prevent themselves and their clients
from accomplishing their goals.

Human Service Education • Volume 17. Number I • Page 39

These or other theories of leadership are not necessarily implemented by
welfare managers. Many pressing demands, limited training as managers,
and a tendency to focus on crises rather than systemic needs may interfere
with the application of effective management theories. Managers and staff
need to be especially clear and consistent among themselves when communicating about problematic issues, such as interpreting program changes or
implementing new procedures. Communications among staff often influence
communications with clients, who may feel defensive toward workers as
representatives of a large and frequently cumbersome system. Employees in
welfare offices need to be sensitive to the contexts and stresses of clients and
coworkers as well (Egan, 1994). Building trusting and open relationships
within an office may be difficult, especially when the pace of work is hectic.
An often-heard phrase in public agencies is " doing more with less." The
1996 mandate for welfare reform may result in reduced benefits and services
for new and on-going welfare clients. For example, many offices in Washington State are currently staffed at rates of 70% to 80% of full-personnel status
(Economic Services Administration, 1996). This results in undesirable conditions, such as delays in phone answering, long lines at reception counters,
backlogs of client interviews, delayed paper processing, mandated overtime
for staff, hurried and incomplete communications, and reduced accuracy of
record keeping. In addition, state agencies must assume responsibilities for
funds that were previously received from the federal government.
Welfare workers must gather detailed and confidential information from
clients (King, 1988). Of all those who receive public assistance, clients with
employment potential are to become independent of the welfare system
within two years (Handler, 1995; Welfare Clients and the Labor Market, 1993). A
relative minority will remain on public assistance for many years because of
encumbrances like serious illness or physical challenges; lack of education or
marketable skills; or behavioral problems, such as chronic substance abuse.
According to current interpretations of welfare reform, these clients are
expected to seek employment.
Clients who do not maintain detailed personal records often find the
paperwork of the welfare system frustrating. Financial workers must document client circumstances, thereby adding to perceptions that they are unwilling to offer basic survival needs (Vandeman, et al., 1989). Clients whose
cultural values call for privacy about domestic life feel violated when asked
to disclose personal information (Sue & Sue, 1990). Those who use English as
a second language often have difficulty understanding written and spoken
communications regarding complicated program requirements (Family Income Study, 1992).
In most of the offices assessed for this study, each worker who administered on-going financial assistance maintained caseloads of over 450 clients.
Considering that adult clients often have children, one worker may be
assisting as many as 1,000 persons. In the 1990s, human service employees

work in a context that changes rapidly in terms of automated work systems,
frequent policy shifts, and coworker turnover (Economic Servi~es ~dminis
tration, 1996). Welfare workers and clients often face substantial dilemmas
between maintaining basic economic security for families and seeking independence from a complex and limited syste~ (Levend~hl, 1991).
.
Students preparing to enter human service professions can benefit from
learning about essentials of effective work teams and ways to develop and
manage their professional roles. If staff members know how to support their
peers and managers, they can solve common and unusual problems and gain
confidence as decision makers. The organizational culture of welfare offices
is unique and calls upon employees to develop both compassion for their
clients and high levels of efficiency in systems management (Barry, 1990).
As an example of one of several legislative proposals aimed at reforming
welfare, the JOBS program provided funds for employment training and jobplacement programs (Economic Services Administration, 1996).The program
was helpful to skilled and readily employable clients. However, those who
were less employable did not benefit, especially when competition for jobs
was keen. Clients with limited work experience and education generally have
difficulty securing employment at levels above minimum wage. These are the
clients who represent a major challenge to the goals of past and current
welfare reform (Handler, 1995).
Welfare workers who come to know their clients recognize that some
require long-term training and development before they can be employable.
Despite high caseloads, welfare reform charges workers with administering
financial support as well as helping clients to increase their confidence, learn
job-seeking skills, and develop plans for vocational and career paths. In 1995,
Washington State workers offered these services to approximately 28,500
grant recipients on a monthly basis (Economic Services Administration,
1996).This represents remarkable efforts on the part of workers and managers
alike.
Past reforms have protected funds allocated for direct services for children, the elderly, and disabled (Zornitsky & Rubin, 1988). However, reform
proposals that place time limits on assistance present many difficulties for
workers who serve diverse populations, including families, severely disabled
adults, and the elderly. When welfare managers implement reform by reducing budgets through hiring freezes, cancellation of equipment purchases, and
limited staff training (Economic Services Administration, 1996), welfare
reform becomes an added challenge.
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Planned Interventions
While welfare employees experience limited control over federal programs and policies that impact their work, they can and do utilize local
resources and private agencies to help clients. Additionally, they influence the
interpersonal climate and communications in their offices. Heightening em-

ployees' awareness of their influence on clients' skills and coping abilities and
their support to co-workers can be empowering. Even workers trained to
respo~d to ~ierarc~ically structured systems share insights and manage
paradigm shifts durmg complex restructuring (Moore, 1987). In offices where
administrators and supervisors modeled effective teamwork and positive
morale, workers tended to imitate the behavior. To expand the commitment
to team work and collaborative problem solving, outside consultants who
specialize in changing organizational culture can facilitate substantial growth
(Bales, 1988b).
The request for an intervention in the office studied was made by the
administrator, who directed a total of 85 to 90 staff in a large, urban setting.
The stated goal of the intervention was to strengthen the cohesion of the
management team by rethinking and redesigning work procedures with a
focus on improved client assistance. By examining and altering staff job
descriptions based on worker flexibility and experience, the abilities of staff
could be more fully actualized. The management team included four persons
working in administrative capacities and consisted of the administrator,
office manager, personnel assistant, and executive secretary. In addition,
there were 9 supervisors of the work units that consisted of financial, clerical,
and social services staff.
Consultants used a theoretical framework of group dynamics developed
by Robert Bales (1970), which focused on the social relationships, task performance, and power sharing within and among office staff. Bales found that in
any organization seeking to achieve top performance, it was important that
social relationships were open and friendly; that tasks were organized and
clearly focused; and that employees actively worked toward common goals,
engaged in decision making that impacted their work, and felt involved in the
dynamics of the workplace.
The administrator recognized that the management team acted as role
models and pacesetters for the office. With consistent energy and support for
change, the administrator exercised his influence as the organizational leader.
He encouraged staff participation in on-going decisions regarding their daily
work and expected them to take active roles in reorganizing or redesigning
office practices.
During a three-day retreat, the management team was asked to reflect and
share their positions regarding a list of 26 organizational values Bales (1988a)
found critical to effective work teams. Some of the values were: active
teamwork toward common goals and organizational unity; protecting less
able team members and providing help when needed; trust in the goodness
of others; and dedication and faithfulness to the organization (Bales, 1988a).
There were many intricate dynamics involved in the retreat, including open
communication of previously unarticulated disagreements among persons
who had varying levels of experience and organizational status.
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The System for the Multiple Level Observation of Groups (SYMLOG) that
Bales (1988b) designed offered a fairly objective means of assessing interpersonal friendliness among managers and between managers and workers,
willingness of managers to work toward identified group goals rather than
their individual goals, and the varying levels of power exhibited by some
managers within the group. Using self-rating scales on the 26 values, it was
possible for individuals to compare their values profiles with models Bales
characterized as reflective of highly effective team members. Results encouraged discussions that focused on specific behaviors and examples rather than
impressions or generalizations.
While no measure of human behavior can be completely and accurately
interpreted, Bales' experiences with groups that used SYMLOG indicated that
formalized assessments usually confirm observations and feelings group
members experience as they work together (Bales, 1988b). The advantage of
sharing each others' self-ratings was the focus on current events and the
opportunity to compare each rating against Bales' empirical norms.
One result of discussing individual values about managing an organization was clarification of management philosophies. For example managers
who rated themselves high on the values of conservative, established, and
correct ways of doing things and obedience to the chain of command and
complying with authority realized why their responses to constant program
changes were stress provoking. Their colleagues who rated themselves high
on change to new procedures, different values, creativity and rejection of
established procedures and rejection of conformity found frequent changes
exciting and motivating. Recognition of each others' similarities and differences added to appreciation of the diversity of management styles.
Due to the sensitive nature of the SYMLOG ratings, guided discussions by
skilled facilitators were critical to effective and constructive utilization of
Bales' system (Bales, 1988b). Even with highly professional managers, the
sharing of values or beliefs can evoke emotional responses. Those who
discover their peers object to some aspects of their behavior need constructive
and thoughtful reflection and feedback. For some, the new information can
provide a catalyst for positive behavior changes. For others, the discussions
lead to rewarding affirmations that had not been clearly communicated.
As a result of clarifying concerns about their relationships, especially the
frequency and quality of communications, the managers were ready to plan
and initiate several procedural innovations. They read and discussed Senge's
(1990) ideas for creating a learning organization and were eager to use the
disciplines as they managed their work units. After sharing the assessments
of their values, other risks seemed nonthreatening. Exploring creative ideas
within the management team was done with an understanding that suggestions would be carefully evaluated by the members. In this respect, Senge's
notion that decision makers are architects of organizational structures contributed to the realization that local policies and procedures could be changed
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within state and federal guidelines. It was also recognized that involving staff
in designing small changes could eventually lead to desired major changes.
By the last day of the management retreat, one manager who had rated
herself considerably below the effectiveness norms of the team was able to
articulate her discomfort as a leader. After supportive discussion and brainstorming reasonable alternatives, the manager suggested a voluntary demotion to her former role as a service specialist. Given the stresses of supervision,
it was clear that a more experienced and confident manager could benefit the
work unit. Team members who participated in this open discussion realized
how important it was to share problems. Their team's input helped clarify
underlying elements as well as articulate possible solutions.
Another innovation suggested at the retreat led to a reorganization of all
work units. With the recognition of clear differences in behaviors and styles
among the managers, supervisors wondered how employees would respond
if allowed to select their own work units, based on their view of effective
groupings. The managers decided to test reactions by sharing their ideas at an
all-staff meeting. They expected the idea would be accepted by many staff
who recognized that complementary relationships and shared professional
goals increased efficiency in client services. The staff and managers agreed the
redesign could work within union (Washington State Public Employees)
regulations regarding eligibility standards for job classifications. Eventually
the office was reorganized into self-selected units that were balanced in terms
of worker skills and experience and supervisors' management styles.
One major goal the managers hoped to accomplish through reorganization was consistency in meeting deadlines for paperwork completion and
clearance of state auditors so that clients' financial assistance was delivered on
time. This goal had been difficult to meet. Managers hoped their staff would
devise and share improved work procedures. With more flexibility and
communication between unit managers, staff members became more focused
on officewide rather than unit-specific goals. Not only was cooperation
enhanced within the units, it was also improved between units.
Questions that managers outlined for on-going discussions at weekly
team meetings were designed to encourage reflection on personal and organizational characteristics and dynamics. Examples of the concerns included:
1. What are the strengths demonstrated by staff and managers and what
are their unmet needs that must be addressed?
2. What talents and abilities of employees could be better utilized to
improve efficiency and office morale?
3. What is the ideal image the office staff has of itself and how can that
be projected to clients and the community?
4. How do we evaluate our effectiveness and celebrate our accomplishments?

more constructive than was common during previous meetings. In the past,
management meetings had often focused on reviewi~g me.mos from ~ead
quarters or solving immediate problems rat~er than discussing strategIes. for
achieving long-range goals or acknowledgmg team and staff accomplishments. Utilizing the ability to redesign their system, the management team
rotated the chairing of meetings and solicited items for the agenda from the
staff (Blake, Mouton, & McCanse, 1989)..
.
.
One of the most critical elements in resolvmg confusion when Implementing changes was maintaining open and frequent communi~ationsamong the
mangers. Brief "stand-up" meetings were held ea~h mormng. All managers
gathered in the administrator's office for an overvI:w of the day and a .check
on progress rates on particular projects. These sessions took 10 to 15 mmutes
but were considered invaluable to reinforcing teamwork. Team members
recognized the benefits of these sessions to every~ne an~ decided to use the
meetings as daily morale builders when no particular Issues needed to be
discussed.
Staff were highly attentive to the frequency with which managers gathered their units for similar meetings to discuss important issues. These
discussions were focused, constructive, and directly related to suggestions
team members offered to refine practices that had immediate impact on client
services. It is important to note that the office administrator was as involved
in these meetings as any other member of the management team, thereby
lending credibility to the sessions and the overall goals.
Once they were organized, the success of the self-selected work teams w~s
recognized in and out of the office. The staff was able to carefully assess their
work routines by the timeliness with which they completed paperwork,
responded to client phone calls and appointments, and passed internal audits
for accuracy of records.
.
.
Clients also increased their expressions of gratitude for the timeliness of
services. One example was recognition that scheduling specific times for
client interviews often resulted in missed and rescheduled appointments. It
was decided to experiment with the elimination of scheduled appointments
so that clients would be seen when they came to the office. Some managers
hesitated to be the only office in the state to deviate from the norm of
scheduled appointments, but the benefits were reassuring. The ad:ninistrator
did brief, random surveys of clients in the waiting room to gather mput about
their preferences. When it appeared that clients' attitudes were favora~l~, a
letter to announce the "walk-in" policy was sent to all persons recervmg
assistance. Waiting time was not eliminated, but clients were interviewed on
a first-come, first-serve basis. If there were complaints about waiting, workers
informed clients of times that were less busy. After several weeks, the
experiment became office policy.

Weekly discussion of one or more questions encouraged the management
team to attend to each other at a level of communication that was deeper and
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After experiencing the benefits of their retreat, the management team
decided to have all staff participate in a survey of their opinions about office
changes. Managers wanted employees to rate the effectiveness of themselves
and the work units and to offer recommendations for improvements. Organizational consultants designed various surveys and submitted them to the
management team for either suggestions or approval. When the survey form
was approved, it was distributed in advance to allow staff time to reflect and
prepare their responses.
Interviews were approximately 15 to 20 minutes long and were held in a
private room in the office over the span of a week. Participation was optional,
however only three staff who were on leave were not interviewed. Each
interview began with a brief statement of the purpose of the session and the
confidential nature of the spoken and written communications. Employees
were asked to describe interpersonal relationships among staff and between
staff and managers. They were given the opportunity to offer suggestions for
change. Office efficiency in achieving major tasks was also rated along with
suggestions for improvement. Staff were asked how helpful they found
managers to be and what they might do to provide more support. Participation in decision making, job satisfaction, and career goals of staff were also
addressed.
One positive aspect of the workplace that was acknowledged by most of
the staff was that their office was new and had been built specifically for a
welfare agency. Another element that was frequently discussed was the
current administrator's openness to new ideas and willingness to be an
innovator. The preceding administrator had retired after more than 20 years
in the position and had maintained a policy of strict compliance with traditional routines. Many experienced staff members considered the changes
being made as positive morale incentives that created an openness to other
innovations. There were some, a minority, who resisted the changes but did
not want to leave the office. They went along with the majority.

Interestingly, when this feedback was shared with .the ad~inistrator, he
was surprised. His interpretation of the effectiveness WIth which change had
taken place was that the managers felt comfortable. with t~eir progress. What
became obvious to team members during dISCUSSIOns was :hat the
dministrator's distance from direct client services prevented him from
a alizing the full implication of program and policy changes. Members
~eecided that greater care needed to be taken to get more staff input before
ideas were identified as possible innovations.
.
.
Statements by staff members regarding their observations and reactions
to management effectiveness, relationships among staff, and challenges of the
work were very direct. Some of the managers were seen as overly concerned
about the details of case records and exact compliance with rules and regulations; others were regarded as overly tolerant of staff wh?se work p~rfor
mance was inadequate. A problematic issue was that, despite the equality of
staff positions, some managers were more demanding than ~thers'. Staff
preferred to work for a high level of excellence. H~wever, m~o~sIstent
expectations from manager to manager were seen as having a negative Impact
on morale.
Some staff also indicated that managers were away from their offices too
frequently. The relative value of attending a variety ofcom~unityand.agency
meetings, rather than being available to staff, was questioned. WhIle staff
were supportive of each other and worked collaboratively in.the absence ~f a
manager, they felt a need for more consistent management input and guidance. Staff thought this consistency would also reduce work-related stress.
Generally, the survey responses indicated that nearly all staff mem~ers
thought they were fortunate to be working with mana~e~s who were client
centered, understanding and appreciative of staff, and willing to make efforts
to improve the overall effectiveness of the agency. A majority of.staff ventured
to claim their office was the best in the state. They based this on the state
auditing reports regarding client and worker-generated errors. Another
evaluative element was the infrequency of client complaints to the managers,
office administrator, and the headquarters director of community services.

Management Team Feedback

Summary and Conclusion

An overall issue for the team members was the need to have more time
together to discuss needs, plan and coordinate, and solve problems. Coordinating half-day or all-day team-building sessions was difficult due to various
assignments and individual responsibilities of the managers. However, one
consequence of not meeting as often as some wanted was decreased confidence and energy to maintain the team's progress. Managers also realized
that the need for input was crucial when lists of unanswered questions grew
long. Sometimes the stand-up meetings were scheduled more frequently than
once a day. Team members requested quarterly half-day retreats as a way to
maintain the team's direction and energy.

One of the major outcomes of the management-team retreat was the
affirmation of the shared values among the managers. Clear evidence was
obtained that indicated all except one manager placed a high value on
working toward meeting agency goals, creating a frien~ly and open wo:-k
environment, and maintaining appropriate power sharing through consistent input into decision making. These data, based on managers' response~to
the SYMLOG rating scales of organizational values, supported the.conclusI~n
that managers and staff worked in a manner that was consistent WIth
expectations for efficient team development (Blake, et al., 1989). For several
months after the initial intervention, managers and staff were thoughtfully

Staff Interviews
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and critically assessing their environment with confidence that observations
could be openly and reasonably discussed. Three years after the initial
intervention, the office continues to function as an effective organization with
clearly articulated values of teamwork.
Within large bureaucracies like the Washington State Department of
Social and Health Services, effecting timely and significant change is usually
complex and sometimes frustrating. Energy is often thwarted by the tendency
to maintain the status quo (Hersey & Blanchard, 1993). Managers and staff
may develop feelings of powerlessness as "directives from above" far exceed
opportunities for input "from below." The management team's decision to
empower themselves and the staff by reorganizing work units based on
independent choices was precedent setting. While no one had assurances that
client services or working relationships would be improved, the change was
implemented as a reasonable option for the staff of the office studied.
One very positive result of the intervention reported by employees and
managers was greater collaboration among workers to complete case reviews, research guidelines, and assist with client phone calls or walk-in
inquiries. Employees who freely chose to work together in units reported a
higher level of commitment to helping each other than had been the case with
assigned work units.
An unanticipated level of competition between the various work units
occurred after the reorganization. As the individual units were strengthened
from within, they tended to compete with each other in terms of meeting and
exceeding goals and timelines. Managers were able to direct this energy by
encouraging particularly fast and effective workers to become "floaters"workers who helped anyone in the office who might be dealing with a
particularly difficult case.
When managers from the office attended regional and state meetings
during the year the innovations were initiated, they were able to share their
experiences with others. After six months, it was clear that "walk-in" rather
than appointment-based service delivery was more effective. Personnel from
other offices came to observe and chose to implement similar programs.
Like most assessment instruments, SYMLOG can be used in many ways
to accomplish various goals. When a team of managers actively seek information from each other about perceptions of basic values that are demonstrated
through interpersonal communications, dedication to achieving shared goals,
and willingness to cooperate for the common good of their peers, SYMLOG
ratings can provide an objective and comprehensive database. Team members are provided a common language to communicate their priorities and
criteria for assessing professional behavior. The wide-ranging national and
international research that has resulted in empirical norms being developed
from hundreds of studies of individual and group effectiveness profiles offers
a basis for detailed comparisons and insight (Bales, 1988b).
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For managers and staff who participated in this study, the informatio~
generated through SYMLOG-~ase?interventions ~ro:i?ed a level .of c~:mfl
d ce and improved commumcatlons that led to slgmflcant organizational
c~:nges.Tangible rewards of the chan,ge pr~cesseshave been realized through
improved timeliness in services to chents, mcreased mut.u al sup~ort among
staff in their chosen work units, and a general openness to innovation through
active participation in decisions made by sta~f and m~n,agement.In follow-up
studies over three years and a change in office administrator, the te~mwork
and commitment to innovation continues. The managers report their acceptance of new programs, including automation of client interviews and rec~rd
systems, have been effective because of the teamwork and problem-solvmg
strategies the office utilized.
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Teaching Them Together:
Using an Introductory Course to
Prepare Human Service Workers
for Integrated Practice

H. Frederick Sweitzer
S. Edward Weinswig
A. Cheryl Curtis
Recently, agencies within and across the fields of health,
education, and human services are being urged to collaborate with
oneanother. Thus, thehuman service worker of thefuture will be
more likelytoworkcooperatively with otherprofessionals, either as
part of interagency coordination or as part of a formal
interdisciplinary team. There are many barriers to effective
collaboration andintegrated service delivery. Some ofthose barriers
can beaddressed, in part, through preservice training. Thisarticle
describes an introductory course that is part of one university's
effort toprepare humanservice workers tofunction more effectively
in an integrated-services environment.
Human beings have a variety of needs as they move through the life span.
Those needs that cannot be met by family, friends, or informal community
networks are addressed by public and private institutions in such areas as
health, education, and human services. Although these institutions often
share a client base, and even specific clients, they frequently operate in
isolation from one another. Recently, there has been a call for a more
integrated approach to meeting human needs. Agencies within and across the
fields of health, education, and human services are being urged to collaborate
with one another (Corrigan, 1996). Thus, the human service worker of the
future will be more likely to work cooperatively with other professionals,
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either as part ofinteragency coordination or as part of a formal interdisciplinary
team. Interdisciplinary collaboration is far from easy, however. There are a
host of barriers to effective collaboration and integrated-service delivery.
Some of those barriers can be addressed, in part, through preservice training.
This article describes an introductory course that is part of one university's
effort to prepare human service workers to function more effectively in an
integrated-services environment.
In traditional approaches to schooling, health, and human service delivery, agencies and schools operated with a clear definition of their clientele,
responsibilities, available services, and boundaries. Practitioners in these
agencies tended to be licensed in and professionally identified with a particular discipline and corresponding title, such as teacher, mental health counselor, social worker, and so on. This approach to meeting needs in the
community has been called a "categorical" approach (LaRocca, 1997; Nelson
& Allen, 1995). It has also been referred to as a "stovepipe" approach (Lewis,
1995), because of its vertical orientation and the relatively narrow circumference of the services offered by each provider.
Many authors have noted difficulties with the categorical approach.
Stovepipes, after all, tend to be rigid and inflexible (Lewis, 1995). By focusing
on a narrow range of services, and hence of client needs, this approach can
cause agencies and workers to view clients in a fragmented way (LaRocca,
1997; Tuma, 1989). Duplication of services and contradictory recommendations can be confusing for the client and costly to the community and can result
in clients being both over- and underserved (LaRocca, 1997; Lewis, 1995;
Tarnowski, 1991; Tuma, 1989).
As an alternative to this categorical approach, many authors have called
for and studied more integrated and collaborative approaches where clients
are seen more holistically and agencies collaborate actively and carefully with
one another. The literature abounds with rationales for and examples of such
endeavors, with populations such as the poor (Raheim, 1995); persons with
AIDS (Boyd-Franklin, Steiner & Boland, 1995); child and family welfare
(Nelson & Allen, 1995); emotionally disturbed, abused, and other at-risk
youth (Duchnowski, 1994; Morgan, 1994); young children (LaRocca, 1997);
and those in need of mental health services (Sawyer & Moreines, 1995;
Tarnowski.Ts'rl).
One major arena for collaboration is the schools. Human services have
been delivered in the schools in some form for quite some time (Parlin & Grew,
1996), but more recent efforts involve provision of a full spectrum of services
for school-age children and their families. As Hendrickson and Orner (1995)
note, educators alone cannot address the current problems in education
because the root causes of many of the problems facing school-age children
require the attention of a host of services, including housing, health care, job
training, and social welfare. Public schools are seen as logical sites through
which services can flow to children and families and, thus, become a more

Human Service Education· Volume 77, Number I • Page 52

versatile and vital resource to the community (Dryfoos. 1994; Hendrickson &
Omer, 1995; Lawson & Anderson, 1996). Although m~ny collaborative
odels call for the schools to be the site of integrated services, other models
:'11 for social service agencies, or even some neutral site, to be the base from
which the services are delivered (Lewis, 1995; Rigsby, 1995). .
.
Unfortunately, the literature also abounds with tales of failure and with
the problems facing such collaborative efforts. Among the many noted
h llenges to the success of such endeavors are territorial behavior or "turf"
~ss:es (Lawson & Anderson, 1996; Rigsby, 1995), divergent go~ls and philosophies (Tarnowski, 1991), and different jargon a~d nor~s (EIsenberg, 1995;
Lawson & Anderson, 1996; Rigsby, 1995). ThIS last Issue has even been
referred to by Lawson and Anderson as a clash of cultur~s. Some of th~se
problems have been attributed, in part, to narrow professional preparat~on
(LaRocca, 1997; Rigsby, 1995). Thus, it wou.ld s~em that I:art of the solution
lies in including cross-disciplinary preparation m preservIce p~ograms. Stl~
dents need to be taught the skills of collaboration, but of equal Importance IS
the need for common frameworks and language that allow them to communicate effectively across disciplines about clients and their needs. In such
collaboration, traditional roles can become blurred-a frightening prospect
for some professionals, especially if they have not been well prepared f~r it.
The goal of such preparation is not to undermine the strengths ~nd c~ntnbu
tions of each discipline but to free professionals from narrow, isolating role
definitions and help them be more creative in the addressing of client needs
(Lewis, 1995; Nelson & Allen, 1995).
Human service education programs are often housed in departments or
colleges with other professional preparation programs, such a~ psycholo~';Y,
criminal justice, social work, and teacher preparation. Th:s co-loca:lOn
provides unique opportunities for cross-discipl~nary preser~lce educ~tIon.
At the authors' home institution, the human service program IShoused m the
division of Education along with programs in Early Childhood, Elementary,
Middle Grades, Secondary, and Special Education. While these areas of
teacher education, combined with the generalist human service program, do
not cover all of the professions that would be involved in integrated services
for children and families, they do cover a substantial and influential portion.
The division is committed to integrated services and towards that end has
developed a common theoretical and philosophical framework,. called :he
Reflective Practitioner, that underlies all programs as well as some mtegratIve
coursework. There is an interdisciplinary capstone seminar, taken in the
senior year (Barrett, et al., 1995), and an introductory course, which is the
subject of this article.
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A Unique Introductory Course

Curriculum

The introductory course is required of all undergraduates in the division
in their freshman year (or the first year of transfer study). It provides an
introduction to the various areas in teaching and human services; but it also
helps students see the intersection of these worlds in goals and philosophy,
the process of helping or teaching, and the problems faced in communities.
Throughout the course, students are encouraged to examine the similarities,
as well as the differences, between schooling and human services.

The term "curriculum" is usually associated with schools, and we begin
there in our discussion with students. There are many, many definitions of
curriculum; but when we ask students what they think curriculum is, their
answers tend to focus on what the teacher teaches, what is in the book, or on
the syllabus or the lesson plan. While these responses certainly describe part
of what curriculum is, we try to expand students' views.
Education is a process of change, and that change is the curriculum.
Viewed as such, curriculum is interactive and encompasses not just what is
taught but also what is learned (Reed & Bergeman, 1992). Thus, curriculum
is not constructed by teachers and delivered to students; but it is co-constructed. This is true not just in schools but is also true in human services
where clients and workers change as a result of their interaction, where the
intended change is not always the same as the actual change, and where
empowering clients to be active partners in the identification and solution of
problems benefits both client and worker. Curriculum viewed in this way
also encompasses the methods used and the knowledge offered and the goals,
the target population, and the actual results. Each of these components-a
target population, intended outcomes, methods, and actual results-can be
found in the activities of schools as well as human service agencies. Expanding the concept of curriculum in this way allows students to make comparisons among various schools and human service agencies and also across the
worlds of schooling and human services. We continue our study of curriculum by encouraging students to analyze the change process further and offer
two ways in which to do so.

Education as the Center
Most of our students are not familiar with the breadth of human services
and many are not even familiar with the breadth of issues faced and approaches used in schools. As they discover this diversity through readings,
observations, speakers, and class discussion, they tend to be struck by the
differences among these various areas in schooling and human services. In
order to bridge these differences, we offer a central construct: it is possible to
view what occurs in schools and human service agencies as forms of education.
One of the features of the human service approach to helping is that its
pm'pose is not merely the remediation of pressing problems; rather, it is a
means of helping people address a variety of normal, developmental human
needs (Cimmino, 1996;Neukrug, 1994). Thus, human services is both preventive and interventive (Cimmino, 1996; Egan & Cowan, 1979). It is also
empowering, teaching and encouraging both people and communities to
address their own needs (Cohen, 1996; Schram & Mandell, 1994). Human
services assists in creating viable options for people who perceive few or no
options, and it creates new possibilities. Certainly schools can also be viewed
in this way. They are called upon to address pressing problems, both
academic and social; but they are also preventive and empowering. Young
children who cannot read are not seen as ill; they are seen as being in need of
education. Teaching children to read, write, compute, and appreciate literature, art, or music are all empowering, expanding activities. Growth in these
areas is part of normal developmental needs and processes. Considering
schools and human services in this way not only expands students' notions of
each of these institutions but it also expands their defintion of education.
After some careful examination of the worlds of schooling and human
services and some prodding from the instructors, students come to see this
broad construct as a uniting framework.
From this beginning, we go on to consider two basic components of the
process of education, wherever it occurs the first component is curriculum, a
term borrowed from the language of schooling; the second component is the
educational relationship, a term borrowed from human services.
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Domains of Curriculum
In talking with students about the curriculum or the change they wish to
effect, we encourage them to think clearly about the behavioral indicators of
that change. We also ask them to think about the change process as it is driven
by three domains: the cognitive, which includes knowledge and intellect; the
affective, which is the realm of emotions and opinions; and the psychomotor,
which encompasses physical skills. In our experience, prospective teachers
tend to think more about the cognitive aspects of their curricula, and prospective
human service workers tend to focus more on the affective domain. However,
we maintain that any curriculum or any change, whether in schools or human
services, includes both cognitive and affective challenges. Some curricula
include the psychomotor as well. We encourage students to consider all three
domains when setting specific goals with or for their clients.
We also help students see the cognitive, affective, and psychomotor
components of any curricular endeavor. For example, in helping an accident
victim learn to walk again (the overall behavioral goal), a human service
worker may focus primarily on the psychomotor challenges. However, such
clients must also face and overcome feelings of fear, discouragement, and
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even depression. In the cognitive realm, they must understand some new
concepts about their bodies and about devices, such as walkers, braces, and
crutches. An unemployed person in search of a job will need to know where
and how to look; they will also need self-confidence and perseverance. In the
realm of schooling, teachers of young children often have affective objectives.
Even with older children, however, teachers wishing to go beyond rote
learning and compliance must help their students have a desire to learn and
the confidence that they can. Students who believe that they cannot learn
something probably will not.
Teaching students the domains of curriculum helps them think about
their prospective students and clients in a more integrated, holistic way. In
addition, it helps provide a framework to discuss various services to clients
and students. When participating in a discussion about a client group with
professionals from various disciplines, students can consider which domains
are focused on by each service. They also examine ways in which the services
and the domains can work with or against one another.
The Hidden Curriculum

While students and clients almost always change as the result of schooling
or human services, they may not always change in the ways intended or as a
result of the formal strategies employed. The term "hidden curriculum" was
developed by educational researchers to describe learning that occurs as a byproduct of students' experience in schools (Sadker & Sadker, 1994). The
physical arrangement of classrooms, the way time is used, daily routines and
rituals, and classroom interaction patterns are just some of the components
of the hidden curriculum. All of these elements of the school experience send
messages to students, teachers, and staff members, intended or not; and all
affect the outcome of education in some way. Sadker and Sadker have
focused, for example, on the differences in the ways teachers interact with
males and females. Most of the differences are completely unknown to the
teachers until they watch a videotape and have the differences pointed out;
the Sadkers maintain that different, and possibly discriminatory, sex-role
messages are sent and that males are given some educational opportunities
that females are not.
Most human service students will become familiar with the importance
of nonverbal messages to clients, although they may learn about it for the first
time from an introductory course or text. This communication is a form of
hidden curriculum; and we also encourage students to consider how factors,
such as the physical condition of an agency, its location, and the attitude of
receptionists, can also have a powerful, yet subtle impact on clients (Schram
& Mandell, 1994).
It is important for both teachers and human service workers to be students
of the hidden curriculum and to be as deliberate about the subtle messages
they send as possible. In addition to being a valuable component of their
training as professionals, this concept is another component of a framework
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for interdisciplinary communication. An interdisciplinary team, ,planning a
communitywide program on child abuse, for example, may contain teachers,
social workers, counselors, lawyers, and law enforcement perso,nn~l. They
can all think about both the formal and hidden curriculum in desIgmng their
program and interventions.

The Educational Relationship
Any student of human services will learn about the helping relationship.
We have expanded the term to the"educational relationship" to signif?, to our
students the critical importance of relationships in all forms of education. All
education, whether in schools, agencies, or neighborhoods, occurs in the
context of relationships. Although relationships among students and clients
are also of great importance, we focus in this section of the course on the
relationship between worker and client or between teacher and stud~nt.
Martin Buber said, "Education is to be understood in terms of the commumon
between teacher and student, because the development of the pupil as a
person rests on the impact of one human being upon another." (quote~ in
Sadker and Sadker, 1994,P: 235). Using our expanded definition of education,
we maintain that this assertion, written by one of the primary thinkers in
humanistic psychology, applies to human service workers and their clients as
well.
The primary question we consider in this portion of the course ~~ w~at
qualities on the part of a teacher and worker is make for a. facilitative
educational relationship. We hope to convince the students of the Importance
of the question and the need to reconsider it constantly rather than a particular
answer. In thinking about this question, we use the ASK model developed by
Schulman (1991). The"A" stands for attitudes and values, the "S" for skills,
and the "K" for knowledge. Each is important in a successful relationship.
Patience and honesty are two examples of attitudes and values that might be
considered important. The knowledge portion of the model refers to what the
teacher or human service worker knows about; and the skills portion refers to
what he or she can actually do. A human service worker may need to know
the indicators of suicide risk, for example, and community resources available
to help a suicidal person. Helping a person talk about the feelings and fears
that are causing suicidal feelings, on the other hand, is a skill. Although the
ASK model is not used in all human service texts, the three categories are dealt
with in most of the major introductory texts (see for example Corey & Corey,
1993; Neukrug, 1994; Schram & Mandell, 1994). The knowledge, skills, and
attitudes and values that make for effective teaching are also discussed in
many introductory texts (see for example Myers & Myers, 1995; Reed &
Bergeman, 1992; Sadker & Sadker, 1994).
Another tool that we use to encourage students' consideration of the
educational relationship is the TESA model (Teacher Expectations, Student
Achievement) developed by Kerman and Martin (1980). This tool was
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~evelo~ed to look at the effect of teacher attitude, as communicated by
interaction patterns in the classroom, on student achievement· but it has
~elevance for human service settings as well. It encourages students to delve
mto areas of self-e~amination and self-knowledge of the subtle and unconscious
ways that perceptions and biases might influence interactions with clients and
students.
It is not importa~tto us tha.t students agree on just which attitudes, skills,
~nd know~edge are Important m the relationship. In fact, we have had some
hvely and mte~estin.gdiscussions in class. Some students come to believe that

there. are certam attitudes, for example, that are more important in teaching
than. m human s~rvices, or.vice versa. Others maintain that some age groups
or client populations require more of a certain attitude than others. There is
a~most ~lways some divergence in the areas of skills and knowledge. These
discu.sslOns ~ell? create an awareness of and respect for the differences among
the fields WIt~I~ and across schooling and human services. However,
t~rough.exammmgtexts, engaging in class discussion, and observing professlO.nals m t~e field, there is often some broad consensus on some core
attItu.des, skills, and knowledge. In the area of attitudes, empathy, patience,
genumeness, acceptance, tolerance for ambiguity, and rejection of stereotypes
are areas. of .common consensus. In the area of skills, we often hear that
commum~atIon, specific ~eaching or counseling techniques, researching,
collaboration, record keepmg, and evaluation are requirements that schools
and human services have in common. Areas of knowledge shared by the two
forms ~f educat~on have included human growth and development, group
dynamIcs: learnmg styles, and knowledge of specific populations.
The diagram (Figure 1)we hand outto students, is a graphic representation
of the components of the educational process we cover in class.
Cognitive

-

:ioueH'1 US

Cognitive

Affective
Psycho-Motor

Cognitive

Affective

Psycho-Motor

TESA

Figure 1

This representation allows us to emphasize the connection between the
educational relationship and the curriculum. In the ASK model, attitudes and
values are at the base (Schram & Mandell, 1994). Attitudes can enhance or
undermine skills and knowledge in the relationship, and facilitate or hinder
the learning of the formal curriculum. However, our attitudes and values are
frequently communicated through subtle and, often, nonverbal cues or
behavior patterns. Thus, students and clients are affected directly and
changed by attitudes. The communication of attitudes and values to students
or clients, then, is part of the hidden curriculum.

Community Issues
After discussing the components of the educational process outlined
above, the course concludes with an examination of some major issues facing
communities in America. Issues chosen have included child abuse, drugs,
HIV / AIDS, gang violence, and diversity. We approach these issues from two
perspectives. First, we consider the impact on schools and human service
agencies and of the increasing presence of students / clients who are dealing
with a particular issue. Second, we discuss ways in which schools and human
service agencies can work together to address the issue in a preventive as well
as a reactive way. The issue of child abuse provides an example of this
approach.
The number of abused and neglected children seems to grow steadily.
These children are present in our classrooms and agencies even though they
may not be known to teachers and human service workers as abused children.
The presence of these children in the schooling and human service systems
presents a challenge to the educational relationship. Even those teachers and
human service workers who do not specialize in child protection will need to
acquire new skills and knowledge. We encourage students to think about the
needed skills and knowledge and ways in which teachers and human service
workers might help one another. For example, teachers can learn from human
service workers about the warning signs of abuse, the reporting laws, and
what to do if a child discloses abuse. Human service workers wishing to
develop prevention programs can learn much from teachers about how to
plan and execute group learning activities that are effective and age appropriate. The presence of abused children and abusing families also challenges
teachers and human service workers to maintain attitudes, such as patience
and acceptance.
Child abuse is also an area with many opportunities for schools and
human service agencies to work together to implement integrated programs
for children and families that will help them prevent abuse in their own
families. Schools and human service agencies can and do also work together
to meet the needs of children and families in which abuse has occurred
(Morgan, 1994). In designing these strategies, schools and human service
agencies must consider the target population, goals, and strategies. They
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must be sensitive to the hidden as well as the formal messages sent by their
actions. Our students lack the training and experience to arrive at clear
answers to these challenges, but that is not the point. In addition to becoming
sensitized to the issues discussed, students learn that specialized disciplines
can share challenges and work together by using a common language as well
as their specialized training.
Although we focus on community issues, prevention, and intervention,
we do not focus on the community conditions that help create those problems.
To pursue the child abuse example, we recognize that sexism, racism, and
class structure all playa role in creating conditions that lead to or in some way
tolerate abuse; but we do not focus on this level of the problem very much. By
not emphasizing this perspective, we run the risk of emphasizing only
"downstream" approaches to helping and students miss an important perspective (Egan & Cowan, 1979; Heckman, 1996). The major reason for this
omission is time. Helping students get a good grasp of the basic issues
discussed so far and their application to concrete issues takes every bit of the
semester. Human service majors do go on to take an entire course devoted to
this perspective (Sweitzer, 1989), and the senior capstone course also reinforces this perspective for all students (Barrett et al., 1995).

Challenges
This approach to an introductory course has been exciting to develop and
implement. It does, however, pose some challenges. While educating
prospective teachers and prospective human service workers together has
great value and allows us to do some things not possible in more traditional,
discipline-specific courses, it also means that we cannot cover all the issues in
either schooling or human services that a more traditional approach allows.
Yet both are important. We came to the design of this course with unique
disciplinary backgrounds, and each of us has had to give up content that is
dear to us. We have worked with other faculty in the various majors to see to
it that some of this material is made up in subsequent courses.
The selection of texts is another major challenge. No single text serves our
purposes. Often we have used one teaching and one human service text,
requiring chapters from each. Once again, though, it is not possible to use all
the chapters in both books; and two textbooks is a substantial expense. Some
publishers are willing to do special books that combine selected chapters from
two or more of their books. We have also considered not using a text and
instead using a book of readings we would assemble ourselves. However,
obtaining all the necessary copyright permissions each semester is a daunting
prospect.
Finally, few if any instructors are equally knowledgeable in schooling and
human services. Preparing to teach this course has taken each of us into new
territory; and in some cases, it has taken us into areas where we have no direct
experience. Bridging this gap requires extra preparation time. We have
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BRIEF NOTE

[---Empowering Human Service
Students to Select Their Practica:
Insuring Goodness of Fit
Elizabeth M. Bertera
This paper details a program that develops the concept of
empowerment asit relates tointernships. It describes keylearnings
from a successful internship program in human services.
Suggestions on how to improve goodness of fit between students
and human service internships arediscussed.
The purpose of this brief note is to discuss how students were empowered
to participate in the selection of their practica and how this process led to a
better fit between human service agencies and student interns. The aim of
human services practica is to learn how to: (1) apply theoretical human
services materials to hands-on situations; (2) cope with the practical limitations of real-life environments; and (3) deal with real people and their
problems in settings that are often less than ideal (Collins, Thomlison, &
Grinnell, 1992).

The Family and Community Services Internship Program
The Family and Community Services (FCS) Internship program at the
University of Delaware was established in 1977. The program was designed
to meet the demand for trained developmental and social service specialists
who could provide support and interventions at all stages of the life cycle for
the community agencies in Delaware and nearby states. The internship
component of the FCS program is designed to provide students with handson, realistic experience in a community-based agency.
Empowerment, as it is used in human services, refers to the process of
helping individuals, families, groups, and communities increase their perHuman Service Educotion
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sonal, interpersonal, socioeconomic, and political strength and influence
toward improving their circumstance. As applied to prospective human
service interns, it refers to the process of helping interns increase their
personal strength while improving their participation in shaping their own
internship. The process, instituted in 1992, has resulted in fewer problems
related to a "poor fit" between students and agencies. A poor studentinternship fit can lead to changes in agency assignment after the internship
has begun. A recent survey of the program indicates that agency supervisors
express high satisfaction with the program and confirms that the match
between agency and student was a successful one. Students' satisfaction with
their choice ofinternship is also validated through self-evaluations conducted
at the end of the internship. This model of empowering students to participate
in their internship selection may lessen the problems of a "poor fit" that can
develop for internships designed for human service and social workers.

Recommendations
The process can be summarized with the following recommendations:
1. Build into the program from the beginning the concept of empowerment and the value of student participation in the process. During
preplacement orientation, which is scheduled one year prior to
internship, mock interviews are conducted with students to give
them a sense of involvement in the selection process. This is done by
instilling in students the sense that this is their internship and they
need to help shape it to ensure success. Some students have reported
that this experience was especially helpful later in the internship
when they began their employment search.
2. Provide easy access to information throughout the academic year
about the agencies willing to participate in the internship program.
The internship coordinator maintains folders with information about
agencies participating in the internship. The folders include information about agency mission, programs, organizational structure, staff,
and intern job descriptions.
3. During the agency selection process, students should visit a minimum of three service agencies related to that student's "area of
emphasis." This provides a realistic understanding of the agency
while also developing job interview skills. In addition, should
conditions at the first agency change, students have two other choices.
4. Empower students to be more assertive during agency selection visits
by asking questions about the agency and its learning opportunities.
The coordinator / faculty liaison trains students to conduct the
interviews with a checklist (available from the author upon request)
adapted for this purpose. For example, the checklist encourages
students to consider learning opportunities available to them by
asking questions about the agency's philosophy, their theoretical
I-Iuman Service Education' Volume 77, Number 7 • Page 66

orientation (generalist or specialist), previous placement exper~
ences, resources available, and the workload of the agency supervisor, to mention a few.

Conclusion
The em owerment strategy has yielded benefits to students and th:
articipatin;agencies. Students gain valuable skills that enable them to profit
from a successful internship experience and to later con.duct an empl~ym~nt
search Agencies benefit from the fresh ideas brought into the orgamz~~lOn
and after hiring our graduates when they enter the job market: In addition,
agency directors who were recently surveyed expressed a high degree of
satisfaction with the program.
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BOOK REVIEWS

[---Developing Fieldwork Skills
by Rosemary Chiaferi and Michael Griffin
Brooks/Cole, 1997, 127 pp.
Reviewed by Lynn Gaulin
The author's stated purpose in writing Developing Fieldwork Skills was to
respond to the frustration expressed to the authors by social work, counseling,
and human service undergraduate and graduate students when beginning
required fieldwork semesters. According to the authors, the text is written to
provide students with a framework to guide them successfully through the
various stages of a field experience.
The organization of the text, for the most part, follows the stages that an
intern typically encounters: the initial stranger stage that consists of learning
where and how one fits in the organization, learning about the mission and
purpose of the organization, and responding to supervision; the middle stage
when one develops critical-thinking skills by focusing on legal and ethical
issues; and the last stage that includes learning how to survive in the work
setting and bringing closure to the experience.
Each of the nine chapters contains several vignettes that are accompanied
with discussion questions and analysis of the situation, the stage, or both. The
vignettes offer opportunities for classroom discussion about conflict issues,
an area often ignored in fieldwork texts. While the problem of conflicts is not
fully explored in this text, one strength of the book is that the possibility of
workplace conflict is, at least, acknowledged. In general, the vignettes offer
enough variety to provoke discussion, regardless of the year or level of
student internship.
This text should prove helpful to student interns, seminar facilitators, and
supervisors, all of whom should find Chapter Three, "Making Use of Supervision," particularly helpful. Not only is supervision defined in the context of
human service work, but the stages of the intern-supervisor relationship are
discussed in a meaningful way that student interns should be able to relate to
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their own e:'ferien~es. The vignettes describe situations that many experienced practitionsn, In the experiential education field will recognize and that
sh~uld also be. hel~ful to student interns in analysis and problem solving in
their current SItuations.
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Ch.iaferi and. Griffin have made a useful contribution to the experiential
education arena In general as well as to fieldwork in human services. I have
or~e concern about the book. Chapter Nine, "Planning for the Future," seems
~~splaced. Ra:her than being placed at the end of the book, it would be better
If I~ were rea~ first because of how helpful it would be for a student be innin
a field expenence.
g
g

Rosa Lee, a Mother and Her
Family in Urban America

Lyn~ Gaulin is director of the Feinstein Center for Service LearninglUYA
Internship Program at the University of RhodeIsland.

Reviewed by Doug Whyte

by Leon Dash
Basic Books, 1996, 279 pp.

RosaLee is a book that touched me. I know I have been affected because
I have been making frequent reference to it in discussions with students,
colleagues, and friends. Rosa Lee, the woman whom author Leon Dash
followed over a period of four years, is a person with whom you will fall in
love; over whom you'll cry; and, from time to time, is one you will want to
shake in an effort to help her understand the mess she has made of her own
life and the lives of her eight children.
When Dash met her, Rosa Lee was in prison for shoplifting. She was 52
years old and addicted to heroin but used methadone as a way to lessen her
need for the expensive drug. She shoplifted for funds beyond her welfare and
food stamp allotments to help support her family and, in the past, has sold
drugs and her body to put food on the table. She was HIV positive, as were
three of her children. She was illiterate. Several of her grown children and
their children lived with her; her children shared both her addiction and her
life style. She had no marketable skills, nor was she likely to attain any at that
stage inher life. At one point during the time Dash was recording her life, Rosa
recognized that an education could have helped her children; but she had not
seen the value in it when they were growing up, as her mother had not seen
its value for her.
When the author traces the family back to the South, he learns of the rape
of Rosa Lee's mother - and many other young African American women
whose families were sharecroppers - by the European American overseers.
He learns that Rosa Lee's mother could imagine only one potential source of
employment for her daughter - cleaning European American women's
homes - and, thus, trained her for that eventuality. Dash, also African
American, learns of the class system within that African American community
and of Rosa Lee's family's place at the bottom of that system. He learns of the
lack of availability of education (a two-mile walk through the swamp if the
water was low, five miles around the swamp if it was not).
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Rosa Lee stays in my mind as I think about the new welfare laws. I find
myself wondering how "ending welfare as we know it" is going to affect this
woman and her family. What employer is going to hire the misdirected
members of her family? (Two of her sons did break away from the crime and
addiction of their family.) Who is going to put up with their lack of
socialization to the norms for the workforce? Eight weeks of job-readiness
training will do nothing for them. While I recognize that the Rosa Lee's of the
world are only a part of the total welfare population, they are a component
that seems left out of the new vision of a working America.
Rosa Lee reminds us, as human service workers and educators, of our
commitment to social change. We must be advocates with our town and city
council members, state lawmakers, and congressional representatives to
press for a society that recognizes responsibility to persons caught in traps
that are partially of their own making, but also of society's doing.
Rosa Lee would be a powerful supplementary text in an introductory
human service course. It would raise values issues appropriate for discussion
and would bring students face to face with some of the realities that "ending
welfare as we know" presumes to address.

Doug Whyte is Professor and Curriculum Coordinator of the Mental Health/
Social Service curriculum at the Community College of Philadelphia.
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Guidelines for Authors

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

Guidelines for Authors

Manuscripts are edited for consistency of grammar, spelling, and
punctuation. In some cases, I,'0rtions of n:anuscripts may be reworded for conciseness or clanty of expreSSIOn.
10. Manuscripts are accepted for review with the und~rstanding that
they represent original work and are not under review by another
publication.
....
11. All manuscripts must meet the specifications detailed above, or they
will be returned to the authors before review for publication.

9.

The following are additional directions for each type of submission:
1.

HSE publishes three types of submissions: a) articles, b) brief notes, and
c) critical reviews of instructional materials and scholarly books of interest to
human service educators.
The following instructions apply to all three types of submission:
1. Manuscripts should be well organized and present the idea in a clear
and concise manner. Use headings and subheadings to guide the
reader. Avoid the use of jargon and sexist terminology.
2. Manuscripts should be typed in 12-point type with margins of at least
one inch on all four sides. All material should be double spaced,
including references, all lines of tables, and extensive quotations.
3. All materials should conform to the style of the fourth edition of the
Publication Manual of the American Psychological Association.
4. Avoid footnotes wherever possible.
5. Tables should be kept to a minimum. Include only essential data and
combine tables wherever possible. Each table should be on a separate
sheet of paper following the reference section of the article. Final
placement of tables is at the discretion of the editors.
6. Figures (graphs, illustrations) must be supplied as camera-ready art.
Figure titles should be attached to the art.
7. On a separate page, place the title of the article, the names of the
authors, their professional titles, and their institutional affiliations.
Article titles and headings should be as short as possible.
8. Check all references for completeness; make sure all references
mentioned in the text are listed in the reference section and vice versa.
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2.

3.

Articles. Ordinarily, manuscripts for articles should not exceed ten
(10) typed pages. Following the title page, include an abstract o~ 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 bnef
reports of research projects or program innovations. ~a.nuscripts
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.
Learning Materials 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 includ~d in one reviewin which case manuscripts should not exceed five typed pages.
Inquiries about reviews may be directed to Wn:. Lynn McKinney,
107 Quinn Hall, University of Rhode Island, Kingston, RI 02881.
Telephone: (401) 874-4014, fax (401) 874-2581, or e-mail lynnm@
uriacc.uri.edu.

Send an original and three clean copies of all materials to: Tricia McClam,
115 Claxton, The University of Tennessee, Knoxville, TN 37996-3400. Telephone: (615) 974-3864.
Telephone or e-mail inquiries are welcome and may be made to Tricia
McClam at (423) 974-8864 (e-mail: mcclam@utk.edu) or Rob Lawson at
(360) 650-3886 (e-mail: robl@wce.wwu.edu).
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National Organization for Human Service Education
The National Organization for Human Service Education (NOHSE) was
founded in 1975 as an outgrowth of a perceived need by professional care
providers and legislators for improved methods of human service delivery.
With the support of the National Institute of Mental Health and the 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 arc: (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 that 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, fieldwork supervisors, direct care professionals,
and administrators. Benefits of membership include a subscription to Human
Service Education and to TheLink (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 Marianne Woodside,
533 Andy Holt Tower, University of Tennessee, Knoxville, TN 37996-0150.
Telephone (423) 974-2268. E-mail mwoodsid@utkedu. Membership information can also be found on our web site at www.nohse.com. Other
correspondence should be addressed to Jim Carroll, NOHSE President,
Tacoma Community College, 924 South 99th Street, Tacoma, WA 98444.
Telephone (253) 566-5214.
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