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From the Co-editors
This issue of Human Service Education marks the end of its publication in
this century. This is an opportune time to reflect on the development of the
journal which in many ways mirrors the development of human service
education.
The evolution of the journal to what you are now reading is the result of
the contributions of many people who reflect the diversity that is at the core
of human service education. Former editors Dennis Cogan, Barbara
Brittingham, Lynn McKinney, and Anita Runyan among others have all left
their mark on the appearance, content, and operation of the journal. Also
strongly influencing the journal's content are the many individuals who have
served as members of the Editorial Board over the years. Their areas of
expertise, educational background, and writing skills have contributed to the
journal's quality and diversity. Finally, the number of authors who send
manuscripts increases each year as does the range of topics about which they
write.
This issue continues the reflection of the diversity of human services by
presenting a historical perspective of credentialing, a discussion of a nontraditional helping skill, and a strategy for developing introspection. Perhaps
there is something in this issue that will prompt you to send a manuscript for
inclusion in the first issue of the next century.
Tricia McClam
Manuscript Review and Editing

Rob Lawson
Promotion and Production

Human Service Education is published on ce yearly by the

National Organization for Human Service Education.
This issue of Human Service Education was supported in part by the University of
Tennessee, Knox ville, and Western Washington University, Bellingham. Tricia McClam ,
Charlotte Duncan, and Karen Welch served as copy editors and supervised text entry.
Bill Roe, Western Washington University, served as text editor and provided page
design and desktop publishing. The cover was designed by Wendy Andrews-Bolster.
Prepress was provided by Margaret Loudon and Laurie Rossman and printed by the
Publishing Services staff at Western Washington University.
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Let's Talk Credentialing:
An Interview with Mary DiGiovanni
Tricia McClam
Introduction
Mary DiGiovanniis Presiden t of theCouncilfor Standards in
Human Service Education and isalsoProfessorand Coordinator of
the Human Services Program at Northern Essex Community
College in Haverhill, Massachusetts. Shehasbeen instrumental in
the development of the human servicefield on a nationallevel and
has been involved for many years with the standardization of
human service competencies as well as the credentialing of human
service professionals. In March 1999 Mary and Tricia McClam, a
Co-Editor of Human Service Education, found themselves in the
same place with a tape recorder.

The Interview
Tricia: Mary, you've been involved with credentia ling in human services
for a long time.
Mary: Yes, since 1984 or a little before. The concept of credentialing
originated with the Southern Regional Education Board (SREB) in the early
1980s. Most of the early training programs were at the associate degree level.
When SREB got the original grants, the y were mental health technology
programs. Human Services as a program title didn't exist at that time.
Programs developed with different names-child care programs, mental health
assistant programs, mental health technician programs, retardation aide
programs, and so forth. They had to guarantee that when a student graduated
from a career program in these community colleges there were jobs. That is
one reason why the names of all these programs were so varied.
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Tricia: So those programs appeared depending on the needs ofa particular state.
Mary: Yes. There was nothing national in scope. In the sixties there were
two movements at the same time. One was the community college movement.
There were also four year colleges and universities developing human service
tracts. If you look at the history of junior colleges and community colleges,
they vary from state to state. Most of the community colleges were liberal arts
based; they weren't even thinking about career programs at that timeprograms like nursing and human services or mental health. The first mental
health associate degree was offered by Purdue University. SREBrecognized
the need to train a new careerist because there were a lot of institutional
clients, particularly psychiatric patients, but there was no community based
worker to provide direct services. The idea of career programs at the associate
level became a reality because most of the inservice training of mental health
technicians occurred in state institutions. The idea of a new careerist was
innovative, and educators from a variety of disciplines, e.g., social work,
nursing, psychology, and rehabilitation, worked together to develop human
service education programs.
Tricia: This was under the auspices of SREB.
Mary: SREBled the way. I was on their commission to develop a mental
health curriculum. One outcome was the publication on developing a mental
health associate degree program. We addressed the following questions: 1)
What college would support such a program? 2) Would graduates have a job
next year? and 3) How could we create a job market? SREB was trying to
identify the commonalities across states so this was the first national effort to
develop a common curriculum, a core curriculum.
Tricia: Were they successful?
Mary: Oh, they were beyond success. One reason was that for the first
time, there was a field based component. It was very important to transfer
what you learned in the classroom to a field placement. Field placementhours
varied from place to place and this was one area of concern for the Council for
Standards in Human Service Education (CSHSE). It was also important to
consider community needs when building a program. We had to find out
from the community the manpower and service needs. There was always a
very close partnership. We couldn't exist without the community base. Often,
the rest of the college liberal arts didn't understand what on earth we were
doing.

Tricia: So part ofthe challenge was educating your colleagues. And that
involved explaining the curriculum.
Mary: When you develop a curriculum, you have to go through a
curriculum committee and other college procedures. I had a masters in
community mental health and was asked to join the faculty to develop a
human service program. It was all very new and our dean at the time knew
about SREB. He actually gave me Harold McPheeters' telephone number. I
called him in Georgia and connected with him immediately. I can still
remember arguing with the curriculum committee at my home college and
having them say to me, "Well, these are courses that they do in graduate
school." I said, "Yeah, they do them in graduate school, but in order for these
individuals to perform the kinds of services they're going to need to perform,
these are the courses they must have." That's how it evolved for us. We
identified major core courses in human services or mental health technology,
whatever you want to call them.
Tricia: So the council really grew out ofthe development ofprograms and
curricula.
Mary: The council came after that. It started in 1978 or 1979. By the mid
1970s, human service education programs were developing. There were
approximately 162 programs all over the country with different curricula but
they all had pretty standard personnel in terms of the disciplines of psychology, social work, counseling, and nursing. That's when SREB, under the
leadership of Dr. McPheeters, decided to examine the status of human service
education. All these programs needed some standardization. Graduates
needed to have the same competencies and skills. That's when the idea of
program approval originated. SREB funded the council with a three year
grant and Mary Lou Cormier from Bangor, Maine served as president.
Community college educators in New England began meeting-Lenore
McNeer, Mary Lou, Art Benton, and me. We used to have workshops in
Maine on the first seeds of the council. That's how the council started. What
happened in that three year time span was a survey asking human service
educators a number of questions: What the curriculum should be? What kind
of standards should we have? How many hours should there be in field work?
At the time, there were few baccalaureate programs so we focused on
associate and certificate programs. Eventually there were 23 standards pilot
tested; after all the pilot testing, we had a set of standards.

Tricia: They didn't understand that notion of field based education
because they were so theoretical.
Mary: That's right.

Tricia: Part of the difficulty of the task must have been balancing
standards with flexibility.
. Mary: That was the key piece. I can still remember Lenore, Art, and
people from all over the country serving on an SREB committee to write the
guidelines for developing a mental health technology program. We grappled
with that dilemma.
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Tricia: It's almost like SREB was overseeing the birth ofthis profession.
Mary: Yes, they did, and without that, I don't think that human services
would have evolved. Harold McPheeters was the mover and shaker. He
recognized that we didn't need to smother this new career program. We
wanted programs and communities to be able to develop educational!
training programs that met the community needs. At the same time, we didn't
want standards that were too rigid. Rather we wanted programs to reflect that
stance and that was why the term program approval instead of accreditation
was used. Many who were involved at this point felt very strongly that the
word accreditation scares most administrators. We felt "approval" would be
less threatening and more accepted. We didn't want colleges to think thatthey
must conform to alot of terms and regulations.
Tricia: It sounds like some of the more prominent accreditation organizations.
Mary: Yeah, and we didn't want that.
Tricia: It was truly different enough that those kind ofrigid guidelines
weren't appropriate.
Mary: They wouldn't apply for several reasons. The educators in these
human service programs represented various disciplines. The curriculum
was multidisciplinary. We were trying to prepare a human service generalist.
I think the important piece was that students went into field placements
where the supervision might come from any discipline. You didn't have to
say to an agency that the supervisor must be a psychiatrist or a clinical
psychologist or an M.5.W. We didn't want that for this field. It was good that
we didn't because our students graduated being much more in tune with
interdisciplinary knowledge, skills, and an understanding of other fields and
other professions. Today, no one asks your discipline. We truly think of
ourselves as human service educators.
Tricia: It seems a natural progression from program issues to standards
to credentia ling graduates.
Mary: Well, the approval and accreditation process for programs not
only gives identity but also ensures that the students have skills and competencies. We also tried to integrate the competencies and skills ofSREB into all
of these programs so we needed some standardization. It is interesting that
the National Organization for Human Service Education (NOHSE) and
CSHSE both developed at the same time. There was even a question about
having one or two organizations. It was decided that it was necessary to have
an approval body that was not connected to NOHSE and was able to function
independently. The role, function, and purpose of CSHSE was different than
NOHSE, yet in some ways they would always work collaboratively on
various projects. I think that has proved to be true.
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Tricia: Let's talk about the history ofcredentialing because I know you
were involved.
Mary: Credentialing came in 1983. Angela Holweger was hired as
director. SREB got a grant to fund the first national credential for human
service workers. The National Commission for Human Service Workers
(NCHSW) was incorporated in 1982as an independent non profit credentialing
agency.
Tricia: Describe it.
Mary: It was a very basic tool, a worksheet. My students did it at
Northern Essex around 1985. By 1986 there were newsletters. Over 600
people had become credentialed. Why it failed is the big question. The
applicant completed a work activity checklist based on human service work
duties and tasks. They also developed portfolios with work samples after the
certification exam.
Tricia: And I think they were going to publish a registry.
Mary: They talked about the registration of graduates or registration of
people who were credentialed. For example, if an employer was looking for
a human service worker, he / she could contact the certification board for a list
of all people registered. Employees could get the names of people who have
this credential. The idea was to keep a list of people who were registered with
the National Commission.
Tricia: Why didn't it work?
Mary: Money and manpower. It was money, particularly once the
funding ran out from NIMH. This certification effort was before its time, way
before its time. We weren't ready for it. That is why it failed. When I look at
the materials today, I see that it is as valid today as it was then. That's why in
talking about a new credential I really believe you have to understand the
past, to understand where you have been. It makes you what you are today
and you cannot negate all these wonderful people through all those years who
tried so hard to put a profession together.
Tricia: So now it is about twenty years later. We have grown, developed
an identity, and now you think it's time.
Mary: It's absolutely time now. If we don't do it now, I don't think we
will. Now is the time to do it.
Tricia: Let's talk about what's happening now.
Mary: CSHSE has continued to grow as has human service education.
The weakest link is the documentation of graduates. We've done no research
literally since those early years. We do them in program approvals so we
know where graduates are but we really need to have a good national study
on human service graduates.
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Tricia: That would be quite a task.
Mary: Yes, it would. Most programs integrated 5REB skills and competencies and that's why these programs have been so great because they were
competency and skill based. The people who taught in these programs had
their own areas of expertise but, as you supervise students in the field, you
keep up to date with the field. Faculty also continuously go to workshops and
national meetings. It is very important that faculty be part of credentialing.
What has happened since is that the federal government became interested in
a profile of the American workforce. The fastest growing industry obviously
is human services. The government developed what they call skills standards
projects. Human services happened to be one of those areas. The idea was
to develop these skills standards projects to identify the skills and competencies of different fields. The Human Service Research Institute (HSRI) in
Cambridge must be about twenty eight years old. They've done research in
human services, particularly mental retardation and mental health. So they
put a proposal together. David Maloney, NOHSE President, spoke to them
and HSRI asked is if there was an education organization that should be
involved. He mentioned CSHSE. So in early September 1993, I got a call from
David to talk about all this. I knew the organization (HSRI) so when I called
them, they asked if I could write a letter of support for them from the Council.
I did. So that's how CSHSE and NOHSE agreed to participate with HSRI.
Franklyn Rother and I served on the technical committee from 1993 to 1996 to
develop national community support skill standards. We examined the
competencies and skills of direct support workers in the field. The technical
committee represented people from different areas such as substance abuse,
child care, psychiatric gerontology, elder services, and community colleges.
There were fifteen or twenty of us involved. One issue was what to call the
worker and you'll find that the term human service practitioner is in it.

Tricia: So we're going to see a change in terminology?
Mary: That's what we're hoping. We'd like to see the word human
service practitioner. You know, Harold McPheeters was right. A long time
ago, Dr. McPheeters referred to individuals in these programs as beginning
professionals and that's what they are- not assistant to anything.
Tricia: Where are we now?
Mary: Our role now is to help educate the human service faculty and
programs throughout the country about these community support skills
standards. The Council has completed a 1999 national human service education directory. There are roughly 900 programs listed and they equally
represent all degree programs.

Tricia: Anotherinnovative task that you've completed is an examination
of both the community support skills standards and the SREB material.
Mary: Yes, and cross referenced them. What we're talking about today
is updating the concepts, the language, and the terminology. For example, in
the community skills support standards, there are 12 competencies and 42
Human Service Education' Volume 79. Number 1 • Page 8

skills. One of the first competencies is participant empowerment. In the 60s,
70s, and 80s, we talked about empowerment vaguely but we didn't promote
it with clients. So it's the language I'm examining. I believe this is going to be
different in the evaluation of the graduate. What we're hoping is that, as
students graduate from these programs, they will have the competencies and
skills based on national community support skills standards. That would link
with the employers because the community support skills standards were not
written for education. They were written for the human service industry.

Tricia: Which is a completely different approach.
Mary: A completely different approach. How I see this working is partly
up to human service education programs in existence now to educate the
industry through field placements. What I've done is to introduce the skills
standards to over 30 agencies in my region. I also did a year of training with
agency supervisors on skills standards. How can you put skills standards in
a curriculum when the human service industry doesn't know what you're
talking about? I see a very close partnership among the programs that already
exist and the community agencies that you're working with to introduce the
skills standards.
Tricia: Tell me about the HSRI grant.
Mary: It's called the Pathways Assessment Project: From the Classroom
to Credentials and is a three year effort through the year 2000. The first year
a committee wrote the objective test items and pilot testing is now underway
at different sites. It involves 150 learners who are direct service employees in
the human service industry. They will also view a mini scenario on CD-Rom
and write an essay detailing how they would handle the situation. The final
year of the grant will focus on a review of these two mechanisms.
Another organization, the Alliance for Direct Support Professionals, has
been looking at developing some kind of credential and I also serve on that
committee. Lynn McKinney, current NOHSE President, and I are writing a
proposal to present to that committee to suggest to them what a credential will
look like. We will all work together because CSHSE and NOHSE cannot and
should not do it alone.

Tricia: It sounds like there was a need for expertise that we just didn't
have.
Mary: Not only expertise but money. Hopefully by 2001 there will be a
credential. We can get something it off the ground, working in partnership
with the human service industry.

Tricia: So that's one of the key differences between what's happening
now and what happened twenty years ago.
Mary: We had the education and training but there was no industry in
human services. In other words the privatization of services didn't come
about until the eighties, the Reagan years. Our early efforts were before the
industry. It wasn't the right time.
Human Service Education' Volume 79. Number 1 • Page 9

Tricia: And I guess we came at credentialing in those early years from
where we were and what we knew then was education.
Mary: Only through education, exactly.

Tricia: And we come at it in a different, much more viable way today.
Mary: Education and industry should be partners. We are in some ways,
but haven't viewed it that way. They need us as well as we need them. We
can't exist without them and they can't exist without education. The question
is where should human service education be in all of this. The provider
industry, for example, has inservice training, but most is not for college credit.
That's another piece that has to be examined-a closer partnership between
the education and industry. We have to work together because a credential
will not fly without the support of industry.

Tricia: So this is an idea whose time has come.
Mary: Yes, the time has come. We need to do it now.
Tricia: I sense that you think this is going to be tremendously successful.
Mary: I think nothing as exciting has come for our group since HSRI and
the skill standards. I think we've worked well together. Other issues are
money and time. We at NOHSE and CSHSE are all volunteers. We need
people like those at HSRI to do these kind of things. We've also talked about
merging, not merging, having an office. We're going to have to do something
because this piecemeal approach can't continue. CSHSE and NOHSE must
continue to work together. NOHSE must pull in the provider industry and
CSHSE must increase its membership. We need credentialing workshops to
help get it off the ground and to update the skills of workers.
Tricia: In summary, it sounds like you're saying we are on the cutting
edge here. Some things aregetting ready to happen and we need to make sure
that we're all in position.
Mary: We better be there to tell them at the forefront. Who better can tell
them what this should look like than the people who have been doing this for
the lastthirty years? If we don't, somebody else will. That's where we are but
there's a lot of work ahead.
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Promoting Student Transformation in
Human Service Education
Patrick J. Morrissette

Annual
Conferences
The 2000 annual conference is set for
October 18-21 at the Best Western Landmark in Denver, Colorado. Dr. Anne
Hatcher is the site coordinator.
The 2001 conference will be in Indianapolis, Indiana, at the Radisson Hotel
Downtown October 17-20. Willie
Whitfield will be the site coordinator.
Visit the NOHSE website at
www.nohse.com for more information.
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Abstract
Human service educators canhelp studentsbecome introspectiveandbetter understand their personal reactions towards clients
whenpreparingfor thedemands ofhumanservice work. During the
self-reflective process, students can begin to consider personal
values, patterns, and biases that can potentially influence their
work. Student self-reflection, however, is rarely spontaneous and
requires prompting within anenvironment thatencourages higher
level thinking. The purpose of this article is to discuss factors
associated with student reflection, development, and transformation within an undergraduate human service program.
To effectively prepare students for the rigorous demands inherent in the
human service profession, it is imperative that educators continually encourage introspection and reflection on critical questions and life experiences.
Although eager to exercise their skills and become immersed in the helping
process, the enthusiasm of aspiring professionals needs to be carefully harnessed and redirected toward the identification of personal issues and needs.
Essentially, students need to look at themselves, understand who they are,
and become more conscious of the contradictions between what they do and
what they hope to do.
A review of the literature indicates that scant attention has been given to
the unique needs of aspiring human service professionals. This lack of
attention seems to reflect a historical trend to neglect work-related problems
within mental health professions (Deutsch, 1984). For example, Sarason
(1977)suggests that this trend could be attributed to several factors, including
the resistance of professional associations to self-scrutiny, society's positive
judgment about such work, and the fear of professionals to demonstrate a
human vulnerability. Maslach (1982) drew similar conclusions and suggests
that: (a) burnout is considered antithetical to the professional ideal, (b)
Human Service Education· Voiume 19. Number I • Page 13

professionals are supposed to be immune from emotional depletion from
their work, and (c) discussion of the demands of the helping profession may
dissuade potential recruits. Warnath (1979) posits that helping professionals
were generally reluctant to discuss the discomfort of their work lest their
colleagues would attribute this disclosure to personal inadequacies or professional deficiencies. Finally, Luthman and Kirschenbaum (1974) asserts, "It is
as though we should assume we should be able to handle other people's pain
and problems without any cost to ourselves, or at least any admitted cost" (p.
225). This article briefly reviews the potential occupational hazards of human
service work, the importance of student self-reflection, and exercises designed to promote student transformation.

Occupational Hazards of Human Service Work
The occupational hazards inherent in the human service profession are
beginning to receive increased attention. As documented in the literature, the
potential effects on the well-being of helping professionals include: stress
(Davies, 1997), burnout (Grosch & Olsen, 1994); compassion fatigue (Figley,
1995), vicarious traumatization (Saakvitne & Pearlman, 1996; Pearlman &
Saakvitne, 1995), critical incident stress (Mitchell, 1995), and post traumatic
stress disorder (American Psychiatric Association, 1994). Although the potential effects on professional helpers and the client system are being articulated
and explored, with a few exceptions (Morrissette, 1996a, 1996b) information
specific to students has not been forthcoming.
The unique circumstances experienced by students set them apart from
practicing professionals in several ways. Perhaps the most obvious difference
is that students experience additional pressures relating to performance
anxiety and academic evaluation (Morrissette, 1996a). Bernard and Goodyear
(1998) provide a comprehensive overview of different models regarding
student-counselor development. The primary focus of these models is on how
students change as they acquire training and experience. While acknowledging that many variables influence student learning, these authors assert that
the need to feel and appear competent and the resultant experience of anxiety
seem particularly critical to student-counselor development. Accordingly,
remaining sensitive to student circumstances and corresponding issues can
help avoid unfortunate circumstances involving clients, such as emotional
overinvolvement (Coyne, Wortman, & Lehman, 1988; Zupan, Babcock, &
Morrissette, 1988), inappropriate sexual behavior (Edelwich & Brodsky, 1991;
Strean, 1993), and unnecessary conflict (Morrissette, 1996b).

The Student Self-Reflection Process
Of the existing constructs that are commonly used interchangeably when
referring to the introspective process of professionals (e.g., self-monitoring,
self-assessment, self-evaluation, self-reporting, self-management, self-supervision), reflectivity has received the most attention (Neufeldt, Karno, &
Humor: Service Education. Vouun€?
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Nelson, 1996) and has been traced back to Dewey (1933). As described,
reflectivity seems to get at the heart of the matter and encapsulates what the
introspection process strives to accomplish. More specifically, reflectivity has
been delineated as a process that involves bracketing personal assumptions
and beliefs while looking inwards at internal processes. Reflectivity is a means
for reliving and recapturing experience to understand it, learn from it, and
develop new insights and appreciations. Through the reflective process, the
less obvious aspects of a student's experience become more apparent and can
be connected to present and future activities. Although the term reflect tends
to connote a return to past events, Schon (1983) contends that practitioners
frequently think about what they are doing while doing it. Therefore, the
immediacy of reflection should not be overlooked. Schon recognizes that
reflection-in-action is a contradiction in terms and addresses the concern
about reflection-in-action interfering with and paralyzing one's ability to act
spontaneously. As pointed out by Schon, reflection is not relegated to a period
of time following a meaningful event but can occur spontaneously during the
event. He further contends that learning cannot take place without reflection
wherein practitioners make sense of or extract meaning from their experiences.
The importance of reflectivity, as it pertains to professional development,
has been associated with education (McNamara, 1990; van Merrienboer,
[elsma, & Pass, 1992), nursing (Arthur, 1995; Mitchell, 1995), and counseling
(Holloway, 1995; Hoshmand, 1994; Hoshmand & Poklinghorne, 1992). In
essence, reflectivity is considered a valuable exercise whereby students can
develop their professional judgment. Shapiro and Reiff (1993) remark:
It is assumed that reflective inquiry by the professional practitioner
and cohorts will raise the level of consciousness of the various
features of one's practice. This increased awareness, in the author's
experience, often results in spotting some inconsistencies or identifying the guiding principles of one's arrangements and uses personal
resources and the constraints which formerly had not been entirely
conscious. (p. 1,385)

During the reflective process, students can consider the intrapersonal and
interpersonal aspects of their interactions and contemplate the systemic
nature of human service work. The challenges associated with student
introspection, however, must be acknowledged. More specifically, confidentiality and the risk of personal exposure are genuine concerns for human
service students. These factors can contribute to student trepidation and
inhibit the sharing of personal struggles and dilemmas during classroom
discussions.
Discussing the importance of introspection and actually helping students
immerse themselves in this process are two very different things. Without a
practical framework from which to launch the self-reflection process, students are only left with impressive theory. To provide students with a
Human Service Education· Volume /9, Number / • Page /5

preliminary guide to self-reflection, the following focus areas pertaining to
intrapersonal and interpersonal dimensions are suggested. By no means are
these areas definitive. Rather, these focus areas are designed to provide
students with a basis upon which to begin the introspective process.

Objective:

Encourage students to consider relationship issues with peers.

Strategies: Students are invited to review personal behavior and reactions
during interactions.

Strategies: Students are invited to
1. pursue appropriate assistance and support and
2. review additional relevant educational resources (e.g., readings, training audio / visual tapes, workshops, conferences)

With experience and guidance, students can learn to identify, articulate,
and candidly share their cognitive processes and resultant behavior. One
student, for instance, alluded to her anger with peers advocating treatment for
sexual offenders. From her perspective, sexual offenders were unable to be
rehabilitated, deserved long-term prison terms, and required careful surveillance when released. When class debates and discussions broached this issue,
she would become defensive and angry and would withdraw from debates.
When eventually confronted by a peer, the student described her strong
values and convictions. To promote the student's development, while respecting her position, she was encouraged to pay attention to her internal
feelings, thought process, and behaviors when encountering opposing views.
In a later class, the same student, after considering the feedback she
received, discussed her loyalty to her family of origin and equated any
deviation from her established belief system as a form of betrayal. At some
level, she perceived an openness to different views conflicting with her family
of origin's value base. The student was commended by both the instructor and
her peers for her insight and was prompted to consider the personal and
professional ramifications associated with her position.
Generally, students bring to the classroom rigid conceptual frameworks
of human behavior. In the author's experience, due to familial and societal
conditioning, reinforcement, and minimal professional experience, students
rarely venture far from their security base and what is familiar to them.
Gardiner (1998)elaborates, "Many of our students are epistemological Dualists: They view the world in rigid categories of black-white, right-wrong, and
good-bad, and their knowledge is passively received from Authorities" (p.
73).Therefore, as noted later in this paper, creating a context wherein students
are invited to question and perhaps challenge ingrained beliefs requires skill
on the part of the instructor and an appreciation of student development. As
discussed in the following section, questioning one's position involves delving into the personhood of the student.

Interpersonal Aspect

Personhood of the Student

Intrapersonal Aspects
Objective:

Encourage students to work toward understanding the significance of identifying personal emotions and feelings during interactions (e.g., relief, fear, anxiety, anger).

Strategies: Students are invited to
1. focus on internal processes;
2. direct energy toward personal awareness, needs, and growth;
and
3. perceive self-reflection as a time for self-development and
professional growth.
Objective:

Encourage students to articulate the possible origin of feelings
experienced before, during, or following interactions.

Strategies: Students are invited to
1. consider past or current events that may influence how they
respond;
2. consider how their personal lives affect their interactions;
and
3. develop a personal genogram, time line, and review personal
family history and patterns.
Objective:

Objective:

Encourage students to work toward resolving issues through
self-help resources or personal therapy.

Encourage students to review notes and identify times when
negative or positive feelings may have transpired during interactions (e.g., what was said, what was intimated, nonverbal behavior).

Strategies: Students are invited to
1. identify interpersonal patterns that recur and prove helpful
or problematic and
2. utilize tracking techniques to help make connections.

A focus on the person-of-the-counselor has long been offered in various
corners of psychotherapy, including psychoanalysis (Freud, 1957). Aponte
(1992, 1994a), in particular, describes a person/practice model whereby
students are provided opportunities to identify and explore personal issues
that can potentially impact their work. As Aponte (1994a) elaborates, "...therapists need training that both opens them to themselves and teaches them
vulnerability, discipline, and freedom within the relationship" (p. 3). In short,
the person/ practice model helps students to (a) understand and conceptual-

Human Service Education' Volume 79. Number 1 • Page 16

Human Service Education' Volume 79. Number 7 • Page 17

ize issues from their lives, (b) gain mastery over their personal issues, and (c)
learn to use self during their interactions with clients. "If therapists are able
to see and feel the pain of their own experiences and to accept the contradiction and inconsistencies of their attitudes towards others, that will help them
deal with similar feelings in their clients" (Aponte, 1994b, p. 155). He further
states that helping professionals, "...need to see how their experiences help
and hurt them in order to understand their client's lives" (Aponte, 1994b, p.
156). Needless to say, engaging in self-reflection is fundamental to this
process.
Prior to advocating student self-exploration and possible disclosure,
ethical considerations surrounding this practice need to be acknowledged.
For example, as noted by Goodman and Carpenter-White (1996), "By its very
nature, the process of counselor education invites discussion of dual relationships, because training frequently focuses on student self-exploration" (p.
232). To avoid dual relationships, however, an important distinction must be
drawn between student processing and personal therapy. It should be emphasized that classroom discussions are not designed to be therapy groups
that delve into the intrapsychic issues of students. Rather, open discussions
are opportunities for students to gradually experience a sense of vulnerability
(not uncommon to their clients) while understanding how their own issues
can enhance or hinder interactions with clients, colleagues, and supervisors.
Goodman and Carpenter-White contend that when boundaries are not delineated for students, they may become confused about relationship rules and
dynamics and remain unclear about the instructor's role (e.g., instructor or
counselor). Consequently, instructors need to clarify expectations (e.g., voluntary disclosure) and monitor student participation and the classroom
environment.
To remain productive, ground rules must be established from the outset
and periodically clarified. This latter point is important because discussions
can intensify and the same students can monopolize discussion time. To
reiterate, the overall purpose of cocreating an experiential forum is for
students to share their experiences and wisdom, experience a degree of
vulnerability, and receive peer support. Instructor ground rules can include
regulating individual student talk time and strategically interrupting student
narratives. Although appearing straightforward, students sometimes express their displeasure when denied ample time to fully describe their own
traumatic events or current life struggles. Instructors can anticipate students
who attempt to use class time for personal catharsis. As a preventative
measure, a general statement within the course syllabus coupled with frequent verbal reminders can keep students focused on the course agenda.
Students can be further informed that course content often refers to conditions
in life that are painful and, at times, difficult to comprehend. Consequently,
personal counseling may be required as the course proceeds and personal
issues surface. Regarding this latter point, Tarvydas (1995) asserts that instructors can assist students in growth-oriented instruction to identify issues
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that can potentially inhibit their effectiveness as counselors; however, no
attempt should be made by instructors to resolve them.

Encouraging Critical Thinking
Open classroom discussions and debates are encouraged to enhance
student critical-thinking skills (Baker, 1996;Garside, 1996;Keeley, Shemberg,
Cowell, & Zinnbauer, 1995). The development and utilization of criticalthinking skills can augment student growth and transformation. As students
transcend their typical belief system, they can become open to new and
different perspectives and, thus, increase their self-awareness and sensitivity
to the environment. As noted by Keeley, et aI., however,
...evidence is sparse that many teachers are successfully implementing critical thinking in their classrooms or that large numbers of
students are developing critical thinking skills. In fact, the literature
suggests that most classrooms are greatly lacking in critical thinking
activity. (p. 140)
Although agreeing to the student critical-thinking process in theory,
instructors continue to rely heavily on the traditional transmission model of
education and, consequently, spend the majority of class time interpreting the
literature for students and leave little if any time for questions, comments, and
discussion. Gardiner (1998) further remarks, "The superiority of actively
involving students has been well established. Yet 70%to 90% of professors use
traditional lecture as their primary instructional strategy" (p. 76).
Based on research regarding college classrooms, Barnes (cited in Gardiner,
1998) embarked on a study of 155 class sessions at four different universities
and discovered that student questions comprised only 0.2% to 9.2% of class
time. It should be noted that neither type nor size of the institutional and
discipline had any impact on these results. In addition to perpetuating a
lifeless classroom environment, this form of instruction presents poor modeling and often translates into students lecturing clients rather than allowing
stories to unfold.
The sharing and deconstruction of personal ideas and experiences can
also augment the literature and lecture material. Rather than adhering.to a
traditional transmission model of education wherein students are perceived
as empty vessels fervently waiting to be filled with the instructor's wisdom,
students are recognized as having valuable prior knowledge, experiences,
and wisdom that can enhance overall learning within the classroom. Garside
(1996) suggests that "Students need to become active learners rather than
passive recipients of information, taking responsibility for their own thinking
and learning" (p. 215).
As noted in the literature, however, student critical thinking does not
automatically occur simply because an invitation is extende~ ..Keele~, e~ al.
(1995), for instance, discuss potential student resistance to critical thmkmg.
These authors liken student resistance to critical thinking to client resistance
Human Service Education' Volume 19, Number / • Page /9

in counseling, and they offer several proactive steps to encourage critical
thinking. Identified strategies include (a) creating a positive context, (b)
communicating expertness and credibility, (c) demonstrating empathy and
genuineness, (d) creating a sense of safety and trust, (e) creating high hopes,
(f) encouraging involvement and collaboration, and (g) establishing limits.
These aforementioned strategies are supported by Gardiner (1998) who
reports, "Studies tell us that other essential characteristics of effective educational experiences include an environment that is both challenging and
supportive, high expectations, clearly defined outcomes, and frequent assessment with timely feedback to students" (p. 74).
It appears that students have to be reprogrammed and continually
encouraged to reflect on their belief systems, formulate their opinions, and
express themselves. For instance, it is not uncommon for students to preface
a rebuttal with an apology such as, "1'm sorry for disagreeing with the authors
but..." When queried about their reluctance to assume an opposing position
and express their opinion, students report a discomfort, particularly after
participating in classes where they are expected to sit obediently, robotically
record information, and later regurgitate facts or complete multiple choice
exams. In their experience, transitioning from the latter environment to one
where their opinions are honored can be disorienting, threatening, and
intimidating. Such an invitation can also be clouded by suspicion and skepticism. As reported by some students, recording, memorizing, and regurgitating facts in a traditional test format presents minimal threat when compared
to a context wherein personal beliefs may be challenged by peers. It appears
that a basic fear in responding to questions is that students begin to reveal who
they are and what they really think. Moreover, they find themselves in a
position of having to think about how they think, feel, and behave.
To assist students in beginning or advancing the self-exploration process,
personal reflection papers have proven to be a useful tool with which to begin
articulating their thoughts and actions. As noted below, self-reflection papers
can be less threatening and a primer for ongoing introspection.

Personal Reflection Papers
While completing their self-reflection papers, students frequently underscore the inherent challenge of this exercise. To prompt students, several
potential reflective questions are offered and include:
1. What attracts you to the human service profession?
2. What personal attributes may help or hinder your work with clients?
3. Who has significantly influenced your life? How?
4. What values influence your interactions with people?
5. Which client population are you interested or disinterested in working with? Why?

and appropriate. Of course, there are students who are initially confused or
annoyed with what appears to be a simplistic or meaningless assignment. In
their opinion, the focus of assignments should remain on human service
issues and client needs. For such students, the continual process of attempting
to understand themselves is unnecessary when working towards helping
clients. Consequently, the reciprocity between helper and client is undervalued or overlooked.
Following completion of their self-reflection paper, however, students
are surprised to learn how their own personal history, for example, continues
to influence their thinking process and behavior. At this juncture students can
begin to bridge personal life experiences and direct service with clients. One
student reflected on the childhood anger he experienced toward his mother
for contending with his father's verbal and physical abuse. While completing
his reflection paper, he began to gain a better understanding of why he was
appalled at practicum clients who returned to abusive relationships. Other
students may share their realization that issues (e.g., eating disorders, substance abuse, addictions, intimate violence) they thought they had resolved in
themselves were, in fact, simply being avoided or repressed. As previously
mentioned, providing a structured time for students to discuss what they
have discovered during classroom discussions can enhance the transformation process. While sharing their findings, other students provide support
and often reciprocate through personal narratives. Instructors who choose to
utilize the self-reflection process are encouraged to continually remind students of established ground rules and that appropriate clinical services are
available if required. From a professional and ethical perspective, faculty are
also encouraged to inform students about the potential repercussions associated with the assignment and clearly indicate this on the course syllabus.

Self-Screening Process
The personal reflection process, accompanying debates, and discussions
continue to serve as a self-screening tool. It is not unusual for students to
eventually withdraw (either temporarily or permanently) from the human
service program once they begin to realize that they are emotionally unprepared for human service work. A portion of students seek professional help
to resolve personal issues while others pursue other academic avenues.
Although many students who pursue a human service degree are well
meaning and noble in their intentions, not everyone fully understands or
appreciates the difficulties that can emerge when personal needs are overlooked.

Conclusion

Students are also invited to deviate from the pre-formulated questions
and are encouraged to create questions that are more personally meaningful

In addition to introducing students to pertinent literature and fundamental skills, human service educators are in an ideal position to cocreate a
learning environment conducive to student transformation. During the trans-
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formation process, students can become reflective and introspective and
begin to grapple with meaningful issues that ultimately affect their psychological well-being and interactions with clients. Encouraging critical-thinking
skills invites students to challenge long-held assumptions while simultaneously entertaining new perspectives. The completion of personal reflection
papers and active involvement in classroom discussions and debates are
consider potential vehicles to enhancing the learning and transformation
process.
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Sculpting Interprofessional Alliances
in Human Service Education
Linda Hoover, Deborah Jacobs,
Denise Anderson, and David F, Bateman
Abstract
As theneedfor interprofessional practice in thehumanservice
field becomes more widely acknowledged, restructuring educational preparation programs to reflect this need is equally as
important. Thismanuscript traces thedevelopment ofa4-pronged
approach to a collaborative interprofessional educational effort
within a state university's College of Education and Human
Services. The college houses undergraduate programs in criminal
justice, health, social work, and teacher education as well as
graduate programs in counseling, early childhood education, educational administration, and special education. The authors describe thepotential barriers, theprocess ofbuilding interprofessional
support to overcome those barriers, and planning a variety of
activities toengage faculty in shared interprofessional alliances to
enhance student learning. Recommendations are offered to others
interested in implementing an interprofessional model.

Introduction
An important ongoing theme in human services involves the collaboration and cooperation of different agencies and professions in order to maximize scarce resources and improve service delivery to clients. Researchers
have recognized the need for interprofessional practice since the late 1970s
(Falck, 1977;Washington, 1978); and small steps have been taken toward the
implementation of such programs, particularly in community mental health
(Bloom & Parad, 1976; Lee, 1980; Mailick & Ashley, 1981). More recently,
widespread dissatisfaction with "the fragmented, bureaucratic, rule-driven,
ineffective way in which agencies conduct their affairs" (Adams & Nelson,
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1995, p. 3) has led to a call for fundamental changes in the practice and
organization of human services.
In response to this dissatisfaction, efforts to integrate service delivery
through interagency coordination and interprofessional collaboration have
intensified. By working as a team to understand and meet the myriad needs
of clients, professionals from across human service disciplines are better able
to adequately respond to referrals and access resources. Zastrow and KirstAshman (1997) acknowledge this professional partnership as providing a
multifocused lens through which human service workers may examine the
same situation and engage in sharing in one another's differing perspectives,
ultimately providing enhanced comprehensive services to the client. An
additional advantage to interprofessional collaboration lies in the capacity to
provide financial savings. While one of the difficulties in measuring the cost
effectiveness of prevention-focused, noncategorical services has been in
quantifying the number of potential clients kept "out of the system" by
collaboratively addressing issues prior to a formal service delivery intervention, research supports cost-saving efforts in the long run (Coie et al., 1993).
As this need for interprofessional practice in the human service field
becomes more widely acknowledged, restructuring educational preparation
programs to reflect this need is equally as important. (Foley, 1997; Snyder,
1987). Without an interprofessional background, tomorrow's human service
practitioners may be ill-equipped to understand and appreciate the knowledge base, ethical framework, and professional mission of their colleagues.
Therefore, we contend that educators in the human service field must take a
leading role in preparing future graduates to face societal changes. Thus,
moving toward a multidisciplinary, interprofessional educational program
should be a priority. This manuscript traces the development of a fourpronged approach to a collaborative educational interprofessional alliance.

What Do We Mean by "Interprofessional Education?"
Interprofessional education is still evolving (Lawson, 1996). While there
is no universally agreed-upon definition, the Commission on Interprofessional
Education and Practice puts considerable effort into a working definition of
interprofessional education as the communication, cooperation, and coordination that occurs between members of two or more professions when they
are dealing with client concerns that extend beyond the usual area of expertise
of anyone profession (Houle, Cyphert, & Boggs, 1987, p. 92). Although this
definition provides a useful start, it focuses more on practice than educational
background.
Lawson (1996) clearly states that interprofessional education has as its
goal the preparation of practitioners who possess the conceptual knowledge
base, skills, and values to work successfully in integrated care systems.
Gardner et al. (1997) and Lawson (1996) have identified core principles and
competencies for strong interprofessional education programs, including
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vision, leadership, team building, conflict management, understanding of
organizational behavior and power relations, insight into the differing professional cultural norms, ethical decision-making, linkages to community, and
partnership with client groups. Inherent in all these evolving considerations
is the charge of educational institutions to produce graduates who not only
embody the knowledge, skills, and values of human service professionals but
also respect and appreciate the roles, norms, and values of professionals from
different disciplines with whom they must interact.
There are numerous reasons why interprofessional education is essential
to effective practice. First, and perhaps most obvious, client needs often
extend beyond the resources that one person or agency can provide (Bishop,
Kilburn & Flaherty, 1996; Headrick, Wilcock & Batalden, 1998). Second,
understanding and tolerance for others' professional knowledge and perspective are essential in providing successful collaborative efforts for clients
(Atkins & Walsh, 1997; O'Neil & Wilson-Coker, 1986). Finally, funding
sources have placed a growing emphasis on providing collaborative, community-based services to children and their families as well as providing
interprofessional team service to clients in mental health (Bry, 1987; Roberts
& Priest, 1997), geriatrics (Clark, 1991; Mellor & Solomon, 1992; Richardson,
Cooper, Swanson, & Ward, 1996), school systems (Allert-Meares, 1984;
Cibelman, 1995), corrections (Powell, 1994), child welfare (Bush & Gordon,
1992; Gallmeier & Bonner, 1992; O'Neil & Wilson-Coker, 1986), and special
education (Hallahan & Kauffman, 1997; Hanson, Hanline, & Petersen, 1987).
While interest in multi-disciplinary educational efforts is expanding
(Bishop, Kilburn, & Flaherty, 1996; Foley, 1997; Saltz & Damron-Rodriguez,
in press), fully functioning programs designed to assist in the preparation of
human service workers for this new paradigm of practice are still "in progress."
One of the earliest referenced programs is the Commission on Interprofessional
Education and Practice at the Ohio State University, which developed a model
linking seven human service professions. The evaluation of their endeavor
yielded positive results (Billups, 1986).

Barriers to Interprofessional Activity
While the need for interprofessional education is well documented,
barriers to interprofessional activity may surface in any university environment. Several researchers have investigated some of the potential barriers to
creating a successful interprofessional collaboration (Foley, 1997; Gardner et
al., 1997; Hogan, 1996; Hooper-Briar & Lawson, 1996; Lawson & Anderson,
1996; Saltz & Damron-Rodriguez, in press). Among the potential roadblocks
are curricular issues, faculty time restraints versus rewards, and cultural
differences among the professions.

Curricular Issues
Saltz and Damron-Rodriguez (in press) address the specific curriculum
requirements for students in discrete majors and both the time limitations and
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competition posed by additional course requirements. Curriculum development can also pose barriers to interprofessional efforts. Gardner et a1. (1997)
suggest that rather than adding onto curriculum, faculty should consider
redesigning existing courses to encompass the knowledge and skills necessary for professional collaboration, and in this way, prevent the marginalization
of anyone discipline.

Faculty Time Constraints Versus Rewards
For faculty in many academic institutions, the costs of involvement in
interprofessional work can far outweigh the benefits. The time requirements
necessary for attendance at meetings and planning coordinated efforts can be
significant. Additionally, in many academic settings, there is no significant
extrinsic reward in terms of tenure or promotion to encourage such collaboration (Gardner et aI., 1997; Hogan, 1996). As Foley (1997) states, "Generally
speaking, it was simply easier to structure curricula and to teach on one's own
than it was to do these things with others" (p. 4).
Cultural Differences Among the Profession
Hogan (1996) identifies professional "territoriality" as a potential barrier
to the implementation of interprofessional education. Often in academia
administrative expectations contribute to each department's perception that
it has come to "own" courses. If faculty believe that there is a potential risk to
the stability of their course offerings, this can create a tremendous obstacle to
discussions about changing the requirements in anyone discipline. However,
Lawson and Anderson (1996) assert that this particular barrier extends far
beyond departmental territoriality to the larger issue of professional culture.
In other words, a major obstacle to interprofessional collaboration springs
from the fact that professionals from discrete disciplines view the client from
differing perspectives:
In a culture that has been homogeneous for some time, there are a

number of understood, unwritten rules by which people live, there is
an ethos there, there is a mode, an understanding that "we don't do
it that way" (Campbell as cited in Lawson & Anderson, p. 162).

A Four-Pronged Approach to Interprofessional Practice
The identification of the barriers that serve to impede interprofessional
alliances is the first step in the direction of positive change. Through discussions at a college-wide retreat held off-campus, our committee recognized
that no single solution exists to overcoming the preceding barriers to
interprofessional collaboration. It is a problem arising from the interaction
among historical, attitudinal, and organizational impediments in which the
problematic whole is significantly more daunting than the sum of its parts.
Because the aforementioned barriers are inherently systemic in nature, we
decided to explore multiple strategies - in essence, a four- pronged, parallel
effort, toward mitigating, if not actually circumventing the barriers. These
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Figure 1
A Four-Pronged Approach to Interprofessional Alliances
in Education and Human Services

include (a) faculty development, (b) curriculum development, (c) networking
and collaborative research, and (d) field-based experiences.

Prong 1: FacultyDevelopment
Once we received the administrative support to pursue interprofessional
activity, the question arose as to how to actualize the goal. As is common in
academic settings, we formed a committee consisting of volunteers in undergraduate programs in criminal justice, social work, health, and teacher
education as well as graduate programs in counseling, criminal justice, early
childhood education, educational administration, and special education.
Interestingly enough, the great majority of the original and on-going members of this committee are nontenured junior faculty. In the beginning of this
effort, the committee worked to clarify a vision and define its mission "to
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promote interprofessional and interagency communication, cooperation, and
collaboration," while simultaneously undertaking some ground-breaking
activities to create interprofessional "visibility" within the academic community.
Shortly after the inception of the interprofessional committee, we developed a week-long schedule of events to stimulate faculty development in
interprofessional practice. The first year, each department within the college
organized its own speakers and activities for what became known as "Human
Services Week." Due to departmental loyalties and simultaneous scheduling
of events, most attendees gravitated toward the activities in their own
discipline. Participants' primary recommendation was to decrease the number of events occurring and shorten the time.
Thus, efforts evolved to sponsor a comprehensive one-day Human Service Seminar. For example, one year's activities focused on Communities that
Care (CTC), an interprofessional model of community building (Hawkins,
Catalano, & Associates, 1992).Hawkins, the co-founder of CTC, spent the day
meeting with faculty on issues of research, offering presentations to students,
and providing an evening address at which Pennsylvania's First Lady Michelle
Ridge also spoke regarding the Governor's Community Partnership for Safe
Children.
Prong 2: Curriculum Development
During the past three years, we have identified several specific content
areas as ideal for possible interprofessional courses. However, given the
complexities and length of time necessary for "institutional" curriculum
modification, we have developed an interim method of providing content
without directly confronting the "politics" of major curriculum reform. For
example, in two introductory courses, one in social work and one in teacher
education, units or modules from each profession are being team taught
across disciplines. Our long-term goal is to create an introductory course in
human services for all undergraduates in our college.
Another positive example of curriculum development is pilot graduate
course offerings in qualitative research and ethical issues across professions,
both developed and taught by a team of three faculty from different disciplines.
Prong 3: Networking and Collaborative Research
A successful means for enhancing networking across disciplines was the
"faculty exchange." The purpose of this "exchange" was to make faculty
aware of each other's areas of expertise and create a way to extend that
expertise across disciplines. We began with a survey asking faculty what
content areas they were willing to offer as presentations in other professional
areas and, in tum, what related content or issues they would appreciate
having others present in their classes. The survey turned into a compilation of
resources that is updated annually and circulated to faculty each semester to
.use as they see fit within the context of the curriculum they teach. Evaluations
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indicate that more than half of the faculty are using each other as resources
. ' .
across disciplines.
Another method of networking that has piqued growmg mterest and
attendance within the college is our informal "brown bag luncheon" research
seminars. Two to three times a semester, a faculty member from the College
of Education and Human Services volunteers or is invited to present research
in progress for review and feedback. Brown bag luncheons have bee~ an
effective method for sharing current research efforts. On several occasions,
faculty discovered links between professional interests that led to collabor~
tive research. For example, a faculty member in the graduate program in
educational administration, who is a quantitative researcher, and a faculty
member in the undergraduate teacher education program, who is a qualitative researcher combined their expertise and efforts to evaluate the effects of
block scheduling on student achievement and perceived teacher attitudes
toward instruction in the block.
Prong 4: Field-Based Experiences
.
With the cooperation of a local school district that shared a lon.gstandmg
collaborative relationship with the university, we developed an mtegrated
field experience opportunity for social work interns and student teachers,
including a shadowing program and a series of six seminars as part ~f an
integrated professional development series. This field site proved an ideal
location for the project for many reasons, among them the fact t~at the c~ntral
office staff included a full-time social worker who expressedmterest in the
interdisciplinary project and volunteered to serve as th~ on-site faci.litator.
The shadowing experience entailed teacher educatton and social work
students following each other through separate work days to learn the
intricacies of the profession not easily reflected through coursewo~k.Th~se
intricacies included making home visits; counseling or conferencmg with
students; planning for, implementing, and evaluatin? inst~ction; implementing effective classroom management; and dealmg with paperwork
requirements. The purpose of this part of the proje~t was ~ofold.It ~elped the
students recognize and appreciate the role and dally routine of their counter.
parts, while breaking down previously held stereotypes.
While the content of the seminar sessions was an important and educattve
part of the integrated field experience, an equally valuable asp~ct of the
biweekly seminar series was bringing together the different profes~lOnals~aff
and undergraduate students. The participants were ~ager~o. share ~ creat~ng
something special that would help children and their families by improving
the quality of services delivered through the school..
.
The seminar topics were developed by the school social worker WIth
input from all of the involved participants, including university facuI~,
cooperating teachers, school administration .and stu~ents. The first y.ear. s
seminar topics included (a) the role and function of child welfare agencies m
handling reports of suspected abuse; (b) special education processes, espeHuman Service Education' Volume 79. Number I • Page 3 7

cially the teacher's part in the referral process; (c) communication with
parents, including overcoming barriers to positive communication; (d) classroom behavior management techniques for preventing escalation of disruptive incidents; and (e) student assistance teams.
During the final seminar, the participants met for an evaluation of the
project. This debriefing session gave students and professionals an opportunity for feedback in assessing how well the project met their perceived needs
and expectations. Overall, responses were positive. The knowledge they
gained about each others' roles was seen as invaluable in their professional
lives. One of the major revisions that is occurring as a result of the feedback
is the inclusion of a seminar session on values, ethics, and frames of reference
for the differing professions. While this issue was indirectly infused throughout several of the seminar discussions, it emerged as such a significant topic
that it seemed appropriate to allocate the introductory seminar to it alone. The
roundtable discussion on our professions' cultural differences was an opportunity for the type of collaborative interprofessional interaction and understanding seldom occurring in undergraduate human service preparation
programs.

Looking Toward the Future of Interprofessional Alliances
The future of the interprofessional practice holds much promise. Goals
include continuing to integrate interprofessional content into existing curriculum in all disciplines, creating an interprofessional human services course
and expanding coordinated field service efforts to include special education
student teachers as well as interns from both counseling and educational
administration. Additionally, we hope to explore an interprofessional ethics
committee as a fifth prong to our approach. As all departments within the
college grow toward maximum student capacity, monitoring students' individual professional ethics grows increasingly difficult. While each department is in the process of developing a policy on non-academic dismissal, a
collegewide effort to coordinate and advise on ethical concerns has become a
priority.
One of the fundamental lessons we have learned thus far is that one
cannot expect everyone to be involved in interprofessional practice. While
many of us on the committee could be categorized as "zealots" for the cause,
others are supportive but show marginal involvement; and some give lip
service to interdisciplinary alliances while remaining staunchly ensconced in
their Own curricular area. As is the case with most change, resistance is to be
expected. The key seems to be developing an enthusiastic working cohort
who demonstrates commitment to the process. While. change is slow, we
cannot underestimate the importance of forging ahead and continuing to
explore new ways of coordinating human service education. We have made
a clear commitment to collectively preparing a cadre of professional who
embrace the attitudes, possess the conceptual knowledge base, and demonHuman Service Education· Volume 79. Number 7 • Page 32

strate the skills necessary to meet the needs of their clients in collaboration
with one another.
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Selling:
A Nontraditional Human Service Skill
Tricia McClam and Marianne Woodside
Abstract
Interviews withhumanservice professionals across theUnited
States identify selling as a helpful and often necessary skill for
effective service delivery. Thisarticle introduces selling asahuman
service skill, explores its benefits to service delivery, anddiscusses
its implications for human service education.

Selling: A Nontraditional Human Service Skill
Human services will be different in the next century. No one is sure what
the specific changes will be, although there have been attempts to predict
them by examining and describing trends. Most forecasters do agree that
changes will occur rapidly. In fact, in the 1990s, rapid changes have already
taken place in service delivery with the utilization of technology, the advent
of managed care, and the diverse and nontraditional settings for helping
activities. Other changes are already occurring in the ways services are
delivered, often in response to changing societal conditions, financial
constraints, client needs, and agency policies and procedures. To meet
changing demands in service delivery, human service professionals are
already applying skills that are not typically recognized in human service
education.
This article introduces a skill that is not traditionally recognized-but that
human service providers find helpful and often necessary. It explores the
benefits to service delivery and discusses the implications for human service
education. Since 1994, the authors have been interviewing human service
providers in urban, multicultural areas across the nat~on; these f~d~ngs
(McClam & Woodside, 1998)have explored current practices and predictions
for future service delivery. Further analysis of these interviews has revealed
a newly recognized human service skill that service providers describe as they
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talk about their work. The following quotes are from four persons in different
areas of human services and from different regions of the nation.
We interview them, talk about our program a little bit, and talk about
why th~y were referred to us. "So you think our program has
somethmg to offer you? Do you think there would be any benefit to
us helping you? Could we work together?" And 90% say yes. We are
pretty good at selling our program. It is a sales job that is a part of
health care that they don't talk about too much. It is selling that needs
to go on, particularly with getting people to buy into a program.

Intensive Case Management Program
Los Angeles, CA
It is ~v~n harder because the case worker, we call it an employment
specialist also, needs to be a salesperson. It is very hard to find
someone who is very good in social services and a good salesperson.

Lutheran Case Management
Miami, FL
We are really working on being independent. Her parents were just
dead set against it. So, I picked up the phone and I called her mom.
I S~id~,"Do you mind if I come over and have coffee?" "Oh, yes," she
said, come on out." So you have to go on their turf.

Adjustment TrainingCenter
Parkston, SD
You have to basically sell this program. Calling, talking to these
providers: "Here is Johnny and this is the problem." This is like sales.
You have to advocate for children to find them a spot because
resources are terrible to get. So you become a strong advocate. You
become almost aggressiv~. You have to have the services. Not only
do you have to be a good listener and a good communicator, you have
to be a good salesperson too.

Community Services Agency
Knoxville, TN
. I~. these four quotes, the importance of selling is either explicitly or
implicitly ~ecognized. Initial responses to these quotes may be objections to
sale~ as bemg pushy, competitive, aggressive, and manipulative; and fasttalk~ng stereotypes come to mind when thinking about sales techniques. In
realI~, sales people are usually professional, respectable people who do a
good Job sellIng. because they believe that selling is a helping profession
(~artlett, 1994; Kimball, 1994;Nirenberg, 1984). According to the recent sales
literature, a new model of selling is emerging that emphasizes the relationship
between seller and buyer. This model is compatible with human service
professional values and is easily integrated with human service practice
(Cathcart, 1990).

What are the differences between traditional selling, that so many people
find offensive, and the selling that emphasizes the relationship? One difference
is that in traditional selling the primary motivation for making the sale is to
benefit the seller. The primary difference in the new model is one of caring.
In traditional selling, many times the buyer and the seller are adversaries,
especially when the seller utilizes a "killer instinct" to overcome any objections
the potential buyer may have and does everything possible to persuade. The
relationship approach to selling emphasizes the "we" in the relationship: the
development of a partnership that is characterized by flexibility, two-way
communication, and the resolution of concerns. Examining the quotes in
more detail better illustrates this new relationship selling.
These quotes represent four different ways in which human service
professionals are salespersons. The first quote is from an individual who
serves as both the director and an intensive case manager for a program that
assists the severely mentally ill living in the community by providing"cradleto-grave" comprehensive services. The clients served by this program are
those mentally ill who comprise the "revolving-door" clientele at residential
mental health centers and hospitals in the Los Angeles area. The agency goal
is to improve the quality of life for these clients by helping them live
independently in the community and to reduce their stay in institutional
settings. For many of these clients, residential mental health facilities are their
"residence of choice" and their safety nets. They have never maintained a
stable living arrangement in the community. During the initial phase of
contact with clients, case mangers in this program have to provide a "vision"
to their potential clients for a new way of living in the community. They must
have client "buy in" for two reasons. First, without client commitment to the
goals of the program and the services it offers, helping the client becomes very
difficult. Second, since it is a voluntary program, clients must agree to
participate so the agency can receive the funding necessary to provide these
intensive services. The focus of the selling in this setting is to successfully
initiate client service.
The case manager represented in the second quote is from Lutheran Case
Management Services in Miami, Florida. She works with immigrants from
Caribbean and Latin American countries. The purpose of this agency is to
help immigrants find appropriate housing, food, and clothing. The helpers
also provide crisis support services and refer clients who need counseling,
medical services, and special services for their children. They also work with
clients to find employment. It is in this area that the case manager states very
clearly that the employment specialist needs to be a good salesperson. Selling
is important, according to this case manager, because in the area of work and
employment, there is often a conflict of values between the client's home
culture and the culture in the United States. In this setting, the employment
specialist is sensitive to the culture and values of the immigrants; she also
knows that success in a job placement means the client must adapt rather
quickly to the work values of South Florida. This professional makes a
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distinction between a good helper and a good salesperson. In her experience,
~he ~ood helper would take plenty of time to find a job that allows the
imrrugrant to work and does not compromise the values or attitudes of the
home culture. The reality is that the clients must demonstrate a good-faith
effort in.adapting to the work environment. The helper, although supportive
and patient, must move the client fairly quickly into a job in order to establish
economic self-sufficiency. Hence, selling the client on the need to establish a
vocational plan is critical.
Th~ third helping professional quoted works in the Adjustment Training
Cente~ I~ Parkst?~, South Dakota, uses selling techniques as a strategy for
establishing positive relationships with clients. The Adjustment Training
Center serves developmentally delayed adults with the ultimate goal of
reaching the maximum independence possible for each client. This center is
committed to providing long-term services for their clients and expects to
move a majority of its clients through increasing levels of self-sufficiency. The
parents or guardians of some of these clients do not believe their adult
children can or should be independent. Many of the parents prefer the Center
to provide primary care for their "children." The helping professionals
working at the Adjustment Center realize that, as helpers, they must establish
good working relationships with the families of their clients; therefore, this
so~etimes involves selling the goal of independence. This particular helper
realizes that the relationship is not confined to the agency setting nor to a
formal agen?a. Having coffee with a mother at her home is an important way
to communicate, especially when the discussion may challenge parental
wishes or desires.
Th~ fourth quote is from a helper at the Community Services Agency in
Knoxville, Tennessee. Receiving referrals from juvenile court initiates an
~mpor:ant r~sponsi.bility of professionals who work for the agency: to
interview children m trouble and to gather information about the children
from parents, school officials, and any other significant individuals in the
children's lives. Once the intake information is gathered, these professionals
will work with the families and the children to determine goals and establish
~ervi:~ plans. If a particular child or family has additional needs, the helper
identifies the necessary services, makes the referral, and monitors progress.
Unfortunately, services are not always readily available; so, for professionals
at. the Community Services Agency, seIling means being an advocate for the
client. It also means talking with service providers and convincing them that
t~ey ~u~t res:f~nd t~ client needs. This helper believes that, although
listening IS a critical skill for a helper, being "almost aggressive" or assertive
on behalf of the client is important.

Selling and Helping

is a critical skill in human service delivery. They also recognize the benefits
of sales techniques that focus on building a relationship with someo~e,
becoming partners in service delivery, and providing a valuable service
through the relationship.
What do salespersons and helping professionals have in common?
Through the relationship, both sellers and helpers strive to reach similar
goals. The first goal is to identify the needs of the prospective buyer or clients,
whether it is a new car or the need for supervised housing. Identifying who
can benefit from the service that is being offered or sold is a second goal. It may
be those who will be first-time car owners, or it may be the homeless mentally
ill. The third goal is to tailor the selling to each potential buyer or client.
Offering attractive financial packages to the first-time car owner or providing
a supportive group-living situation to the homeless mentally ill may be
appealing to the recipient of the respective services. Table 1 describes three
traditional seIling goals and expands the role of the helper I seller for each goal
and lists the benefits to the buyer I client. Although the helper is not always
in the role of seller and the client is not always in the role of buyer, enough
commonalities exist in selling and helping to make it helpful to view the
helper as a salesperson and to characterize the client as a buyer.
Table 1
Selling Goals, Roles, and Benefits
Roles of the helper / seller

Selling goals

Benefits to the Buyer/
Client

Identify needs of the
prospective buyer

• Assess the needs of clients
• Develop services to
meet client needs

• Clientwill participate in
determining services
needed
• Client will help establish priorities

Identify who can
benefit from the service

• Target the clients who
can profit from services
• Establishes criteria for
eligibility for service

• Clients who can use servicesare activelysought
• Clientswith other needs
are not promised services

Tailorselling "pitch"
and buying package
to the buyer

• Respect client differences
• Learn what each individual client needs

• Client feels valued and
respected
• Services better match
individual client needs

.
~ese quotes from the four service providers represent a number of
mter~Ie,:ees who de~cribeselling as an important facet of the helping process.
They indicate that bemg a salesperson is an essential role and being able to sell

There is one difficulty that must be acknowledged. At times, within the
helping context, clients are sometimes "sold" services they do not need. Also,
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agencies can be proprietary about their clients. Neither of these approaches
represents the selling relationship that is presented here. Sales effectiveness,
regardless of the setting, the situation, or the potential buyer, requires skills
in three areas: technical knowledge, interpersonal skills, and self-management
skills. Technical knowledge of the product is critical. In human service
terminology, this includes such information as eligibility for services, agency
resources, and clients' rights. To facilitate the selling process, essential and
complementary to the technical knowledge are interpersonal skills (e.g.,
establishing rapport, listening, responding, questioning, and maintaining eye
contact). Of course, these skills are already necessary components of human
services. Finally, self-management skills provide the know-how to "work
smart" (i.e., to manage one's self to get the job done). This includes
accomplishing tasks on time and using the appropriate procedure and
protocols. Examples of self-management skills are self-awareness, values
clarifications, and time management.
Skills in each of these three areas are essential. Recently, a study
conducted across a range of professional fields identified the determining
factors in a professional person's success. The results suggest that only 15%
comes from technical knowledge of the field and that 85% is a combination of
one's ability to deal with people and one's ability to manage one's self.
There are some interpersonal and self-management skills related to
selling that will help the human service professional be a more effective
salesperson.

What Human Service Professionals
Need to Know About Selling
In order to utilize selling strategies or techniques, helpers should be
knowledgeable about buyers, their concerns, their options, and the "sale"
itself. Each of these areas will be described and related to human service
delivery.

Buyers
Buying experiences vary from person to person. Typically, there are three
reasons why people buy. First, they trust the seller. In human service
terminology, this means that the client believes in the helper and in the
rapport and the relationship that exist between them. Second, the buyer likes
the product (i.e., he or she likes the goal, the intended result of service
delivery) and feels it is consistent with his or her wants and values. Finally,
the buyer feels the product is worth the price (Cathcart, 1990). Since it is
consistent with the client's wants and values, the client is willing to do what
is necessary to reach the goal. This may be filling out forms, attending
counseling sessions, enrolling in vocational training, or modifying behavior.
The following case exemplifies the "perfect" buying situation for the client.
Maria Gonzales is a singlemother with three children, ages 2, 5, and 7. Shejust
recently completed theFamilies Success program, apartofwelfare reform. Whenshe
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entered theprogram, shewasworried about theeventualoutcome (i.e., supportingher
family withoutfinancial assistance from thestateandfederal gov~rnme~t). Shewas
surprised when she met her case worker for thefirst time. Debbie Lewls. seemed to
understand herfears and her constraints. In fact, shelearned tha~ I?ebble had once
been on welfare but today was an eligibility counselor for the F~mliles program",By
the timeMaria hadbeen in theprogram for six months,sherealized that. thesertnces
were tailoredforherneeds. Shehadalways wantedtocomplete he~ education andwork
in thehealth field. Now shewas completi~~ -: GEDandp:eparmg tostudy asamed
tech atherlocal communitycollege. Mana s lifewascomplicated by theprogram, and
sometimes shefelt that her personal resources were stretched so thin that she would
not make it. When thebaby wassick, shehadto miss class andcould not evenget the
7-year-old to school. On the winter days when th~ bu~es did not run d~e to s~vere
weather conditions, shewasunable tofulfill herobllgatlOns. When Debbie LeW1S left
theHuman Service Department, Maria was assigned a new worker to whom shedid
not relate nearlyas well. But, on most days, Maria is grateful for the program.
In this situation, Maria is willing to buy. She trusts her case w?rker,
Debbie Lewis, who, she feels, understands her. She also likes what Debbie a~d
the Families Success program is selling. And since the program meets her hfe
goals, she feels the benefits outweigh the sacrifices..
..,
Potential buyers may decide not to buy. Often their deCISIOn IS based on
reasons that reflect a mismatch between the individual and the seller, the
product, the price, the timing, or the sales ~echnique (Nirenberg, 19~4). In
human services we are familiar with the thmgs that can go wrong WIth the
helping process. The following example provides a description of such a
mismatch.
Tara Block lives in thesame apartment complex asMaria. Shehadbeen onwelfare
for 10 years before the new welfare reform law waspassed. From her ~e.rsp~cti~e, the
entirewelfare system has changed-not for the better. Prior to participating tn the
new Families Success program, Tara could count on specific typesofsupport. !'hese
new regulations have accomplished little,asfar asshe is concerned, except ~o disrupt
theservices on which shedepended toraise herchildren. Sheneverhasbeen interested
in education orworkanddoes notsee any reason togenerate enthusiasm for programs
that require herto leave home. Her mother raised herwith the assistance ofwelfa.re.
Shesees noreason tochange thiswayoflife. She clearlyfeels thatany typeofeducation
or work that takes her awayfrom her home, from her neighborhood, and fr.om her
friends throws her life into a tailspin. She does not have th~ tra.nsportatlOn; the
childcare; or the organizational skills to train, work, and maintain h~r home. In
addition, shehashadtwocase workers, neither ofwhichshehasbeen particularlyfon~.
Both were intent on tellingherthat shehas to participate in the program or sheunll
lose herwelfare; theygaveherseveral examples of success storie~ and expec~e.d herto
become excited about leaving home at 6:30 AM each morning, depositing ~ne
daughter atdaycare andtheotheratanearly school program (each by bus)and ~akl.ng
another bus toa technical trainingschool an houraway. Thatwas o~ly the ~egmnmg
of one "bad"day afteranother. So shehasdecided not to do what lS required of her.
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So(a~ she is ~till receiving her welfan! check. She believes that she can appeal any
decision t~ withdrawsupport, andsheIS surethatshewillcontinuetoreceive support.
Tara IS a reluctant and a resistant buyer. She does not like her case worker
she ~~s n? in~erest in what Families Success has to offer, and the price of
participation IS too high. She also does not clearly understand her options.
.
There i~ considerable mismatch between Tara and the program.
A fmal reason people don't buy is that they may not be asked to make a
commitment. A third example of welfare client Lui Han illustrates this reason.
In fact, she is very willing to participate in services; but her case worker does
not help her commit to participation in the program. In selling, this known as
closing the deal.
LuiHanhasbeen in theUnitedStates for 12 years andis nowa U. S. citizen. She
c~me.fr.om China with.her ~usband andtwosons. Herhusband died ofpneumonia the
fi rs.t unnierafterthey Immigrated, andshehas raised hertwo sonsasasingle mother.
~UI workedfor 10 years in thetextile mill,andwasrecently laid offfrom herfull-time
Job. She has been unable to find suitable full-time employment since then. Her
language skill~ are limited, and she has difficulty conforming to the customs of the
western workmg w?~ld. She wa~ oneof thefirst applicants to interviewfor welfare
underthenew ~amll~es Suc~ess program, but sheis not sureshewants to participate.
Shehas met tWIC~ With her.mtake worker/case manager, Danny Gloryman, who is a
newhuman serVl~e pr?fesslOnal'. Heis mystifiedby Luiandherapproach toapplying
for welfare. She IS quietand reticent but keeps returning to talkwith him. He hasa
form that ~e must ask. ~er to fill out, and eventually he must askfor her to sign a
contract With the Families Success program. Sincehebelieves that sheis a reluctant
client, hedoes notwant topushherintosigningacontract. Sowhenshecomes tovisit
'
he talks with her, sheleaves, and there is no closure.
Lui Han thinks she might want to participate in the program, but she is not
sure. She needs the services of the Families Success program. Unfortunately,
Da~ny Gloryman does not understand that, according to the social rules of
LUI s home country, she cannot demonstrate her need or enthusiasm to a
stranger. She must wait until help is offered. Also Lui is cautious and
considers decisions a long time before making a commitment. In this case,
Danny has not provided the opportunity for Lui to commit to the Families'
Success program.
These thre~ scenarios present experiences of buyers: the perfect buyer, the
rel~~t~ntor resistant buyer, and the potential buyer not asked to commit. Just
as It IS Important to understand the buying experiences, it is also important to
consider buying concerns.

Concerns

participate in human services. Clients may not believe there is a problem or
that any intervention will help. This type of client will probably elect not to
participate unless the helper can show that the proposed services are valuable
and beneficial.
Another concern is that there is neither interest nor any inclination of the
client to participate at the present time. The client may not see any benefits of
involvement now nor the negative effects of delaying participation. A typical
response from this client may be a request for time to think about it. While this
is a reasonable request within certain limits, it also affords the helper an
opportunity to increase the client's participation in the helping process, which
may, in tum, arouse motivation, interest, or even curiosity.
A third concern is that no trust exists between the client and the helper,
the proposed services, or the agency. This is often the case with those who
have negative past experiences with human services, are resistant clients, or
are embarrassed that they must seek help. Getting to know the client,
engaging him or her as an active participant in the helping process, and
learning about the client's past experiences to present perceptions will help
resolve this concern.
For other clients, the major concern may be that they lack the ability to
make a decision. For these clients, decision making in general is a difficult
task. Many times they are hampered because they cannot determine their
goals and objectives; many others see too many alternatives and can find no
clear advantage of one alternative over another. Sometimes they feel they
need more information or want to wait until more analyses are generated.
Many times, for these individuals, delaying a decision is definitely better than
the wrong decision. They also may fear the consequences of making a
decision.
Tara Block, the resistant and reluctant client described previously,
expresses and experiences many of the concerns just articulated. In her
current status, she sees no need to participate in the Families Success program.
She has managed under the past welfare system very well, and that system
was able to meet her needs. She also does not particularly like her case worker.
There is no trust, and Tara does not want to establish a relationship. Not only
is Tara not interested in participating in the program now, she does not want
to ever participate in it. She is making plans to circumvent the system in
whatever way she can. On the other hand, Lui Han, also described earlier, is
not sure she wants to participate at the present time. She has some unstated
concerns about participating and does not want to rush into a decision. For
her, decisions come slowly; and, in her situation, her case worker is not
facilitating the decision-making process.

Just as experiences of buying vary, so do the concerns of prospective
buyers. An astute seller needs to understand what those concerns are and
address each concern in a way that is honest, focuses on client needs, and is
sensitive to the client's dilemma or situation (Cathcart, 1990).
The first concern that often arises is that the client sees no need to buy or

Conscientious service providers want their clients to be fully engaged in
the helping process and to be partners with them in identifying problems,
developing service plans, and reaching their goals. For those clients who have
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Resolving Concerns

concerns about the process, their participation, the helper, or any benefits,
resolving those concerns is a necessary step to a successful sale. A combination
of one'.s ability to d~al with people and one's ability to manage one's self
come~ into play at this point. They will also want to provide their clients with
technical or program information that would help them resolve concerns.
. Ma~ia Gonzales, the "ideal" case example, illustrated a buying and selling
interaction that is successful. Her fears and concerns are addressed' the
program matches h~r nee?s; and, perhaps most important, the eligibility
counselor has committed time and energy to their relationship. In addition,
the counselor has evidently also shared some of her own background that no
doubt contributed to building the "we" in the relationship.
But what about Tara Block and Lui Han? Their experiences were not so
successful. There are a number of strategies, however, that their service
providers might have employed to yield a different outcome. Tara's two'
~ase~o~kers were "intent on telling her she has to participate." Time spent
IdentIfym~ her concerns, asking questions, and listening carefully to her
answ~r~ might have encour~gedher participation and cooperation and led to
he~ willingness to communicate her feelings about what is happening to her.
LUI Han, on the other hand, thinks she would like to receive services; but
somehow the helping interaction does not end in a commitment to buy into
the program. In her case, the human service professional also needs to listen
care~lly and to check out impressions, facts, and approaches to decision
makmg.
I~.all three situations, the human service professionalmayfind it beneficial
to utilize self-management skills. Many clients do not like to be pushed to
"buy" or to accept the terms offered by the helper. If they feel pressure for a
commitment or a decision or a particular action, they may balk or begin to
~uestion the trust between themselves and the helper. Often clients believe,
If pushed, that they are not being empowered to make their own decisions'
instead, they are following the helper's agenda. The successful seller must
relax and listen carefully. Body language and quality and tone of voice can
sp~a.k more .tha~ ~ords that are actually heard. Speaking quietly and calmly,
smiling, r:namtammg eye contact, and having a relaxed body posture all signal
to the client that the helper is listening and not forcing the pace of the
interaction. B.oth verbal and nonverbal responses, such as these, are professional
and appropriate and focus on the client.

TheSale
. .A buying signal is anything the customer or client does or says that
indicates he or she has taken "mental" ownership of the product or service.
The hu~an se.rvicepr?fessional who adopts this relationship-selling approach
to.service delivery WIlllook for these signals, which may vary from client to
clIent.and. situation to situation. When these changes are observed, it means
the client IS ready to move forward with service delivery.
Signals may be verbal or nonverbal (Cathcart, 1990). Posture changes and

facial expressions are nonverbal. The client who is ready to buy may indicate
their intentions by moving to the front of the chair or perhaps leaning back,
adopting an open, relaxed posture. A smile coupled with eye contact also
communicate acceptance. Verbally, the client substitutes "when" for "if" and
"your" to "my".

Implications for Human Service Education
Human service educators recognize that the field of human services
continues to change rapidly (Neukrug; 1994;Woodside & McClam, 1998) and
that innovative approaches to traditional helping, represented by new
knowledge, values, and skills, may be needed to meet the demands of service
delivery in the 21st century. Forecasting the direction of the change is in itself
a difficult task. Many experts suggest the most reliable way to predict the
pressures faced in the new millennium is a crystal. There is one fact of which
we are certain: in the field of human services delivery, difficult problems will
persist for clients; and helping professionals will be searching for innovative
ways in which to respond.
Valued sources for determining the needs of helpers are the helpers
themselves. Selling, an activity traditionally reserved for the marketplace or
the boardroom, is emerging as an important skill for human service
professionals. In fact, though the authors present the concept of"selling in the
human services" as an innovative way in which helpers may interact with
their clients, many helpers have already discovered its usefulness. The
teaching of the knowledge, skills, and values of selling to human service
professionals must be approached with care. The integration of any two
disciplines (in this case, sales and human services) requires caution to the
ways in which concepts can be adapted to and ways in which they may be
inappropriately used. This is especially important for the concept of selling,
since many stereotypes of selling and salespersons are antithetical to helping
and helping professionals.
Within the context of human service education, the authors suggest that,
as educators teach about selling as a nontraditional, creative approach to
helping, they help students examine selling from a new perspective. To do
this, students would first explore the stereotypes of selling present in the
culture of the helper and the culture of the client. In so doing, they would
begin to illustrate both positive and negative selling experiences they have
had during the buying process and begin to identify some positive elements
associated with sales. Introducing the concept of relationship selling adds
another dimension to the concept of selling and provides a new model in
which to view the sales process. When relationship selling is compared with
the helping process, the compatibility of selling with the role of the helping
professional becomes more clear. At this point, students are ready to learn
aboutthe reasons people buy, the concerns of buyers, how to resolve concerns,
the nature of the sale, and how these concepts relate to the helping process.
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Sin~e the teaching of selling as it relates to human services is a new concept
to t~e fI~ld, the authors r~commend a careful analysis of the best ways in
which thI~ co~cept can.be mt~grated. A further consideration of how selling
currently IS bemg used m the field, a full discussion of ethical and value issues
linked to this approach, and the development of curriculum materials that
focus o.n.knowledge and s~ill~ of selling are all part of the next steps in
determmmg the place of sellmg m human service practice. Within the context
of the challenges of the 21st century, the authors believe that the application
of relationship selling within the helping process is worth considering.

Human Services Education
Volume 18, Number 1: pp. 57-58

BOOK REVIEW

References
Bartlett, R. C. (1994). Thedirect option. CollegeStation: TexasA & M University
Press.
Cathcart,J. (1990). Relationship selling: Thekeytogettingandkeeping customers. New
York: Perigee Book.
Kimball, B. (1994). AMA handbook for successful selling. Chicago, IL: American
Marketing Association.
McClam, T., & Woodside,M. (1998). Thepracticeof casemanagement as lived."
Human Service Education, 18(1),27-38.
Nirenberg, J. S. (1984). How to sellyour ideas. New York: McGrawHill.
Neukrug, E.S. (1994). Theory, practice, and trends in humanservices: An overview of
an emerging profession. Pacific Grove,CA:Brooks/Cole.
Woodside,M., & McClam, T. (1998). Introduction tohumanservices. Pacific Grove,
CA:Brooks/Cole.
/I

Tricia McClam and Marianne Woodside are Professors in the Counseling,
D.eajness, and Human Services Department at the University of Tennessee, KnoxVille.

Human Service Education' Voiume 19. Number 1 • Page 46

Crisis Intervention Strategies
by Burl E. Gilliland and Richard K. James
Brooks Cole Publishers, 1997,650 pages

Reviewed by Rich Furman, MSW
All too often, events that occur in the public eye accentuate the relevance
of core curricula offered in human service education programs. Two recent
tragedies highlight the need for human services workers to be adequately
trained in crisis intervention skills: the murder / suicide of 14 students and a
teacher by two students in Littleton, Colorado; and the mass dislocation of
Kosovar refugees. Crisis Intervention Strategies, by Gilliland and James is an
important addition to the teaching tools available; and, as well, this book
would aid any crisis worker confronted with these all too frequent complex
and harrowing situations.
This third edition has stood the test of time; and its relevance to human
service workers has, unfortunately, grown in significance. It is immediately
useful to any course in which crisis intervention is taught as the partial or full
focus of the curriculum. Its brilliance lies in its utility for workers at all levels
of training. The "six-step model" of crisis intervention offered by the authors
is straightforward and practical and can be applied by even novice interventionists. At the same time, the authors' elaborations at the theoretical level will
augment the knowledge and skills of even the most experienced clinician or
educator.
The layout of the book is simple, logical and user friendly. Part I, Crisis
Intervention Theory and Application, is divided into three chapters, Approaching Crisis Intervention, Basic Crisis Intervention Skills, and Crisis Case
Handling. Chapter 1 begins with a comprehensive discussion of the definition
of crisis. Typifying their skill at integrating complex information, the authors
are able to provide the reader with a clear and meaningful definition of crisis:
"Crisis is a perception of an event or situation as an intolerable difficulty that
exceeds the person's resources and coping mechanisms" (p. 3). Students who
have read this book frequently noted that this definition helped them underHuman Service Education' Voiume 19. Number 1 • Page 47

stand the nature of crisis for the first time. The authors then provide an
insightful discussion of the characteristics of effective crisis workers. The
delineation of these characteristics helps demystify various attributes of good
crisis clinicians, with the result that the reader comes to view the necessary
skills as obtainable.
In chapter 2, the authors describe their six-step model of crises intervention:
1. defining the problem
2. ensuring client safety
3. providing support
4. examining alternatives
5. making plans
6. obtaining commitments
The authors provide illustrations using case examples to detail and
demonstrate the processes involved in each step. Such skills as communicating empathy, genuineness, and trust are broken down into easy-to-apply
techniques. These important values and intervention strategies are given life
through case examples of crisis situations. Of particular utility are the authors'
explanations of listening skills. Their clarification of open-ended and closedended questions is succinct and intelligible, and allows for easy application.
The classroom exercises that follow each chapter challenge students to
utilized the six-step model in the assessment of a case, asks them to practice
the skills leaned in the chapter, and helps students learn to evaluate their own
feelings related to crisis. Such exercises significantly aid the instructor in
moving away from over reliance on didactic teaching.
Chapter three, is arguably the strongest chapter in the book. It instructs
the reader in learning to use a simple assessment tool designed to assess
lethality and safety issues. Also, the key differences between how crises are
handled face to face as opposed to being handled on the telephone are
explored.
The second part of the book includes chapters related to various types of
crises, including suicide, sexual assault, hostage crisis, and personal loss and
bereavement. Each is comprehensive and well written and includes extensive
references for further study.
Perhaps the most important testimony for the text comes from the
assessment of students. Of the 18 students in this reviewer's associate-level
course on crisis intervention, 14 mentioned the text as one of the strengths of
the course. Most important, students made significant progress in terms of
their counseling and crisis intervention skills by the end of the semester. The
use of the text's practical and skill-based exercises were a key reason for
student growth.
Finally, as informative as this book was, it was also a pleasure to read. The
authors inject a wit and sense of humor that is often missing from textbooks
devoted to such weighty subjects. The end result is an excellent, readable, and
useful book.
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GUidelines for Authors

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

HSE publishes three types of submissions: 1) articles, 2) brief notes, and

Guidelines for Authors

Manuscripts are edited for consistency of gramm~r, spelling, and
punctuation. In some cases,
of
may be reworded for conciseness or clanty of expression.
.
h
10. Manuscripts are accepted for review with thde und~rsta~yd::o:h::
they represent original work and are not un er review

publication.
. d b
th
All manuscripts must meet the specifications detaile ~ 0.ve or ey
11. will be returned to the authors before review for publication,
The following are additional directions for each type of submission:
1.

3) 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 material should conform to the style of the fourth edition of the

Publication Manual of the American Psychological Association.
4.
5.

Avoid footnotes wherever possible.
Tables should be kept to a minimum. Include only essential data and
combine tables whenever 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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~ortions ~anuscnpts

9.

2.

3.

o~

Articles. Ordinarily, manuscripts for articles should not exceed ten
(10) ped pages. Following the title page include an abstract not
100 words. This statement should express the central Ide:
of the article in nontechnical language and should appear on a pag
separate from the text.
b . f
Brief Notes. Submissions appropriate fo~ this f~rmat include ""
reports of research projects or program innovations,
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 t~e note.
Critical Reviews. HSE accepts reviews of textbooks, other mstr~ctional materials, and scholarly books of interest to human service
educators. Manuscripts should not exceed three t~ped.page~ unless
two or more related books are included in one review m which case
manuscripts should not exceed five typed pages.

mor~han

~a.nuscnpts

Send an original and three clean copies of all materials ~o Tricia ~cClam,
Co-Editor, Manuscript Review and Editin~, Human Seroice Education, 115
Claxton Addition, University of TN, KnOXVIlle, TN 37996-3400.
Telephone/ e-mail inquiries are welcome and may be made to Tricia
McClam at (423) 974-3845 (e-mail: McClam@utk.edu) or Rob Lawson at (360)
650-3886 (e-mail: Rob.Lawson@wwu.edu).
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National Organization for Human Service Education
The National Organization for I Iuman Service Education (NOHSE) was
founded in 1975 as an outgrowth of a perceived need by professional care
providers and legislators for improved methods of human service delivery.
With the support of the National Institute of Mental Health and the Southern
Regional Education Board, NOHSE focused its energies on developing and
strengthening human service education programs at the associate, bachelor's,
master's, and doctoral levels.
The current purposes of the organization are: (a) to provide a medium for
cooperation and communication among human service organizations and
individual practitioners, faculty, and students; (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; (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 The Link (the bimonthly newsletter) and the
availability of professional development workshops, professional development and research grants, and an annual conference.
Six regional organizations are affiliated with NOHSE and provide additional benefits to their members; they include the New England Organization
of Human Service Education, Mid-Atlantic Consortium for Human Services,
Southern Organization for Human Services, Midwest Organization for Human Service Education, Northwest Organization for Human Service Education, and Southwestern Organization for Human Service Education.
NOHSE is closely allied with the Council for Standards in Human Service
Education (CSHSE). CSHSE, founded in 1979, has developed a highly
respected set of standards for professional human service education programs and also provides technical assistance to programs seeking Council
approval.
Inquiries about membership should be addressed to Naomi Wipert, 5326
Avery Road, New Port Richey, FL 34652. Telephone: (727) 847-7533 or email
nwipert@grouper.pasco.k12.fl. Membership information can also be found
on our website at www.nohse.com. Other correspondence should be addressed to Wm. Lynn McKinney, NOHSEPresident, 107Quinn Hall, University of Rhode Island, Kingston, RI 02881-0809. Telephone: (401) 792-2244,fax
(401) 874-2581, or emaillynnm@Uriacc.uri.edu.
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