'"""··""""~~~~~UIJ."~;~;~,!,f!,"""

HUMAN SERVICE EDUCATION
A Journal of the National Organization for Hwnan Service Education

Co-Editors
Tricia McClam
University of Tennessee
448 Claxton Complex
Knoxville, Tennessee 37996-3400
voice 865/974-3845
fax 865/974-8674
mcclam@Utk.edu

Rob Lawson
Western Washington University
413 Miller Hall
Bellingham, Washington 98225-9087
voice 360/650-3886
fax 360/650-7792
rob.lawson@Wwu.edu

Editorial Boord
Miriam Clubok
Ohio University
531 Morton Hall
Athens, OH 45701
614/593-1295
clubok@ouvaxa.cats.ohiou.edu
Sandra D. Haynes
Metropolitan State College of Denver
Campus Box 12
Denver, CO 80217
hayness@mscd.edu
Mark S. Homan
Pima Community College
2202 West Anklam Road
Tucson, AZ 85709
602/884-6030
mhoman@pimacc.pima.edu
Pam Kiser
Elon College
Human Services Department
Campus Box 2275
Elon College, NC 27244

Patrick Morrissette
School of Health Studies
Brandon University
270 - 18th Street
Brandon, Manitoba, Canada R7A 6A9
204/727-7409
204/728-7292 fax
Edward Neukrug
Old Dominion University
College of Education
Norfolk, VA 23529
804/683-3221
eneukrug@odu.edu
Donna Petrie
St. John's University
800 Utopia Parkway
Jamaica, NY 11439
718/990-1566
petrier@stjohns.edu
Frederick Sweitzer
University of Hartford
220 Hillyer Hall
West Hartford, CT 06117
203/768-4100
sweitzer@Uhavax.hartford.edu

HUMAN SERVICE EDUCATION
A Journal of the National Organization for Human Service Education

VOLUME 21, NUMBER 1

FALL 2001

Contents
From the Co-editors
TriciaMcClam and Rob Lawson

2

Articles
Humor and Fun in Human Service Practice and Education
Rich Furman

3-10

Integrating Grant Writing Skills Into Human Service Research Curriculum:
Promoting Generative and Anchored Learning
11-19
Maria Elena Puig and Eleanor Pepi Downey
The Inreach-Outreach Project of the Human Services Department at
CSU-Fullerton
21-32
Kristi Kanel, J. Michael Russell, Mikel Hogan-Garcia, Mikyong Kim-Goh, and Gerald Corey
Legal Guardianship in Child Welfare: Key Facts and Concepts
Brian Simmons
Counselor Seeking Behaviors of NOHSE Practitioners, Educators, and
Trainees
Ed Neukrug, Tammi Milliken, and Joan Shoemaker
Preparing Students for the Field Experience: FAQs of the Matter
Joel F. Diambra and Tricia McClam

33-43

45-58
59-66

Book Reviews
Learning the Art of Helping: Building Blocks and Techniques ,
by Mark E. Young, Ph.D.
Reviewed by Chrisanne Christensen

67-68

Active Learning Exercises for Social Work and the Human Services
by Cate Solomon
Reviewedby Miriam Clubok

69-71

Ethical, Legal, and Professional Issues in Counseling
by Theodore P. Remley, [r., and Barbara Herlihy
Reviewed by Marianne Woodside

73-77

Fundamentals of CaseManagement Practie: Exercises and Readings
by Nancy Summers
Reviewed by Paul Zambrano

79-82

Announcements
Annual Conferences

20

Professional Development Awards

44

Guidelines for Authors
National Organization for Human Service Education

Copyright, 2001, by the National Organizationfor Human Service Education
Printed on RecycledPaper

Human Service Education' Volume 21. Number I • Page I

84-85
86

Human Service Education

Volume 21, Number 1: pp. 3-10

From the Co-editors
This issue of the journal, perhaps more than any other recent issue, reflects
both continuing educational program concerns as well as some trends that
chall~nge us as 'professionals who are ~ommitted to teaching and learning.
The field experience, program evaluation, and recruitment are topics that
human service educators face as they strive for accountability, curricular
reform, and for some, program survival. Authors in this issue share experiences,
expertise, and suggestions about these subjects.
Other articles in this issue focus on pedagogical topics that are important
to the education of future helping professionals. Articles about the use of
humor, the development of grant writing skills, and information about legal
guardianship provide information to enrich our teaching. Also of interest to
educators will be the expanded book review section that offers information
about new texts that are available in human services.
. It ~s also appropriate that with this issue we recognize the many
contributions of Charlotte Duncan, copy editor, and Bill Roe, text editor.
Those who have worked with Charlotte already appreciate the meticulous
way in which she peruses our manuscripts, clarifying our thoughts and
checking the details of references, citations, statistics, etc. The professional
appearance of the journal is solely the fine work of Bill Roe at Western
Washington University. With each issue we are reminded how much their
talents contribute to this publication.
We look forward to hearing from you.
Tricia McClam
Manuscript Review and Editing

Rob Lawson
Promotion and Production

Human ServiceEducation is published once yearly by the

National Organization for Human ServiceEducation.
This issue of Human Service Education was supported in part by the University of
Tennesseeand WesternWashington University. TriciaMcClamand CharlotteDuncan
ser:red ~s copy editors and ~upervised t~xt entry. Bill Roe, Western Washington
University, serve~ as text editor and provided page design and desktop publishing.
The cover was designed by Wendy Andrews-Bolster. This issue was printed by the
Western Washington University Print Plant.
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Humor and Fun in Human Service
Practice and Education
Rich Furman
Abstract
Humorandfun aretwoof themostneglected aspects ofhuman
service practice and education. Sincefun and humor areessential
factors to emotional health - and even a sense of meaningin life- it
is importantthathumanservice educators andworkers understand
their uses. This article is an attempt to provide human service
professionals and educators with an understanding of and some
practical guidelines for the uses of humor andfun.

Introduction
Humor and fun are two of the most neglected aspects of human service
practice and education. In the age of managed care and rapid scientific and
technological changes (Kreuger, 1997), humor and levity have received little
focus in the training of human service professionals or in professional
literature (Gladding, 1995; Ness, 1989; van Wormer & Boes, 1997; Witkin,
1999). A random review of 100 training books written for human service
professionals at a major university library found only nine that even list
humor or fun in their subject indices. This contrasts to empathy, which was
listed in the indexes of nearly all of these texts. Since emotional health is
strongly correlated with a sense of humor or the ability to be spontaneous and
playful (Ellis, 1958; Ellis, 1976; Lemma, 2000), human service workers' and
educators' inability to utilize these two powerful tools can hinder opportunities
for healing and growth for clients or students.
This article will explore humor and fun in human service practice and
education. To accomplish this aim, several areas will be addressed. First, the
article will briefly explore the meaning of humor and fun. Second, it will
provide a rationale for the use of humor and fun through a review of the effects
these important phenomena have on human development and behavior and
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through a discussion of the ideas of human service theorists. Third, it will
provide examples of some uses of fun and humor in human service education
and practice.

Definitions of Fun and Humor
Ask most people to define humor, fun, or both, and they will have great
difficulty. This is largely because fun and humor are essential parts of our very
being that we take for granted (Smith, 1990).Ask 10 people whatthey consider
fun, and you are likely to get very different responses. We know when we are
having fun, butitis difficult to define. Funk and Wagnalls' New Comprehensive
International Dictionary of the English Language (1982) defined fun as "that
which excites merriment; frolic; sport; amusement" (p. 512). In general, fun
seems to be associated with a sense of play and joy, the subjective feeling that
one is having a "good time." Most people know when they are having fun, or
at least they know when they are not having fun. Smith (1990) associated fun
with "a spirit of light-hearted enjoyment and pleasure" (p. 135). He asserted
that fun is an element that needs no other explanation. When someone says
they are having fun, it is known what they mean.
While no less difficult to define, humor has been more extensively studied
than fun. One university in England even offers a Master of Arts in Humor
(Nilsen & Nilsen, 2000). Dean (1997)defined humor as whatever an individual
believes is funny and as that which produces laughter. Ziegler (1998)provided
the following expanded definition that focuses on the types of communications
that comprise humor: "Humor is communication (written, verbal, drawn, or
otherwise displayed) including teasing, jokes, witticism, satire, sarcasm,
cartoons, puns, clowning which induces (or is intended to induce) amusement,
with or without laughing or smiling" (p. 342).
Lemma (2000) also emphasized the importance of the individual's
subjective experience as defining what is humorous or funny. She noted that
what is funny is considered so because it is perceived to be funny or amusing
by the sender or receiver. This definition helps us understand that discrepancies
between the sender and receiver of a message are where problems may occur
in the use of humor in human service practice.

A Rationale for Humor and Fun

every human group and may, indeed, lead to a greater chance of survival and
procreation for individuals who possess it (Fry, 1994;Kruger, 1996). While the
expression of humor varies greatly from culture to culture, it plays an
essential role in all cultures. Each culture's historical and linguistic traditions
shape the way humor is used and defined. Expressions that are considered
humorous in one culture may not be considered so in another - an important
point for human service workers to frequently consider in their practice.
In addition to being developmentally essential, humor and fun playa
powerful role in human resiliency and are important protective factors
against both normal life strains as well as more difficult stressors (Frankl,
1988). Humor helps us face the trauma and pain in our lives (Hageseth, 1988)
and is a naturally occurring response to stressful situations in life. Emergency
room staff frequently utilize humor as a means of alleviating stress and
increasing coping (van Wormer & Boes, 1997). Frankl (1988) observed the
importance of humor and levity to the survival of holocaust survivors. To
Frankl, humor helps people create a safe psychological distance between
themselves and their greatest struggles. In this sense, humor serves as a key
resiliency factor that helps prevent people from becoming totally overwhelmed
and allows for the utilization of other coping mechanisms (Salameh, 1993).
The ability to laugh at one's follies is a sign of emotional health. Paradoxical
as it might seem, being able to laugh at oneself, being able to see oneself as
fallible and capable of foolishness, helps keep one from feeling humiliated.
Ellis & Grieger (1986) posited that, while a sense of humor will not in and of
itself be curative of emotional disturbance, the refusal to take the more dour
of life's events too seriously serves as a protective factor against many
emotional disturbances. Walen, DiGiuseppe, and Wessler (1992) asserted that
a sign of emotional health is the ability to accept one's fallibility and
imperfections. In the training of psychotherapists and other human service
professionals, Ellis (1973,1976) makes use of "shame-breaking exercises." In
these exercises, trainees and clients alike are asked to do something that they
normally would find embarrassing or shameful (but harmless) and to challenge
cognitions that lead to embarrassment. In so doing, trainees and clients often
learn to see the humor and folly of their harsh self-evaluations.

Humor and Fun as Tools in Human Service
Education and Practice

Freud's conception of human nature was incomplete: Lieben und arbeiden,
love and work, are the attributes Freud observed as essential to a healthy life.
Fun and humor, however, are equally essential factors to emotional health
and even a sense of meaningfulness in life. Fun and play are the major vehicle
through which children learn (Kail & Cavanaugh, 1996). Preschool age
children become prepared for adult roles and tasks through having fun and
playing (Elkind, 1966).As children, people have a natural sense of playfulness
and levity. Healthy children laugh spontaneously and without selfconsciousness. Humor and fun are important developmental milestones that
transcend cultural barriers. Humor is a part of the social lives of virtually

Humor can be a positive tool for educators (Check, 1997; Civikly, 1986),
and has been successfully utilized in many educational contexts (Kavous,
1998; Ziegler, 1998). Used well, humor can help facilitate educational goals by
increasing cognitive capacities in regard to learning and memorization (Ziv &
Gadish, 1990), increase attention paid to important material (Ziv, 1983),
decrease boredom and monotony (Goodman, 1992),and increase psychological
arousal correlated with learning (Kavous, 1998).Humor allows for the teaching
and expression of ideas that are sensitive and controversial (Ziv & Gadish,
1990), attributes that often typify the material of human service educators.

Human Service Education' Voiume 27, Number I • Page 4

Human Service Education' Volume 21, Number 7 • Page 5

It is important to mention that the use of humor in practice has its
counterindications and risks. First, it is essential that a worker never makes
fun of a client. Under no circumstance should a worker use humor at the
expense of clients. Clients have the absolute right to be treated with dignity,
compassion, and unconditional positive regard. These rights are codified in
the ethical codes promulgated by the human service and related professions
(National Organization for Human Service Education, 2000; National
Association of Social Workers, 2000). Second, some types and expressions of
humor vary across cultures. For instance, many people do not see sarcasm as
humor and interpret sarcastic comments as being disrespectful or degrading.
It is important to understand how different cultures and individuals view
humor before we utilize it as a planful intervention.

Humor and Fun in the Classroom
I was thrown into the first class that I taught. The second week after the
start of the semester, I received a call asking if I could teach an introduction
to sociology class. Desperately wanting to get my foot in the door and have
that elusive first college teaching position, I stated that I would be more than
capable and glad to teach the course. Ironically, not only was my academic
training not in this discipline, but, in truth, I had never taken a course in
sociology. However, I figured that I would be able to stay one step ahead of
the class. I was told that the instructor who was going to have to relinquish the
course would brief me the follOWing day. In his office, I asked him how long
the class knew that he was leaving. He informed me that we were going to tell
them together in a few minutes. Upon walking into the class, he read a
prepared statement that said something like, "I am no longer going to be your
instructor for this course. I leave you in good hands with Mr. (he looked at his
paper at this point) Furman. Good luck," and left the room. The students and
I fell into a silent state of shock that seemed to last an eternity. In a flash I
figured I had two options: (a) behave like a"college professor" and start on the
lecture I had prepared the previous night, or (b) say something funny to
relieve some of the tension in the room and let them know that I was going to
be genuine and "human" with them.
Electing for option two, I told them, "Hi, boys and girls, my name is Rich,
and let me tell you how I came to this madhouse we call this classroom." The
room filled with laughter, and we immediately felt the sense of comfort that
I feel with students when I bring an authentic sense of playfulness and humor
along with me. Human service educators teach about weighty topics: mental
illness, drug addiction, poverty, child abuse, sexual abuse, criminal behavior,
emotional pains, homelessness, and many other topics that have challenged
humanity since time immemorial. However, I find it folly to take myself or the
material that I teach too seriously. First, students can easily become
overwhelmed when material is consistently presented in a life-or-death
manner. Second, always adopting an overly serious style can be boring. Any
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woul~ playfully fling a yo-yo. Staffappreciated the toy box and the opportunity
to relIeve stress through play. Many staff developed their own toy boxes and
brought them to the different families with whom they worked.
The Prescription of Fun and Other Techniques
In my clinical practice, I utilize both humor and fun extensively in
working with depressed clients. In fact, humor and fun can be powerful tools
in cognitive and behavioral-based therapies, one of the treatments of choice
for depression and other mental health conditions (Beck, 1991; Beck &
Weishaar, 1995). One such tool is the prescription of fun. A client is told that
I am going to give them a prescription for their depression and that it is very
important for them to follow carefully the prescription on the pad. Very
seriously, I take out a prescription pad that I had had printed. I write the
client's name on it along with the words, "fun three times a week." I hand the
client the slip of paper with a grave expression on my face, telling them that
this is the most important ingredient of their treatment. Invariably, even the
most depressed client laughs upon receipt of the prescription note. This
presentation serves two purposes simultaneously: to demonstrate their ability
to laugh and have fun by "making" them laugh and to help them understand
the importance of acting their way out of their depression. There is no better
way of changing depression-causing beliefs and behaviors than having fun.
The focus on positive action to challenge difficult behavior is congruent with
many approaches to human service work, including problem solving,
strengths / resiliency based, and cognitive /behavioral approaches. It is essential
that the worker discuss such assignments in depth with a client.
The creation of a fun list is often a useful tool. Fun lists are lists of all the
things that the client has ever thought of as fun. If a client is not able to come
up with such a list on his or her own, the worker can help or ask the client to
poll others, which has the added bonus of forcing a client to break of their
isolation and move towards the support of others.

Conclusion
In the use of humor in human service work and education, it is essential
to remember that humor is both individually and socially constructed.
Therefore, perceptions regarding what is funny vary across cultures (Okun,
Fried, & Okun, 1999). We must take great care to thoroughly understand the
role of humor in the worldview of clients and students before we utilize it. It
is essential to pay attention to the way they use humor and to reinforce their
natural use of humor and playas fundamental strengths and appropriate
expressions of coping and living.
The work that human service workers do is often emotionally draining.
Human service workers can become burned out by various factors ranging
from low pay, overly demanding work loads, or just the burden of working
with clients day in and day out whose pains and suffering are great. This
burnout can be characterized by emotional problems, such as anxiety and
Human Service Education • Volume 21. Number 7· PageS

depression (Furman, 1998). Human service educators and supervisors alike
can help students and workers develop a healthy perspective on the work that
they do through the use of humor. Although human suffering is h~rdly a
laughing matter, humor can serve the.function of counterbalancIn? the
negative feelings associated with such Intense work (Sheafor, Hore~sI, &
Horejsi, 1997). Further research is needed o~ the role of hu~or and fun In t~e
human services. Future research may show It to be as essential to psychosocial
health as are love, empathy, and quality relationships.
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Integrating Grant Writing Skills Into HUl'!'an
Service Research Curriculum: prom~tlng
Generative and Anchored learning
Maria Elena Puig
Eleanor Pepi Downey
Abstract
Grant writing skills can bean important ~sset to many h~man
service providers. This article presents the ratwnale and b~neflts
the inclusion of this course content as well as suggesttons f01 a
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Ihntemgra~h~;~:c:

~esearch as an indispensable component of the deli very of human services. It
IS throug~ ~he research process and subsequent publication of new findings
that praCtI~lOnersar.e inf~rmed about methods of improved intervention and
service ~elIvery. nus. a.rLIcle, therefore, will address the rationale for students
to acquire grant writing s~ills and the inclusion of grant writing in an
~ndergraduatehuman service research COurse. Suggestions are provided for
IntegratIng a~ actual grant-writing assignment into the curriculum. The
recommendaho~ tha~ grant writingbe integrated into undergraduate research
course content IS dnven by the similarities between a standard research
proposal and a grant appli~ation, or Request for Proposal (RFP). By utilizing
an a~tual RFP as a teachmg tool, students can simultaneously acquire a
working knowl~~ge of .social science research concepts and techniques, as
well as grant wntmg skills and experience.
Statement of the Problem
Research should be regarded by human service educators as a basic
co~pe~enc.r' For example, since 1977 when the first conference on research
utilization I~ social work was held, the social work profession, like similar
hum~n. service pro~essions, has advocated for and supported the concept of
practIhoner-~ClentIst and maintained the assumption that a research
con:petency IS a ~ecessary skill for competent practice (Briar, 1980; Briar,
WeIssman, & Rubin, 1981). As former practitioners and now faculty members,
the authors full? support the practitioner-scientist model. We firmly believe
that ~s professionals, all human service specialists must demonstrate that
practice m~thods are effective in much the same way that other professions
have establIshed their practice efficacy. However, we also acknowledge that
undergraduate students grapple with research in the classroom and, more
Importantly~ upon. graduation, show little interest in utilizing research
procedures m prachce (Rubin, 1992).

a~dition to the perennial problem of undergraduate students' lack of

.

In

the

~ncorporatIon of grant- writing skills into the human service education

mte~est in rese.arch (Rubin, 1992), there are other compelling arguments for

curnculu~.~pongraduation, students generally embark on their professional
careers within a~. agency structure. In most instances, graduates begin as
entry-level p:actItIoners who are expected to carry a caseload, perform clientrelated ser~Ice tasks, complete a myriad of agency required forms for
documentatIon purposes, report to a supervisor, and perform according to a
set of standards ~n? rules contained in the agency's policies and procedures
manual. The majorrtv are over-worked, underpaid, and expected to deal with
the demand.s of large client caseloads and long work hours. It appears that
human service workers at this level are rarely encouraged asked or
. d
b hei
.
,
, require
y t err agenc~es to use research to eva~uate the effectiveness of their practice.
These professionals are expected to bring to their agencies the competencies
need~~ .to develop new programs and / or increase services through the
acquisition of external funding.

As an illustration of this point, a review of current research on the
occupational duties and tasks of baccalaureate social workers. (BSW)
practitioners, as well as the current fiscal realities o~ agency ope.rahon ~nd
survival, represents this reality and provides further rationale for the Integration
grant writing into research course content. In a recent study by Teare a~d
Sheafor (1995) that included responses from 7000 BSW and MSW .socI~1
workers, approximately 99.1% of BSW practitioners reported workmg m
agency-based practice settings. Additionally, almo~t ~6% of.BSWresponder:ts
acknowledged having supervisory and administrative/ manag,e:lal
responsibilities, including program development through. gr~nt-wntIn?
Though a majority of BSW practitioners (81%) indicated bemg I.nvolved In
direct practice, many also reported being occasionally engaged In program
development" (Teare & Sheafor, 1995, p. 35). For this cohort ~~ social wo:ke~s,
program development responsibiliti,es in~lude? .gra~t wntmg to ma~r:taIn
agency services, to support service diversification, and to facilitate
organizational expansion.
.
Similar to BSWgraduates, most human service workers perform mul:lple
roles and responsibilities, particularly in rural or small town com,mUIlltIes,
where practitioners function concurrently as caseworke~s, supervl~ors, ~nd
agency administrators (Teare & Sheafor, 1995), A further POIntfor conslderati~n
is the fact that most agencies can be administered best by hum.an servI.ce
professionals if their micro practice skills are supplemented With speC1~1
training and experience (Luecke, 1973; Whittington, 1973). ~s future unit
supervisors or mid-management administrators, human se~v~ce g~aduates
must acquire skills that enable them to perform complex admlmstrab.ve tasks
to ensure the organization's survival and success. Employees whownte grant
proposalsare valued by human service organizati~n~?ecause gr~~tsstrengthen
service delivery systems, and increase agency credibility ~d pO~Iti~alIn~uen~e.
Increasingly, human service agencies are forced to VIefor limited financial
resources necessary for quality programs and services. Consequently, all
workers can benefit from knowing how to successfully obtain external
funding. A human service practitioner with grant-writing ~ki~ls can pro~ide
his or her agency with an invaluable service that falls well wlt~m the p~rvIew
of practice. To send human service graduates into age.noes lackmg t,he
knowledge and proficiency to obtain funding is an educational and practice
disservice. Further, because both authors have experienced frequent requests
from undergraduate students to learn grant-writing skills, it has become quite
clear that students are also aware of the need to become proficient at this task.
From a strictly fiscal perspective, conditions facing human service agencies
seeking grant funding have been altered significantly sinc~ the 1980s. Federal
government monies obtainable through the grant.s ~echanIsm have fluc~a~ed
during the past 16 years from a high of $126 bIlh~n to a low.of ~22 bIll~on
(Office of Management and Budgets, 1996). Even WIth these shifts In fund~ng
levels, however, public sources of funds have continued to provide
/I
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approximately 20% of the monies most human service agencies generally
obtain (Office of Management and Budgets, 1996).
It is also important to note that corporations, private foundations and
individuals have become the fastest growing basis of charitable donations
accou~tin.gfor 60% of all the monies provided to philanthropic or non-profi~
orgaruzations (The Conference Board, 1995). This trend has been the result of
a stron~ economy, including a rise in personal income and double-digit
growth m the stock market. While these figures clearly point to the shifts in
funding sources, to the limited apportionment of public funds, and to the
increased competition for corporate and private foundation monies, these are
also available financial resources that human service workers can access. In
order to access these funds, however, human service professionals must enter
the field equipped with the competencies and skills to complete a grant
application.

Literature Review: The Adult Learner
A review of current literature on higher education and the adult learner
provides additional rationale for the incorporation of grant writing into the
undergraduate research course. Malcolm Knowles (1990), in discussing his
theory of andragogy (adult learning theory), refers to research on adult
learners that indicates adult learning is driven in part by: a) the necessity of
knowing why specific course content must be acquired; b) the knowledge of
the potential application of course content to real-life problems and situations;
and c) an understanding of the context in which the knowledge will be
applied. From this perspective, grant writing, as course content, addresses
these three adult learning needs.
The adult learning literature also points to the requisite of connecting all
Iearning activities to a larger task or problem (Lebow, 1993) in order to ensure
that the knowledge to be acquired is consistent with the cognitive demands
of the environment for which the student is being prepared (Honebein, Duffy,
& Fishman, 1993). Learning, thus, becomes purposeful, providing individuals
with the knowledge and skills necessary to function more effectively in the
real world. Learning is further promoted when the student takes ownership
of the problem or task at hand (Blumenfeld, Soloway, & Marx 1991; Bransford,
Sherwood, Hasselbring, Kinzer, & Williams, 1990). Developing tasks and
assignments that actively engage students in the learning process and linking
that process to a real work environment can encourage students to "buy-into"
the learning.
In today's complex society, knowing, or having access to information, is
not e.n0~gh; individuals must be able to problem solve creatively through the
application of~now~edgeconstruction skills to gathered information (Lynton,
1989). Applymg this approach to teaching research creates an educational
experience in which learning becomes generative and anchored as information
is provided within a realistic context and in an appealing and meaningful
manner (Bransford et al., 1990; Wittrock, 1978).
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The course content suggested employs two methods for utilizing .t~is
approach. First, students can be asked to identi~ problems and to u~IlIze
those as the stimulus for learning. Second, the mstructor can establish a
problem in such a way that it will facilitate the students' willingness to ado~t
it as their own. Either method, however, requires that students be engaged m
meaningful discussions to help bring the information and tasks "home:':
By linking concepts and contentin. social science r~searchto gra.n t wntI~g,
human service majors are provided WIth an opportunIty to engage m l~arnmg
that is connected to practice and for which they can accept ownership. The
end result is learning that is anchored and generative because students ~re
asked to intentionally take action and to create meaning out of the learning
(Wittrock, 1974, 1978). They also are required to use and apply the .i~formation
(research concepts and methodology) in a different c?n.text (wn~mg. a grant
proposal). In effect, students are directed to take static information m .order
to generate usable knowledge (Morrison & Collins, 1996). The outcome ISthat
students become investigators and problem solvers, and teachers become
facilitators of knowledge.
Developing an anchored and generative teaching and learning
environment requires the construction of assignments that accurately connect
the information (research knowledge) to the larger task or problem. There are
several ways in which the human service educator can accomplis~ this goal
(See Figure 1). First, he or she can simulate a bidder's conference, .u~mg actual
RFPs from public or private sources of fundin~. More reahstIcal.ly, t~e
instructor can invite a local United Way representative to conduct the bidder s
conference.
Second, the assignment can be designed as a class group project, requiring
a grant proposal as the end product. The ~se of sm~ll-group ~ethods allows
for the incorporation of cooperative learning techniques (Stemer, Stromwa~l,
Bruzy, & Gerdes, 1999). Further, a group assignment reflects the manner in
which both inter- and intra-agency grant writing is frequently conducted-as
a cooperative effort among a group of professionals. Such. assi~nments ~an
transform students' learning of research content from a primarily receptive
process, to a constructive process (Gijselaers, 1996). Concepts ~nd conte~t,
then, are integrated into an activity that provides students With a readily
useful and marketable skill for human service practice.
Third, by having students respond to an RFP, they are inv~lved in hi~her
levels of cognitive activities consisting of analysis, svnthesis, evaluation.
application and assimilation (Dunlap & Grabinger, 1996). Students can,
therefore, integrate research concepts into a grant-writing task, and faculty
provide students with greater respo~sibility.for thei~ 0.wn lea~ning because It
becomes a meaningful and practical instructional activity. ThIS approach also
answers the question most frequently asked by underg~aduate.students:
"Why do I have to learn this?" Additionally, anchored [nstruction ~laces
learning in a more meaningful context because researc~ c~ntent 1.S n?t
isolated, decontextualized, or overly simplified. By anchoring instruction m
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realistic situations, the requisite knowledge and accompanying skills are
taught holistically within a meaningful problem-solving context (Dunlap &
Grabinger,1996). The following outlines a method for anchoring this type of
generative learning assignment.

Assignment Example
1. Hold a Bidder's Conference - either simulated by the instructor or with
an actual grant manager from a local United Way agency or other funding
agency. A bidder's conference is a meeting conducted by the funding
agency prior to submission for the purpose of explaining an RFP or grant
requirements. This meeting provides potential grant writers with the
opportunity to ask questions aboutthe process as well as receive feedback
and clarification from the funding agency staff. Funding agencies may
require attendance at a bidder's conference as a prerequisite to proposal
submission.
2. Provide students with an RFP from the agency to structure the completion
of their assignment. Federal, state, or local RFPs may be used. (Federal
RFPs might be overwhelming to the novice grant writer.)
3. Give students the choice to write a grant proposal to conduct research or
to implement or augment an existing program.
4. Allow students to work in groups of three or four to complete the
assignment.
5. Allow students to select a local agency that serves clients with whom they
are interested in working.
6. Schedule at least two meetings with each group of students to provide
guidance, structure the learning, and to troubleshoot ahead of time.
7. Ensure that, at the beginning of the assignment, the course content
addresses research proposals and that a class presentation and discussion
explain the similarities between the two processes.
8. Allow students to consider giving group presentations upon completion
of the assignment (optional).
9. Whenever possible, have local agency representatives evaluate (peer
review) the students' proposal and provide written feedback.

. k
. g the types of data to collect and data sources to access. Data
requues nowm
..
ke
are used in research for purposes of analysis to help practltlOners ;a(M s~nse
and create meaning from the information that has been co11ecte
ar ow,
1993
collection, in grant proposal writing, is used for informatio~ gathering,
6 ata
nd documentation and generally involves three discreet but
'
eva1ua tron, a
11 ' .
d
interrelated processes. First, in the pre-proposal stage, ~ata, co, ectio~ IS used
'I
ncy materials that document the orgamzatlOn s trac recor
.
d
to compi e age
d to assess the agency's capability to deliver the product or service propo~e
~n h
t
li tion Second when writing the proposal, data collection
m t e gran app icanon.
,
di d
is employed to substantiate the need and extent of the problem to be stu ie .
And third, data collection is always part of the methodology or pro~edur~s
section of the proposal where the grant writer describe~ how the project will
be carried out, the design to be used, the population and sample, the
instrumentation, and data analysis.
As educators, our task is to decode these processes so that students ~an
recognize that much of the research conte~t they a~e learmng
(conceptualization, operationalization, data. collection, sampling str~tegy,
research design, data analysis, and presentatIOn of res~lts! can be apphed to
comparable concepts (statement of need, goals and o~Jectlves, methodology
or program description, and evaluation strategy) found inmost grantproposals.
The following diagram illustrates the relationship between :esearch concepts
and the RFP process, helps to bridge these ideas, and provides a framework
within which these processes function,
Figure 1
Direct Linkage of Research Knowledge To Grant Writing

Research I Methodology

RFP - Grant Proposal

Integration and Application in the Classroom
The synthesis of research and grant or proposal writing occurs when
students are asked to design a research study and to use the same "study" as
a response to a Request for Proposal (RFP). The RFP, from a local funding
source, is the medium by which students re-conceptualize and apply research
principles.
For example, from a research perspective, all human service majors
should know what data are and how to collect it. Data are"...the starting point
for any statistical analysis; therefore, they must be highly accurate when
collected" (Weinbach & Grinnell, 1997, p. 3). In a research study, data
collection entails information gathering and the study of those facts. It also
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Discussion
Once students graduate and become working professionals, there are
many roles and demands that surprise and frustrate the new professional.
Trained to be professional helpers, human service workers are dealing more
and more with the political realities of agency environments; many do not feel
quite ready to tackle these demands.
The political realities of agency practice not only involve struggling with
large caseloads and client demands but also the realization that budget
limitations and funding cuts directly impact the provision and quality of
client services. These complexities that were treated as theoretical problems
in the classroom are the facts in practice.
Even though having the ability to write grant proposals and to secure
funding is not the only solution to the myriad of problems human service
providers face, knOWing how to engage in the process is fundamental to
practice. Securing funding is an integral part of human service practice
because grant proposals provide agencies with new or renewed Sources of
funds, and because grants provide the means by which social and
organizational change can occur. It is through grant-funded research or
service delivery projects that promote the spirit of inquiry that human service
workers observe, investigate, manage, and make judgment about the social
problems we are committed to explore and about the populations We are
bound to serve.
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The Inreach-Outreach Project
of the Human Services Department
at CSU Fullerton
Kristi Kanel, J. Michael Russell, Mikel
Hoqcn-Gorclo. Mikyong Kim-Gohl
and Gerald Corey
Abstract
Endeavoring tolinkeducational institutionstoHumanServices
agencies themselves in thetrainingandrecruitmentofprospective
human services workers, the faculty of the Human Service
Department at California State University, Fullerton hasdevised
a new recruitment model, lnreadi and Outreach. The new model
aimsatmaintaininganongoing dialogue inthepro-activeawareness,
knowledge, andskillsnecessaryforeffective humanservice delivery
andensuring that prospective human service workers are directed
appropriately totheeducational program bestsuitedfor theircareer
desires. This has allowed for an increase and maintenance of
desirable enrollment in a major that has been considered
untraditional by many. lnreach and outreach is set up to monitor
currenttrends in thecommunity,toincorporate themappropriately
into the curriculum and to keep the curriculum coherent with the
philosophies basic to the effective administration and conduct of
human services professions.

Introduction
Prompted by falling short of its 1997 University enrollment target, the
Human Services Department at California State University, Fullerton (CSUF)
has created an ongoing inreach and outreach program aimed at consistent and
appropriate recruitment of this often misunderstood nontraditional major.
Human Service Education. Volume 2/ N
, umber / • Page 20
Human Service Education • Volume 21, Number 1· Page 27

:~:~~:;:c~~z r::l~~~ t~oa~t:i;o~~

p~rt-time
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Statement of Problems
Through anecdotal stories from students fa I
reason for low enrollment had to do with the tactC~t~ conc1ude~ that the
should be in our program were majoring in other m~r::~~~i:i::a~nts:"ho
such as psychology or sociology. We also observed that rna
tud majors,
ch'
,
h
ny s
ents were
angmg majors to uman services once they arrived at CSUF
d
taking h
.
or starte
uman service courses. In a recent surve of 260
.
human service courses during Fall 1999 semeste~ 106 tusdtudentsenrolled m
ents reported that
,
s

they had changed majors to human services or had included a minor in human
services since starting CSUF. Thirty-nine of those students had originally
majored in psychology, 4 had majored in sociology, 23 had majored in child
development, 2 in criminal justice, and 46 in other majors. Unfortunately, we
do not have exact data from this survey on how many changed to other majors
from human services. However, we do know that since April of 1999, 34
students changed their major to human services while only 16 changed away
from human services to another major. It would appear then, based on this
data, that once students arrive at CSUF, substantially more students change
their major to human services versus changing it from human services.
We wanted to understand this phenomenon and how it related to
recruitment of majors. Additionally, we wanted to study the idea that
students who were majoring in other disciplines felt the need to take human
service courses to ensure adequate preparation for their career once they
graduate. These issues resulted in our attempt to answer and solve the
following problems:
1.
2.

3,
4.

Why don't students know about the human service major?
Why do students major in disciplines that don't prepare the student
for careers of interest to them for which the human service program
adequately prepares?
How can students be more adequately informed about careers in the
human services and the human service major?
How can we ensure that those students who want to be prepared for
Human Service careers are directed to major in human services?

Recruitment efforts would need to be tailored to increase enrollment of
course. More importantly, it should be aimed at directing students to the
proper career for them. The importance of career fit wi th individual personali ty
and aptitude has been the subject of career choice and development theories
for many years. Brown, Brooks, and Associates (1984) pointed out that "in our
society, there is no single situation that is potentially so capable of giving some
satisfaction at all levels of basic needs as the occupation" (p. 32). Most of the
students who wish to be personal therapists or social workers fall into their
professional-service occupational category. It is these students who would
benefit most from majoring in human services as our program emphasizes the
skills and theories for those particular occupations. We need to make sure that
these students are directed appropriately or they may end up in the
investigative-science category with majors such as psychology or sociology
that may not meet their occupational needs.
Another set of observed problems dealt more with feedback from human
service agencies regarding inadequate training of workers. It was believed
that community agencies that employ our college graduates also serve as a
basis for referral of prospedive students, If these agencies did not feel that our
program was effectively preparing students to work in their agencies, then
there would probably be fewer referrals from them to enroll in our program.
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Maintaining a good reputation for training Was considered essential in our

Links to Community Colleges

curnc~lum and tra~ning approaches to meet the needs of the community
~genCIes. P~rt of this ha~ t? do with ensuring that students who go to work

When the faculty of the Human Services Department began its recruitment
process, we looked for students who showed an interest in one of the many
career options requiring a human service degree and who seemed to possess
a similar personal philosophy to that of the dep.artment's own. Naturally,
transfer students from the five local commumty colleges were :argeted
because good working relationships with these schools :vere alrea~y m plac.e.
For example, the community colleges cooperated WIth the umversIty, in
regards to transferring the necessary units and meeting the genera.l education
requirements. Therefore, it seemed logical to start where an ope~mg already
existed. An unexpected benefit of linking with the commumty colleges,
however, was the opportunity for the Human Services Department to share
its philosophies and training form~t wit~ teach~rs and counselors wh~ were
instrumental in suggesting and enlightening their student~ on w~at majors to
pursue and why. While there had been presentations and orientations between
community colleges and CSUF in the past, the actual faculty from the human
service program had not been the presenters on a consistent ~asis. M~ny
times, community college students learned about CSl!F and ~anous majors
from recruitment personnel who were not well acquainted WIt~ the human
service major. Our hypothesis was that the personal co~tact WIth the actual
faculty might make a difference in recruiting appropnate students to our
program.
.
In the fall of 1997, through minimal research efforts, local commumty
colleges that might be feeder schools were identified. The focus of our
outreach project was then communicated to counselors on these campu~es,
and that led to the identification of instructors who taught classes appropriate
for our visits. "Careers in Life Exploration," "Introduction to Human Services,"
Careers in the Helping Professions," and "Introduction of Counseling" were
among the relevant courses targeted for outreach.
The faculty of the Human Services Department als~ looke~ to the Human
Services Student Association to aid in the outreach project. Usmg students as
facilitators in this way not only provided an invaluable opportunity for
university students to participate in a truly collaborative effort, one that
hallmarks the human service professions, but it also served to demonstrate to
prospective students the cohesive and interactive relationship that exists
between students and faculty of the Human Services Department at CSUF.
The outreach project facilitated by the students and facult.Y was suc~essful
in several ways. It established strong, honest, and o~-going dialogue WIth key
people in the community colleges. The.outrea~h proJec.t ~lso s~rved to channel
transferring students into the appropriate major. ReceIvm~ dIre~t student-tostudent communication on the intricacies ofthe human service major generated
trust and continuity for students contemplating a hum.an service degree.
Several of the evaluation forms collected by the commumty college teachers
mentioned an appreciation for meeting actual human service students since
it made the presentation more personal and since they were able to see how

recr~itment efforts, so another set of problems had to do with changing our

m the agencies were receIvmg the proper education.
During this same time period, we also received feedback from Orange
~ounty Social Services, a local agency, about how our department was not
mvol.ved enough with their organization. They knew of Our program, and
certamly many of our graduates entered positions with them. However, we
ha~ not be~n involved in developing social service programs nor in training
social service workers already working at the agency. The timing of this
feedback was particularly important for our department. The Welfare Reform
Act of 1996 had been passed, and the social services agency was in the process
of modifying its program to accommodate the new legal mandates. The
Human ?ervice Department Was in an active state of recruitment. The dean,
along WIth a focus group, participated in several meetings with the head of
Social Services to discuss how our department could help the agency make the
n~cessarychanges in their service delivery. This eventually led to a partnership
WIth Orange County Social Services in which the department provides on-site
Courses to social service workers who are enrolled in the program to attain a
bachelor's degree.

~his on-site program has been operating since January 1999, and it
certamly exemplifies :he s~irit of outreach and how this can lead to higher
enroll~en~. The relatIonshIp we have built with this agency enhances our
reputation m the community and increases the opportunities for more students
to be referred to our program.
The Inreach/Outreach Strategies
In 1997, a reorganization of the university led to the formation of a Child
Family, and Community Services division. This division contains the fou;
coop:rating departments of Counseling, Nursing, Child and Adolescent
Stud~es, and Hu~anServices. This provided a new connection with colleagues
and mcreased mreach opportunities in terms of the number of students
enrolled in our courses because of the increased information about our
c~rr~c~la from professor to professor. Many of the students majoring in these
disciplines are encouraged to take Courses in other division majors as electives
to supplement their required course work. What we have found is that
students often change their ~ajor or minor to human services after taking
some of our courses. Other mreach opportunities available on the CSUF
campus would be pro-actively explored and seized as well. In addition to
t~ese.on-campus inreach opportunities, the faculty put forth much effort and
time in outreach efforts aimed at recruitment of students from community
colleges, high schools, and community agenCies.

II
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human service faculty and students interacted with each other. Additionally,
the community college faculty and counselors who participated in our
outreach project learned about the "nuts and bolts" of our program. In
addition to increased enrollment, another result of this on-going dialogue
between community college instructors and CSUF faculty is more continuity
in training students in the skills and knowledge necessary for effective
community practice.
One direct consequence of our outreach endeavor, then, is the formation
of an infrastructure of feeder schools yielding human service student majors.
Our department currently has articulation agreements with 23 community
colleges. The faculty of the community colleges and the CSUF human service
faculty have begun to know each other more personally, which increases the
likelihood that community college instructors will refer their students to our
program.
The human service faculty currently receives phone calls every semester
from community college instructors requesting us to speak to their classes.
They have expressed much excitement about our outreach program and often
send copies of student evaluations about our visits. One recent student
evaluation from a community college class reads:
At the beginning of the semester I was enrolled in a communications
major and have since changed my mind thanks to this class and am going
to major in Human Services because I hope to be a counselor one day. This
class really helped me finally decide after changing my major 3 times
what I want to do and will be good at, and what major I will pursue [sic].
The most beneficial part of this course for me was when we had the guest
speaker from Fullerton to tell us about Human Services. I never knew the
major existed and its exactly what I've always wanted to achieve this by
continuing to go to school and doing well so I can earn a BA and Masters
and also to do a lot of field work to gain experience and make myself
known.
.
These comments reflect quite accurately the types of anecdotes the
community college instructors tell us after our presentations.
The feedback from other participating students is equally impressive and
positive. In the recent 1999 survey of 260 students taking courses in the human
service program at CSUF, 26 reported that they had been present at one of the
outreach visits by the human service faculty at their community college.
Twenty-three of those stated that the presentation encouraged them to major
in human services instead of another major, while only 2 stated that it did not.
This data supports the need to continue with these presentations because it
seems to have helped direct some students to a better-fitting major for them.

links to Community Agencies
Another feature of the Human Services Department's new outreach
project is our annual meeting with the approximately 100 approved fieldwork
Human Service Eaucotion
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agencies in the surrounding community where o~r stude~ts complete t~eir
internships. This is an education and mformatlOn sess~on that prov'ides
information to the agency supervisors about developments In our depa~tment.
This meeting also provides the agency with information on our curn.culum
while it affords the department an opportunity to gain feedback regardmg the
supervisors' needs and expectations.
During the Spring 1998 orientation meeting. o~r department conducted
a IS-minute, one-page survey asking for information from. the personnel of
the various agencies in attendance as to what skills and ed~cahon~lbackgro~nd
theythoughtthe human service students need to be effective h Ile completing
their internship. Some important things we learned from th~s survey are that
the agencies felt we could improve our program by: helping our ~tude~ts
learn better writing skills; helping students focus more on cultural dIve~sIty;
motivating students to obtain higher degrees in social work; and keepmg a
strong communication line between interns, teachers, and agency. Attempts
were made to incorporate this feedback into our program. A fo~low-up
survey was conducted of these same agencies in the summer ~f 1999 in ord~r
to obtain feedback about their perceptions of our students as interns at then
agency. Interestingly, new ideas were offered ~o str~ngthe~our program that
take into consideration such changing trends in SOCiety as increased need for
technology, work with addictions and domestic violence, and bilingual
classes. This outreach feedback has once again allowed us to create new
classes that can better prepare our students in the way community agencies
perceive there is a need. An example is the new course "Cont~mporaryIssues
in the Human Services" in which students have the opportumty to learn about
the needs and interventions of varied client populations, such as Spanish
speaking families, and those who are homeless or homosexual. Once agencies
see that our program more adequately trains prospective employees, referrals
. . '
to enroll in our program are more likely.
The fact that the areas needing improvement mentioned m the first
survey were not rementioned may indicate .that our outreach ~eedback~oop
was successful in that we responded appropnately, based on their suggcstlO.ns.
Another follow-up survey was conducted during the January 2000 meeting
with the supervisors. One of the things we dis~overe? was that agenCies
change supervisors from semester to semester. ThIS ~o~fumed f?~ us that ongoing orientation meetings are essential in maintammg a posl~lve rapport
with the agencies, for increasing referrals to our program and, mosnmportantly.
employment of our students once they graduate. If stu~ents believe th~y WIll
be employed after graduation, they would be more likely to enroll m our

:v

program.
The most important information discovered from the mo~t recent surveys
is that the supervisors are not mentioning the same areas for Improvement as
in previous semesters. One might conclude that our faculty has adequately
revised the curriculum in such a way that our students meet the needs of the
agencies. Another survey specifically asking the supervisors if they have seen
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cha~ges in our students since providing feedback to us at these meetings will
be given at the next orientation meeting.
As mentioned earlier, one particular innovative community agency
outreach link, formed in 1998-1999, was the educational partnership the
Human Services Department formed with the Orange County Social Services
Agency. Enrollment has certainly increased since the inception of this program.
This partnership seeks to advance the education and skills of the county's
social service workers by providing an on-site Bachelor of Science in Human
Services Degree Program. The need for skilled case managers is critical to the
future of the more than 84,000 welfare recipients in Orange County who are
personally affected by the Personal Responsibility and Work Opportunity
Reconciliation Act of 1996 (Super, Parrott, Steinmetz, & Mann, 1996). This
federal legislation mandated all states to develop innovative ways to advance
welfare recipients from dependency on the government into the work force
toward long-term sufficiency. Our educational program that began in spring
1999 provides a fast-track curriculum for obtaining the degree in two and one
half years.

links to High Schools
The outreach visitation project with the county's community colleges is
an on-going success. Yet, the faculty within the Human Services Department
believed that further outreach efforts were necessary for those students who
come to the university directly from high school. Educators know that
oftentimes college and career decisions begin during a student's high school
experience. Therefore, we thought that providing information about our
human service degree to high school students would not only aid these
students in their decision-making processes, but it would perhaps enhance
recruitment to our own Human Services Department as well. Out of the 260
students who participated in the fall 1999 survey, 223 stated that they did not
think that high school adequately teaches students about the human service
major, while 13 stated that it did. This information suggests a need to build a
stronger link with high schools in order to recruit future human service
workers to the right program in college. Another fact established from the
survey showed that 164 students reported that, if no one had told them about
the human service major at a community college or at CSUF, they never would
have known about it. Only 78 out of the 260 students surveyed said they
would have known about it. This further strengthened our hypothesis that
outreach to high schools was essential in comprehensive recruitment and
placement of students.

The First High School Project
During the summer of 1998, one of the human service faculty members at
CSUF was invited to participate in an innovative program at a local high
school. The program, referred to as the Human Services Academy, was in the
process of being created by the Mental Health Association. Its aim was to
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. educate high school students in the skills and knowledge they would need to
serve as effective paraprofessional human service workers in their
communities. A needs assessment was conducted among various agencies in
the community that showed that a definite need existed for more bilingual
human services workers with multicultural skills. The aim of the Human
Services Academy was to train high school students to meet this need. The
Human Services Academy would target non-college-bound students who
possessed useful cultural and language skills for this special training.
Preparation would be conducted at the high school, with thought given to the
possibility that these students may well develop the motivation required to
succeed in a university program sometime in the future.
University faculty participated in the Human Services Academy for
oversight purposes, making sure that the participating teachers who conducted
the training process were, themselves, properly educated regarding the
human service field. Oversight guaranteed that the skills and knowledge that
are appropriate to the changing trends and needs of client populations, was
properly transferred from teacher to student. Outreach from our faculty to the
Human Services Academy was instrumental in providing important
information about the reality of careers in the human service field. It provided
to key people at the secondary education level a realistic view of the skills
necessary to succeed in a human service program at the university level, as
well. It opened the door for the necessary on-going dialogue between the high
school and the university that, in turn, ensures a long-term relationship.
This particular outreach endeavor served to benefit both the high school
and the university. Meeting with this creative high school group gave the
university valuable access to the needs assessment conducted by the Mental
Health Association, thus providing an opportunity for the university to
update its own curriculum, which would include the new findings. This is
truly an example of community collaboration.
The human service faculty had always assumed high school teachers
understood where to direct students once they had made the decision to
pursue a career in human services. As a direct result of our participation in
one high school's Human Services Academy, we learned this was an incorrect
assumption. We surveyed the three administrators and the eight teachers
participating in the Human Services Academy. Each was asked what he or she
told their students about human services prior to and after their own training
for the Human Services Academy. Four teachers replied that, prior to their
own training, they knew very little about the field of human services, never
mentioned the major to their students, and were unaware that a human
service program even existed. The other four teachers replied that they did
know of the human service major but emphasized the career aspect only in
relation to the sociology major as it relates to social work. This statistic
certainly supported the data reported earlier aboutthe human service students
stating overwhelmingly that they do not think high school adequately teaches
students about the human service major.
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Five teachers, after their training for the Human Services Academy,
however, reported that they had a better understanding of the many careers
available within the human service major and felt more confident in referring
their students to human service college programs. Three teachers or
administrators involved in the survey indicated that after their own training
they learned valuable information about the multicultural and experiential
aspects involved in the human service major and that they would keep this
knowledge in mind when counseling students. Three other respondents said
that the idea of personal growth and fieldwork opportunities was a new factor
that they would inform their students about when helping them make career
decisions.
The outreach effort with this high school was highly effective in correcting
many misconceptions about the human service major among teachers who
will play instrumental roles in the career decisions of high school students.
These teachers now understand what it takes to graduate with a human
service degree, and they are enlightened not only to our curriculum but to our
philosophy as well. Because this high school greatly benefited from our
outreach, the university faculty strongly believes other schools will as well. By
creating and maintaining an ongoing dialogue with key people at local high
schools, the faculty can help high school counselors and teachers direct
students to a major that more appropriately fits their aptitudes and interests.
Hence, it can provide the potential for more referrals to the Human Services
Department at CSUF and to the human service professions in general.
Inreach
While reaching out to high schools is considered a viable recruitment
plan, we also suspected that recruitment opportunities existed within our
own campus structure. We began to look closely at any possibility and
included this in our project.
After the Success with the Human Services Academy outreach project at
one high school, the human service faculty at California State University,
Fullerton decided to go to the local high schools and provide outreach
presentations. This idea was abandoned due to time and resource factors.
Instead, the human service faculty capitalized on a project created by the
Teacher Education Department on the CSUF campus that entailed inviting
more than 500 California high school counselors to the campus to learn about
careers and educational opportunities for teachers. This provided an inreach
opportunity, that is, taking advantage of an opportunity within the campus
rather than traveling outside to inform others about the program.
Although the primary focus of the conference was not to educate high
school counselors about the Human Services Department, the faculty did set
up a small section of a table to provide a program description pamphlet. This
pamphlet about human services was distributed to as many counselors as
possible, and personal conversations were attempted with the .high school
personnel participants. ApproXimately 75 counselors visited the table during

the conference. At that time, they were given a pamphlet and asked whether
they had ever emphasized human services as a major to their students. Of.the
75, only four had ever heard of the human service major. The f~ur Just
mentioned had been students at CSUF. Most of the counselors said they
referred students interested in the careers listed on the pamphlets to such
majors as psychology or sociology. Then, after speaking with. t~e human
service faculty, the counselors remarked that they would definitely r~fer
students interested in the helping professions to the Human Services
Department. To complete the inreach project, an invitation was mad~ to the
counselors to sign a list indicating whether or not they would hke the
university human services faculty to visit their high school campuses personally
and make an outreach presentation to their students. Seve~teen cou~selors
signed up, thus providing another opportunity for ongoing dialogue WIth key
people in the educational communi.ty, to ensure a good match between
students and training programs, creating a new feedback loop for the Human
Services Department to utilize.
Another inreach opportunity dealt with CSUF students wh~ ,:ere
identified as undeclared majors. We secured this list from the CSUF admissions
office and we sent out about 1000 invitations to attend a 2-hour luncheon
prese~tationto leam about the human service major. Twenty-f!ve st~dents
attended and at least half of them have since become human service majors or
have enrolled in our courses.

Outcomes
It soon became clear that faculty alone did not have the time to perform
all the duties required of full-time faculty as well as enrollment m.a~agement.
One result of these inreach and outreach discoveries was the hiring by the
dean's office of two part-time former human service majors to. cond~ct
outreach to local high schools and community colleges on an ongomg baSIS.
They will also be hosting annual panel discussions for CSUF undeclared
majors starting April 2000 to promote enrollment and proper career placement
of these students. Using these enrollment management perso~nel, ~ho are
well acquainted with and enthusiastic about the human service m~Jor can
now relieve the human service faculty of much of the burden of both inreach
and outreach services.
.
While the human service faculty will continue to conduct presentations
at community colleges, at high schools, with agenc!es, an~ within the campus
community, the coordination of these presentaho~s WIll be done by two
people who are devoted to just these tasks. They w111 also conduct many of
the presentations themselves, as well,. but wit~ ~ust about.the same level of
knowledge as the faculty, unlike previously utilized recruitment personnel.

Conclusion
While it does require some effort on a department's faculty to participate
in outreach and inreach projects, the results seem to be worth the effort. Not

Human Service Education· Volume 2/, Number / • Page 30
Human Service Education· Voiume 2/. Number / • Page 3/

only will the department increase its enrollment, potential human service
workers will be properly placed in a personally fulfilling major and subsequent
career. In fact, the CSUF human service program has shown a marked increase
in enrollment over the past 2 years since this project began. While our targeted
enrollment was not met in the 1996-1997 year, recent data indicate that the
enr?llment for Fall 1999 has achieved targeted enrollment by 110%, and
Spnng 2000 enrollment has also been met. While we cannot prove that the
project created this dramatic enrollment increase, it can be conjectured that it
certainly played a part. Most important, we believe that our outreach and
inreach efforts have played an essential role in directing students to an
appropriate major for their needs and career desires. It is also certain that the
ongoing feedback we receive from alumni and community agencies ensures
that our curriculum stays vital, up-to-date, and relevant to real-world needs.
New surveys will be conducted during the next decade to assess the
effectiveness of our high school outreach, as those students will be at the
proper age for university enrollment by that time into a table of their own.
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Legal Guardianship in Child Welfare:
Key Facts and Concepts

Brian Simmons
Abstract
Reforms in child welfare brought about by 1997's Adoption
and Safe Families Act (P. L. 105-89) have renewed interest in
permanency planning for children in foster care. While adoption
remains the most permanent of alternate homes for children who
cannot return to their own homes, adoption is not a realistic
altemative for some. Legal guardianship provides a permanency
choice between adoption and long-term foster care. This article
contrasts the permanency aliernatiues, gives an overview oflegal
guardianship, and provides definitional and historical information
about guardianship and its use that will be crucial for human
service practitioners entering into child welfare practice.

Introduction
Enactment of 1997's Adoptions and Safe Families Act (ASFA) (P. 1. 10589) has brought renewed interest to the need to move children from foster care
into permanent homes in as expeditious a manner as possible. Ideally, a child
will return to her or his own family home if it is safe to do so. In the event that
safety cannot be relatively assured, child welfare agencies and juvenile courts
are charged with finding the child another family with whom the child can
live until reaching the age of majority. Ideally, these children will be placed in
adoptive homes. However, for a variety of reasons (e.g., relative placement,
age of the child, the child's ongoing relationship with a birthparent, or the
older child's refusal to be adopted), an adoptive placement may not be the
most appropriate choice for some children.
For these children, legal guardianship offers the possibility of a family
that may provide a "continuity of relationships with nurturing parents or
caretakers and the opportunity to establish lifetime relationships" (Maluccio
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& Fein, 1983), the goal of any permanency plan for a child in out-of-home care.
Although legal guardianship was not widely used prior to AFSA (Miller,
Saswa, & Watkins, 1994), child welfare policymakers and practitioners and
others interested in juvenile court reform are taking another look at it as a
means to achieve their ASFA goals. Unlike adoption and long-term foster
care, the other two alternate permanency options, legal guardianship is not a
topic widely covered in standard child welfare texts (see, for example,
Cresson-Tower, 1998; Dubowitz & DePanfilis, 2000; Pecora, Whittaker,
Maluccio, Barth, & Plotnick, 1992) or the general child welfare literature.
Given the renewed interest in guardianship and the ASFA incentives to the
states to exit more children from foster care, it is likely that the guardianship
option will become more widely used. It is therefore incumbent upon human
service practitioners from all backgrounds entering the field of child welfare
to become more conversant with this permanency option in order to best serve
these children and their families. This paper provides human service instructors
with the concepts and factual information needed to prepare their students for
this evolving area of child welfare practice.[l]

Legal Guardianship Defined
All children in the United States have a legal"disability" based solely on
the condition of their age (known commonly as infancy or minority status).
The laws creating this disability assume that children have neither the
maturity nor the experience to care for themselves or manage their own affairs
(Costin, Bell, & Downs, 1991). Another must assume this responsibility for
them. This person is the guardian.
For most children under most circumstances, the parent or parents fulfill
this role; the parent is sometimes therefore referred to as the natural guardian
of the child. Sometimes circumstances prevent the parent from fulfilling this
role (e.g., death, disability, or a judicial determination that the parent has
failed to afford the child some minimal level of protection). Under such
conditions, another adult can be named to serve in the parent's stead.
Depending upon the nature of the appointment (see "Appointment and
Duties" section), the guardian assumes a wide range of authority over the
person, property, or both of the child and has a responsibility to assert that
authority to serve the best interest of the child. When guardianship was first
conceptualized, legal guardians had the right to make a profit from their
relationship with the child. It has been only in this century that the position
evolved into a protective one (Weissman, 1949).
A frequent point of confusion for some child welfare professionals and lay
people alike is the differences among adoption, legal guardianship, and longterm foster care. Custody is intertwined in each option but should not be
confused with any of them.
A child's custodian (i.e., one who has custody) is an adult with whom the
child lives and who has general responsibility to provide for the child's dayto-day needs. A formal custody order gives the custodian the right to have the
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child in his or her home, regardless of a consanguineous relations~ip.
Guardianship suggests a higher degree of both leeway a~d,obligationre?ardmg
the major or more significant decisions about the child s care (Co~tI~ et al.,
1991, p. 32). While a guardian may indeed ?e a~arded custody, this IS not a
necessary factor, especially when only guardianshIP?f the estate IS a:-varded.[2]
When a child is placed in long-term foster care, typIcally custody IS aw.arded
to the agency with placing responsibility for the child and not WIth an
individual foster parent. The foster parent is responsible for meeti~g the
needs of the child, but this is pursuant to an agreement or contract WIth the
placing agency and not due to any court-imposed rights or obligations given
to the foster parent.
In adoption, the birth parent's legal rights to the child are di~solve~ and
the child becomes a member of the adoptive family, the same as If by birth.S
The child has the same rights to support and of inheritance as a birth child; the
adoptive family's relatives become his or her relatives. The adoptive.pare~ts
are awarded custody of the child by virtue of the adoption. In guardianship,
the birth parent's rights are merely held in abeyance. The gu~rdian has no
obligation to support the child financially (UI~less the chII.d has some
independent means that can be used and over which the guardIan has some
authority), and the child enjoys no inheritance rights to the estate of the
guardian. Because the birth parent's rights are not severed, the child's.formal
and legal ties to the family of origin remain intact.B] Tab~e 1 s.umm~nze.s the
differences among the three options as they are oporationalized in Cahf~rnla. ~ 4]
In addition to the legal distinctions, the types and amounts of financial
support children in each category are eligible to receive v.ary, and ~he~e
variations differ again depending upon the placement type (km or nonkm) m
which the child resides. Adopted children who meet the definition of "hard
to place" are eligible for a postadoption subsidy under the Aid to Adoption
Program (AAP), part of the federal Adoption Assistance and Chil~ Welfare
Act (P. L. 96-272). This program provides financial and medical services based
on the child's needs until the child reaches the age of 18. Parental income can
be considered in the determination of eligibility for the basic AAP subsidy.
The financial support of children in foster care varies, for the most part,
based on where the child is placed. Children placed with unrelated care
providers are supported through a mixture of federal ~r:d state foster c~re
funds. Originally, children placed with relatives were eligible only to ~eceive
Aid to Families with Dependent Children (AFDC), now Temporary ASSIstance
to Needy Families (TANF). However, in its 1979 decision, Mil~e: v. Youa~im
(440 U. S. 125), the U.S. Supreme ruled that under certain conditions relatives
must be treated the same as foster parents. Thus children who meet the
Youakim criteria are eligible to receive the more generous foster care payments.
Those children not meeting the Youakim requirements can still receive TANF
if all other eligibility criteria are satisfied.
. '
Another term heard frequently in the juvenile court arena IS the guardIan
ad litem. The legal guardian and the guardian ad litem are not at all related.
Human Service Education' Volume 27. Number 7 • Page 35

r

Table 1
Comparing the Three Permanent Placement Options
In California's Child Welfare System
Adoption

Legal
guardian

Long-term
foster care

Termination of parental rights?

Yes

No

No

Gives childs caregiver authority to
make decisions regarding the child?

Yes

Yes

No

Option

Ongoing contact with childs birth
parents?

No (unless
Possible
Usually
open adoption)(depending
on court)
Provides child with strong sense of
Yes
Yes (less than Rarely
integration into family and security
adoption, more
of placement (assuming non-kinship
than foster care)
placement)?
Routine monitoring of child by the
juvenile court?

No

Not usually,
but possible

Yes

Continuing financial support from
public funds?

Possible

Possible

Yes

Continuing social service support
from public agency?

Postadoptive
services

Varies
widely by

Yes

state"

*usuallyon the question of the kin relationship of the guardian and the child

Courts in many jurisdictions routinely appoint a guardian ad litem to represent
the child's interests in legal proceedings in which the child is an interested
party. A guardian ad litem is routinely appointed in juvenile court proceedings
in matters of abuse, neglect, or both in many jurisdictions. This person mayor
may not be an attorney (Davidson, 1981). Guardians ad litem have no
authority over the child's person, estate, or both and the relationship with the
child does not extend beyond the narrow confines of the legal proceeding or
series of proceedings for which he or she is appointed. The legal guardian, on
the other hand, assumes those responsibilities delineated below. A child
might have both.

Appointment and Duties of a Guardian
In both testamentary (i.e., those created by a will through a probate action)
and child welfare guardianships, a person may be named guardian of either
the child's person, his or her estate, or both. A guardian of the child's person
has the authority to make the same routine decisions about a child that a
parent would: education, employment, medical care, entry into military
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service and so forth. Of interest, and a point that will be raised again later, is
the idea that legal guardians are charged with the care of the child but are not
under any obligation actually to support the child from their own funds.
Neither is the guardian entitled to the earnings of their ward as a parent would
be of his or her child.
Guardians of estate have authority to act on behalf of their wards in
matters involving the child's property, money, or both. Such a guardian is
typically appointed when a child inherits a large estate or is the recipient of a
large cash settlement from a lawsuit or insurance claim (except when the
estate is small, even parents must be named guardians of their children's
estate in such situations). Sometimes the same person is appointed as the
guardian of both the estate and the person, but this need not happen. Indeed,
if a potential conflict of interest exists or if a person appropriate to be the
guardian of the child might in some way not be appropriate to be guardian of
the estate, another party will be named. The appointment of a legal guardian
can be terminated by resignation, removal for cause, or by the successful
petition of a parent to reassume the child's guardianship (Taylor, 1966). The
appointment terminates automatically when the child reaches the age of
majority or upon the guardian's death. In the latter situation, if not otherwise
provided for, a successor in interest can petition the court for appointment as
the new guardian.

History of Legal Guardianship
Weissman (1949) chronicles the many types of guardianship as they
evolved from Roman to English and Napoleonic law. The reader is referred
there for the full discussion, but some highlights are worth noting. (For
another history of guardianship in England and in the United States, see
Taylor, 1935.)
Ancient Roman law provided for two kinds of guardianship for children
without parents: tutorship and curatorship. The former pertained to boys
under the age of 14 and to girls under the age of 12. The law assumed such
young children needed to have someone to assist them with matters they
could not legally attend to themselves. A tutor was appointed to make
decisions for the child. After the age of puberty, children were legally entitled
to enjoy full property and personal rights, and the tutorship was dismissed.
The law recognized, however, that a young person might still need assistance
in handling his or her affairs; and, thus, provisions were made for the
appointment of a curator. Gradually these two forms were consolidated, and
the distinction was lost. Vestiges of that system have made their way to
modern times, where the term curator is still used in Missouri and Louisiana
guardianship law.
Weissman (1949) discussed 10 types of guardianship found in English
law (see Table 2) for a summary. Of the 10, only 4 have evolved into
recognizable forms in modern American practice.
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Table 2.
Forms of Guardianship From Old English Law
Adapted from Weissman, 1949.

2.

Referred to the right of the feudal lord to
military service from his tenants; in lieu of
this service, the lord could assume custody
of the person of males under 21 and females
under 14 and control the profits of their
estates; he could also sell the females into
marriage

The right of the father to award custody of
the person and the estate, if any, of his minor
children upon his death by last will and
testament

The chancellor (and subsequently, local
court~) had the authority to name a guardian
for children coming to their attention

The first of these, of course, is the nature and nurture form. As previously
discussed, the child's parents are considered the natural guardians until a
replacement or substitute is needed. Weissman (1949) reported that mothers
received equal coguardian status with fathers only as recently as the middle
part of this century. The second contemporary form of guardianship is
testamentary guardianship, wherein a parent names a guardian in his or her
will for those minor children surviving the parent's death. The third type
parallels what was once called chancery guardianship. Like our modern
involuntary foster care system, the courts had authority to appoint guardians
for children in situations that came to their attention. Contemporary legal
guardianships emanating from the public child welfare system are a further
extension of the chancery guardianship concept. The fourth form, the guardian
ad litem, is appointed to represent the interests of a minor in a court of law
when the minor is the subject of or has interest in the legal proceeding.

Who Uses Legal Guardianship?
The following section draws from the only known study (Simmons, 1997)
of children who exit foster care via the guardianship option. The sample for
this study was drawn only from children in California's foster care system, so
no national implications can be drawn. Simmons found that only 4.8% of the
California sample of children exiting foster care did so by using the
guardianship option. Of these, 62.6% of all the guardianship changes were for
children living with kin, making legal guardianship in many ways a function
of kinship care.[5] Simmons also found, somewhat unexpectedly, that the
guardianship program is heavily used by very young children. More than
43% of the guardianships granted to children living with nankin went to
children who entered care before their third birthday. More than 53% of the
guardianship changes granted to children in kinship care went to children in
the same age group. Simmons examined outcomes 4 years after the children
had entered out-of-home care, so these children were, at most, 6 years old at
the time of the change in guardianship. Children in this age range are typically
considered to be highly adoptable, leading one to question the appropriateness
of the less permanent legal guardianship option.
Simmons (1997) also examined the use of the legal guardianship option
by people of different race and ethnicity and discovered significant variations
within the different groups, depending upon the type of placement. African
American children comprised more than 27% of the children placed with
nankin but were the subjects of 37.8% of all the guardianship changes
experienced by children placed with nankin. African American children were
about 40% of the children who were placed with kin, but only 32.4% of the
guardianships. The pattern is reversed for Caucasian children: They made up
almost 45% of the nankin placements but only 41.4% of the nankin changes in
guardianship, and about a third of the kinship care placements but more than
38% of the kinship care guardianships. Latino children made up about a
fourth of the children placed with nankin, but only about 17% of the
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gua~dianships. They were also about a fourth of the kinship care placements
and Just more ~han a fourth of the kinship care guardianship changes. These
m~mbers confirm the previously discussed findings about kin being the
pnmary users of guardianship, with the exception of African Americans.
Indeed, nankin caregivers of African American children in this study were far
more likely to assume guardianship than were African American kin.

The Benefits of Guardianship
While guardianship does not afford the child the same security and sense
of permanence that she or he would receive in an adoptive placement, it offers
significantly more security than does a long-term foster care placement. Thus,
child~en for whom an adoptive placement is not possible or is inappropriate
can still achieve the continuity of relationships with a caretaker and other lifelong relationships that characterize a permanent placement. For children who
have had the experience of frequent placement changes, the knowledge that
t~~y do not have t? move again is priceless. The people with whom they are
hvm~ become (or, I.n the case of kinship care placements, remain) their family.
That IS not a benefit usually afforded a child in long-term foster care.
More practically, placement and other decisions once reserved to the case
mana~er, the juvenile court, or both also now reside in the authority of the
guardian. For example, whereas once the foster family had to secure the case
manager's permission to go on vacation with the child, such authorization is
no longer required. If the case manager is maintaining any kind of continuing
contact at all, it will be minimal (perhaps semiannual). Thus, for all intents and
purposes, the intrusive effects on the family of having a case manager are
eliminated with the appointment of a new guardian.
This change should not be minimized. The child in foster care already
feels"different" simply on the basis of not living with his or her parents. She
or he must also go to court periodically and sees a social worker on a regular
basis, experiences not common to most of his or her friends. Losing the"foster
kid" identity and integrating into the family is the key benefit to the child who
has a change of guardians.

Innovations in Guardianship.
. Schwartz (1993), while not offering any empirical evidence to support her
~la~m: ~as argued tha~ the lack of state-supported subsidies to legal guardians
IS limiting the expansion of legal guardianship as an alternative to long-term
foster care for those children for whom adoption is not an alternative. She also
viewed guardianship as a possible means for preventing initial entry into the
foster care system and suggests the creation of a system of coguardians. She
envisio~s this primarily as a means to assist young, inexperienced parents or
those WIth substance abuse problems, wherein a relative or friend would be
appointed coguardian ~f. the chil? along with the parent. This coguardian
would have .sh~red de:lslOn-making au~hority with the parent or, perhaps,
have authonty in certam areas of the child's life in which the parent would
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have no authority. This person could then fill the role of protector for the child,
thus obviating the need for other, more intrusive civil action by the child
welfare agency and the juvenile court. This arrangement, Schwartz notes,
would still require social service support from the agency and, likely, financial
support as well. Schwartz's proposal is interesting and worthy of further
comment; however, such is beyond the scope of the present effort.
Another variation on the use of guardianship has arisen in response to the
AIDS epidemic (Herb, 1993). Called standby guardianship, the option is used
in several states (Beatty & Wilson, 1995) to allow for a parent suffering from
a debilitating illness to name someone to act temporarily as the child's
guardian during those periods when the parent is too incapacitated to fulfill
that role personally. As the episode subsides and the parent is better able to
function, guardianship reverts to the parent. Typically the statutes allow for
a doctor to invoke the standby guardianship provisions if the parent is not
able to do so.[6] In the Illinois version, the standby guardian can assume
power for a period of up to 60 days without going to court. If the need for
guardianship continues beyond the 60 days, a formal petition must be filed
and the standby is appointed a regular guardian (Justicz, n.d.).
California's joint guardianship provisions ("General Provisions Common
to Guardianship and Conservatorship," Probate Code § 2105) is similar in
scope. Rather than having the other adult in the "holding pattern" suggested
by the standby guardianship program in California the joint guardian shares
full and continuous guardianship responsibilities with the parent once the
appointment is made. Under the original provisions of the law, the parent was
required to present a physician's statement to the court declaring that the
parent's illness would result in death in less than two years. This prerequisite
for the appointment of a coguardian has now been eliminated (O'Neal, 1996).

Conclusion
Guardianship remains a second-best option for permanency for children
in out-of-home care, as it does not offer the opportunity for a full psychological
and social incorporation of the child into the family unit that adoption
provides. However, for those children for whom adoption is not an option,
guardianship can provide a sense of belonging and a sense of stability that is
not available to those children destined to grow up in foster care. As such, it
is an important area of study for human service students anticipating a career
in child welfare.
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For a full curriculum on legal guardianship, see Simmons and Barth, 1995.
A statementby the Child Welfare League of America [CWLA 1(1994) rega~dmg
custody may be somewhat misleading. They say, "(~)hen the plan, IS f~r
kinship care to be permanent, criteria should be established for the km~hIp
parents to obtain legal custody" (p. 6~). ;-Vhilean award of custody,ProvIdes
a legal basis for a child be in the re~atIve s home absent the parents cons:nt,
it does not authorize the custodian. for example, to consent to medlc~l
treatment, apply for public assistance, or consent for a driver's lice~se. ThIS
kind of authority comes only with more significant legal standmg (e.g.,

3

4

5
6

7

guardianship).
, .
.
Note that in some kinship care cases, full termination of all parental nghts or
termination of the rights of both parents may not be necessary. While the term
is used differently in different jurisdictions, the practice of "kinship adoption"
is being advocated as an alternative to what is being described here. For a full
discussion, see Takas and Hegar (1999).
Of course, as suggested earlier, unless the court makes sp,ecific. orders
dictating otherwise, the adoptive parents assume natural guardIanshIp of the
child once the adoption is finalized.
Except for variations in funding options, these differences are generally
constant across all states.
Although outside the scope of the present discussio.n, thi~ item ~s of so~e
interest. At the time of the study, California's guardianship subsidy policy
actually posed a significant disincentive for kinship car.eprovider~ to ~ssume
guardianship of their young relatives. In most situations, the kinship care
providers were no longer eligible for the more generous foster. care payments
available to them under the Youakim decision once they received transfer of
the child's guardianship. Ifthey were in need of continuing financial.assista~ce,
they would have to apply for TANF. Cali~orni.a's guardia~shlp sUbsl.dy
policy is slated to change in 2000 to allow for kinship care providers to receive
a subsidy, although not as generous as the one allowed non kinship care
providers. See California Welfare and Institutions Code .§11360,et s~q.
For an additional perspective on AIDS and the tasks facmg a guardIan, see
Anderson (1994).
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Counselor Seeking Behaviors of NOHSE
Practitioners, Educators, and Trainees
Ed Neukrug, Tammi Milliken, Joan Shoemaker
Abstract
Thisstudy surveyed National Organization ofHuman Service
Education (NOHSE) members' rates of attendance in counseling.
Of206 respondents, 75% were shown tohavebeen in counseling,
with women seeking counseling at higher rates than men and
practitioners attending at higher rates thaneducators or students.
The study also solicited members' opinions about thecharacteristics
deemed important in choosing a therapist. It was found that the
qualities of competence, trustworthiness, warmth and caring,
openness, andempathy were the most highly rated whileresearch
productivity, knownfor being atherapist's therapist, andspiritual
orientation were rated lowest. In addition, the study examined
members' attitudes toward counseling, types and duration of
counseling attended, reasons for seeking ornotseeking counseling,
and sex and theoretical orientation of therapists seen.

Introduction
Advocacy for mental health practitioners, educators, and trainees to enter
into their own counseling has been widespread over the years (Corey, Corey,
& Callanan, 1998). As one might expect, numerous articles have spoken to the
benefits of such counseling (Bridges, 1993; Daly, 1998; Holzman, Searight, &
Hughes, 1996; Legg, 1999; Macaskill & Macaskill, 1992; Mackey & Mackey,
1994; Mahoney, 1997; McEwan & Duncan, 1991; Macran & Shapiro, 1998;
Norcross, 1990; Weintraub, Dixon, Kohlhepp, & Woolery, 1999; Wheeler,
1991). For instance, personal therapy for mental health professionals has been
shown to assist the professional in exploring unresolved issues, becoming
more self-aware, and alleviating life's stressors. Additionally, personal
counseling may foster a deeper understanding of the helper's theoretical
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approach and clinical skills, aid the helper in becoming more empathic and
tolerant, assist the helper in understanding transference and
countertransference issues, and help the professional to have a deeper
understanding of the client. Finally, ithas been found thatthose who participate
in personal therapy generally find the experience to be important, helpful, or
both (Mahoney, 1997).
Despite widespread advocacy for mental health professionals to attend
counseling, such support is not held by all. Opponents to personal counseling
suggest that it may cause helpers to become overly self-conscious, emotionally
burdened, and less spontaneous (Macran & Shapiro, 1998; Mahoney, 1997;
McEwan & Duncan, 1991; Wheeler, 1991). Others believe that it could denote
incompetence, weakness, or failure (Macran & Shapiro, 1998; Norman &
Rosvall, 1994). Some note that finding a competent therapist who is not a part
of the helper's social or professional network may be difficult, thus raising the
ethical issue of dual relationships (Bridges, 1993; McEwan & Duncan, 1991;
Norman & Rosvall, 1994). Finally, with the ever-increasing use of brief forms
of treatment that focus on technique rather than the helping relationship, as
well as an increased focus on psychopharmacology, some question the value
that personal counseling for the mental health professional would have on
enhancing the helping relationship (Legg, 1999; Weintraub, et al., 1999). This
doubt has led some training programs to no longer require personal therapy
as part of their training regime (Weintraub, et al.). Nonetheless, a significant
percentage of human service professionals continue to promote and often
require personal counseling for practitioners, educators, and trainees (Bridges,
1993; Daly, 1998; Holzman, et al., 1996; Legg, 1999; Macaskill &Macaskill,
1992; Mackey & Mackey, 1994; Neukrug & Williams, 1993; Norcross, 1990;
Norman & Rosvall, 1994).
Previous studies of mental health professionals have shown that a large
percentage undergo their own counseling. For instance, Macran and Shapiro
(1998)found that two thirds to three quarters of all therapists have participated
in some form of therapy. Similarly, Neukrug and Williams (1993) found that
80% of a random sample of 739 members of the American Counseling
Association had participated in some sort of counseling, with 67% having
been in individual counseling. Additionally, Mahoney (1997) discovered that
87.7% of mental health professionals had received psychotherapy, with the
majority rating their experience as either helpful or very helpful.
It is generally agreed that psychodynamic, person-centered, and eclectic
practitioners are seen by therapists most frequently, while a variety of other
forms of treatment are sought less frequently (Daly, 1998; Macran & Shapiro,
1998; Neukrug & Williams, 1993; Norcross, 1990). Finally, regardless of the
type of therapist a mental health professional sees, studies have shown that
female mental health professionals attend counseling at significantly higher
rates than male mental health professionals (Macran &Shapiro, 1998;Mahoney,
1997; Neukrug & Williams, 1993; Norman & Rosvall, 1994).
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When choosing a therapist, certain characteristics have been identified as
being very important to mental health professionals. For instance, counsel?rs
most valued therapist competence, trustworthiness, and warmth and canng
when choosing their therapists (Neukrug &Sow ala, 1992;N eukrug &Williams,
1993). Norcross (1990) found that therapists most valued warmth, empathy,
and a strong personal relationship. Additionally, social workers expressed
the importance of trust, genuineness, and caring and nurturance in a personal
therapist (Mackey & Mackey, 1994).
The present study surveyed members of NOHSE and sought to compare
practitioners, students, and educators with one another and to mental health
professionals in other disciplines on a number of criteria related to attendance
in personal counseling. As members of NOHSE represent a mental health
discipline that does not stress the importance of psychotherapy as much as
other mental health professions, the researchers wondered whether
involvement in personal counseling would be at the same rate and duration
of other fields. Specifically, this study sought to examine the members' (a)
perception of attendance in counseling; (b) rates, types, and duration of
attendance in counseling; (c) reasons for seeking or not seeking counseling;
(d) the sex and theoretical orientation of therapists seen; and (e) the kinds of
characteristics valued in choosing therapists.

Method
Procedure and Participants
Cover letters, questionnaires, and self-addressed, business-reply envelopes
were mailed to all 474 members of the National Organization of Human
Service Education (NOHSE). The cover letter stated that all responses were
confidential and that individual responses would be kept anonymous. A
follow-up mailing was sent one month later. Of the 474 questionnaires sent,
38 were returned undeliverable, and 206 completed questionnaires were
returned for a response rate of 47.3%. This return rate is similar to previous
national surveys of mental health professionals (Neukrug & Williams)993;
Norcross, Strausser-Kirtland. & Missar, 1988 ; Wogan & Norcross, 1985).
Although some respondents did not answer a small number of items on their
surveys, items responded to were included in the results.
Of respondents, 163 (79.1%) were female and 43 (21.9%) were male. The
mean age of all respondents was 46.70 (SO = 11.8), with the mean age of
females being 45.2 (SO =12.0) and males being 53.1 (SO = 9.9). Of respondents,
35 (17.7%) held doctoral degrees, 70 (35.4%) held master's degrees, 42 (21.2%)
held bachelor's degrees, 40 (20.2%) held associate's degrees, and 11 (5.6%) did
not hold a college degree. Of all 206 who replied, 102 (49.5%) identified
themselves as educators, 59 (28.6%) as practitioners, 56 (27.2%) as
undergraduate students, 31 (15.1%) as graduate students, and 18 (8.7%) as a
variety of "other" responses (note: 60 individuals identified themselves in
more than one category).
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The breakdown of sex by type of respondent was as follows: (a) educators:
70 (68.6%) females and 32 (32.4%) males, (b) practitioners: 41 (69.5%) females
and 18 (30.5%) males, (c) undergraduate students: 50 (89.3%) females and 6
(10.7%) males, (d) graduate students: 28 (90.3%) females and 2 (9.7%) males,
(e) other: 14 (77.8%) females and 4 (22.2%)males. The mean age of respondents
by type was as follows: educators: 52.0 (SO = 8.6), practitioners: 48.8 (SO =
11.2), graduate students: 42.0 (SO = 10.3), undergraduate students: 41.3 (SO =
12.5), and other: 50.2 (SO = 15.8).
Eighty-four (84) respondents (40.8% of the total sample) reported being
credentialed with 14 (16.7%) noting that they held more than one. As a
percentage of the 84 who responded, the types of credentials varied as follows:
30 (35.6%) were licensed or certified social workers; 26 (30.9%) were licensed,
certified, or registered counselors; 14 (16.7%) were certified substance abuse
counselors; 5 (5.9%) were registered nurses; and 4 (4.8%) were licensed
psychologists. Twenty-three (27.4%) individuals identified themselves in a
large variety of other credentialing categories (e.g., registered HIV case
manager, school psychologist, and so forth).
Instrument
A two-page questionnaire based on previous studies of this kind
(Grunebaum, 1983; Neukrug & Williams,1993; Norcross, Strausser-Kirtland.
& Missar, 1988; Wogan & Norcross, 1985) was developed to obtain details on
respondents' attendance in therapy and related information. The instrument,
which was revised to reflect current trends in the literature, requested that
respondents provide demographic information (age, sex, and highest degree
held); professional affiliations; credentials held; feedback to a lO-point Likerttype scale regarding how they perceived professionals who attend counseling;
information about whether or not they had attended counseling; reasons for
having attended or not attended counseling; whether counseling was attended
before, during, and / or after professional training; length of time and frequency
of attendance in counseling; type of counseling attended (individual, group,
family, couples, or other); the theoretical orientation of current or last therapist
seen; the sex of the current or last therapist seen; and a 21 item, 5-point Likerttype scale that asked respondents to rate characteristics they deemed important
when choosing a therapist.
A prototype of the instrument was distributed at the 1999 NOHSE
Conference in Baltimore. Based on feedback received from those 20 surveys,
it was decided that slight revisions to the survey were needed. A note was
included on the final survey asking individuals who had participated in the
Baltimore survey to only complete the demographic information on the final
survey. Based on this information, the researchers were able to identify which
ones of these respondents had completed the survey in Baltimore, and the
information from the original survey of these individuals was identified and
used in the final results. To assure that the final survey results only represented
members of NOHSE, the other surveys from Baltimore were not used.
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Results
Perception of Attending Counseling
.
After being provided with a definition of counseling (see Amenc.an
Counseling Association, 1997), respondents were asked to rate, on a lO-p~mt
Likert-type scale, the following statement: " ... rate how you perc:e1V:
individuals in the human services field who attend personal counseling.
Individual responses could range from 1, "They're bad therapists, educators,
or students," to 10, "They're good therapists, educators, or students." The 186
respondents who completed this item had a mean rating of 8.4 (SO = 1.6) with
a median of 9. When referring to the same definition of counseling, 195 (95.6%)
respondents indicated they would be willing to attend. counse!ing, and 9
(3.4%) indicated they would not (2 did not respond to this question
Attendance in Therapy: Rates, Type, and Duration
Rates and Attendance in Therapy. Of respondents, 154 (74.8%) indicated
they had been or were currently attending counseling, while 52 (25.2%) stat~d
they had never attended counseling. Of those who had attended or w~re still
attending counseling, 145 (94.7) participated in individua.l counsehr:g, ~9
(38.7%) in group counseling, 45 (26.7) in couples counseling, ~O (2~Yo) in
family counseling, and 4 (1.0%) in some "other" form of counsehng. Eightyeight (57.1%) of those who had been or were in counseling had attended more
than one form.
When looking at attendance in counseling as a function of sex, it was
found that 126 (77.3%) females and 28 (65.1%) males had attended some for~
of counseling. When examining rates of attendance by type of respondent, It
was found that 77 (70.3%) educators, 49 (83.1%) practitioners, 38 (67.9%)
undergraduate students, 23 (74.2%)graduate students, and 16(88.9%)" others"
had been in some form of counseling (See Table 1). Table 1 shows, by type of
respondent and by sex, the percentage of individuals who attended the
different forms of counseling.
Duration of Attendance. When asked to identify the times in their lives
when counseling was sought, 92 (44.7%) noted they attended counseling prior
to professional training, 85 (41.3%) during training, an~ 65 (31.6%) after
training. When estimating the total time in counseling, It was found that
respondents typically spent 2-18 months in counseling (44.4%), with 4:6% of
respondents having spent more than 10 years in therapy (se~ Table 2). Finally,
when asked to give an estimate of the average amount of time per week one
attended counseling, respondents reported the following: 51 (34.3%) for less
than 1 hour, 89 (59.7%) for 1 hour, 5 (3.4%) for 2 hours, 2 (1.3%) for 3 hours, 0
for 4 or 5 hours, and 2 (1.3%) for more than 5 hours.
Reasons tor Seeking or Not Seeking Counseling
When asked "Which of the following concerns best describes your
reason(s) for seeking counseling," respondents ranked the 10 choices in t~e
following manner: 72 (17.3%) for "life transitions," 70 (16.8%) for "family
issues," 69 (16.6%) for "personal growth," 58 (13.9%) for" depression," 39
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Table 1
Percentage of Attendance in Counseling by Type of Member and by Sex
Total in Individual
counseling (101)
Educator (102)

Group

Family

Couple

Other

(59)

(55)

(30)

(18)

77/75.5% 73/71.6% 28/27.5% 18/17.6% 30/29.4%
49/83.1% 47/79.7% 16/27.1% 7/11.9%) 17/28.8%
38/67.9% 35/62.5% 16/28.6% 11/19.6% 17/30.3%

Practitioner (59)
Undergrad (56)

2/2.0%
1/1.7%
1/1.8%

Grad (31)

23/74.2% 21/67.8%

9/29.0%

7/22.6%

9/29.9%

0/0%

Other (18)

16/88.9% 16/88.9%

8/44.4%

5/27.8%

5/27.8%

0/0%

Males (43)

28/65.1% 27/96.4%) 12/27.9%

Females (163)

5/11.6% 11/25.6%
126/70.3% 118/72.4% 47/28.8% 35/21.5% 34/20.8%

3/1.8%

Total (206)

154/74.8% 145/70.4% 59/28.6% 40/19.4% 45/21.8%

4/1.9%

1/2.3%

Table 2
Amount of Time Spent in Counseling
Under 1 month

7

4.60/0

10

6.6 %

23

15.20/0

22

14.6%

22

14.60/0

19

12.60/0

14

9.3 %

12

7.9%

·

15

9.9%

·

7

4.60/0

1-2 months
2-6 months ·

· · ·

6-12 months

·..·..·

1-11/2 years··
11/2 -2 years
2-3 years ····

·

·..·..·..·..·
··· ·..·

·

3-5 years ·

··

5-10 years

·..·

···

····
·

More than 10 years

·
··..··· ·..·

(9.4%) because of a "separation or divorce," 34 (8.2%) for "work- or schoolrelated issues," 26 (6.3%) for a variety of "other" reasons, 24 (5.8%) for "death
of a loved one," 14 (3.4%) for an "eating disorder," and 10 (2.4%) for
"substance abuse."

When asked to list one's primary reason for not seeking counseling,
respondents ranked the eight possible choices in the following manner: 35
(45.5%) for "no need," 21 (27.3%) for "self-resolution of problem," 9 (11.7%)
for "lack of finances," 8 (10.4%) for "no time," 2 (2.6%) for "concern about
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confidentiality:' 1 (1.3%) for"other" reasons, 1 (1.3%) for "fea~ of ~m~loyers /
professors/ peers finding out," and a for "rep~esent~ an indication that
something is wrong with me." When asked to list their secondary reason,
respondents ranked the choices in the following manner: 19 (39.6%) for "selfresolution of problem," 9 (18.8%) for "no need," 7 (14.6%) for "lack of
finances," 6 (12.5% ) for "no time," 3 (6.3%) for "concern about confidentiality,"
2 (4.2%) for "represents an indication that something is wrong with me,"
(2.1 %) for "fear of employers / professors / peers finding out," and 1 (2.1 %) for
"other."

Sex and Theoretical Orientation of Therapist
Of the individuals who sought counseling, 96 (65.8%) saw female therapists
and 50 (34.3%) saw male therapists. One hundred forty-eight (148) of the
individuals who sought therapy identified, from a list of 12 choices, what the
theoretical orientation of their current or last-seen therapist is (was). A
number of these individuals listed more than one orientation. Approximately
two thirds of the respondents indicated their therapist was either eclectic,
person-centered, cognitive, or behavioral (see Table 3). The "other" category
was picked fifth most frequently (7.6%); and, although respondents were
asked to identify what "other" was, no one orientation was identified more
than once.
Table 3
Theoretical Orientation of Current Therapist or Last Therapist Seen
Eclectic

46

23.4 %

Person-Centered

33

16.8%

Cognitive

29

14.70/0

Behavioral

22

11.2%

Other

15

7.6%

Psychodynamic

14

7.1%

Existential

10

5.1%

Gestalt

8

4.10/0

Transactional Analysis

7

3.6%

Systems

6

3.1%

Reality

5

2.5%

Adlerian

2

1.00/0
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Characteristics Deemed Important in Therapist Choice
When a~k~d to rate, o~ a 5-point Likert-type scale (5 = most important),
21 charactenstIcs deemed l?,portant when choosing a therapist, 153 of the 154
who had attended counseling ranked the following qualities most important:
compet~nce(M=4.87, SD = .44), trustworthiness (M=4.86, SD = .46), warmth
:nd carmg (M = 4.68, SD = .58), openness (M = 4.56, SD = .59, and empathy (M
- 4.55, SD = .~O). On the o~h~r hand, research productivity (M = 2.43, SD = 1.2),
kno~n for bemg a theraI:l~t s ther~pist (M = 2.92, SD = 1.2), gender of therapist
(M - 3.1, SD = 1.3), spiritual orientation (M = 3.12, SD = 1.3), and active
Table 4
Characteristics Deemed Important to Therapist Choice

Current
Study

Criterion

Competence
Trustworthiness
Warmth and caring
Openess

1
2
3
4

Empathy
Clinical experience

6

Flexibility

7

Professional reputation
Not attributing everything to
transference
Being nondogmatic
Cost per session
Successwith similar clients
Theoretical orientation
Being outside of profesional/
social network
Lack of criticism
Professional affiliation1
Active talkative style
Spiritual orientation
Gender of therapist
Known for being a
"therapist's therapist"
Research productivity
*NA

5

8

Neukug&
Williams
(1993)

Norcross
et al.
(1988)

1
2
3
4
NA
7
6
5

1
NA*
4
5
NA
2
8

3

Grunebaum
(1983)

1
NA
1
6
NA
NA
9

1

9
10
11

9

9

8

NA
12

12
13

8
11

NA
15
14
6

NA
NA
NA
NA

14
15
6
17
18
19

14
10
15

13

16
NA

NA
10
NA
NA

1
7
NA
1
NA
NA

20
21

17
18

7
16

NA
NA

13

11

= Not applicable to current study.

talkative style (M = 3.25, SO = 1.1) were ranked lowest (see Table 4). Table 4
presents the rank order of these 21 items; and, when applicable, items are
compared to the rank order of Grunebaum (1983), Norcross, Strausser, &
Faultus (1988), and Neukrug and Williams (1993).

Discussion
By its very nature, survey research results in tentative conclusions, and
certain difficulties in completing this study should be noted. Although the
response rate was good, it was not great; and one must wonder if individuals
who would have responded differently were those who chose not to return
the survey. For instance, it could be that those who attended counseling
would be more likely to respond to the survey. Secondly, not all members
completed all items; thus, one must wonder why some members omitted
items and what impact this might have on the results. Also, a few individuals
seemed unclear about the directions, thus lending their responses questionable.
Finally, although results can be compared to prior studies and related reports,
such comparisons must be made in a manner that only suggests possible
trends as there are inherent problems with generalizing from survey research.
Thus, the following discussion is given with the above limitations in mind.
This study revealed that a large percentage of NOHSE members believe
that counseling is a positive force, would be willing to participate in their own
therapy, and have actually participated in counseling. When asked to respond
to a 10-point Likert-type scale that addressed how members felt about
individuals being in counseling, the vast majority of members believe that
individuals who attend counseling are "good therapists, educators, or
students" (M = 8.4, SD = 1.6; Mdn = 9). Moreover, a resounding 96% of
respondents indicated that they would be willing to attend counseling,
although a lesser percentage, about 75%, have actually participated in their
own counseling. It is interesting to note that this percentage parallels the
percentage of participants that have been in counseling in related helping
professions (Guy, Stark, & Poelstra, 1988; Macran & Shapiro 1998; Mahoney,
1997; Neukrug & Williams, 1993;Norcross, Strausser-Kirtland, & Missar, 1988
; Prochaska & Norcross, 1983). As compared to other studies, most of the
individuals who attended counseling attended individual counseling.
However, a relatively large number also attended other forms of counseling
(e.g., group, family, couples therapy), perhaps indicating an increasingly
positive outlook toward these other forms of treatment.
As in other studies (Deutsch, 1985; Garfield & Kurtz, 1976; Macran &
Shapiro, 1998;Mahoney, 1997;Neukrug & Williams, 1993;Norcross, StrausserKirland, & Missar, 1988; Norman & Rosvall, 1994; Prochaska & Norcross,
1983), a highernumber of females attended counseling in this study. Although
it should be acknowledged that male mental health professionals do attend
counseling at fairly high rates, this ongoing discrepancy between the sexes
may reflect the continued perception in society of expected gender roles. The
male ego stresses the importance of rugged individualism and working
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things out on one's own--even if one has a "feminine" career (Kelly & Hall,
1992; Osherson, 1986). Being in therapy may be an admission that one is weak
and not able to resolve issues on one's own. Females are socialized to be more
affective and emotive; therefore, they may feel less inhibited seeking counseling
than men.

I~ .addition to women having higher attendance rates in counseling,
practitioners were found to attend counseling at a significantly higher rate
than educators or students. This is similar to data found by Neukrug and
Williams (1993) who discovered that counselor educators had some of the
lowest attendance in counseling and that mental health counselors, who are
ge~er~lly.prac~tioners,h~d the highest percentage of attendance in counseling.
This finding raises some Interesting questions. Could it be that practitioners
have a higher share of "wounded healers" (Riperre & Williams, 1985)and thus
have a greater need to attend counseling? Or, perhaps practitioners have a
greater desire to understand what it is like to actually sit in the client's chair.
Or, maybe the stress of working with clients on a daily basis lends itself to
practitioners needing therapy. Or, perhaps practitioners are more prone to
seeking self-reflective activities. Until future studies can clarify this issue, the
exact reasons for this finding will remain unclear.
The fact that similar percentages of individuals had attended counseling
before (44.7%), during (41.3%), and after (31.6%) training may underscore the
fact t~at pressure exerted to attend counseling in some training programs has
~ad ht:le effect. Educat.ors who believe that personal counseling is important
If one IS to be an effective human service practitioner may want to examine
whether their message is being heard by students and what obstacles exist for
students to attend counseling (e.g., financial, concerns about confidentiality,
fear of others finding out, and so forth).
When asked to identify the total amount of time spent in counseling, few
individuals noted that they attended for less than two months or more than
5 years, and about two thirds of the group attended counseling between 2
months and 3 years a: fairly steady rates. It is interesting to note that, despite
the recent focus on brief treatment modalities (Corwin, 2000; Glosoff, Garcia,
Herlihy, & Remley, 1999), three fourths of the group noted they had attended
counseling for more t~an 6 months, one half of the group for more than 1 year,
and close to one third for more than 2 years. Although some of these
individuals had undoubtedly attended counseling on multiple occasions and
had ~dde~ ~p all the time spent in counseling when responding to this
question, It IS clear that one brief exposure to counseling is not enough for
most of this sample. Finally, with 60% of individuals indicating they attended
counseling for approXimately 1hour a week and another 34% noting that they
atten~edcoun~ehngfor les~ tha~ 1 hour a week, it is fair to say that the weekly
50-mInute session (or less) IS still very much alive and well.
It i~ probably not surprisin? that 10% to 17% of individuals sought
counseling for e~ch of the foll~wIng: life transitions, family issues, personal
growth, depression, or separation or divorce. However, it was surprising that
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a relatively small number of individuals sought counseling for an eat~ng
disorder or for substance abuse, two issues that have gained a lot of attentIon
in the literature in recent years (a review of PsychInfo revealed more than
6,000publications on substance abuse and more than 3,000 on eating disorde~s
within the last 5 years). It could be that NOHSE members do not have their
share of substance abusers or individuals with eating disorders; perhaps
members are not identifying themselves with these problems; or it could be
that these issues have received more than their share of attention in the
literature, thus making it seem as if they would be more prevalent.
It was found that, when looking at primary and secondary reasons why
individuals did not seek out counseling, close to two thirds stated they had
"no need" and about 60% had resolved issues on their own. A significantly
lower percentage (between 3% and 25%) wrote that they decided not to seek
counseling for financial reasons, lack of time concerns, for concerns about
confidentiality, for fear of others finding out, or because it represents something
is wrong with them. Clearly, most of this group feel as if they do not need to
be in counseling or that they could resolve issues on their own. Although one
can argue for the importance of all individuals to be in counseling (see Corey
et al., 1998), it is important to note that a fair number of NOHSE members
believe counseling is not something all individuals need attend. Their belief
certainly resonates with some authors who note the possible pitfalls of being
in therapy (Bridges, 1993; Macran & Shapiro, 1998; Mahoney, 1997; McEwan
& Duncan, 1991; Norman & Rosvall, 1994; Wheeler, 1991)
Close to two thirds of all therapists seen were females; and most of the
therapists were eclectic, person-centered, cognitive, or behavioral. It should
also be noted that a fair number of individuals felt that their therapist was a
combination of many of the different approaches offered, as opposed to being
integrationists. These respondents apparently distinguished between a
therapist who may use a number of different approaches from one who
integrates a number of approaches into his or her own way of doing therapy.
In contrast to other studies, this survey revealed a relatively small number of
individuals who saw psychodynamic therapists (Daly, 1998;Macran & Shapiro,
1998; Neukrug & Williams, 1993; Norcross, 1990; Norcross & Prochaska,
1984). Whether this is the result of the kinds of choices NOHSE members make
as compared to other professional groups or just the changing times and an
increased focused on brief treatment forms (e.g., cognitive and behavioral
approaches) is unclear. In either case, educators may want to consider what
impact on training this finding might have. For instance, are we at the
precipice of a revolution in the mental health professions where short-term,
goal-oriented therapies will be the approaches most readily taught in training
programs?
This study, like many others (Grunebaum, 1983; Neukrug & Williams,
1993; Norcross, Struasser, & Faltus (1988) r found the therapist qualities of
competence, trustworthiness, warmth and caring, openness, and empathy to
be the highest rated when respondents were asked to rate the characteristics
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they deemed important when choosing a therapist. With this consistent
finding, educators may want to make sure that training programs address
these important qualities (see Neukrug, 1999, 2000, 2001). Also, like other
studies, research productivity, known for being a therapist's therapist, and
spiritual orientation were some of the lowest ranked characteristics. Although
one can still argue that some of these qualities are quite important to some
mental health professionals (e.g., the professional dealing with religious
issues may want to seek out a counselor with a specific spiritual orientation),
they are less important to most.
This study raises a number of possible areas for future research. First, it
would be interesting to survey changes in attitudes toward different approaches
to counseling. In today's world, could it be that individuals are now giving
more weight to some of the less traditional forms of counseling (e.g., group,
family, couples)? Also, surveying male and female attitudes toward counseling
would be intriguing as many studies have noted differences in attendance in
counseling as a function of sex. A longitudinal study, although difficult, could
assess changes in duration of counseling over time to see if the recent focus on
brief treatment approaches is having an effect on amount of time in therapy.
With larger numbers of individuals in this survey choosing therapists that
likely practice briefer treatment modalities, it would be interesting to do a
follow up to this study that again asked NOHSE members' their therapist's
theoretical orientation, but this time including brief treatment and solutionfocused approaches as possible choices as well as integrated approaches in
addition to eclectic.
In addition to the above, it would be interesting to survey educators to see
how important they believe personal counseling is to the human service
professional. Is this something that should be stressed in training programs?
Also, it would seem valuable to assess if the qualities deemed important by
individuals seeking therapy are being addressed in training programs. Finally,
although a number of studies have been conducted that have assessed mental
health practitioners' attendance in counseling, few studies have appraised the
attendance in counseling of the general public. Comparing and contrasting
the public's attendance in counseling and the values they hold about counseling
would be interesting and called for in today's ever-changing world.

Authors' Note
The researchers would like to thank the National Organization of Human
Service Education (NOHSE) for a grant they received that helped to make this
research possible. In addition, thanks to Eric Shelstead for his assistance with
this research.

Human Service Education· Voiume 27. Number 1 • Page 56

References

American Counseling Association. (1997, October): Definition of profes~ional
counseling: The practice of professional counseling. Alexandria, V A: ~uthor. ~~tneved
April 9, 2001, from the World Wide Web: http://www.counselmg.org/Jom_aca/
definition.htm
.
.
Bridges, N. (1993). Clinical dilemmas: Therapists treating therapists. American
Journalof Orthopsychiatry, 63, 34-44.
.
Corey, G., Corey, M., Callanan, P. (1998). Issues and ethics in the helping profeSSIOns
(5th ed.). Pacific Grove, CA: Brooks / Cole..
.
Corwin, M. D. (2000). Brief treatment education: Prepanng students for the new
mental health care environment. Crisis Intervention & Time-Limited Treatment, 5, 199211.

Daly, K. A (1998). Attitudes of Ll.S, psychiatry residencies about personal
psychotherapy for psychiatry residents. Academic Psychiatry, 22, 223-228.
Deutsch, C. J. (1985). A survey of therapists' personal problems and treatment.
Professional Psychology: Research and Practice, 16, 305-315.
.
Garfield, S. L., & Kurtz, R (1976). Personal therapy for the psychotherapist: Some
.
findings and issues. Psychotherapy: Theory, Research, and Practice, 13, 188-192.
Closoff, H., Garcia, J., Herlihy, B., & Remley, T. (1999). Managed care: Ethical
considerations for counselors. Counseling & Values, 44(1), 8-16.
Crunebaum, H. (1983). A study of therapists' choice of a therapist. American
Journal of Psychiatry, 140, 1336-1339.
Guy, J. D.,Stark,M. J., & Poelstra, P. L. (1988). Personal therapy for psychotherapists
before and after entering professional practice. Professional Psychology: Research and
Practice, 19, 474-476.
Holzman, L. A, Searight, H. R, & Hughes, H. M. (1996). Clinical psychology
graduate students and personal psychotherapy: Results of an exploratory study.
Professional Psychology: Research and Practice, 27, 98-101.
.
Kelly, K. R, & Hall, A S.(Eds.).(1992). Mental health counseling for men. [Special
issue]. Journal of Mental Health Counseling, 19(2).
Legg, C. (1999). Getting the most out of personal therapy. In R B?r & M. Watts
(Eds.), The trainee handbook: A guide for counseling and psychotherapy trainees (pp. 131145).London: Sage Publications, Ltd.
.
.
Macaskill, N., & Macaskill, A. (1992). Psychotherapists-in-training evaluate their
personal therapy: Results of a UK survey. British Journal of Psychotherapy, 9, 133-138.
Mackey,R A, & Mackey,E.F.(1994). Personal psychotherapy and the development
.
of a professional self. Families and Society, 75, 490--498.
Macran, S., & Shapiro, D. A (1998). The role of personal therapy for therapists: A
review. British Journal of Medical Psychology, 71, 13-25.
Mahoney, M. J. (1997). Psychotherapists' personal problems and self-carepatterns.
Professional Psychology: Research and Practice, 28,14-16.
.
McEwan, J., & Duncan, P. (1991). Personal therapy in the training of psychologists.
Canadian Psychology, 34, 186-197.
Neukrug, E.S. (1999). The world of the counselor. Pacific Grove, CA: Brooks/Co.le.
Neukrug, E.S. (2000). Theory, practice, and trends in human services: An introduction
.
to an emerging profession. Pacific Grove, CA: Brooks/ Cole. . .
Neukrug, E. S.(2001). Skillsand techniques for human seroice proiessionals: Counseling
environment, helping skills, treatment issues. Pacific Grove, CA: Brooks / Cole.
Neukrug, E. S., & Sowala, R J. (1992). The counselor's counselor: Frequency of
attendance in counseling of VCA counselors. Virginia Counselors Journal, 20, 20-31.
Human Service Education· Voiume 27, Number I • Page 57

Neukrug, E. S., & Williams, G. T. (1993). Counseling counselors: A survey of
values. Counseling and Values, 38, 51-62.
.
~orcross,~. C. (1990). Personal therapy for therapists: One solution. Psychotherapy
111 PrioaiePractice, 8, 45-59.
No~cross, J. C, & Prochaska, J. O. (1984) Where do behavior (and other) therapists
take their troubles: II. The Behavior Therapist, 7, 26-27.
Norcross, J. C, Strausser, D. J., & Faltus, F. J. (1988). The therapist's therapist.
Amerzcan Journal of Psychotherapy, 42, 53-66.
Norcross, J. C, Strausser-Kirtland, D., & Missar, C. D. (1988). The processes and
outcomes of psychotherapists' personal treatment experiences. Psychotherapy, 25, 529539.
Norman, J., & Rosvall, S. B. (1994). Help-seeking behavior among mental health
practitioners. Clinical Social Work Journal, 22, U449-460.
Osherson, S. (1986). Finding ourfathers. New York: Faucett Columbine.
Prochaska, J. 0., & Norcross, J. C. (1983). Contemporary psychotherapists: A
national survey of characteristics, practices, orientations, and attitudes. Psychotherapy:
Theory, Research, and Practice, 20, 161-173.
Riperre, V., & Williams, R. (Eds.). (1985). Wounded healers: Mental health workers'
experiences of depression. New York: Wiley
Weintraub, D., Dixon, L., Kohlhepp, E., & Woolery, J. (1999). Residents in personal
psychotherapy: A longitudinal and cross-sectional perspective. Academic Psychiatry,
23,14-19.
Wheeler, S. (1991). Personal therapy: An essential aspect of counselor training, or
distraction from focusing on the client? International Journal for the Advancement of
Counseling, 14, 193-202.
Wogan, M., & Norcross, J. C. (1985). Dimensions of therapeutic skills and
techniques: Empirical identification, therapist correlates, and predictive utility.
Psychotherapy, 22, 63-74.

Human Service Education
Volume 21, Number 1: pp. 59-64

Preparing Students for the Field
Experience: FAQs of the Matter
Joel F. Diambra and Tricia McClam
Abstract
The Human Service Education program at the University of
Tennessee uses a prefield seminar to provide a foundation from
which tofacilitate field students learning and engage students as
partners directing their own learning process. One of the most
effective prefield activities is having students identify their most
pressing concerns andformulate questions around their incertitude:
frequently asked questions (F AQs). Benefits include a sense of
universality, answers to their pressing field questions, decreased
anxiety, aheightened sense ofoptimism, andpractice usingproblemsolving and critical-thinking skills.

Introduction
The field experience serves as the culminating experience in human
service education programs and bridges the more theoretically based classroom
experience with the realities of day-to-day agency challenges. Students
anticipate their field experience with different emotions. Some students are
anxious, others are excited. Follow-up studies of graduates from the program
at the University of Tennessee tell us in survey after survey that the sequence
(i.e., two 6-credit-hour field experiences, each a semester in length) is the most
valuable part of their educational experience in preparing them for positions
in human services (McClam, 1992; McClam, 1996).
In 1997, four peer advisors, representing students in the Human Services
major, approached the faculty about offering a course for students as .a
prerequisite to their first field experience. Speaking on behalf of then
classmates, they specifically requested preparation for the field experience:
They wanted information on how to interview agency supervisors, they
wanted to know how to identify potential field sites, and they wanted an
opportunity to voice their concerns and anxieties' about the upcoming
Human Service Education· Voiume 2 L Number 1 • Page 58

Human Service Education· Voiume 21, Number 1 • Page 59

experience. This student-initiated request met with resounding faculty support.
Interestingly, the one concern about offering such a course came from a
member of the Human Service Advisory Board who very simply questioned
its necessity. Was ittoo elementary? Should students already know this stuff?
And were students ready for the field if they could not complete an application?
The compromise was to offer the course on a trial basis. It has now become a
part of the curriculum.
The purpose of this article is to present a rationale for a prefield course,
share the most frequently asked questions (FAQs) about the field experience,
and suggest pedagogy that capitalizes on those questions and facilitates
student exploration as they travel along the novice-to-expert continuum in
preparation for entering their internship. Finally, a discussion of future
directions concludes the article.

Rationale
There are a number of reasons for adding a prefield course. One reason
is a response to the needs of adult learners. As early as 1926, Lindeman (1926)
identified key characteristics of adult learners. These findings remain
underlying tenets for effectively engaging adults in the classroom today and
guide current adult-learning research (Blaxter & Tight, 1994; Burke, 1999;
Cullen, 1999; Napper, 1999; Scandrett, 1999; Selwyn & Gorard, 1999; Soulsby,
1999). Briefly, these include self-directed learning; needs and interest-based.
learning; experiential or reflective investigation of past experiences; and the
importance of the idiosyncrasy of learning, especially relevant for students
who represent a wide range of ages, experiences, and world perspectives.
Given the range of ages of our students (2059+) and their differing life
experiences, a pedagogy sensitive to adult-learning characteristics is
appropriate.
A second reason for adding the prefield course is that the consistency of
questions across semesters and classes has been quite high: Approximately
75% of the questions are similar across several semesters. Each semester
questions are asked somewhat differently, but the same information is
sought. For example, "Where am I allowed to do placements, and how do I
investigate placements" and "Can I find my own field (placement), or do I have
to choose from a list provided?" are worded differently yet attempt to solicit
similar information regarding the process of securing a field placement.
Consider "Can I do my field placement out of the state or the country?" and
"Are field experience opportunities limited to the local area?" Again we can
see that the same information is being sought, indicating the need for an
instructional arena in which to address these questions.
Third, our follow-up studies of graduates inform us that the primary
vehicle for finding a human service position following graduation is the field
experience. The importance of entering the field experience well prepared is
supported by Tooley (1997) when she asserted that many agencies are drawn
to field students because it is an economical and safer way to thoroughly
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assess a potential employees abilities and fit within the organization. S~e
adds that an increasing number of schools claim that more than ~alf of their
graduates secure employment through th~ir internship expen~nc~.. The
implications of this finding go beyond the Job pl~cement of .the individual
student. A students performance during the field expenence also .has
implications for the faculty, the program, and future students who mIg~t
intern at the same site. In effect, a students field performance serves as pubhc
relations for the program in terms of the agencys willingness to be affiliated
with the academic program, to accept field students in the future, and to
eventually hire human service graduates.
Finally, one of the critical service delivery roles that students learn
throughout the curriculum is the role of advocacy (Mehr, 1998; Neukru~,
1994' Woodside & McClarn, 1998). This role has been endorsed by the Council
of Standards in Human Service Education (CSHSE) and the Community
Support Skill Standards (Taylor, Bradley, & Warren, 1996). In this instance,
the four peer advisors demonstrated their mastery of this role as advocates for
their classmates. Their proposal included a rationale for a prefield offering
and suggested content for a semester-long seminar that would se~ve as a
prerequisite to the field experience. In addition to talking wit~ their pe.ers,
they also included in their proposal the endorsement of their own held
supervisors. In the face of this professionalism, the faculty, who themselves
had considered some form of prefield experience throughout the years,
quickly endorsed the proposal and were gratified by the application of this
important concept.
' .
The prefield seminar began the following spring semester after a penod
of planning. Two of the struggles in structuring the seminar involved the
content of the course and the pedagogy employed. After pedagogical
experimentation across several instructors over a sp~n of six sem~ste~s, a
number of key instructional strategies have prevailed. Following IS a
description of one of our most successful initial strategies used during the
prefield seminar. In this case, success was determined by student course
evaluations, their active engagement in the seminar, and informal comments
to faculty by students and field supervisors.

Generating FAQs
Many human service prefield students focus on themselves and th~ir ~wn
particular needs and concerns when considering qualities of a potential field
supervisor (McClam & Puckett, 1991; McClam & Puckett, 1992). Rather th.an
force prefield students to look outward before they are ready, an exercise
geared to explore this preoccupation on self might better serve the students
immediate needs and assist in broadening their perspectives. One of the most
effective and pragmatic prefield learning exercises is initiated at the beginning
of the semester. This rather simple exercise combines self-directed and
problem-based learning. The instructor simply requests that the stud~nts
identify their field-related concerns, problems, or both and generate questions
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they have pertaining to the prefield course and their two future field
ex~eriences. During this activity, prefield students benefit from identifying

their own problems and concerns and then reframing them into constructive
questi?ns. This self-directed and systematic process helps students develop
es~entlal and usable knowledge and skills, enhances abilities to generalize
this knowledge and these skills effectively to solve different problems, and
establishes life-long learning practices (Dunlap, 1997).Students are prompted
the week before actually conducting this exercise. They are informed that they
will be given the opportunity to ask any and all of their field-related questions.
The actual classroom process of sharing problems and related questions
varies. Prompting the students with the adage that ithe only foolish question
is the question not askedi is a familiar yet powerful way to encourage tentative
students to share their questions. Assigning a student to act as secretary to
rite class questions on the board or on a flip chart is one method. Breaking
into dyads or small groups and taking turns generating questions can promote
teamwork and instill a sense of safety that small groups provide. Following
the small-group exercise, regrouping the entire class and sharing questions is
an effective way to gather all the questions. Reporting questions as a large
group provides a different atmosphere for students to vicariously learn from
peers and to be stimulated to ask additional questions not identified in the
small-group exercise. Conducting this entire exercise solely as a large group
may be very effective in classes where the students are already familiar with
one another or in classes with small numbers of students.
During the question-generating class, no answers are provided. Rather,
students are encouraged to consider plausible answers. Once students
brainstorm answers, they identify potential benefits and drawbacks for each
answer offered. This process induces critical and analytic thinking that often
helps students realize the complexity that resides behind each question and
co.rresponding response. The instructor informs the class that the questions
will be taken to the program faculty and answers will be provided after
serious consideration and group discussion.
The following week, after collaborating with program faculty, the
instructor provides a typed set of questions and corresponding answers.
Students are asked to identify their question(s) formulated the previous week.
The questions are then reviewed by having students read a question aloud.
Following the reading of each question, the instructor reads the written
response and elaborates as needed with illustrations, caveats, or both. Students
are then given a chance to ask for clarification. In the event classroom dialogue
raises concerns regarding faculty responses, specific responses will be brought
back to the faculty for further consideration and review. Faculty then
provides a final response.
This process deviates from problem-based learning as the students are
requ~red to identify the problem and generate questions, but they are not
required to resolve the problem alone and entirely through their own resources.
As answers become more available (e.g., posted on field web site), students

:v
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will be encouraged to take a more active part in investigating their own
answers. The written format allows each student to keep a record of the class
questions and faculty responses for future reference.

The FAQs
Student concerns regarding their upcoming field placement overlap
substantially from semester to semester. Although students word questions
differently, the content being sought is familiar and consistent among the
questions posed during prefield classes already conducted.
The most frequently asked and generic questions (i.e., questions that are
not specific to the field experience at the University of Tennessee program)
follow. Because responses are unique to each institution, program, and
faculty members, responses are not offered here.
• How is the field experience evaluated and then graded?
• What is the time commitment per week?
• May the time spent in class seminar (e.g., 2 hours/week) be applied
toward the total number of hours required for the field?
• Will there be an opportunity to discuss our individual field experiences
and process these experiences in class?
• Where am I allowed to do placements, and how do Iinvestigate placements?
• How do the two field experiences differ from one another?
• How much ihands-oni experience will I get in the field experience?
• What steps should I take if I have problems with my placement?
• Can I change placements in midsemester? If so, how will it affect my
grade?
• Can I do my field placement outside of the area, state, or the u.s.?
• How many courses can I take while doing my field experience?
• Can I receive payment for doing my field experience, or is it voluntary?
• May I use my place of employment as a field placement?
• Are there agencies to avoid?
• Will local field placements help me find work or make contacts out of state
should I later determine that I will be seeking employment elsewhere?
• How should I dress for my field placement?
• How and when do I apply and interview to get the placement I want?
• Who contacts potential field supervisors?
• What supervision qualities and activities should I expect from a supervisor?
• Can students identify their own field placements?
• Can I be turned down by an agency or faculty?
• How is (are) my job description/ roles/ responsibilities determined?
• Who determines my work schedule?
• What are the documentation requirements for the field experience?
• Can I do both field placements concurrently (i.e., during the same
semester)?
• Is field offered during summer school? If so, for which time period do I
register and must the field be completed within that time frame?
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•

•

What is the policy regarding travel expenses/ reimbursement/
compensation for field related expenses?
Can I transport field clients in my car or an agency vehicle during the field
placement?

Benefits
The most obvious benefit of exploring FAQs is that prefield students are
able to uncover or receive answers for their most pressing field questions.
This decreases student anxiety, allOWing the student to focus more on the
actual planning activities required for the field experience. Encouraging
students to generate questions and possible responses provides an opportunity
for them to think for themselves. Participation in the problem-solving process
facilitates the critical-thinking processes that are desirable during the field
experience and beyond. Partial participation in the process may also mimic
the world of work whereby employees are included in the decision-making
process to a point, but the supervisor must ultimately make the final decision.
Pooling the questions and providing answers at one time is an efficient
alternative to answering individual questions (often the same questions from
different students) received in the hallway, during class, on the phone, via email, and so forth. Students receive the same answer when they are grouped
in class. This is advantageous when compared to each student hearing
slightly different versions of the same answers when questions are asked
independently.
Collecting and collapsing questions into a composite list over the course
of many semesters creates a comprehensive list from which students questions
can be compared each ensuing semester. Should a new question be asked, it
is then added to the comprehensive list. The instructor can also refer to the
comprehensive list of questions to be sure no critical questions are missed. In
this case, the instructor can ask and answer these questions to decrease the
likelihood that they will resurface at a later time.
Universality, one of Yaloms (1985) benefits of group activities, is evident
by the conclusion of the question-generating exercise. Students realize that
many of their peers have similar concerns, problems, and questions pertaining
to the field internship. The perception that they are all iin this togetheri
provides cohesiveness to student groups, especially those who may not
benefit from being part of a cohort. Following this exercise, prefield students
are more apt to collaborate with peers by directing follow-up questions to
classmates who they know were present during the answer period.

Summary
The field experience is an unknown to many students as it differs from the
familiar routine of classroom education. Students voice their concerns and
alleviate anxiety through generating self-directed questions that pertain to
their immediate needs. Student questions are indicative of student needs and
provide a window into their thoughts and concerns. Their affect and behavior

suggest that the knowledge and skills offered in prefie~d are not i~lready
known stuffi or itoo elementary.i The prefield course I~ an effech.ve and
efficient arena in which these questions can be addressed m a proactive and
methodological manner.
Because prefield students are adult learners, ~asic ad~lt.l~arning tenets
are important to consider when developing educational aChvI.hes an~ modes
of instruction. Involving students in the process of generatmg their FAQs
provides an opportunity for critical thinking and problem :olving and often
results in a more cohesive group that becomes better equipped to support
itself. The underlying construct of self-directed learning provides the
foundation from which students can generate their own questions and
answers. It is important to reiterate that, in our process, faculty ,:eighs ~ll. the
questions, concerns, and student-posed responses bU~ make the ~ll:al deCISIOn.
The FAQs will be incorporated into a website designed specifically for the
field-related courses. Also, students will be asked to write and post their
questions and concerns by using an interactive course website. The~e stu~~nts
can read each others questions and concerns and respond to them in wntmg.
All questions, concerns, and responses will remain posted, using a thread
format (responses are visibly tied to specific questions and students are able
to respond to other student responses while maintaining the ability ~o track
the response sequence). Instructors can also utilize this techno~ogy to interact
in writing with students. Using thread responses, faculty ea~Ily can pro~pt
students to consider an alternative perspective, can provide them WIth
missing information needed to fully formulate an question, or simply can
provide feedback.
..
.
.
. .
Should the instructor feel it would be beneficial WIthout jeopardizing
student trust, prospective field supervisors can also be provided access. to
student questions and concerns via personal compute~s and the world w~de
web. This information and methodology could be easily adapted to provide
a forum whereby field supervisors can ask their own field-related questi.ons
and receive answers and, as a secondary benefit, increase field superVIsor
insight into the students understanding and expectations prior to their arrival
to begin their field internship.
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BOOK REVIEW

[----Learning the Art of Helping: Building Blocks
and Techniques
By Mark E. Young, PhD.
Merrill Prentice Hall, Upper Saddle River, NJ, 2001,364 pages
Reviewed by Chrisanne Christensen
Designing a text that approaches the important aspects of helping as an
art form is a unique and appropriate concept. Writing as both an academic and
practitioner, a text that challenges the personal ideas of helpers is greatly
needed. Learning the Art of Helping: Building Blocks and Techniques focuses
on the myriad of avenues helpers need to explore in order to be effective.
Mark Young, Ph.D., is a professor at the University of Central Florida. His
second edition illustrates the intent to build a text concentrating on the
importance of the helper understanding personal and therapeutic issues.
New features encourage the student/helper to understand personal issues
that may potentially impact interactions with clients. Special sections, such as
"Stop and Reflect" and "Journal Starters," provide much needed opportunities
for personal contemplation. These sections provide students/helpers with
methods to practice skills and, more important, allow them to see the power
of using those skills.
This IS-chapter text is organized in an easily read, insightful way that
provides a roadmap for beginners. The first several chapters focus on the
expectations of helping, reasons individuals want to become helpers, and
possible unrealistic beliefs that may impede success. Sections addressing
unrealistic beliefs provide a solid foundation for helpers who may begin their
careers with what Young describes as the "super-helper" complex.
Introductory and discussion sections of credibility and culture, while timely,
are somewhat limited in scope and deserving of updated references related to
cultural sensitivity. Overall, the first several chapters provide a good discussion
of potential pitfalls for beginning helpers.
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Chapters related to the initial stages of helping include opportunities for
beginning helpers to practice important skills in establishing dialogue with
clients. Specifically, dialogue examples throughout help readers understand
important topics and help to illustrate listening and reflecting skills. Later,
"challenging skills" include a discussion of the importance of confrontation
needed to encourage clients future growth. Young outlines possible scenarios
to introduce such skills; however, he only minimally addresses warning signs
helpers should know when determining the use of this technique. Of equal
concern is the absence of ethical standards found both in social work and in
human services. These standards should be addressed and included within
the text. With so much attention to dialogue and other details of boundaries,
students/helpers should be aware of ethical implications and guidelines.
Learning the Art of Helping: Building Blocks and Techniques covers a
broad range of topics for beginning helpers; yet, it provides a real-world
perspective of many of the challenges facing the profession. Fortunately for
readers, Young includes examples of short-term techniques and teaching
problem-solving skills for clients as a cornerstone of the text. As a practitioner,
it is important to learn to work within the parameters of managed care while
simultaneously providing clients with long-term skills. Young attends to such
dilemmas. His inclusion and expansion on the importance of goal setting is
well timed, given the limitations often placed on helpers. The addition and
discussion of building on client strengths would only enhance this text's
strength.
Students / helpers will benefit from his explanation of the curative factors
and the REPLAN system presented throughout the latter portion of the text.
REPLAN and curative factors help the reader understand potential nuances
within the helping relationship and serves as an organizing tool for helpers.
As with other concepts, Young builds in several examples and client-helper
dialogues to aid understanding.
From a classroom perspective, this text provides ample opportunities for
classroom discussion and exploration of student goals. The upbeat and frank
commentary is also a welcome addition. Suggestions for a third addition
should focus on formatting of the material with an emphasis on key terms and
outlining important facts.
Chrisanne Christensen is Assistant Professor of Psychology at Sui RossStateUniversity:
Rio Grande College.
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BOOK REVIEW

Active Learning Exercises for Social Work
and the Human Services
By Cate Solomon
Allyn & Bacon, Needham Heights, MA, 2000, 139 pages
Reviewed by Miriam Clubok
One of the major challenges for human service educators is to bridge the
gap between theory and practice. Many instructors like ~o ~tilize classroom
activities to do this, but finding appropriate ones can be difficult due to many
factors, including variability of class size, time constraints, limited financial
resources for materials, complex and sensitive topics, and a dearth of good
experiential exercises appropriate for human s.e~v.ice classes. This ?ook helps
to bridge the gap by providing examples of activities t~at can h~lp mstr~ctors
demonstrate a variety of concepts to students by engagmg them in meamn?ful
activities requiring reflection and application. Most are adaptable to various
class sizes and do not require extensive preparation of materials or purchase
of expensive supplies. Many of the activities include examples of ~uestions to
help students process the activity, and some have handout matenals that are
easily duplicated. The book is essentially a compila~ion of successful
experiences of human service, social work, and couns~lm.g educators who
contribute their own tried-and-true classroom activities. The author,
experienced in social work and human service education, chose s~bmissions
that are clearly intended to help apply values, knowledge, and skill concepts
relevant to all of the helping disciplines. The eight chapters of the book are
organized around the general topics that contributors submitted.
Chapter 1, Starters, presents 10 activities t~at are intended .to help
students get acquainted with each other and onent them to certam b~slC
concepts, such as self-awareness, respect for diverse viewpoints, ch.ent
reluctance to accept help, and group cohesion. An activity that requires
students to prepare for guest speakers is particularly useful in that it helps
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students begin to think about interviewing skills and prevents the passivity
that sometimes occurs in the presence of some guest speakers.
Chapter 2, Interviewing Skills, includes eight activities dealing with selfa,:areness, nonverbal communication, first impressions, communication
sk~lls, assess~ent,~roblem.solvingand practice evaluation, and interviewing
skills, Of'part~cularmte~est I~ an exercise that helps students consider multiple
perspectives in a case SItuation. A case example is presented that details the
perspective of th~ principal players in the case as well as the helping person.
Students are assigned a perspective and are given a series of questions to
address. The exercise is adaptable to varying class sizes and times and the
directions for the exercise are clear.
'
Chapter 3, Groups, presents five activities to help students understand
co~~er~tion and competition, group stages, group socialization, group
faCll~tation, and the dynamics involved in task-oriented groups. Although
particularly useful for classes in group dynamics, some of these activities
could be helpful in a general counseling course as well.
. The ~ive activities in Chapter 4 are on community organization and deal
with resistance to change, consciousness raising, advocacy, and needs
asses~men~. An e~ercise intended to increase familiarity with one's city is
especially mterestmg and, because it involves some "scavenger-hunt" tasks,
should be fun as well as instructional for students.
Chapter 5 includes seven activities on social issues, including use of
acronyms, cre~ting action alerts, considering intervention strategies for social
problems, socIa~-system concepts, ideas about welfare, and policy analysis.
Students sometimes find social-policy classes less appealing than practice
classes, so these exercises can help liven up the material by actively involving
the students in the topics.
Chapte.r 6 deals with research issues and presents five activities to help
students thmk about perception and critical thinking, creating and analyzing
surveys, co~tent analysis, and statistical-data collection. Although many
human service students do not take research courses, some of these activities
would be useful to incorporate into other types of classes to stimulate criticalthinking skills.
In Chapter 7, four role-playing activities are presented that relate to fieldwork instruction. The ~ctivitie~ are ~ntendedto help students identify internship
goals, become acquamted with field-work issues, practice interview skills,
and communicate assertively with their work supervisor. This latter activity
is especially detailed and well thought out. It can help students learn about
supervision issues as well as maximize the benefits of their field experience.
.
Chapter 8, Increasing Sensitivity, is the largest section in this book. It
~nclud~s 14 varied activities that are intended to sensitize to diversity issues,
mcl~~mg culture, race, sexual orientation, age disability, and gender. In
addition, several self-awareness activities are included that require students
to reflect on sex, death, reproductive choice, and the stigma of depression. The

Human Service Education' Voiume 2/. Number I • Page 70

final contribution in the text is an excellent, very detailed simulation designed
to help students understand experiences of battered women.
Although this text clearly contains a very broad rang~ of topics re~e,:,~nt
for most courses in any human service program, the quality of the activities
varies in terms of originality and detail. For example, one exercise essentially
tells the instructor to have the students read a chapter in the text and present
it to the class. Another exercise suggests using film clips about a different
culture; but the activity has only a vague objective for the exercise, includes
only a few confusing questions for discussion, and offers no examples of films
that worked successfully. In contrast to these weaker activities, there are
others, such as the social-policy debate, the creation of a commercial to help
build professional identity, the acronym activity, the role-playing exercises,
and many others, that are excellent.
Overall, there are many more creative and useful activities in this text than
incomplete or flawed ones, making it a very worthwhile addition to any
human service educator's library. One would be hard pressed not to find at
least a few activities relevant to virtually any human service course that would
engage and stimulate students and that would be an excellent supplement to
one's usuallecture-and-discussion material.
Miriam Clubok; is Associate Professor of Social Work at Ohio University, Athens, Ohio.
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BOOK REVIEW

Ethical, Legal, and Professional
Issues in Counseling
By Theodore Po Remley, Jr. and Barbara Herlihy
Merrill/Prentice Hall, UpperSaddle River, NJ, 2001, 376 pages

Reviewed by Marianne Woodside
This text was written by two counselor educators, Theodore Remley and
Barbara Herlihy, who have years of experience teaching and writing about
ethical, legal, and professional issues in the counseling profession. They have
written Ethical, Legal, and Professional Issues in Counseling for those studying to
become counselors and for those who are currently practicing in the field. The
goals for this text are fourfold: to present distinct issues encountered by
practitioners from the ethical, legal, and professional perspectives; to encourage
interaction between the reader and the issues discussed; to provide an
opportunity for the practitioner to explore unique professional responses to
the issues presented; and to promote discussion of the issues in a classroom
setting.
The text is divided into 15 chapters. Although the authors do not divide
these chapters into sections with particular foci, the reviewer identifies four
major areas that are addressed: foundations of ethical, legal and professional
issues; issues inherent in the counseling process; issues arising with specific
client groups; and issues that relate to professional responsibility. Chapters 1
and 2 are foundational chapters that help the reader orient the relationship
that law and ethics have to each other and to professional practice. Chapter 1
introduces the essence of this interaction by describing a professional
orientation, defining the nature of ethics, and exploring how law relates to
professional practice. Embedded in this chapter are practical ways to integrate
the practice of counseling into theoretical constructs such as using a model to
understand professional practice, discussing the process of ethical decision
making, and exploring the process used to make professional judgments.
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Chapter 2 focuses on professional identity of counselors, establishing the
imporeance of I:'hilos~phy and models of counseling, describing counseling
servIce~ ?y dlscussmg counselor training programs, examining the
~reder:tIalmgprocess, and tracing the evolution of the counseling profession,
including professional associations. The authors also set the context of
co~nseling by .introducing current issues related to ethical and legal practice.
ThISchapter gives students and professionals alike a sense of "who they are"
and "what they are or will be about" in the field. The information is relevant
for this text or for any text that defines the professional counselor.
Chapters 3, 4, 5, 6, and 7 address issues that are relevant to the counseling
process. The authors provide practical knowledge, counseling research, legal
knowledge, and vignettes to explore the concepts presented. Chapter 3
addresses diversity, client welfare, and informed consent. Client welfare is the
overarching goal for professional counselors; and, in this chapter, it includes
~especting diversity, being aware of one's own needs and values, respecting
mformed consent, and avoiding dependent relationships. Issues of diversity
are addressed separately and are also integrated into the discussions of
informed consent and avoiding dependent relationships, encouraging the
reader to see how diversity issues permeate the counseling process. Chapter
4 in~rodu.ce~ two w~ll~defined areas of legal and ethical responsibility:
confId~ntIalItyan~ pnvIlege~ communication. Attention is given to a history
of the Issues, leadmg to a rationale for professional concerns. Guidelines for
professional practice are detailed, and the complexities that exist in actual
practice are described.
I.ssues ~hat revolve around records, technology, and subpoenas are
conSIdered m Chapter 5. Using an applied approach, the authors delineate the
iss~es that arise in a ~rofession where communication and record keeping are
so important. Also, issues related to the use of technology are covered in
detail, .emphasizing that using technology can often affect privacy of clients
and client records. In Chapter 6, the issues involve a fundamental client
expectation, that of professional competency. The authors explore both ends
of the continuum of abilities to perform: competency and malpractice. Since
both of these subjects are very difficult to characterize either ethically or
legally, the authors help the reader grasp the concepts by using specific cases
and circumstances to illustrate how the concepts manifest themselves in
pr~ctice: Th~ focus of Chapter 7, boundary issues, requires a different
orientation smce many professionals hold conflicting views on the subject.
The authors layout many of the issues; the source of the difficulties; and the
perspectives from legal, ethical, and professional viewpoints. These concepts
relating to boundary issues, according to some practitioners, require a different
ethical decision-making model.
The. third f~cus of the text addresses issues associated with special
pop~la.twns: child and adolesc~nt clients and families and groups. The
specialized nature of the work with these populations is partially due to the
clash between ethical and legal considerations, especially in the realm of
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counseling children and adolescents. In Chapter 8, major challenges that
occur when working with children and adolescents a~e discus~ed as. they
relate to informed consent, dual relationships, counselmg multiple clients,
and client welfare. Counseling children and adolescents requires particular
sensitivity to the age of the children and legal minority sta.tus. As presente.d
in Chapter 9, counseling families and groups involves attention to problematic
family issues, such as child custody or domestic violence. There are also group
issues to consider, such as membership, confidentiality, and the influence of
counselor values and philosophies on group work. Many of the issues raised
in these two chapters are relevant to more general counseling issues, but some
of them only relate to these special population groups.
The next five chapters concentrate on professional issues the counselor
encounters. Chapters 10, 11, 12, 13, and 14 address ethical and legal issues that
arise when professional counselors assume the roles of evaluator, educator,
supervisor, consultant, researcher, or scholar. Each of these roles has a set of
pertinent issues associated with the professional activity itself. For example,
within the area of evaluation, testing, and diagnosis, discussed in Chapter 10,
such issues as client welfare, informed consent, competence, and multicultural
considerations are explored.
While Chapter 11 does not exactly describe a specific role of a counselor,
it does define the setting in which the professional counselor chooses to work
as well as the relationship the counselor has with other colleagues. The
counselor within an agency or organizational setting will address different
issues than will the counselor in a private practice setting. The authors also
explore issues that relate to health care, insurance, and managed care, especially
as they correlate to serving clients within the context of limited resources.
In Chapter 12, an important area of ethical and legal concern for counselor
educators, the relationship between faculty and students, is presented. The
authors explore this issue with great sensitivity, since many of the students
reading the text will be involved in their own graduate education. Supervision
and consultation and related issues are covered in Chapter 13. In discussing
supervision, the authors focus on clinical supervision, a type of supervision
with little authority or control. The authors center their discussion around fair
evaluation, issues ofinformed consent and confidentiality, and accountability.
Consultation, a very different responsibility, refers to providing peers and
organizations with information and information or advice about spe~ific
situations, challenges, or difficulties. Responding as a consultant reqmres
attention to such issues as accountability, the values and cultures of others,
competence, and consultant and client rights. The role as consultant, as
described in the text, is also one without authority or control.
The role of the researcher and the legal and ethical implications are
explored in Chapter 14. The authors make a case that these issues are not only
relevant for professional researchers but for educators and practitioners as
well since they are often asked to provide information to satisfy a demand for
accountability. Often these written documents and reports can be characterized
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as research. There are stringent guidelines for ethical research and publication.
Issues, such as protecting research subjects from harm, are often included in
standards established by organizations and institutions. This chapter explores
the traditional issues associated with scholarship and publications, including
plagiarism and copyright infringement.
The final chapter, Chapter 15, expands on how to resolve legal and ethical
issues. In this chapter, the authors offer a very personalized approach to
ethical and legal decision making. They encourage each practitioner as they
address such issues as responding to accusation of unethical or illegal behavior,
responding to others who you believe are acting unethical or illegal, and
developing guidelines for resolving problems.
This text is written in a very clear, readable style. The authors combine a
scholarly approach with a practical one, teasing out major points and issues
on very difficult concepts and making these concepts accessible to the reader
without trivializing them. Because the authors take the time to explain the
relevance of each issue, readers can readily understand how they relate to the
counseling process. An example of these is the presentation of boundary
issues, one challenge that is not clearly settled within the counseling
community. The authors readily admit that there are areas of disagreement
and continuing dialogue, explain clearly what the issues are, and offer
gUidelines about how to address the issues as professionals confront them in
their practice.
Another strength of the text is the link it creates between the concepts and
their relationship to the American Counseling Association's Code of Ethics
and Standards of Practice. Throughout the discussion of legal, ethical, and
professional issues, the authors refer to the standards that guide professional
behavior. For instance, in Chapter 10, Evaluation, Testing, and Diagnosis,
client welfare and informed consent are discussed. The discussion begins
with a statement of the standards set by the Code of Ethics: "Counselors
promote client welfare when they respect the client's right to know the results
of assessment techniques, the interpretations made, and the basis for
conclusions drawn and recommendations made by counselors." This reference
grounds the discussion of professional ethics. Other professional codes of
ethics are also included in the Appendix and cited in the text, which serves to
strengthen the relevance of codes and the "voice" of ethics across the
professions.

You should kee in mind that your promise to uphold con~identialityis
not absolute. wKen securing informed conse~tfro~ the famII~ members,
tell them that if you learn about activities gomg on I~ the fa~Ily that put
family members in danger (such as spouse battermg, child ab~se, or
incest) you may need to take steps to prevent further harm. Yo~ wIl~ a~so
need to let your family clients know that you must breach confidentiality
when you are required by law to do so (p. 192).
This is only one example of the pra~tical, ethical, good-sense information
that the authors provide to the professional counselor.
.
The authors also stress a collaborative approach to ethical ~nd le/?~
making They often remind counselors that consultation WIt
d ..
eCISlOn.
. .. I .
.ssues
rofessional colleagues, attorneys, and educators IS CrItIC~ ' since many 1
complicated, complex, challenging, and changmg. In Chapter 4,
Confidentiality and Privileged Commu~icati.on, the authors encourage
counselors to seek out help with difficult SItuations:

~re

To summarize, your work with clients who are dange~~us to. t~emselves
or others will be fraught with ethical and legal compl~~ItI~S.It ISImport~nt
to keep up with the literature in this area and to familiarize yourself WIth
guidelines for practice regarding the duty to warn, such as those offered
by Costa and Altekruse (1995). Whenever possible, you should consult
with fellow professionals, if you are in dou~t ab?ut,:vhether you have a
duty to warn, protect, or report in a given SItuation (p.101).
Oftentimes, throughout the text, counselors are remi~dedth~t~onsulta:ion
and collaboration are critical activities in legal and ethical deCl.sIOn makm/?
In conc IUSlOn,
·
I found the text" Ethical Legal, and Professional
.
hiIssues
I III
d
Counseling, to be an excellent, comprehensive guide for explon~g et ica .fc
legal issues in professional counseling. I would rec?mmend thI~as a~:;ti~r
students in human services, counselor education, and ot er
p g
professions.
Marianne Woodside is Professor of Human Seruice Education at the Uniuersity of
Tennessee.

At times the authors address the reader as a way to provide
recommendations for reflecting upon ethical and legal situations. The authors
do not want their readers to approach these issues solely from the academic
and scholarly perspective. Discussion of many of the issues is summarized;
the authors then follow with a personal recommendation regarding how the
issue might be treated, since they are interested in increasing awareness that
these issues are "lived" in practice. One example of this is illustrated as the
authors dialogue with the reader concerning working with families in Chapter
9, Counseling With Families and Groups:
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BOOK REVIEW

Fundamentals of Case Management
Practice: Exercises and Readings
By Nancy Summers
Wadsworth/Thomson Learning, Belmont, CA 2001,339 pages

Reviewed by Paul Zambrano
In this 339-page volume, published by Wadsworth/Thomson Learning
in a soft-cover, 81 /2 x 11 inch workbook-like format, Nancy Summers tackles
the multifaceted and complex area of basic social work practice. Although
serving as the ground troops of the nation's war on social problems, the
associate or bachelor level individuals who occupy case management positions
have frequently not had the benefit of comprehensive, systematic, and up-todate training in the field. Relatively low pay and sometimes difficult working
conditions tend to increase the chances of individuals being hired who have
a certain level of "people skills" and a desire to help, but who are largely
unprepared to work with multiproblem clients in a professional manner.
Fundamentals ofCase ManagementPractice addresses this lack in a very impressive
way and, although aimed chiefly at students, can certainly also be employed
as the basis for inservice training in a professional setting.
One of the great strengths of the book is its organization and structure,
which very adroitly integrate diverse areas of content in a way that flows from
basic social work values and builds on that foundation. Thus, a context is
provided that allows learners to establish a hierarchy of orienting principals
that inform actual practice. The balance between theory and practice is
effectively established through use of a series of exercises that compels
readers to confront their own attitudes and assess their current skill levels.
Individual skills are identified and emphasized but also put into a broader
perspective that helps avoid the trap of believing that high skill levels alone
will produce good outcomes.
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. It .is worth elucidating the entire structure of the volume through a

recitation of the contents, since this will lend concreteness to the concepts
expressed here. There are six sections in the book with Section 1 entitled
"F?unda~ionsfor Best Practice in Case Management." The three chapters in
this section are Ethics and Other Professional Responsibilities, Case
Management: Definition and Responsibilities and Applying the Ecological
Model.
Section 2 is called "Useful Clarifications and Attitudes" and includes
chapters called Cultural Competence, Examining Attitudes and Perceptions,
Seemg Yourself as a Separate Person and Clarifying Who Owns the Problem.
"Effective Communication" headlines Section 3, with chapters on Identifying
Good .Respon.ses. and Poo.r ~esponses, Listening and Responding, Asking
QuestlO~s, Bnngmg up DIffICUlt Issues, Addressing and Disarming Anger,
and Puttmg It All Together. This section constitutes a condensed course in
basic counseling skills and includes many exercises and examples to reinforce
the material presented.
Section 4, "Meeting Clients and Assessing Their Strengths and Needs,"
has chapters titled Documenting Initial Inquiries, The First Interview, Using
DSM-IV, The Mental Status Exam, and Receiving and Releasing Information.
"Developing a Plan With the Client" serves as the heading of Section 5, with
chapters focusin~on D~~elopinga.Service Plan, Preparing for Service Planning
Conference or Disposition Planrung Meeting, and Making the Referral and
Assembling the Record.
Finally, "Monitoring Services and Following the Client" is Section 6's
title, with chapters entitled Monitoring the Services or Treatment,
Doc~mentation and Recording, Developing Goals and Objectives at the
ProvId~r Agency, and Terminating the Case. An appendix includes templates
for baSIC forms that are designed to be used in completing the exercises in the
book but could also be adapted for actual use in almost any social service
setting.
It is clear from this sequence that skills are not focused upon before a
th~rough treatment of basic practice foundations and essential a priori
attitudes, These are necessary to be at least partially internalized before
interactions with clients can be effective. Concepts in the chapters are discussed
in cl~ar, . ~ire.ct language that simultaneously avoids jargon and
overs~mphfIcat~on.Exercises r:inforcing the concepts are presented in a way
that grves us a visceral feel for SItuations that will occur in actual practice. This
allows unconscious issues to surface and, thus, prevents a student or
practitiOl~er from going blindly into the field with prejudices firmly intact. An
example 1S the self-assessment exercise in chapter one that covers a wide array
of potential value conflicts, forcing one to at least acknowledge areas of
greater or lesser tension.
Other exercises, especially those in the "Effective Communication" section
provide examples of poor as well as effective responses to a variety

of

•

situations. This allows students to observe a range of possib~e re;ponses and
begin to appreciate just what constitutes a useful reply to a chent s staten:ent.
Clarifying Who Owns the Problem can spare practitione:s and sup~rvIsors
alike many hours of turbulence, and even anguish, by ~elpmg to keep m focus
rust who is responsible for which portions of the service plan.
J This reviewer found very little with which to differ, with some of those
few areas being the result of possible semantic ambiguity. For example, t~e
term levels is prominently applied to two very. us~ful a~d 1~ portant ~ut quite
different concepts. One involves levels of service [nrensity, first m.entI.oned on
age 53, with administrative case management, resource coordmatIon, and
intensive case management comprising the three levels. The other co~cept,
introduced on page 62, refers to the interrelation of client and context, "':Ith the
micro level involving the client's personal attributes, the ~eso level bem~ the
client's typical social context, and the macro le.vel refernng t~ large~ s~Cletal
structures and characteristics. Merely replacmg the term levels (in the
instance of service intensitv) with degrees of service intensity, or pattern of
service, would reduce the chances that a first-time reader would co-mingle the
concepts.
While I applaud the concept of introducing case managers to the more
sophisticated and complex topics of the DSM IV, Mental Status Exams, and
the Ecological Model, I feel that some of the material pr~sented woul~ not
ordinarily be the responsibility of the case manager in n::a.ny settmgs.
Determining a client's perception, personality featur~s, cogmtI?n, or early
shaping experiences would, in my experience, be typIc.ally ~arned out by a
Master's level clinician or psychiatrist. Nonetheless, as ISpomted out by the
author, it certainly does make sense for the case manager be armed wi~h
these concepts as a way of providing a context for observatIo~s and as "" aid
to communication with other professionals. Moreover, the introduction ~f
these topics can serve to stimulate and motivate case n:anagers to furthe: then
education and training. In Chapter Four, I would like to see a mennon of
cultural competence as a lifelong process involving stages.of developm.ent
and increasing self-knowledge in addition to the admittedly practical
suggestion of accumulating information about specific cultural groups as the

:0

situation arises.
In summary, the volume is a practical, comprehensive, sequen:ially
sound, and clearly written guide to case management theory an~ prac~Ice. It
does a remarkably concise job of covering the breadth of the held w~thout
losing sight of the depth of each individual :opic-and does so wIth~ut
overwhelming the reader with ponderous detail. It allows students to bUIld
skills in a context of ethical social work practice and prepares them for actual
client encounters through the series of realistic exercises ~n each chap~er. I
heartily recommend Fundamentals afCase ~anagement P~aetlce to an~~ne In an
academic or professional setting who 1S charged with the trammg a~d
development of potential or actual case managers. Internalizing the material
j
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in this book would enable a practitioner to fulfill the multiple responsibilities
outlined in the NASW Code of Ethics: to clients, to colleagues, to the practice
setting, to one's self, to the profession, and to society.

,

Paul Zambrano is with AIDS Care Ocean State in Providence, Rhode Island.
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GUidelines for Authors

.Human Service E~ucation (HSE) is a refereed journal. Manuscripts which
are JUdg~d by t~e editors to fall within the range of interest of the journal will
be ~ubmItted WIthout the names and identifying information of the authors to
reviewers.
. . Th.e p~incipal audiences of HSE are faculty members and administrators
In ll~shtuhon~ of higher education and practitioners interested in human
se~Icee~ucatio~. Sample areas of interest include teaching methods, curricular
design, InternshIps ~nd experiential learning, faculty development, career
pat~s of graduates, Issues of program quality, relationships with human
service agencies, articulat~on between two- and four-year programs, and
models of graduate study In human services.

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

Guidelines for Authors

9.

Manuscripts are edited for consistency of grammar, spelling, and
punctuation. In some cases, portions of manuscripts may be reworded
for conciseness or clarity of expression.
10. Manuscripts are accepted for review with the understanding that
they represent original work and are not under review by another
publication.
11. All manuscripts must meet the specifications detailed above or they
will be returned to the authors before review for publication.
The following are additional directions for each type of submission:

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.

2.

3.
4.
5.

6.
7.

8.

Manuscripts should be well organized and present the idea in a clear
and concise ~anner. Us~ headings and subheadings to guide the
reader. ~vOId the use of Jargon and sexist terminology.
Man~scnpts should be typed in 12 point type with margins of at least
?ne m~h on all four side.s. All material should be double spaced
including references, all lines of tables, and extensive quotations.
All material should conform to the style of the fourth edition of the
PUb~ication Manual of the American Psychological Association.
AVOId footnotes wherever possible.
Table~ should be kept to a minimum. Include only essential data and
combine tables whene~erpossible. 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.
F~gures (graphs, illustrations) must be supplied as camera ready art.
FIgure titles should be attached to the art.
On a separate page, place the title of the article, the names of the
authors, their professional titles and their institutional affiliations
Article titles and headings should be as short as possible.
.
Check all references for completeness; make sure all references
mentioned in the text are listed in the reference section and vice versa.

2.

3.

Articles. Ordinarily, manuscripts for articles should not exceed ten
(10) typed pages. Following the title page include an abstract of not
more than 100 words. This statement should express the central idea
of the article in nontechnical language and should appear on a page
separate from the text.
Brief Notes. Submissions appropriate for this format include brief
reports of research projects or program innovations. Manuscripts
should not exceed four double-spaced typed pages; it is recommended
that the results and implications occupy at least half of the brief note.
A 50 word capsule statement should accompany the note.
Critical Reviews. HSE accepts reviews of textbooks, other
instructional materials, and scholarly books of interest to human
service educators. Manuscripts should not exceed three typed pages
unless two or more related books are included in one review in which
case manuscripts should not exceed five typed pages.

Send an original and three clean copies of all materials to Tricia McClam,
Co-Editor, Manuscript Review and Editing, Human Service Education, 448
Claxton Complex, University of TN, Knoxville, TN 37996-3400. Manuscripts
may also be sent electronically to McClam@utk.edu
Telephone/e-mail inquiries are welcome and may be made to Tricia
McClam at telephone 865/974-3845 or e-mail at McClam@utk.edu.
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National Organization for Human Service Education
The National Organization for Human Service Education (NOHSE) was
founded in 1975 as an outgrowth of a perceived need by professional care
providers and legislators for improved methods of human service delivery.
With the support of the National Institute of Mental Health and the 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 TheLink (the quarterly 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 Service Education,
Midwest/North Central Organization for Human Service Education,
Northwest Organization for Human Service Education, and Western Region
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
accreditation.
Inquiries about membership should be addressed to Brenda Lemoie,
University of Rhode Island, 107 Quinn Hall, Kingston, RI 02882. Telephone:
(401) 723-2083 or email blemoie@earthlinknet or at blemoie@etal.uri.edu
Membership information can also be found on our website at www.nohse.com.
Other correspondence should be addressed to Wm. Lynn McKinney, NOHSE
President, 107 Quinn Hall, University of Rhode Island, Kingston, RI 028810809. Telephone: (401)874-4014,fax (401)874-2581,or emaillynnm@uri.edu.
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