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Key Lessons Learned
During an Initial Internship:
Student Perspectives
Joel F. Diambra, Kylie G. Cole-Zakrzewski,
Robert F. Zakrzewski

Abstract
Important lessons learned during a human services initial internship
were identified among forty-eight university students enrolled in the
first of two required internship experiences. Interns were asked to
participate in an online discussion board and respond to the
question, "What important 10 lessons have you learned during your
internship thus far?" Utilizing a modified grounded theory approach,
five major themes were identified; those themes included: (1) the
helping process, (2) the self, (3) the human service field, (4) the
clients/populations, and (5) the work environment. Supporting
subthemes were also identified among each of the five major
themes. There are numerous implications for these findings for
both academia and practice.

Introduction
Apprenticeships were once thought to be the hallmark for teaching and
learning a trade. For a time, however, academics dismissed the belief and
shied away from practical, hands-on learning for students. Recently,
educators rediscovered that this type of planned and supervised
experiential learning in a real work environment was an integral, if not
essential, piece of the academic training puzzle. Currently, the majority of
academic programs include intentional experiential learning in their
curriculum. These experiences take on a number of different forms:
internships, externships, practica, field experiences, and service learning
projects.
Internships have become commonplace across academic institutions and
disciplines because they benefit students in numerous ways. For instance,
Daugherty (2002) noted that internships are ideal for identifying the
strengths and weaknesses of interns and that having a supervised practical
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experience can set applicants apart from other job candidates. Additionally,
Taylo~ (19~5, 1988) found that internships helped students crystallize their

vocational Interests and values, helped lessen the reality shock of moving
from school to work, and increased students' employment upon graduation.
In the human service arena, Sgroi and Ryniker (2002) stated that criminal
justice and human service students must consider the nature and value of
internships and adequately prepare for the experience. They stated that the
internship experience allows human service students to try out occupations,
learn requirements of their field, and make and meet professional contacts.
Additionally, the real world experience provides an opportunity for students
to relate theory to practice, add to their knowledge about how systems
operate, and acquire and refine their job skills. Internships can also
enhance an intern's sense of responsibility and competence, as well as
their professional and technical skills (French & Bushek, 1988).
Researchers from a variety of disciplines have also explored the
developmental stages of the internship process. For example, counseling
psychology doctoral interns moved through four themes in their
development toward becoming effective counselors during their internship:
experiencing dissonance, responding to dissonance, relating to
supervision, and feeling empowered (Sawatzky, Jevne, & Clark, 1994).
Dreuth and Dreuth-Fewell (2002) found four stages of development in
commitment to community service in undergraduate social work students.
The stages included rapport building (basic communication, power,
reflection), agency integration (fantasy versus reality, understanding the
systems), community awareness (identifying community needs, interacting
with community), and integration (integration with clients and self). Inkster
and Ross (1998) posited a 5-stage model describing transitions and stages
through the internship process, these included: arranging and anticipating
an internship, orientation and establishing identity, reconciling expectations
with reality, productiVity and independence, closure and re-entry, and
practical application.
Focused on human service interns, Sweitzer and King (1994, 1999)
proposed the following five stages of development: anticipation,
disillusionment, confrontation, competence, and culmination. Kiser (2000)
acknowledged four basic stages inclUding preplacement, initiation, working,
and termination stage. Diambra, Cole-Zakrzewski and Booher (unpublished
manuscript) explored three proposed models of internship stage
development and concluded that each model had specific pedagogical
strengths for human service students and instructors.
Although a review of the literature found studies regarding the
developmental stages of internship experience for specific helping fields
(e.g., social work, counseling, criminal justice), few studies have explored
the "generalisf side of the human service field. Furthermore, few studies
have focused on identifying specific aspects of the internship that are
6

Key Lessons Learned

helpful for interns. In program follow-up studies, McClam (1992, 1996,
2000) repeatedly found that human service graduates acknowledged the
undergraduate internship as the most satisfying, rewarding, and valuable
aspect of their major. Graduates also pinpointed knowledge gained, skills
learned, and theory to practice as specific benefits gained through
internship (McClam, 1992, 1996). However, one question has remained
relatively unexplored, the exact benefit and value of the internship
experience as perceived by interns actively engaged in the internship. In
short, we know that interns value the experience and infuse knowledge and
skills, but we do not know the salient lessons that make the experience
beneficial from the perspective of an engaged intern.
This study attempts to expand the current knowledge of the internship
experience by asking for narrative descriptions from interns about their
experiences. It aims to identify key lessons human service interns actually
learned during the internship that made the experience valuable. Results of
this study can be used to enhance coursework in areas identified to be
important by the interns and can help educators determine if their students
are learning the content and lessons the faculty and field supervisors want
them to learn. Additionally, researchers can use the results to determine if
human service interns learn similar lessons across different internship
experiences.

Method
Participants
Researchers investigated human service majors at a four-year
undergraduate program at a land grant university in the southeastern
United States. Interns were nearing completion of their human service
major and participating in the first of two required internships. Forty-eight
interns comprised the pool of participants, 100% of the total population,
Intern participants included 46 (96%) females and 2 (4%) males; 40 (83%)
Caucasians, 6 (13%) African Americans, 1 (2%) American Indian and 1
(2%) Asian. Students fell into different age ranges: 35 (73%) were 21-25
years old; 5 (10%) were 26-30 years old; 3 (6%) were 31-35 years old; 3
(6%) were 36-40 years old; and 2 (5%) were 41-45 years old. Age, gender,
and race of the 48 participants closely reflected characteristics of the larger
student population of human service majors at the university. The program
offered two tracks within the human service major: generalist and
educational interpreting for the deaf. Of the 48 respondents, 12 (25%)
indicated they were completing the interpreting track while 36 (75%)
indicated generalist. Nine of the thirty-siX generalist students (25%) had
changed from educational interpreting to generalist track.
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Data Collection Procedures
Researchers investigated first time interns from six different semesters
between Fall 2000 and Spring 2003. The following shows the number of
interns who participated from each semester: Fall 2000 (4); Spring 2001
(4); Summer 2001 (5); Spring 2002 (7); Summer 2002 (7); Fall 2002 (11);
and Spring 2003 (10); a total of 48 students. In order to fulfill class
requirements, interns were asked to respond to different questions each
week using an online discussion board. On week 9 of a 15-week internship
(week 7 during a 10-week summer internship), interns responded to the
following question: "What important 10 lessons have you learned during
your internship thus far?" Researchers collected all responses from the 48
interns. Some interns only completed a portion of the ten requested
responses (e.g., eight responses were given instead of ten). Tallied
responses for all 48 interns totaled 464, an average of 9.7 responses per
intern.

Percent of Responses in Each Category
Lessons Learned During Intenship

Data Analysis
Researchers used a modified grounded theory approach to analyze the
data. During the first phase of data analysis, the three researchers
conducted a thematic analysis by independently reviewing the qualitative
data (i.e., 464 intern responses). Following procedures recognized by Ryan
and Bernard (2000) the researchers used open coding by identifying and
sorting variations of response categories and properties. The researchers
independently sorted separate responses for each participant into thematic
categories. In the second phase, researchers collectively shared findings,
identified overlapping themes, developed SUbcategories through systematic
axial coding and agreed upon labels for major categories and
subcategories to reflect data content accurately.

Figure 1: Percent of Responses in Each Category-Lessons Learned
During Internship
The Helping Process

Findings
Five major themes related to lessons learned during internship emerged
from the grounded theory analysis of the data. The themes included
lessons learned about: (1) the helping process, (2) the self, (3) the human
service field, (4) the clients/populations, and (5) the work environment. The
helping process had the highest percentage (25%) of responses while the
work environment had the lowest (12%). A pie chart depicts the percentage
of responses that fell into each major theme (refer to Figure 1). Each major
theme included a number of subthemes. A depiction of themes and
subthemes is broken down in a flow chart (refer to Figure 2). An
explanation of the major themes and subthemes follows and a
comprehensive model/theory is proposed.

8
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The helping process theme accounted for 25% of all responses. This
category contained six subthemes that pertained to the methods and
practice of being a helper. Skills and mindsets needed for success in the
field were included in this category. Subthemes included communication,
fleXibility/patience, art of helping, small successes, ethics, and mistakes.
Communication was the largest subtheme in the helping process. Many
students valued learning to listen while others focused on making their
ideas known. Flexibility/patience was evident by the many responses
regarding the unexpected problems encountered and resourcefulness
needed to address them. The art of helping refers to learning specific skills
used to convey openness, warmth, and empathy toward clients. Many
students reported that they learned to focus on accomplishments that
seemed trivial to others because these lesser accomplishments were the
most important to overall change. Learning the importance of maintaining
confidentiality and avoiding dual relationships were responses related to
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ethics. Many interns deemed the ability to make and learn from mistakes an
important lesson. The folloWing examples from the student's responses
give voice to the helping process:
•

Listen more than you talk. I always felt better about the way I
counseled when I did less talking than the client.

•

I have learned to be FLEXIBLE in everything that I do. Things are
not always going to go the way that I would like!

•

Confidentiality: This is important because it is the foundation to the
relationship that you build with your clients. This is important
because it builds credibility.

•

You can't solve all of the world's problems. The best you can do is
"think globally and act locally.' If you can make a difference and
help one client that is a success story.

•

Let yourself make mistakes. My supervisor said this to me. I am
there to learn. I'm not perfect. I will make mistakes, and that's just
part of it.

Interns discovered that helping others is not a perfect science, but more of
an exploratory art with guidelines. Mistakes are inherent and many
problems are larger than an immediate solution, but persistence and
adaptability coupled with a code of ethics steer effective helpers.

TheSe"
Twenty-two percent of responses fell into the major theme of the self. The
self-encompassed lessons the interns learned relating to their roles,
personality, individual preferences, and characteristics. There were four
subthemes within the self. These included responsibility/professionalism,
positive/fun, self-awareness, and support.

Diambra, and Kronick (in press) in their investigation of motivations for
majoring in human services.
The following are examples of responses that fit into the main theme of the
self and the subcategories within:
•

Caregivers need support. The day-to-day responsibilities and tasks
associated with caring for family members with dementia and other
health problems can be overwhelming. Support is critical.

•

Have some fun! Work shouldn't be all boring. Some aspects are,
but it's important to laugh - it relieves stress! It's even okay to
laugh with your clients and co-workers. Some things in the office
setting are just plain funny.

•

Establishing limits for myself is a must. It is easy to take on more
than I can handle and find myself stressed. I have learned to say
no when necessary and not feel guilty about it.

Interns recognized the importance of self-development accomplished
through wellness and supervision. Establishing healthy professional
boundaries is paramount to a long and healthy career as a human service
professional. Interns indicated they learned the importance of this at an
early stage. This lesson reminds field coordinators and seminar instructors
of the critical areas of burnout and resilience and the need for students to
learn to structure their time and care for themselves. Several of the
subthemes reflect characteristics proposed by Parr, Montomery and DeBell
(1998): accepting responsibility and taking risks; having a positive outlook
on life; and having a vision and sense of mission. These" ... characteristics
appear to inoculate individuals from being victimized by life's adversities'
(Parr, Montomery & DeBell, 1998, p. 26). Teaching interns to balance their
professional lives with their personal lives must be included in the
internship instruction.

Responsibility/professionalism was the most prominent subtheme within the
self. Responses in this category indicated that the internship experience
made interns want to take initiative, recognize the responsibility of their
role, or accept the professionalism expected of them. The next subtheme of
the self was positive/fun. Responses included statements about keeping a
positive attitude and having fun within the job. Self-awareness as a
subtheme pertained to lessons the interns learned about their own
personality and how it affected their work and relationships with clients. The
subtheme of support communicated how interns received support, both
personal and professional. Support was essential in helping these interns
do their job effectively. Interns frequently mentioned spirituality as a means
of gaining strength to continue their work. This religious or spiritual
foundation of support is consistent with findings from Woodside, McClam,

Twenty-one percent of responses fell into the human service field major
theme. This theme encompassed the lessons interns learned about the
field in general, or their site specifically. Many mentioned a growing respect
for those who do this work every day, as well as confirmation that they were
(or were not) suited for a career in providing human services. Interns
learned specifics lessons about the internship placement process. They
also learned how to put classroom learning into practice. The five
subthemes for the human service field were understanding of/respect for
the field, challenges, educational versus practical, enjoy this work/career,
and importance of planning site placements.

10
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The Human SelVice Field

Interns reported gaining a greater understanding of and a renewed respect
for the vocation while completing their placements. Awareness and
11

appreciation for the inherent difficulty of many careers in human services
also appeared salient for the interns as evidenced in this subtheme of
50/48 responses. Interns became aware of many challenges that are
unique to helping professions and/or human service professions.
Consistent with McClam's (1992, 1996) follow-up studies, some interns
focused on the lesson of how to apply classroom learning to field-based
experiences. Many of those responses referred to the difficulty of
integrating classroom and experiential learning. Constructivism offers
internship instructors with a model to address this quandary. Instructors
provide interns with the opportunity to invent their own knowledge through
creating, reflecting upon, and working out their own understanding.
Instructors guide interns through this process by considering novel ideas
(e.g., apply an esoteric model), hypothetical outcomes of situations and
events (e.g., identify supervisor's possible response to critical feedback),
and the manipUlation and testing of ideas in reality (e.g., clients offer direct,
concrete feedback about accuracy or inaccuracy of interns' ideas).
Many interns felt confident that they could contribute in the field and that
the intemship process confirmed their desire to continue in this line of work.
This confidence and desire was encompassed within the subtheme, enjoy
this work/career. The importance of planning and researching internship
site placements was a noteworthy lesson for some interns. While there
were only four responses in this category, the researchers recognized the
importance of this lesson for those who had negative experiences. Thus,
the researchers included it as a subtheme. The following examples
illustrate the main theme of the human service field:
•

This major is definitely for me. Most of us in the interpreting major
never understood why we had to take so many classes that didn't
apply to interpreting. I'm so glad I did! I can't imagine working
solely as an interpreter now that I have experienced the human
service field.

•

Time spent in the classroom learning theories is fine, but
experience is the best teacher.

•

Sometimes the system is not fair to the client.

•

Just because a location is a beautiful place to work, this does not
mean it is a good place for an internship. Also, the drive is not good
for my funds. I will be looking at a closer internship for next
semester and one where I do not have to go out of my way to get
there.

that they chose the correct major and provided specifics to their earlier
vague notions.

Clients/Populations
Responses that reflected interns' respect for client, no matter the situation,
fit within the clients/populations theme. The subthemes included
respect/advocate for clients, jUdging others, and cultural awareness/
sensitivity. The most noted of the subthemes was respect/advocate for
clients. Remaining nonjudgmental or not making assumptions about clients
was a commonly reported lesson. Students learned that cultural
awareness/sensitivity was important in the practical setting. Specific
instances in Which this became apparent were included in student
responses. Clients/populations responses included:
•

Do not stereotype. Being jUdgmental and making assumptions is
easy to do when working with people on probation or parole, but
people can surprise you when it is least expected and vice versa.

•

You work for the client; the client comes first. Even when others
fight your efforts to help the client, press on! Keep your priorities
straight.

Lessons leamed in the clients/populations category reflected the clientrelated attitudes and values desired of human service professionals as
expressed by the Council on Standards in Human Service Education
(CSHSE, 2003) professional competencies. Subthemes indicated that
interns learned to help others through nonjudgmental respect of individual
uniqueness and cultural differences. Even as interns, human service
students were able to focus on client self-determination and values.

The Work EnvIronment
The work environment comprised the smallest number of responses; with
12% of the fIVe major themes. The major theme of the work environment
contained subthemes relating to lessons interns learned about navigating
the workplace. Interns frequently mentioned reliance on co-workers and
supervisors for networking, as well as the reliance on supervisors for
guidance and support throughout the process. The four subthemes
included co-workers/agency survival skills, documentation/technical skills,
networking/collaborating, and competent supervision.

Woodside et al, (in press) identified that human service majors were
motivated to enter the major to directly help others yet were not always
clear on the clientele, the nature of helping, or the work environment
whereby they could help others. The internship affirmed, for some students,

Many student responses dealt with relationships in the workplaces with coworkers and other professionals. The way in which these relationships
affected the work environment and professionalism was evident in the
responses. The interns recognized documentation/technical skills as
important and often remarked about the tediousness of this process.
Networking/collaborating was a subtheme that encompassed the students'

12
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recognition that reliance on others was essential to their role as helpers.
Interns identified supervision as a subtheme and an important learning
aspect of the internship process. However, students learned this lesson
from having both good and bad supervision experiences. Examples follow:
•

•
•

•

Collaborate with others. Some of the best advice and ideas that I
have used this semester has come from other students and staff at
my site. I have networked with other people who have expertise in
areas that I need assistance. For example, [I networked with] the
professor who specializes in work with Latinos. This gives you both
a support base and additional knowledge.
Tapping into my supervisor's knowledge, counseling techniques,
and skilled questioning has been a priceless experience.
Don't get involved in office politics. I feel that [agency] supervisors
don't like their supervisors and I don't want to get involved with the
political area because that could affect other's interns.
Accurate record keeping is important for a couple of reasons, Most
obviously, it is important as the worker follows the client through
the helping process, especially if others (for example, the teacher
who made the referral) may be asked to be a part of the helping
process. Secondly, considering the attitudes mentioned above and
the constant threat of diminishing funds, the worker should always
be prepared to discuss and describe the client population to justify
the need for the program.

Effective supervision cannot be overemphasized. Interns appeared
resilient. They were able to distinguish between exceptional and poor
supervision qualities and made the best of less than ideal supervision
experiences. Zunz (1998) reminds supervisors to provide positive
feedback, social integration, and teach interns to balance their professional
lives with their personal lives. Resiliency practices must be included in
internship instruction to encourage well ness and prevent burnout.
These five aforementioned themes and their subthemes have implications
for bridging the gap between academia and practice, and allowing them to
inform each other. For example, the dearth of responses coded as ethicsrelated suggest the need for more instruction and training in professional
ethics. The Council of Standards in Human Service Education emphasizes
ethical practice and awareness of potential dilemmas for human service
efficacy (CSHSE, 2003). In this study, researchers coded ethics as a
subtheme. However, it did not have the prominence that educators might
expect. Further exploration of this finding may yield educators with better
methods of teaching and instilling ethical thinking in students.

14
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Figure 2: Lessons Learned During Internship
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Practical uses of the proposed model include internship course instruction.
The five major themes and accompanying 22 subthemes provide relevant
subject matter for seminar topics. Internship instructors can build a course
around these lessons or cover these topics within an established teaching
framework. Posing questions or scenarios crafted to address these
valuable lessons enhances learning. Furthermore, the model provides
insight into interns' experiences and provides valuable information for
evaluating progress during midterm or final evaluations.
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identified by this research are influenced or limited by the developmental
stage interns are experiencing during week 9 of the internship. Posing this
question during different times or stages (e.g., each week) of internship
may provide fruitful data. Further investigation into the lessons learned
during different developmental stages of an internship is needed to capture
the key learning moments. Research findings represent lessons learned
from first time interns. Investigation into the lessons learned by second time
interns may provide fruitful data further helping to understand the
developmental learning phases that takes place with increased internship
experience.
This study was conducted at a four-year academic institution. Four
professors teach the majority of courses within the human services major.
Therefore, lessons gleaned from the internship experience may be biased
toward lessons focused upon in the classroom. Replication of this study at
different academic institutions would provide additional findings to
corroborate or contradict these findings.

Concfusion
This research accomplished the goal of giVing voice to the intern as the
learning process was taking place. The identified themes indicate that
learning bridges personal, interpersonal, and professional boundaries. This
was especially apparent when the researchers classified themes into
categories. Some responses seemed to fit into several subthemes and
even under different main themes. Identifying overlapping themes is not a
design flaw, but an indication that intern learning is multidimensional and
dynamic. Finally, the identified themes and subthemes underscore the
importance of the internship experience.
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Poetry, Writing,
and Community Practice
Rich Furman, Rich Riddoch, Kathryn Collins

Abstract
Community practice is one of the most important, yet perhaps most
neglected, practice areas within the helping professions. This
explores the uses of poetry for community work. It does so by
exploring the strengths perspective and its relationships to
community practice and by presenting current uses of poetry for
community development and change. A case example, taken from
experience, is also presented. It is ~he hope of these. authors .that
this article will inspire human service workers to thmk creatively
about alternative vehicles for community practice.
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Community
Introduction
A worker as a voyeur
using a theory that does not existplanning, development, social activism
for a community faced by violence:
Let us not forget, when we talk of violence
that the death of a young mother in childbirth is violent
that the slow starvation of the mind and body of a child is violent,
that pain is Violent, that hunger is violent,
that oppression is violent, that early death is violent
and that the death of hope is the most violent of all.

community practice is one of the most important areas within the human
service professions (Estes, 1997; Cnaan, 1991; Minkler, 1997). Community
development, community organization, consciousness raising, and other
forms of macro practice have been important aspects of human services
and other helping professions for well over a century (Axinn & Levin, 1975;
Harrison, 1991; Ragab, Blum & Murphy, 1981; United Nations, 1955).
Unfortunately, the conservatizing of society over the last several decades
has led to an increased focus on the individual as the source of various
problems, as well as a nexus of change (Bellah, 1985, 1991; Homan,
1999). Consequently, community practice methods and techniques have
seen less attention in scholarly publications.

The worker helping to bring hope
is the organizer, developer, activist of the community.
Beginning her work by discovering the identity and esteem
of the collective individuals,
brought together by locale or through a meaning.
She is a voyeur no longer, she has become a part of them.

Not only have community-based models of intervention seen a decline in
prominence in the United States (Healy, 2001), but "nonscientific
paradigms of helping have also declined in influence. Numerous dynamics
within society and the social welfare system, including the increasing
influence of the medical model, managed care, and the dominance of
logical positivism as the central paradigm for knowledge acquisition, have
led to a decrease in the influence of the arts and humanities as valid
influences on the sources of knowledge used in the human services. In
general, social support for the arts and humanities has dwindled over the
last few decades (Anderson, 2002).
ft

She challenges them to look at the direction of their community
planning their steps carefully,
using their strengths, perceptions, determination
to stop and prevent the violence which oppresses them.
Through empowerment, she delivers competence.
The binding of relationships, building upon their already formed ties.
This is hope, not the death of a community.
The worker is no longer needed and must exit.
How could she leave the ones she has struggled to become a part of?
She must step out of role,
letting the community continue their own growth alone.
She finds the goodbye is harder than the first move in her efforts.
On to another community of diversity,
beginning as a voyeur in the process of practice and healing.
Collins, 2003
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Paradoxically, in spite of these trends, support for and interest in the use of
poetry as a tool within human service practice has spiked within recent
years (Holman, 1996). The establishment and meteoric growth of the
National Association of Poetry Therapy has brought the healing uses of
poetry, if not into the mainstream of the helping professions, to a more
accepted place (Novey, 2000). Over the last quarter century, the field of
poetry therapy has made important advances. Poetry has been utilized as a
tool to enhance normal growth and development (Chan, 2003; Furman,
Jackson, Downey & Bender, 2002), as well as to contend with specific
psychosocial problems (Bump, 1990; Mazza, 1996; McArdle & Byrt, 2001).
Clear conceptual frameworks have been developed for the use of poetry in
individual and group therapy (Papadopoulos, Wright & Harding, 1999;
Mazza, 2003) and empirical studies have sought to demonstrate the
efficacy of poetry therapy with various client populations (Mazza, 1999).
Less discussed in the poetry therapy literature is the use of poetry as a toot
for community practice. This is lamentable, as poetry has great potential in
this important area of practice. This article seeks to explore the uses of
poetry for community work. To do so, several areas will be addressed.
First, a very brief presentation of community practice is discussed. Second,
the means by which poetry has been used in community development is
explored. Third, the authors describe the process of developing a
Human Service Education. Volume 24 Number 1
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community-based open mic poetry reading as an example of poetry as a
means of community development. It should be noted that this case study
highlights a process that is only in its inception. In fact, the nexus of the
community work described, a particular cafe, closed during the project.
Community development work is often a slow, time-consuming process,
fraught with difficulty and change (Homan, 1999). This newly developing
work is presented in the hope that this project will help elucidate some
processes by which poetry can be utilized in community practice, thus
inspiring other human service workers interested in the arts to initiate
similar projects. For those with an interest, but without the technical skills in
one of the arts, collaborations with artists and faculty teaching in the arts
present interesting possibilities.

Human beings create meaning. Human culture sustains these underlying
systems of meaning and finds their expression in narratives, stories,
poems, and myths. Community practitioners need to know how given
communities tell stories and how powerful these stories can be for either
demoralizing or strengthening community. Saleebey (1994) points to the
importance of community practitioners as catalysts in the reconstruction of
meanings that positively influence and strengthen community-often by
constructing or enlivening alternative stories.

Community Practice

Writing and Poetry for Change

Within the human services, community development and change have long
been accepted models of helping (Price, 1987; Neukrug, 1994). While an
exhaustive exploration of models of community work are beyond the scope
of this paper, a discussion of some community basics will inform our
understanding of community work.

This section presents some ways that writing and poetry have been utilized
in community work. In a qualitative study of community organizers,
Community Arts Network (2002) found that using stories, metaphors, and
narratives were important tools in the practice of community organization
and empowerment. They found that community organizers used narratives
as a powerful way of connecting people to each other within their
communities. Narratives are valuable means of helping people from diverse
backgrounds make connections between their often very different
experiences. In short:

Shulman (1999) has identified three primary models of community practice:
locality development, social planning, and social action. In locality
development, community change is pursued through the broad participation
of diverse groups of community members at the community level. In this
model, these constituents determine the setting of goals and actions; the
community worker acts as a facilitator of community goals and aims. Social
planning refers to a top-down model. whereby experts help solve
community problems through technical processes. Finally, the social action
approach places importance on disadvantaged populations being
organized to make demands on the larger community for resources or
services.

their resources in the effort. This observation explains why communities are
never built from the top down, or from the outside in (Chechoway,
pothukuchi & Finn, 1995; Kelly, 1986; Mott, 1984).

the expressive, interpretive and creative aspects of the arts and
humanities carry special utility when dividing lines have been
etched deeply in communities. Often with greater power than other
modes of human discourse, collective engagement with art can
heal wounds, break logjams, and build bridges (Community Arts
Network,2002).
Poetry, which frequently operates through metaphor and narrative, can
work in a similar manner. Poetry and creative writing are frequently used as
a means of connecting youth to each other and their communities. One
successful program:

Community work can be thought of as using the community as a source for
changing social relationships (Arnstein, 1969; Checkoway, 1998; Gambrill
& Paquin, 1992). The authors strongly adhere to a strength-based model of
practice, where change is not focused on what is wrong with a community,
but on a community's potential (Rapp, 1998; Saleebey, 2000). In this
sense, the goal of the community worker is not to "fix" problems that exist
within a community, but to create opportunities for community members to
maximize their potential and to create structures for healthy community
participation (Besharov & Gardiner, 1998). Instead of merely assessing and
treating problems, this model focuses on the development of social
conditions that foster health and resiliency (Bogenschneider, 1997; Zeldin &
Price, 1995). Kretzman and McKnight (1993) observe that the historic
evidence indicates that significant community development takes place only
when local community people are committed to investing themselves and

·Writers-in-the-Schools" programs have been one of the most important
examples of using poetry in community practice. In these programs,
professional writers are placed within schools and community centers to
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promotes and assists with programs that give young people a
chance to communicate in writing, orally, and electronically with
members of their communities. An important goal is to promote and
include young people and teachers as leaders in community
organizations and agencies, working with their peers and with
adults (The Strom Thurmond Institute of Government and Public
Affairs, 2002).
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work with various stakeholders. For example, some writers working within
communities have helped at-risk youth participate more fully in community
life by helping them write about their culture and their history and then,
having them share their stories with other community members. One
program describes:
the mission of the program is to engage Idaho schoolchildren in the
pleasure and power of reading and writing. We know that for
students to improve their writing, they must first come to enjoy the
process. Given encouragement, students use their imaginations
both to look forward and to investigate the world around them. As
adventurers in language, they come to discover that writing is a
powerful tool (Log Cabin Programs, 2003, http://www.logcablit.org/
wits.html).
Poetry has been used as a tool for community practice with other
disenfranchised populations. Hillman (1987) and others have used poetry in
working with prisoners, bringing them together in groups to help them cope
with isolation and powerlessness. In this sense, poetry can be a valuable
tool for building community where it otherwise might not exist.
Poetry has been widely used as a method of community healing following
the 9/11 (September 11, 2001) tragedy. It has been argued that poetry
might be one of the most effective ways of dealing with our grief (Starhawk,
2002). Various projects have used poetry in this manner. The National
Association for Poetry Therapy sponsored an edited book of poetry
designed to provide "strength and solace." It is offered free of charge to
various community groups who would benefit from it (vanMeenen, Rossiter
& Adams, 2002). Some of the poems are specifically related to the 9/11
tragedy, while many are more generally focused on grief.
Poetry readings themselves can be a nexus to community participation.
During the 1950s and 60s, poetry readings were important to the Black
Power movement and others disenfranchised with the increasing
materialism of society in the United States. Through the poem, such groups
found a collective voice that linked them in community with one another.
Alan Ginsberg's (1959) epic poem, Howl, became just such an anthem by
stating "I saw the best minds of my generation destroyed by madness"
(p.3). Similarly, Nikki Giovanni (1973) became an essential voice for the
African-American community in her powerful poetry that eloquently spoke
of her struggles with racism and poverty. Her powerful pronouncement,
"childhood remembrances are always a drag if you're Black," quickly lures
the reader into a deep understanding of her experience. She speaks of the
depth of love and belonging within the African-American community that
can only be understood within its cultural context.

and community events at the cafe have become a valuable source of
community development, organization, and pride. Workshops and readings
at the cafe have helped the community develop its own sense of identity,
bOrrowing from traditional Puerto Rican culture and the realities of urban life
in New York City. Poetry has become a tool of intergenerational bonding,
whereby community members come together for increased understanding
and support. Such community events represent a significant type of
community development work by helping to create a social space whereby
people can actualize their creative and social needs. Gil (1990) posits that
only by providing contexts in which community members can come
together for creative and life enhancing experiences can society transform
its tendency towards structural violence. In this sense, the community
space that poetry readings provide constitutes more than merely a forum
for people to come together or hang out. The readings provide a context
through which people can actualize their need to tell their stories and their
need to create.
Researchers have noted that the Internet has become an important source
of community for many people (Houston, Cooper & Ford, 2002). Chat
rooms, list serves, and other tools allow otherwise isolated people to come
together in community. In a real sense, these Internet groups have become
versions of what has been referred to as a "global neighborhood" (Price,
1987). For example, the Internet has become an important means of
connection for those with disabilities or those who suffer from specific
illnesses. Through Internet communities, poetry has been used as a vehicle
to create peace within and between communities and societies. Recently, a
group called "Poets Against The War" (2003) has begun to organize poetry
readings across the country where community members can voice their
opposition to war with Iraq, and come together to discuss potential protest
strategies. As of February 2003, over 3,600 people have submitted poems
to their website in protest of the war. The website lists reading events in
various communities throughout the country and helps readers make
connections to each other. Other groups have organized using poetry for
more general community aims. Dialogue Through Poetry (2003) seeks to
"create true dialogue among civilizations" through the medium of poetry and
to "build a culture of peace and non-violence in the world through poetry."

A Case Study:
The Tuesday Night Poetry Reading
Introduction

In New York City, the Nuyorican Cafe became an important fixture in the
Puerto Rican community (Nuyorican Poets Cafe, 2003). Poetry readings

This case study describes the Tuesday Night Poetry Reading program that
used poetry and poetry readings as the center of a community practice.
This case example explores the way in which a particular poetry reading
group was used as a means to connect people and to build a sense of
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community. Unfortu~ately, the wor~ in this case remains only partially
c?mpleted, as the site of the readings (cafe) closed, the readings have
since ended, and the author has moved to another state. However, several
?f t~e community members, w.ho w~re involved in the project, are engaging
In dialogue to explore the continuation of this work.
The theory of practice that provides the conceptual grounding for this
project is t~e st~eng~hs perspective. That is, the purpose of the community
work described In this study was to use poetry as the vehicle to create the
conditions in which community members could engage in meaningful social
participation to fulfill their psychosocial needs. This case describes the
development of a community space where people were able to give voice
to their stories and develop satisfying relationships in a meaningful social
context; the events described below were a valuable form of community
practice.

The Context of the Project
Fort Collins. Colorado is a college town of nearly 125, 000 people. As the
home of Colorado State University, the evolution of the university in many
ways mirrors the development of the city. Previously an agricultural school,
Colorado State University has become a large research university with an
array of sophisticated programs. Consequently, Fort Collins has changed
over the last several decades. The town was nearly entirely a white, middle
class city dependent on agriculture for sustenance. Today, Fort Collins is
an increasingly diverse city with a growing high technology industry. The
city struggles with its identity and ways of incorporating all of its residents
into its community structures.
This study examines the hypothesis that poetry reading would be a good
means of bringing diverse members of the community together in order to
open dialogue and establish relationships. While readers might argue that
merely getting people together in a community space does not constitute
community work, without dialogue between diverse members of a
community, little future organizing work can occur. Tensions fester and
grow over time when there is no meaningful dialogue with one another and
misund~rstandings persist. Further, the type of sharing that occurs through
the medium of poetry leads to the development of deep and lasting bonds.

home, a poetry reading, at a similar cafe, developed into an important
community space. That was the inspiration for this study. The cafe owners
allowed the author to be the host of the reading program at the Fort Collins
cafe. The program was promoted as a space for community sharing and
participation. Through advertising in local newspapers, the reading began
to grow into a community event. The local high schools, nursing homes,
and community centers were asked to spread the word to people who
wrote, enjoyed writing, or might enjoy listening to poetry readings. The
underlying theme, as explained by those who spoke in support of the
program, was that the readings were to create a sense of community in an
environment that would feel safe and inclusive. The thought was that this
environment would help connect various members of the community.

Community Interventions through Poetry
To build a sense of community, sponsors made special efforts to welcome
first-time readers and to get to know them. The structure allowed anyone to
read and people were validated for their efforts. Sponsors made
introductions and connections between people. The reading was used to
help people create bonds and a sense of community. Soon, these simple
introductions began to seem powerful. Too often, people feel constrained in
their ability to make connections to others. Simply facilitating these
connections, as a part of the program, became a powerful means of
change. For example, one gentleman, who came to several readings, sat in
the back of the cafe and listened for several weeks. He seemed to scowl at
others and did not invite connections. When an effort to connect with him
was made, it became clear he was merely shy and lacked the confidence to
talk to strangers. He soon became an important part of the community. He
was a key member in helping us make linkages to a group home for adults
with developmental disabilities, a group with whom he previously worked.

When the experiment began, the Tuesday night poetry readings (nearly two
years prior to the inception of this article), group was floundering. There
were sel~om more than three other people attending; in fact, the author
was, at times, the only one present. However, the cafe (site) was a rich
environme.nt wi~h a di~erse clie~tele. People came to study, to dialogue,
and to enJoy friendships. The site of the readings became an important
place for one to develop a sense of community. In the author's previous

Several of the youth who attended the reading began to create a vision for
the group as a community. A workshop that met before the reading became
a place where participants discussed poetry and what it meant to their lives.
Through poetry, intergenerational bonds were created that formed the
foundation of community structure. The older members of the Writing group
gained benefits of providing mentorship. They felt as if they were giving
back to the community, were energized by the enthusiasm of the younger
members, and began to feel less isolated. Inspired by the success of the
intergenerational bonding, the students decided to contact several senior
centers to invite residents to the reading. Several seniors began to attend
frequently. The seniors were invited to share their writing. One of the
younger members started to visit an eighty-eight year old man in the
nursing home where he lived. The younger student helped him transcribe
his words into poems, which he read at the readings. When he was not
able to attend, the student read his work. Others began to contact him and
check on his health. This is the kind of sharing and mutual aid that often

26

Human Service Education. Volume 24 Number 1

The Development of the Project

Poetry, Writing, and Community Practice

27

naturally occurs when community members are given the context to come
together over poetry and other arts.
Expanding the Project

I

i
I
I

A group called Poets for a Thriving Community developed from this group.
The group is in its beginning stage and is developing a formal mission and
purpose. However, the fundamental aim of the group is to use poetry as a
means of social change on various levels of community. The group has
also explored the ways in which poetry can be used for social change in
local and international communities. Several of the poets who became
involved in the group have started to use poetry in various ways in local
and international communities. One member teaches poetry in local
elementary schools. The group is exploring a project to make connections
between poets in the United States and in sister cites in Latin America.
With fundraisers, the group hopes to visit poets in Mexico and bring them
books of poetry and poetry texts.

Conclusion
It is the hope of the authors that this article will inspire human service
workers to think creatively about possible means of community practice.
Poetry is presented as just one possible way of facilitating the development
of social structures that can lead to community mobilization and change.
Other creative and expressive arts can be used in a similar manner. The
key is to use these creative media as a means of helping people come
together for the purposes of creation, exploration. and validation. In today's
increasingly market-driven world, many people do not have enough quality
opportunities to come together for noneconomic means. Community work
that helps people connect to each other for their personal and cooperative
development will go far towards helping people live more healthy and
fUlfilling lives. Creating such contexts is more than getting people together,
in the same manner that therapy is more than just talking. Both therapy and
poetry readings such as these can be used to help people break the bonds
of isolation and reconnect to the world.
It is also the hope of the authors that human service workers and educators
will weave their passions into the fabric of their work. By using poetry in the
practice cited in this article, the educator and human service practitioner
made his work far more personally meaningful. Students and clients can
only benefit when their teachers and practitioners are passionate about
what they do. Human service educators are encouraged to use poetry and
other creative media both as a pedagogical tool as well as a means of
practice. The use of poetry in the classroom can help students to make
emotional connections to content and to develop the ability to integrate
complex material.
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The literature points to several potential directions for future projects using
poetry and other expressive arts as tools for community practice.
Subsequent projects might experiment with using poetry and the arts for
speci.fic communi~ change projects. For instance, by using poetry as an
emotlo.nally evoca~lve source of data to represent community perceptions
regardln~ a speciflc proble~, a community group can help empower
comm~nlty members to. Influe~ce public opinion (Le., community
education). Also, future projects Will want to adhere to the insights gleaned
from the strengths perspective, using poetry and the arts as a means of
fostering the development of pro-social community structures, where
people can be empowered and energized to meet the challenges of their
community. Poetry and the arts can help create contexts based upon
mutual exchange rather than commoditization.
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Abstract
How students know, not just what they know, is central to
professional competence. The constructivist-developmental human
services internship seminar can trigger such epistemological
development in the direction of constructivist thinking. With that
purpose in mind, this article presents ways of assessing students'
current ways of knowing, learning goals for the internship seminar,
guidelines for developmental instruction, and developmentinstigating activities.

Introduction
The human services internship has the potential to be the most intense and
challenging learning experience in a student's academic career (Diambra &
McClam, 2001; Kiser, 1998; Sweitzer & McKinney, 1991). Internship is an
experience-charged opportunity that can trigger profound shifts in student
self-concept and ways of knowing (Sweitzer & King. 1999). During
fieldwork, students experience ambiguous work situations and ethical
dilemmas, their ideas are tested in the fire of direct action, and they are
forced to think for themselves. often on the spot, without direct gUidance or
concrete rules. No textbook will give them immediate, explicit directions for
deciding on how to manage a complex domestic violence crisis line call or
helping a family whose adolescent has run away. Such work calls for a
corresponding capacity in the human service worker.
One way of describing that capacity lies in the notion of development.
There is a growing body of evidence that developmental growth is
Important for effective professional behavior (Kegan, 1982; Mentkowski &
Associates, 2000; Senge, 1990; Torbert, 1976). For example, Kegan (1994)
named the attributes that are consistently mentioned in the professional
training literature as being crucial to excellence, mastery, and success at
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professional work. He considered these attributes to be developmental
achievements:
•

to invent one's own work (rather than to see it as owned and
created by one's employer)

•

to be self-initiating, self-correcting, and self-evaluating (rather than
dependent on others to frame the problems, initiate adjustments, or
determine whether things are going well)

•

to be guided by one's own visions at work (rather than being
captive of an authority's agenda)

•

to take responsibility for what happens to oneself at work (rather
than seeing one's circumstances and possibilities as largely
caused by others)

•

to be masters of one's particular work roles, jobs, or careers (rather
than have an imitating relationship to what one does)

Some empirical studies of professionals have confirmed the relati~nship
between development and professional compe~ence. Mentko~skl and
Associates (2000). found, in their study of alumna In many professions five
years out of college, that competence was most highly related. to
developmental factors, particularly to one that they called "?ollaboratlve
organizational thinking
and action"
and "strong. I~dependent
conceptualization and action abilities." These characteristics parallel
Kegan's (1994) notion of a developmental "self-authorizing" capacity, one
that he suggests is critical for professional competence.
Rooke and Torbert (1998) have also provided evidence of the
development-competence link, in terms of organizational impact of
managers' development. They reported that all managers who were selfamending, who could listen to multiple perspectives, and who pro~?ted
non-unilateral power were associated with organizations who had. posltlv~ly
transformed their size, profitability, quality, strategy, and reputation durinq
the period of study. That relationship was not the case for managers who
were more external and rule bound. VVhile these studies are at best
analogous to human services situ~tions, many of th~ chara~teristics of an
effective human services protessional, such as haVing an Internal locus,
being open-minded, and being tolerant of ambiguity, are parallel to those
named (Neukrug & McAuliffe, 1993; McAuliffe, 2002).
If the qualities of the highly competent practitioner are seen. as
developmental attributes, then they are al.so amenable to change, ~I~en
development-enhancing conditi~ns. There IS both ane?dotal an~ e~plrlcal
evidence that such increases In development are triggered Significantly
more by internship than by other courses (Brendel, Kolbert, & Foster, 2002;
Haag-Granello, 2002; Jurgens & Schwitzer, 2002; McClam & Puckett,

34

Constructive Developmentallntemship Seminar

1992; Sadow, Ryder, Stein, & Geller, 1987). Such findings make good
sense if viewed from the perspective of experiential learning theory (Kolb,
1984). As Sweitzer (1992) has pointed out, a human services internship is
a particularly rich opportunity to cycle the student through all four of the
critical leaming conditions in Kolb's (1984) model, namely, concrete
experience, reflective observation, abstract conceptualization, and active
experimentation. O'Byrne (2001, p. 185) reiterates the power of the field
experience in these words: "A practicum classroom [Le., internship
seminar] is a constructivist laboratory. Students experiment. ... They mix
theory and practice. And the process can be volatile. ...a 'chemical
reaction' often emerges ... ; that is, situations in which the mix of emotions,
attitudes, behaviors, and cognitions create new dynamics and discoveries.
KnOWledge breaks through when developing creative solutions... to
problems that come from the student's own current life experience or prior
knowledge, rather than through attempts to replicate the work of others."
Such struggle makes the human services internship a "hothouse" for
maximizing learning and development.

Despite the potential power of these kinds of occurrences, they are not
guaranteed. Experience in internship alone, without reflection, is not the
best teacher (Griffith & Frieden, 2000; Kiser, 1998), despite the contrary
advice of the well-known aphorism. Unexamined experience without
reflection can result in mere habit. And the habit-reliant human service
worker easily becomes the concrete, rule-bound practitioner who relies on
conformity to received authority to deal with the complex decisions of this
work. If a major objective of human services education, and of
undergraduate education in general, is to produce relatively autonomous,
interdependent, and system-aware professionals (Chickering & Reisser,
1993; Mentkowski & Associates, 2000; Morrissette, 1999), then immediate
field experience must be complemented by the reflection and dialogue that
are inherent in developmentally intentional instruction (Knefelkamp, 1984).
The internship seminar, itself, can be a critical complement to the field
experience. It can, like fieldwork, be an intense leaming environment, a
place where the "heat" for the hothouse effect might be provided. It is my
purpose in this article to outline teaching strategies that can expand
students' ways of knowing in internship, particularly through what I will call
a "constructive-developmental internship seminar."

Constructive Developmental Instruction
as a Ground for Learning in Internship
The notion of "constructive development" comes from the educational
traditions most commonly associated with Piaget (1971) and Kohlberg
(1981). "Construction" refers to the human act of making meaning of
experience and "development" refers to the evolution of this meaningmaking capacity. Following Kegan (1982), I will use the term constructive
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development as an inclusive notion, one that represents all of the theories
of cognitive or ego development, since all are fundamentally concerned
with meaning construction (e.g., Belenky, Clinchy, Goldberger, & Tarule,
1986; Kegan, 1982, 1994; Kohlberg, 1981; Loevinger, 1976; Perry, 1970).
In simple, general terms, these theories chart adults' potential
epistemological evolution from a person's general reliance on external
authority for receiving knowledge through greater internality and autonomy,
and, finally, to dialectical thinking and openness to the limits of one's
current meaning making.
A constructive-ctevelopmentally-oriented human services education would
be especially concerned with "how" future human service workers know, at
least as much as "what" they know. In intentional constructivedevelopmental education, instructors and field supervisors instigate student
development toward expanded ways of knowing, or constructing. The
developmental method can be captured in the dual notions of "challenge"
(or "mismatch") to a current way of knowing and "support" (or "match") for
that way of knowing (Sanford, 1962).
Developmental instruction has been explicitly described in the work of
Kohlberg (e.g., Kohlberg & Mayer, 1972:, Knefelkamp, 1984; and Sprinthall
& Thies-Sprinthall, 1983). In each of these models, the teaching process
itself is an equal partner with course content. Students' ways of knowing
are challenged by their being asked to participate in knowledge creation
through their experience of dilemmas that have no clear technical solution.
The hoped for result of developmental instruction is more expanded
personal epistemologies for students. The intemship seminar can be a
place in which such developmental instruction is implemented. It can be rife
with dilemmas, decisions, multiple perspectives, and demands for
evidence.

Human Services Students' Ways
of Student Knowing

r
I

represented by a continuous spectrum of tendencies (Keg~n, 1982). With
these provisos in mind Lovell and I (1997) have descnbed two broad
groupings of non-constructivist and constructivist knowing in students,
which are further divided into four sub-groupings of "types" of students. Our
recent research (McAuliffe & Lovell, 2003) has confirmed many of these
characteristics for the two groupings.

I. Non-Constructivist:
•

Authority-Constructing Students, or those characterized by
"dualism" in Perry's (1970) terms and "received knowing" in the
language of Belenky et al. (1986), are those who have absolute
adherence to received "rules" for human services practice. In tum,
they often transfer rule-adherence into directiveness and even
authoritarian tendencies, unless the authority "directs" them to be
client-centered.

•

Subjective-Constructing Students, or "multiplistic" in Perry's (1970)
terms, are adherent to an evidence-less relativism. Subjectivism is
rampant-with "That's my opinion" being the regnant phrase. They
feel unable to justify human services interventions, as everything
seems equally valid. Instead, they rely on automatic "impulses" to
act.

II. Constructivist:
•

Autonomy-Constructing Students, or "self-authorizing," in Kegan's
(1994) language. These "beginning constructivists" recognize the
need for seeking evidence for human services actions and
decisions. They can explain reasons for their interventions, based
at least partially on "independenr analysis of situations and needs.

•

Dialectical-Constructing Students, or "constructed knowing" in the
terms of Belenky et al. (1986). These "full constructivists" honor the
ultimate uncertainty in human services practice, but nevertheless
make commitments to action, however temporary. They embrace
new experience through consultation, inner dialogue, and new
actions.

My colleagues and I (Lovell & McAuliffe, 1997; Lovell & Nunnery, 2002)
have identified four ways of student knowing that might capture the range
of human services students' epistemologies. These four are analogous to
many of the stages of developmental theories (e.g., Loevinger, 1976; Perry,
1970). They might function as markers of students' readiness for
constructivist thinking. It should be noted that such types are only
approximations. They serve descriptive purposes, as individuals are not so
clearly "in" a particular stage across all situations, nor are these stages
limited to four. Rather than think of the types as hard and "real" categories,
it is better to recognize the "amoeba-like" (Creamer, 1990) character of
particular ways of knowing, the forays and retreats that individuals make
from their dominant constructive tendency. The ways of knowing are also
not limited to the following four distinct stages, as knowing is likely

There is evidence that constructivist knowing is required for effective
professional work, as this epistemology is characterized by situational
flexibility, weighing of evidence to make decisions, and creative solutions to
problems (Kegan, 1982; Mentkowski & Associates, 2000; Senge, 1990;
Torbert, 1976). Such thinking, however, is not likely to be characteristic of
the majority of human services students. One study of human services
students revealed that the strong majority (70%) at one institution were
SUbjectivist constructors, that is, wavering between concrete reliance on
external authority and recognition of their own power to create knowledge
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(Neukrug & McAuliffe, 1993). That is, most were non-constructivist but
ready for transition. They were still heavily reliant on outside authority and
cultural norms for most behavior and dependent on "rules" for professional
decision making. However, at the same time they were beginning to
challenge the ultimate value of such norms as guides for behavior. An
intentional human services education might utilize this "readiness," that is,
the wavering between conformity and self-authorization to instigate
beginning constructivist thinking.
These findings and the four epistemological "types" then offer framework
for human service educators' understanding of how their students might
think as they arrive to the internship seminar. In instructional practice,
instructors can first assess students' development, and then teach toward
their diverse readiness.

Goals for the Constructivist-Developmental
Internship Seminar
My colleague and I (McAuliffe & Lovell, 2003) have discovered
characteristics of constructivist thinkers by examining low stage and high
stage student performance in helping interviews. We found the following
five dimensions to characterize constructivist counseling students'
interviews. They might serve as learning goals for the activities of the
internship seminar.

Constructive-Developmental Instruction
Readiness and instruction are partners in developmental instruc~ion. Both
must be incorporated into seminar activities. In the area of readiness, we
can assume that student ways of knowing, or "constructive capacities," in
Kegan's (1994) words, vary among undergraduate students (Perry, 1970).
Therefore, a first step in constructive-developmental instruction (hereafter
abbreviated as COl) is to assess such capacity. Such readiness can be
determined either via an explicit instrument (e.g., Moore, 1987) or by
assuming a likely continuum of non-constructivist to constructivist
capacities among human services students. Then a set of guidelines can
be selectively applied to enhance development.

Guidelines for Constructive-Developmental Instruction
The following ten guidelines have been devised to frame constructivedevelopmental instruction (McAUliffe & Lovell, 2000; McAuliffe, 2001). They
are a means of encouraging constructivist professional practice in human
services students.

Guideline One: Personalize. Promote interactions among all participants in
the learning environment. Make connections between SUbject
matter and students' personal experiences.

Guideline Two: Vary the structure. Provide more direction and even advice
in order to support non-constructivists and challenge them and
others with more amorphous tasks.

•

empathic decenteredness: The ability to distinguish one's own
point of view from that of the client and that of others in general.

•

perspicacity. The ability
nonobvious client issues.

and

study, illustration, role play, interviewing, team projects, and data
collection.

•

metacognition: Interest in and ability to think about one's thinking,
to probe personal meanings and motivations and to consider
multiple helping strategies.

Guideline Four: Stress multiple perspectives. Ask students to examine

tolerance for ambiguity: Recognition that uncertainty is pervasive,
that many perspectives are possible, and that pausing for evidence
is needed before one draws conclusions.

actions and cases. Ask students to monitor their responses to
clients - emotional and cognitive, personal and culturally based.

•

to

uncover

cross-situational

Guideline Three: Promote experience. Instigate activity through case

each case from several angles.

Guideline Five: Encourage metacognition. Model and require reflection on

Guideline Six: Question categorical thinking. Challenge labels and

deliberated action: Interest in and ability to act based on weighing
of evidence.

conclusions. Recognize the fluidity of cultural constructions.
Emphasize the "story" of the client over essentialist diagnosis.

I propose that these five dimensions inform our work in the internship
seminar, that is, that we explicitly promote them in that setting through the
use of developmental instruction principles through activities, assignments,
and discussion.

Guideline Seven: Recognize that some conflict is normal. Engage

•

dialectical thinking. Identify contrasts in ideas and interpersonal
tensions.

Guideline Eight: Show commitment in the face of doubt. Model action
based on deliberation and weighing of evidence.
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Guideline Nine: Value approximation over precision. Encourage tolerance
for ambiguity and the emergence of "ideas-in-progress" over
premature judgment and closure.

Guideline Ten: Encourage "metalogue" or interpersonal process
awareness. Note the scripts, games, manipulations, power
dynamics, and patterns enacted in relationships.
Each of these guidelines can be applied "developmentally," that is, with
student readiness in mind. Their application to the specific seminar setting
is described next.

Application to the Constructive-Developmental Internship Seminar
Three particular dimensions of the seminar will be described here. These
activities have been intentionally designed to instigate self-authorized,
constructivist thinking on the part of student interns. Each activity
particularly expresses a number of the previously listed ten guidelines. The
emphasis in these activities is on student involvement and action, dialogue
among members and with the instructor, and the value of temporarily "not
knowing" in order to eventually "know better. "

Participant inclusion in course design. Students can themselves participate
in constructing the seminar. Of course, that can be done in any course. The
internship seminar, however, is particularly ripe for encouraging student
authorship and ownership of class content and process, due to the small
numbers in class and the foundation for discussion in actual student
experience. The non-constructivist thinkers will be challenged to create
structure instead of receiving it from an authority. Instructors can guide the
creation of the course, using the "over-the-shoulder" notion (Kegan, 1994)
of allowing students to generate ideas while introducing suggestions for
content, process, and assignments. It is desirable to have students initially
experience the instructor-designed, although participatory, first session,
then at the end of that session, to offer them a "menu" of possible future
seminar activities, and ask them to write, between the first two sessions,
about their general preferred learning environment and the specific
classroom processes that they would prefer. In the second session, the
instructor can guide a group discussion about the structuring of the
semester long seminar. Instructors can hold certain activities and
processes as "sacred," that is, not for negotiation, such as case
presentations and the commentaries that are described below. In midsemester, a full review of the course process might be conducted, in which
the value of each activity is reconsidered and new arrangements are made.
COl guidelines one, two, four, and seven, that is, personalizing, varying the
structure, stressing multiple perspectives, and recognizing conflict as the
norm, will be enacted through this peer participation in "authoring," rather
than being only a recipient of, learning experiences.
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Ongoing commentaries. This dimension of the constructive-developmenta!
internship seminar establishes a means of regular dialogue and feedback
between students and the instructor. Using writing as a vehicle for reflection
has been applied to human services education (Morrissette, 1999). As with
participant involvement in course design, the seminar is a particularly rich
opportunity for such reflection. In the case of written reflective commentary,
concrete experience in the field (Kolb, 1984) is a rich breeding ground for
metacognitive intern musings based on dilemmas they face and choices
they make. The commentary is a vehicle for "reflection-on-action" (Schon,
1983), which is critical for self-correction and evidence-based decision
making.
Toward this end, students report their observations, experiences, and
needs to the instructor between each class session via an e-mail message
that they send by the morning of that week's class. Each so-called
"commentary" consists of three parts: (1) the student's views on the content
and process of the previous class session, (2) a description of "facts,
feelings, and meanings" from the fieldwork experience itself, especially any
incidents that seem important, and (3) critical and personalized reflections
on the short complementary readings. The commentaries are a "safe" way
for the more silent students to present their voice. In order to trigger student
generated topics for discussion, the instructor can read some of the
commentaries to the class at the beginning of the session, always
anonymously. These public presentations of student experiences and
reflections can legitimize non-constructivists' ideas and therefore contribute
to their increasing "self-authorization" (Kegan, 1994) of their own
perspectives. They also demonstrate dialogue and the feedback loop from
which modified ideas and directions emerge. This commentary assignment
particularty enacts guidelines one, two, four, five, and ten by personalizing,
varying structure, stressing multiple-perspective taking, encouraging
metacognition, and encouraging interpersonal process awareness.

The sequential brainstorming method of case conferencing. In this activity,
group members are asked to present their "working models" of cases at
least once per semester by means of a planned case presentation. While
case presentation, itself, is common in such seminars, the "sequential
brainstorming" method offers an inclusive and freeing twist to the
presentation activity. The brainstorming and sequencing dimensions
legitimize all ideas and give each voice in the room a forum from which to
speak. The activity begins with students first sharing their understandings
of both a case and of their reasons for presenting it by means of the
common "S.0AP." model of presentation. I have described such a case
presentation method for use in staff group supervision elsewhere
(McAuliffe, 1992). The four parts of this initial student presentation consist
of:
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(1) US" or "Subjective:" in which presenters shares their reasons for
bringing their particular case (e.g., any questions she or he may
have) and the initial presenting concern of the client to the agency
and/or the individual.
(2) "0" or "Objective:" consists of a concise description of the client's
personal and cultural dimensions, including significant events,
physical health, parents, and range of eight cultural issues that are
subsumed under the rubric "GARREACS," for gender, age, religion,
race, ethnicity, ability/disability, class, and sexual orientation (cf.
McAuliffe, 2002a, for a description of the model and related cultural
awareness actiVities). The presenters also describes their own
constructions of these social and cultural factors-that is-how
they respond to them.
(3) "A" or "Assessment:" is made up of the student's tentative offering of a
conception of the client. The DSM can be used as one vehicle for
such an action. However, in constructivist fashion, the DSM can be
also be deconstructed for its limits (Parker, Georgaca, Harper,
McLaughlin, & Stowell-Smith, 1996). More constructivist
approaches to assessment, such as the "Context-Phase-StageStyle" assessment model (McAuliffe & Eriksen, 1999), might be
included in this portion of the presentation.
(4) "Po or "Plan:" gives the presenter a chance to posit a tentative future
action plan for the client, as well as to share what work has been
done so far in the case.
What happens after the student presents the case in S.D.A.P. fashion is
now crucial for students' constructive development. All listeners share with
presenters any ideas that have occurred to them during the presentation,
from seemingly important themes, to suggestions for action, to questions
about compelling issues, to "wild hunches." As these ideas are shared
orally, the presenter writes them down in shorthand, without responding, in
order to honor each. In the next phase of the activity, the presenter
addresses any of the ideas-responding to questions, noting surprises,
exploring new possibilities, and asking for clarification. Finally, a discussion
among group members closes the activity.
Two dimensions of this activity can empower students and encourage
movement toward constructivist thinking: the universal participation and the
legitimizing of all ideas. Through the somewhat paradoxical requirement
that students share at least one idea, but that this idea can be anything,
students might experience the social construction of knowledqe in action.
Through this method, students again see peers as legitimate contributors to
knowledge. They "kill the Buddha" (Le., dethrone the instructor) as the
ultimate authority on the road to knowing. Guidelines one, four, five, six,
seven, eight, and nine are particularly expressed through the sequential
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brainstorming case conferencing activity through its encouragement of
personalizing, multiple perspectives, metacognition, questioning categorical
thinking, recognition of conflict as the norm, showing commitment in the
face of doubt, and valuing of approximation.

Other instructional elements for instigating constructive development
Student-to-Student Discussion. A general proviso for the internship seminar
might be that student talk time and activity with each other be maximized,
with the opposite being the case for the instructor. College teachers are
inclined to dominate the conversation in class (Belenky et aI., 1986).
Students' silence, or their directing discussion and questions only to the
authority/instructor reinforces received, non-constructivist knowing. It can
be difficult, but developmentally important for students, for the instructor to
allow the group to carry the talk. I often will ask each student to comment,
in turn, on an issue, thereby bringing all voices in to the discussion.
Role Play. Role play is another instigating activity. While it is a known tool
for instruction, it can often be underutilized in internship seminar, frequently
giving way to discussion "about" a case or situation. Role-play offers an
opportunity for students to "induce" or discover patterns and hypotheses
from lived experience. It is a vehicle for the kind of "deep learning" that
Kolb's (1984) experiential learning cycle has demonstrated, if the cycle is
utilized. Many of the situations that students write about in their between
sessions commentary are ripe for role play. With student permission, the
instructor can suggest acting out dilemmas. Then discussion can focus on
choices, metacognitions, group dynamics, dealing with conflict, making
commitment to decisions or actions, and other dimensions of the
constructive-developmental guidelines.

Conclusion
The gUidelines offered here should maximize the opportunity for students to
move toward constructivist thinking. However, empirical evidence of the
value of the COl seminar is still needed, and we must rely on analogous
studies of developmental instruction for confidence in its efficacy (e.g.,
Mentkowski & Associates, 2000). Research on the COl internship seminar
might take the form of initially noting the differences in the commentaries of
the non-constructivist and constructivist thinkers by qualitative theme
analysis. Outcome research might consist of comparing a COl seminar with
a non-COl seminar and noting post-internship changes in the nonconstructivist thinkers via objective measurement (e.g., Moore, 1987),
student writing (e.g., Lovell & Nunnery, 2002) or post-course student
interviews (e.g., McAuliffe, 2002b).
With the proviso on the need for empirical support in mind, I have proposed
that the constructive-developmental human services internship seminar can
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be a particularly rich environment for expanding students' ways of knowing.
It especially offers a vehicle for the "reflective observation" dimension of the
experiential learning cycle. The seminar is also often the first opportunity for
many students to see themselves as participants in knowledge creation, as
"players" in the construction of human services work, rather than as mere
recipients of received, conventional wisdom. The seminar expresses the
possibility of a more democratic education, one that allows students to
become active authors of their professional life, that is, constructivists
themselves.
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Program Evaluation:
Two Decades of Follow-up Studies
of Human Service Graduates
Tricia McClam & Kylie G. Cole-Zakrzewski

Abstract
Follow-up studies of graduates are mandated for human service
program approval and offer important information for cumcuusm
and program development. This article analyzes the results of six
follow-up studies of human service graduates conducted since
1980 by one human service program. This analysis identifies
trends in human service education and employment over two
decades, provides evaluative information about academic
preparation,
and employment information about roles,
responsibilities, and challenges.

Introduction
What happens to human service graduates following graduation? With
whom are they working? What suggestions do they have for lmprovinq the
human service major? Which classes were the most helpful? These are
questions that are common among human service programs at both
associate and baccalaureate levels.
The Council for Standards in Human Service Education (CSHSE) is the
only national body for human service education approval. The purpose of
CSHSE is "improving the quality, consistency, and relevance of human
service education programs" (Council for Standards in Human Service
Education, 2002). CSHSE offers approval to these programs based on
curriculum quality, program faculty, and enrollment. Standards three and
four both specify that programs conduct follow-up studies of their graduates
to evaluate how well the program is meeting community and student needs
(CSHSE, 2002). It was this recommendation in 1980 that prompted the
practice of conducting follow-up studies of graduates every four years by
the Human Service Education faculty at The University of Tennessee.
The purpose of this article is to present the results of these follow-up
studiee which began in 1980. The data identify trends in human service
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education and employment over two decades. Feedback from graduates
offers valuable input into curriculum content and development, specifically,
evaluative information about the academic preparation as well as
information about roles, responsibilities, and challenges encountered in
employment. This information is invaluable to faculty as they update course
content, revise the curriculum, and incorporate real world experiences into
the preparation of future human service professionals.

Program Evaluation
Program evaluation has several benefits (Isaac & Michael, 1983); among
them are accountability to accrediting or approval organizations, higher
education governing boards, and school or college administrative offices.
Improvement is another reason for program evaluation. This may be
improvement in a number of areas such as curriculum, instruction, course
content, faculty, and advising. Program evaluation is also a resource for
material for marketing efforts. Examples of the types of information that
may be useful for marketing are employment data, ratings of academic
preparation, and relevance of curriculum to human service delivery.
There are various methods for evaluating a program (Worthen, Sanders, &
Fitzpatrick, 1997). A frequently used technique is the exit interview, which is
a structured or unstructured interview upon completion of a program. The
use of existing data such as competency testing is also commonly used for
evaluation of programs. Follow-up surveys, a third method, are distributed
to participants following a period of elapsed time since program completion,
Other informants of program evaluation include external reviews by
distinguished colleagues, interviews with faculty in collaborative programs,
and ratings by employers of graduates.
Some program evaluation efforts combine a number of methods depending
on the goals of the evaluation process. Mancuso (2002) described the
program evaluation of a baccalaureate human service program that
incorporated six different methodologies including telephone interviews of
employers, interviews of graduates, focus groups with current students and
graduates, a written survey of current students, content analysis of existing
data on curriculum, and analysis of existing university reports of the
program. This combination of quantitative and qualitative methodologies
was a one-time evaluation in response to questions from both university
administration and the state higher education coordinating board. Another
combination of program evaluation methods was reported by McClam
(1992) in a study of 16 agency supervisors. Surveys were combined with
follow-up interviews that offered participants an opportunity to elaborate on
their survey responses and to identify the future challenges they expected
in their settings.
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Th~ use of surveys, common to both of these studies, is the oldest type of
SOCial rese~rch that continues to be widely used today when stUdying
~emogr~phICS, c~aracteris~ics: ~r both, of large groups of people. Surveys
gather Information from IndIVIduals who respond to specific questions
relate~ to the fo~us o~ the study" (Cherry, 2000, p. 339). As such, this data
collection technique IS a popular way to meet accreditation or approval
standards that ask for feedback from graduates. Cherry (2000) discusses
~he pros ~nd cons of mail~d questionnaires or surveys. Positive aspects
Include pnvacy and convenience for respondents, cost-effectiveness, and
surve¥s are a successful way to reach some populations. There are
negative aspects as well which may be problematic (e.g., access to
~ccurate addresses, low return rates, expensive follow-up mailings to
~ncrease the return rate, and a biased sample as a result of who is
Interested enough to return the survey).

Surveys, ,or questionnaires, are a common method of following up
however, Clubok (1997) found that published results of followup studies of baccalaur~ate-Ievel human service workers were lacking.
Although follow-up studies by Petrie (1989), Sweitzer and McKinney
(199~), and M?Klnney and LIvernois (1993) were published in Human
SefVIce E~ucatlon, there have.been non~ since 1993 and none that present
an analysis of follow-up studies over time. This article is an attempt to
address this void in the literature.
graduat~s,

Method
Participants

Participants in the six follow-up studies reported here were human service
gradu~tes ?f the University of Tennessee from 1972 through 2000.
Qu~stlonnalres were mailed to graduates every 4 years during the time
penod 1~80 to ~OOO. The 1980 survey (n=157) was mailed to all graduates

from the lncepnon of the program in 1972 through 1980, while the following
years focused only ~~ grad~ates in the previous four years. Research
suggests.tha~ first malhngs Will typically result in a 30% to 50% return rate
(Gay & Alrasian. 2000). The response rates obtained for this research were
19~0-34%; 1984- 35%; 1988 - 40%; 1992 - 40%; 1996 - 42%; 2000 40 Yo o~ the students.. Response rates may reflect the tendency of this
pop~!atlon to move In search of employment following graduation. In
addition, t~~ lac~ of accurate university and program records made a
second. ~alhng difficult. The response rates that were achieved, however,
were Within the acceptable range for survey research.
The demographics of the participants were only available in 1980 1984
and 1988, before a survey revision deleted this section of the inst~ment:
When responses were averaged over the three survey collections from
1980-1988, 86% were female, 88% were Caucasian, 24 years was the
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median age, 52% were employed in the human service field, and 33% had
or were currently pursuing advanced degrees.
Questionnaire

The questionnaire was designed to provide feedback from graduates about
their program of study. CSHSE standards, human service faculty input, and
the University's Center for Assessment contributed to the final survey
format. Before the questionnaires were implemented, they were field tested
on a group of graduating seniors.
The questionnaire remained fairly uniform in content throughout the six
distributions. A major revision in 1992 deleted demographic information and
asked participants about the eight courses that comprised the core
curriculum since 1988. This section was developed as a result of
employment feedback from previous surveys and was prompted by
University program review standards. The resulting survey continued to
have ten structured items and an area for additional comments. The first
four questions focused on an evaluation of the program, faculty, facility, and
curriculum. The current job of the participant was the focus of the remaining
six questions. A Likert-type scale was provided for students to rate their
answers to each question. The data were analyzed using SPSS 11.0. The
additional comments offered by respondents were thematically analyzed to
identify common threads of suggestions and concerns. The combination of
qualitative and quantitative evaluation methods gives strength to this study.
The structured survey questions gave ratings that allowed the researchers
to identify trends in a quantifiable manner; however, the qualitative element
gave personal insight into those trends.

Results
Employment

Information on employment was reported by approximately 50% of each
sample who held either full or part-time positions in the human service field.
The variety of work settings was fairly constant throughout the 20-year
span and included rehabilitation centers, school systems, mental health
centers, hospitals, group homes, community centers, corrections, health
departments, nursing and extended care facilities, probation and parole
departments, juvenile court systems, family services, child and family
services, Planned Parenthood, state departments of human services and
children's services, orphanages, Traveler's Aid, and drug treatment
centers. Some settings were reported more frequently in the later years of
the survey in contrast to the settings reported in the early 80s (e.g.,
interpreting services, trial services, funeral homes, and university settings).
All respondents over the 20-year period reported working with a wide
variety of clientele who ranged in age from young children to elderly
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persons. Often, work focused on specific groups, (e.g., abused and
neglected children, lOW-income families, adolescents with addictions
females with eating disorders, and physical rehabilitation clients). Thes~
results are consistent with past reports that suggested an expanding variety
in human service work (Woodside & McClam, 2002).
Re~pondents. were aske~ to check each of the activities they performed in
their current Job from a list of 21 job activities common to human-service
related professions. There was also a place to identify other activities that
were not listed,. Table 1 provides the percentages of graduates who
reported performing each of those 21 activities.

Table 1
Percentages of Respondents Reporting Job Activities 1980 - 2000.

1980

1984

1988

1992

1996

2000

Direct Service to Individual
Clients

90

81

95

80

92

80

Direct Service to Group
Clients

52

35

73

41

58

40

Client Advocate in Family
Groups

35

64

38

28

22

14

Acting as a Client Advocate

70

45

70

51

60

60

Staff Development and
Training

41

40

35

54

58

34

Supervising Other Staff
Members

27

0

11

28

22

23

Offering Consultation to
Staff Member

41

29

62

39

53

29

Attending Staff Meetings

87

83

97

80

92

74

Budgeting/Financial
Planning

21

21

30

18

25

11

Writing Proposals for
Funding

14

8

5

8

11

11

Fundraising

6

13

22

10

14

2

Planning and Carrying Out
Research

13

13

16

13

8

14

Activity

Human Service Education. Volume 24 Number 1

53

I

I'

Writing (reports, papers,
articles)

70

70

Helping to Develop New
Programs

40

43

49

31

44

40

Offering Consultation to
Other Agency

35

21

41

18

33

23

Meet Community Agency
Representative

59

43

65

51

53

49

Organizing Community
Groups

8

5

11

10

17

5

Meeting with Community
Groups

28

27

38

39

33

20

Meeting with Public
Officials

27

24

38

23

22

20

Teaching

24

32

43

41

53

31

Direct Services to
Caregivers

24

29

38

31

28

29

Other

13

21

3

3

11

20

76

49

53

43

Change in Percentage of Students Indicating Excellent or Above Average
Preparation from 1980 to 2000.

Aspect of Curriculum

As evidenced in the table, graduates reported giving direct service to
individual clients in at least 80% of the cases. Acting as a client advocate
and attending staff meetings were also activities that were consistently
reported over the 20-year span. Job activities that were reported by less
than 25% of respondents over the years included writing proposals for
funding, fundraising, planning and carrying out research, and organizing
community groups. The two areas that appeared to be dropping in
frequency between 1980 and 2000 were writing papers, articles, or reports,
and offering consultation to other agencies.

Curriculum Rating
Nine aspects of the curriculum in the Human Service program were listed in
the survey. Participants were asked to rank to what extent their educational
experience in the Human Service program prepared them for each area on
a 5-point Likert-type scale (5 = excellent, 3 = average, 1 = not at all). These
data were analyzed with the chi square statistic to determine the extent of
change in student satisfaction with curriculum between 1980 and 2000.
Nearly all aspects of the curriculum showed significant positive changes
over the 20-year period (see Table 2).
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X2

Analysis/Evaluation of Service Delivery

44.907*

Communication

35.526*

Field Experience

6.452

The Helping Process

24.500*

Human Development and Behavior

19.780*

Knowledge of Tx Strategies

24.522

Professionalism

31.447*

Problem Solving Skills

42.142*

Self-awareness

39.060*

df=1
*p<.0001
The number of excellent or above average ratings has risen over the past
two decades in each of the nine aspects of curriculum. Furthermore, six of
the nine areas have increased in the percent of excellent or above average
ratings by over 35% between 1980 and 2000. These areas were analysis
and evaluation of service and delivery, problem solving skills,
communication, knowledge of treatment strategies, professionalism, and
self-awareness. Additionally, the field experience did not show a significant
increase but has maintained consistently high rankings with the percentage
of excellent or above average ranking being over 78% for all survey years.

Evaluation of Specific Program Courses
Beginning in 1992, respondents also rated the eight core courses in the
human service curriculum as excellent, satisfactory, poor, or not applicable
in terms of preparation for their human service jobs. Faculty were interested
in the increase of satisfactory/excellent ratings. This difference was
computed between the years 1992 and 2000. Differences in ratings are
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presented in Table 3. The two methods courses both had statistically
significant decreases, although both courses maintained a satisfactory or
excellent rating for over 90% of students surveyed. There was no
significant change in other courses; however, most courses were rated
highly initially, therefore, improvement would not be detected by this simple
scale.

Table 3
Change in Percentage of Students Rating Human Service Courses as
Satisfactory or Higher.
Course

X2

HS 220 Introduction to Human Services

.627

HS 330 Human Development

.046

HS 380 Methods I

11.640-

HS 390 Case Management

2.083

HS 420 Methods II

6.186*

HS 430 Systems

3.046

HS 440 Field I

3.046

HS 441 Field II

.096

df=1

ApproXimately half of the respondents in each follow-up stUdy had pursued
or were presently enrolled in graduate study in various fields. Those with
strong representation were social work, criminal justice, counseling,
teaching, and psychology. Mentioned less frequently were law, public
health, and public administration. All comments about preparation for
graduate study were positive (e.g., "I am well equipped as 1study for my
master's degree in counseling," 2000). A number of comments also
included pre~aration for a job (e.g., "My human service background really
helped me With my graduate program and my career in teaching," 1996).
The most specific comment singles out a course and faculty as particularly
significant: "I .have ~ound the curriculum and instruction at UT to be very
helpful to me In my Job as well as graduate school. The extensive fieldwork
has gone a long way toward providing the necessary experience needed to
work in the mental health field. I feel that my major has served me very well
and I appreciate the faculty. Their gUidance goes a long way in preparing
students for the real world," (1996).
The area of the curriculum or program that received the most comments
was the field experience. In addition to its consistently high ratings on the
survey instrument, it is apparently what students remember most about
their academic preparation. Comments ranged from the very brief, (e.g.,
"Field experience was very valuable. Thanks," 1988), to the following: "I
would like to comment on the field classes. 1 cannot express enough the
enormous help this class was in my landing the job I got. I was able to
graduate in May and begin my job in June. I do not think many people are
able to say that today. I am glad that I chose the Human Service program
at UT," (1996).
Those commenting on the field experience made three major suggestions.
The first was that the field experience at anyone placement should be
longer, "It seemed to me that as soon as you became comfortable with
what you are supposed to be doing, it was time to move on," (1988). A
second suggestion was to broaden the variety of placements, and a third
was that there is more contact with area human service agencies.

**p<.001
*p<.05

Student Comments
At the end of each survey, students could provide additional information,
comments, or both, if they wished. As three faculty read these after each
survey administration, they identified four themes that were consistently
apparent across the six surveys: employment, graduate school preparation,
the field experience, and quality of education.
All follow-up studies included comments about employment, particularly the
need for assistance in finding that first job. Various suggestions ranged
from more faculty assistance to offering a course on how to look for a job. A
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continuing challenge for graduates is explaining to potential employers
what human services is and finding a job with more than "a poverty-level
salary."
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The final theme identified was the quality of the educational experience.
Students wrote about the generalist orientation of the program, the broad
liberal arts background they received, and the aspects of the program that
introduced students to the many areas of service delivery. They also
mentioned the relevance of their preparation to the real world and the value
in courses where practice occurs. Facuhy, as a factor in student
satisfaction, was also prevalent (e.g., "The relationship I had with faculty
members only helped add to my education. They made learning so much
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more exciting. I always knew that they truly cared about me along with my
fellow classmates,' 1996}.

Discussion
An analysis of these six follow-up studies has implications for both the
program and the faculty and may offer important information t? the field of
human service education in general. The catalyst for conducting follow-up
studies every four years was the program approval process outline~ by
CSHSE, and later, the University's program revle~ standards. Over time,
however, the practice of conducting follow-up studl~S of graduates became
an established program function as faculty recognized the value of results
in the evaluation and development of the curriculum and the program.
Faculty used survey results in s~veral w~ys. First,. results about
employment, both part-time and full time, provided a reality check ab~ut
course content. How relevant and current was coursework t~ Job
responsibilities? Course ratings provided an impetus for.the examl~atlon of
content, sequence, and teaching methodology. Finally, ratings on
curriculum ratings prompted a review of how and where they were
addressed in the curriculum. As faculty, textbooks, and course content
changed, a periodic review of these area ratings was helpful.
The analysis of the results of these studies also confirms the viabili~ of a
number of basic human service concepts that have been the foundation of
human service education since its inception in the 1960s. Employment
information from graduates over the 20 y~ar p~riod. indicate.s that they
continue to be employed in a variety of settings with diverse client groups.
In addition, some nontraditional settings reported, (e.g., fu~eral homes,
pretrial services, and interpreting for the deaf), are further eVI~ence of the
value of the generalist orientation of the k~owle~ge and skills stude~ts
acquire. There is also consistency o~er tl!!,e. v.v'lth re~pect to .the Job
responsibilities of graduates. Direct service to individual c.llents continues to
be the primary responsibility of e":!ployed. gr~d~ates In each follo~-up
study, supporting the relevance of Instru~tlon In Introductory .couns~lIng,
interviewing, and case management techniques to .human service delivery.
These employment-related results provide eVlden~e that both ~he
conceptualization and the education of the generalist human service
professional remain relevant today. Student comments also support these
results.
Curriculum feedback from graduates showed a significant statistic~1 change
in a positive direction in 8 of 9 ca~egori~s ~ver the. 20-~ear period. One
explanation for these changes dunng thls time. penod IS. that they may
reflect the growing maturity of both human ~ervlce .ed.u~atlon ~nd fac~lty.
These past two decades have seen growth In the discipllne natl.on~lIy In a
number of areas including membership in the professional organization, the
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development of a code of ethics, the publication of a refereed joumal, and
the publication of an increasing number of human service textbooks. By
1997, Clubok suggested that the term "human services' denotes "a fully
developed educational sequence that is the basis for a new profession in
our country" (p. 8). Since 1980, this human service education program
experienced several periods of faculty change, (e.g., two faculty members
assumed campus-wide administrative appointments, two resigned, and five
adjuncts were involved in the program at different times). Increasingly
through the 1990s, however, there has been stability among faculty that is
probably reflected in curriculum content.
The core curriculum area that showed no significant change over time is
the field experience, a two-semester sequence that has enjoyed
consistently high ratings over the 20 years. As the culminating experience
in human service education programs, this course is intended to bridge the
more theoretically based classroom experience with the realities of day-today agency challenges. The importance of the field experience as
preparation for human service employment is rooted in several factors
(Diambra & McClam, 2001). One is the fact that, for many students, it is the
primary vehicle for finding employment. During this experience, students
begin the process of networking or connecting to the human service
community, and agencies find it an economical and safer way to thoroughly
assess a potential employee's abilities (Tooley, 1997). Second is its
experiential nature that students find immensely appealing, discovering
satisfaction in opportunities to apply the knowledge and skills they have
acquired in the classroom. Third is the focus on self-development and selfawareness as students move from the classroom into the real world as they
develop their identities as human service professionals.
In conclusion, follow-up studies of graduates have proven to be a valuable
program evaluation tool over time for this human service education
program. The results affirm the roots and relevancy of the human service
discipline while providing important direction for curriculum and program
development.
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A Cognitive Apprenticeship Model
of Undergraduate Research
in Human Services
Cynthia Fair, Catherine King, Maureen Vandermaas-Peeler

Abstract
Students who participate in research as undergraduates are more
likely to aspire to and attend graduate and professional schools.
Mentoring by a faculty member can enhance students' critical
thinking and communication skills and can provide students with
the opportunity to gain an understanding of research and its
application to human services. Involving undergraduates in
research can be viewed as a cognitive apprenticeship. During this
process students gradually assume tasks of increasing complexity
and diversity as faculty mentors deliberately sequence tasks,
model skills, provide scaffolding, and provide for reflection,
articulation and exploration of the research process. This article
suggests a research apprenticeship model in which students
gradually acquire the skills associated with research through a
long-term, close association with a research mentor. The model is
described fof/owed by examples from the authors' own experience.

Introduction
Students who participate in research as undergraduates are more likely to
aspire to and attend graduate and professional school (Bauer & Bennett,
2003; Hathaway, Nagda, & Gregerman, 2002; Kremer & Bringle, 1990).
This preparation seems to be especially important for traditionally underrepresented students in the natural sciences (Alexander, Foertsch, &
Daffinrud, 1998). From a qualitative perspective, the experience of working
with faculty on research projects is related to student reports of higher
levels of satisfaction with their undergraduate education (Bauer & Bennett,
2003; Koch & Johnson, 2000). In Koch and Johnson's (2000) research with
psychology majors, students who participated in faculty-mentored research
felt better prepared for their current position when compared to students
who were not mentored. Even for those students who do not continue on to
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graduate school, research experience can enhance critical thinking,
reading, writing and communication skills (McBurney, 1995).
Undergraduate research is viewed as a valued experience associated with
positive outcomes. Institutions of higher education are offering a wide range
of research opportunities. Students work with individual faculty members,
serve as research assistants and often perform relatively menial tasks,
such as entering data. In a more educational model, three or four students
work with an individual faculty and carry out a research project from
beginning to end. Within this model, students are involved in the literature
review, hypothesis formation, research design, data collection and analysis,
and write up. In some rare cases, a group of students work with several
faculty (either within or across disciplines) on various phases of a set of two
or more related studies. While there is little evidence of the relative efficacy
of different types of programs, research suggests that participation in more
structured programs allows students to participate in a wider variety of
research-associated activities (Gibson, Kahn, & Mathie, 1996) and provides
better preparation for students wishing to advance to professional degree
programs and/or pursue professional careers (Hathaway et aI., 2002).

Research as Apprenticeship
Despite the increased focus on undergraduate research in higher
education, the extant literature has failed to examine and articulate the
characteristics of effective models of undergraduate research. What is
missing from the literature is a description of the process of faculty
mentoring that takes place in undergraduate research and the
developmental nature of such work. This article suggests a research
apprenticeship model in which students gradually acquire the skills
associated with research through a long term, close association with a
research mentor. The apprenticeship model is described next. After each
step of the model is described, an example of the model's application to
human service majors in a four-year undergraduate program is provided.
Finally, consideration is given to the benefits of a research apprenticeship
program for human service majors.

Cognitive Apprenticeship Model
The apprenticeship metaphor for education was developed by sociocultural
theorists based on research on learning within informal environments. In
traditional trade apprenticeships, novices become acculturated into an
occupation through gUided participation (Rogoff, 1990). Initially apprentices
carry out simple chores but gradually learn the craft through a combination
of observation, practice, and deliberate teaching (Lave & Wenger, 1991).
Joint participation of novices and experts in a shared activity create what
Vygotsky (1978) called a zone of proximal development (ZPD) by providing
the appropriate levels of challenge and support for learners developing
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skills. In a traditional trade apprenticeship, practice is done in the context of
authentic, useful work. ThUS, providing a clear connection between the
pr~~~ses involved and the quality of the resulting product. When learning
activities are associated with real outcomes, learners are motivated to
monitor and correct their work as they take on increased responsibility
within the learning community (Rogoff, 1990).

Research as Apprenticeship Model
~ndergraduate research ~~ be vie~e? as ~ cognitive apprenticeship that
Involves the gradual acqutsinon of thinking skills and dispositions in addition
to mor~ pra?tical ~kills such as the use of equipment. In a cognitive
apprenticeship, novice researchers acquire the cognitive skills required to
a~~ que~ti~ns, formulate testable hypotheses, collect data, engage in
Critical thinking, and collaborate with others (Koonin, 2002).

Guiding the participation of undergraduates in research activity is a special
kind of teaching. Faculty must assume the role of mentor and share many
aspects of the research process which might otherwise be carried out in
relative solitude. Effective mentors must be competent researchers who
ma~e their pr~cti~es aV~i1able to students in a supportive le~ming
~nvlronment (Ritchie & Rlgano, 1996). While mentoring students, it is
Important that faculty keep the central characteristics of cognitive
apprenticeship in mind (Collins, Brown, & Newman, 1989).

Sequence Tasks
~esearch on wor~place apprenticeships indicates that novices begin with
Simple tasks ~hat Introduce t~em to ~he broad outlines of the larger activity,
gradually taking on tasks of increasing complexity and diversity (Collins et
aI., 1989). Lave and Wenger (1991) studied tailors in Liberia and found that
when apprentice tailors began to work, they did not start out by cutting
p~tterns ~rom c.loth. Although this is the first step in making a garment,
mistakes In cutting are far too costly. Rather, apprentices began by sewing
on buttons and making simple seams that could be tom out and resewn
with minimum damage (Lave & Wenger, 1991).

Similarly, the first steps in the research process include conceptualizing a
research design and developing hypotheses. However, this may be too
abst~act and difficult for novice researchers. Students can begin with tasks
that Introduce them to the. overall ai":,s of the project, such as summarizing
a r~levant research article, or Viewing and indexing videotapes of
prev~ously collected data. As students gain experience, tasks can increase
In difficulty (e.g., data collection with a senior researcher). Advanced
students, who have participated in various components of the research
process, are better able to see the connections. Only after students have
proven themselves capable of handling responsibility are they entrusted
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with more complex and sensitive tasks, such as interviewing participants
and independent coding. Because this allows new students to join an
established research project at any point, a research team can be
composed of students with different levels of skill and experience who can
learn from each other.

Example. Recently, two of the authors collaborated with four students on a
study of peer tutoring in an elementary school. The research project was
initiated by the faculty members, but students were involved in every aspect
of the study. Indeed, without the students' participation, the study would
never have been realized. Initially, students were only able to conduct small
routine tasks. Students were asked to read key articles related to peer
scaffolding identified by faculty. Next, they were asked to independently
add to the literature. Over time they became independent contributors to
the research process, involved in conceptualization, design, data collection,
analysis and presentation of findings.

progress and offer just the right amount of encouragement, guidance, hints,
and feedback. Scaffolding requires that faculty members know when to
encourage students to take risks, allowing them to attempt difficult tasks
with minimal, but appropriate support.

Example. While faculty often use scaffolding during the research
experience, students can also provide scaffolding for each other. In one
stUdy of children cooking at home with their parents (Vandermaas-Peeler,
Way & Umpleby, 2002), a novice student researcher worked with a more
experienced student and a faculty member who introduced her to simple
coding and data collection procedures. In time, the novice accompanied the
experienced student to participants' homes, and eventually, became an
independent interviewer. This "novice" student became an "experienced"
guide for subsequent novices who joined the research project. This
example demonstrates one of the most important goals of scaffolding:
learners eventually can perform the skills independently and become
experts, as well.

Model Skills
Modeling is an important process in acculturation and refers to learning by
observing others. Students can learn a wide range of skills as well as
attitudes and ethical practice through modeling. As part of a larger research
project, students have access to models at various developmental levels
and witness the culture of research on a day-to-day basis. Individual faculty
members working with students demonstrate critical thinking about
research (McBurney, 1995) as well as methodological skills such as
interacting with the community, developing and using coding schemes, data
analysis and writing.
When faculty members of varying disciplines collaborate with students, they
can model disciplinary and cross-disciplinary discourse. Human services is
multidisciplinary by nature, bringing together faculty with varied
perspectives and training.

Provide for Reflection and Articulation
Human service majors can develop an understanding of the importance of
self-awareness and reflection when working with clients (Kiser, 1998).
Students may be surprised to learn that these skills are also important while
conducting research. FaCUlty mentors should provide opportunities for their
students to think about, write about, and talk about their work. It is best not
to leave the bulk of the Writing until the end of a project. Each week,
students can integrate their current thinking with their previous ideas.
~ssignments that foster student reflection include keeping a research
Journal, conducting self-evaluations, and video taping themselves
completing a task. A weekly research meeting is a good time to have
students report on their work. This peer teaching helps the faculty member
understand the students' learning.

Scaffolding refers to the support provided to a learner within the zone of
proximal development (Vygotsky, 1978). As students work on different
phases of research projects, they may require varying levels of individual
support. Faculty may need to provide continuous evaluation of the learner's

Example. Presentations are another opportunity for cultivating reflection
and articulation. Institutions can offer different venues for students to
present their work to a broader audience. At the institution where this model
was developed, a campus-wide Student Undergraduate Research Forum is
held each spring. Students must submit an abstract to a committee prior to
the forum. StUdents whose abstracts are accepted have the opportunity to
make oral or poster presentations. On the day of the forum, classes are
cancelled to allow broad participation. The day ends with a banquet for
faculty and student researchers to celebrate their accomplishments.
Students are also encouraged to present at local, regional, and national
conferences. The number of human service majors from the authors'
institution who present at campus-based, regional, and national
conferences has risen steadily since students have had the opportunity to
participate in undergraduate research.
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Example. In the peer tutoring study, one researcher drew upon her
expertise in human services to assist students during the interviewing of
young children. Another researcher, a developmental psychologist, was an
expert on coding discrete units of behavior as observed during ongoing
activities at school. In working with both faculty members, the students
were trained in both methodologies, thus, enhancing both the measurement
of the variables of interest and the students' learning.

Provide Scaffolding
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Provide for Exploration

Undergraduate research gives students the chance to explore ideas and
career paths they may not encounter in the traditional human service
curriculum. As one student stated, "' came to college wanting to help others
through counseling. I had no idea that research was another way to help!"
As faculty, it is important to remember that the goal is not to create clones
of ourselves, but rather to help students develop their own ideas and
personal intellectual style within the broader discipline (Koch & Johnson,
2000). As a special form of teaching, the focus of research mentoring is on
enhancing students' intellectual development rather than contributing to the
faculty member's individual scholarship goals..
Example. A way of supporting students' independent thinking is to
encourage them to design a new project so they can apply their developing
skills to another context. Two students who participated in the cross-age
peer tutoring study continued to work with the same faculty members on
two other research projects. In each case, the students took on greater
responsibility for each phase of the research. In the authors' experience, it
is those students who work with faculty members for extended periods, who
are more likely to aspire to and succeed in research-oriented graduate
programs. Indeed, since 1999, the graduate school attendance rate for
those human services majors who have engaged in undergraduate
research for more than one semester is 58% (11/19) to date.

Outcomes for Institutions
The organization of research apprenticeships has other benefits. Students
who work closely with each other and with faculty mentors are more deeply
involved in their academic work. Experience with research on a personal
level reduces students' anxiety about what many students perceive to be
difficult aspects of research (Langston & Fair, 2002). Schaffer and Peterson
(1998) argued that students in service-oriented disciplines may not view
research as work in their profession. Engaging students in faculty
scholarship can help students make the connections between research and
service.

Conclusion
The notion of learning from an expert is not foreign to the field of human
services. Faculty who supervise practica and internships encourage
students to make connections between research and practice (Kiser, 2000).
These connections help students recognize the importance of research
within the field of human services.
Extending this existing relationship to research can increase students'
opportunities for intellectual development and career preparation. By
consciously trying to create a cognitive apprenticeship for students
engaged in collaborative research, faculty can focus on research as a form
of teaching. This can be more time consuming and less linear than
conducting research alone or with peer collaborators. However, it provides
faculty with the satisfaction of sending students to the job market or
graduate school knowing that they can engage in independent, critical
thinking, can work collaboratively with others, and perhaps even conduct
research on their own.
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Abstract
A study was conducted in a human service counseling program to
examine the relationship between grades awarded, class size, and
students' ratings of instruction. A total of 1,634 students enrolled in
52 undergraduate and graduate human service counseling courses
were used in this study. Grade reports, class size, and the
corresponding student ratings of instruction were analyzed. The
findings suggest that there was a moderately strong, positive
relationship between mean grades received and mean student
ratings of instruction. Together, class size and mean grades
received explained a significant amount of variance in students'
ratings of instruction. Implications of the findings are discussed.

Introduction
Due to the shortage of teaching jobs, the difficulty of obtaining tenure, the
competitive nature of promotions, and the age of accountability and
student-centered education, faculty evaluation programs have become a
virtually universal practice across academic institutions of higher learning
(Goldman, 1990; Marlin, 1987; Williams & Ceci, 1997). Normally, facUlty
evaluation is based on achievement in three separate areas: teaching,
research, and service. Although it is difficult to measure all of these areas
accurately, teaching appears to be more difficult to evaluate than research
and service. As a result, controversies regarding performance evaluations
have intensified (Baldwin & Blattner, 2003; Marlin, 1987), and nearly 2,000
studies have been completed on the topic (Wilson, 1998). Many
administrative decisions regarding tenure, promotion, and salary
increasingly include data regarding student ratings of instruction (Baldwin &
Blattner, 2003). For example, when an assistant professor comes up for
tenure, his or her student ratings of instruction are examined for every
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course taught over the preceding five years, with mean ratings computed
and compared to department, college, and university averages for similar
courses at similar levels (Williams & Ceci, 1997). Poor evaluations are
capable of obstructing or even ruining academic careers.
Although student ratings of instructions are quite common, the information
obtained from the evaluations is not necessarily reliable or properly used
(Wolfer & Johnson, 2003). In the academic setting, biases may exist in
student ratings of teaching effectiveness based on a number of factors
including students' grade expectations (Abrami, Dickens, Perry, &
Leventhal, 1980; Bausell & Magoon, 1972; Brown, 1976; Chacko, 1983;
Greenwald 1997; Greenwald & Gillmore, 1997; Holmes, 1972; Kennedy,
1975; Marlin & Gaynor, 1989; Millea & Grimes, 2002; Perkins, Guerin, &
Schleh, 1990; Snyder & Clair, 1976; Stapleton & Murkison, 2001; Stumpf &
Freedman, 1979; Tata, 1999; Williams & Ceci, 1997); class size
(Fernandez, Mateo, & Muniz, 1998; Greenwald & Gillmore, 199~; Lesser &
Ferrand, 2000; Moore, Masterson, Christophel, & Shea, 1996; :mg, 2000);
and the instructors, courses, and disciplines examined (Abrarni, Cohen, &
d'Apollonia, 1988; Radmacher & Martin, 2001; Tata, 1999; Wolfer &
Johnson, 2003).

Impact of Grades on Student Ratings of Instruction
Most students are attracted to higher grades. But do higher grades equate
to higher student ratings of instruction? A frequently raised issue regardi.ng
the validity of students' ratings of faculty focuses on the extent to which
grades influence students' ratings (Millea ~ Grimes, 20?2) ..Overall, results
of research in this area have been inconsistent (Abrarni, Dickens, Perry, &
Leventhal, 1980; Bausell & Magoon, 1972; Brown, 1976; Chacko, 1983;
Greenwald 1997" Greenwald & Gillmore, 1997; Holmes, 1972; Kennedy,
1975; Marlin & Gaynor, 1989; Millea & Grimes, 2002; Perkins, Guerin, &
Schleh, 1990; Snyder & Clair, 1976; Stapleton & Murkison, 2001; Stumpf &
Freedman, 1979; Tata, 1999; Williams & Ceci, 1997). Following is a
sampling of the findings regarding the impact of expected grades on
student ratings of instruction.
Millea and Grimes (2002) found that the level of difficulty in the course did
not affect evaluations; however, grades and evaluations were positively
correlated. Stapleton and Murkison (2001) found that the higher the
expected grade in the course, the higher the rating. of inst~uction and vice
versa. Williams and Ceci (1997) stated that gradmg leniency tended to
increase student ratings.
Marlin and
the overall
than was
instruction
fairness.
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Gaynor (1989) found that there was some relationship between
rating of the faulty member and the anticipation of a grade lower
perceived to be reasonable. That is, students' ratings of
may be impacted by students' perception of instructors' lack of

Student Ratings of Instruction

ts

Some studies have found negative or no relationships between grades and
student ratings. Greenwald and Gillmore (1997) conducted one ofthe most
important studies supporting this latter view. Their research studied the
correlation between instructor excellence scores and expected grades (i.e.,
those grades students expected to receive in the course at the time they
filled out their course evaluation forms). Greenwald and Gillmore (1997)
found no significant positive correlation between expected grades and
instructor excellence scores. In addition, they found the most important
factor of expected grades bias was not the actual grade a student expected
to receive but the grade a student expected relative to the average grade
he or she normally received in courses. These findings assert that an
instructor can manipulate higher evaluation scores by causing students to
expect relatively higher grades.
The inconsistencies in these findings serve to emphasize the complexity of
this phenomenon (Abrami et aI., 1980) and help to explain why Stumpf and
Freedman (1979) reported the correlations between mean class grades
and students' ratings of instruction ranged from -0.75 to 0.75.

Impact of Class Size on Student Ratings of Instruction
Another question that has been raised is whether or not class size impacts
student ratings of instruction. Few studies have researched this question
and findings are somewhat inconsistent. Lesser and Ferrand (2000) found
that there was no significant relationship between student opinion of
instruction and class size. Fernandez, Mateo, and Muniz (1998) found that
there was a weak relationship between class size and student ratings of
teaching when both statistical significance and effect size are accounted
for. Moore, Masterson, Christophel, and Shea (1996) found that class size
"may" influence immediacy scores as well as student ratings.
Greenwald and Gillmore (1997) found that the same instructor received
higher ratings when giving higher grades "or" teaching smaller classes.
Ting (2000) found that larger classes tended to record lower ratings on
satisfaction with course design and satisfaction with lecturing performance.
Mateo and Fernandez (1996) sampled 1,157 classes to study the
relationship between class size and students' ratings of instruction.
Although the effect size was quite small, class size did have some impact
on teaching ratings especially between "very small" and "very large" class
sizes.

Instructors, Courses, and Disciplines Examined
Further inquiries have been made regarding the instructors, courses, and
disciplines examined in the studies. Some studies evaluated a single
instructor (Tata, 1999); others evaluated several instructors teaching the
same course (Abrami, Cohen, & d'Apollonia, 1988); while still others
examined data obtained from different disciplines (Radmacher & Martin,
Human Service Education. Volume 24 Number 1
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2001). One study, which examined an entire Social Work program,
analyzed a standardized teaching evaluation form (Wolfer & Johnson,
2003).
The purpose of this study is to add a missing component to the existing
literature by combining several factors in examining student ratings of
instruction. This study examines the simultaneous impact of grades and
class size on student ratings of instruction for an entire undergraduate and
graduate-Jevel human service counseling program. The implications of the
findings will also be addressed.

Method

Table 1
Descriptive Profile of Original and Transformed Variables

Variable

low

High

Mean

SO

Skewness

Mean Rating

3.50

6.00

5.05

0.61

-0.55

Mean Grade

1.50

3.50

3.22

0.55

-0.54

Size

1.00

260.00

31.42

50.26

3.36

n= 52.

Sample

The data for this study were obtained from a human service counseling
program within a College of Education at a mid-size regional institution in
the southeastern United States. Student participants were approximately
two-thirds female and one-third male. Approximately 20% were African
American, 79% Caucasian, and 1% Asian American. The data were
compiled from the grade reports of faculty that taught courses within the
Human Service Counseling program dUring the fall 1999 semester. The
faculty evaluation data were gathered from the "Instructor Evaluation
Reports" collected by the department. The sample included 1,634 students
enrolled in 52 human service counseling (l.e., 27 undergraduate and 25
graduate) courses. One case (Le., course) was deleted due to missing
data.

Analysis

Procedures

Multiple Regression Model

In order to meet the criteria of the study, the course had to be classified as
upper-level (Le., course number had to be equal to or greater than 300) and
students had to evaluate the instructor of the course during the last two
weeks in which the course was taught. Mean grade received, class size,
and mean student ratings of the overall effectiveness of each course were
obtained. Student ratings were collected on a Likert-type scale ranging from
1 (not effective) to 6 (highly effective). The original variables indicated
moderate to severe skewness: -0.55 for mean rating, -0.54 for mean grade
received, and +3.36 for class size. Transformations were performed to
induce the variables to normality. As shown in Table 1, the data
transformations were quite successful in reducing skewness in the original
distributions.

Together, class size and mean grade received explained a significant
amount of variance in students' ratings of instruction (adjusted RZ 0.20;
FZ•43 6.92, P .002). The standardized regression coefficients for both
class size (b -0.34, t (42) -2.26, p .03) and mean grade received (b
.280, t (42) = 1.98, P .05) were significant and moderately large. The
bivariate correlation coefficient between mean grade received and average
course rating was moderately strong and significant (r = +0.39, P = .007),
as was the correlation between class size and mean rating (r -0.41, P
.004).
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Bivariate correlations and a multiple regression analysis were estimated to
determine whether mean grade received and class size were predictive of
mean student rating of course effectiveness. Residuals plots, normal
probability plots, and tolerances were examined to determine whether
assumptions of the regression model were met. Exploratory analyses were
performed to determine whether program level (graduate, undergraduate)
and mean grade received had an interactive effect on mean student ratings
of instruction.

Results

=

=

=

=

=

=

=

=

=

=

73

Table 2
Prediction of Mean Students Ratings of Instruction: Regression Summary
Table

Predictor

b

Intercept

4.01
-0.004

Class Size
Mean Grade Received

n =52. Adjusted

s.e.

R

2

0.38

p

t

0.65

6.19

0.002

-2.26

-0.32

0.19

1.98

0.28

=0.21.

A tolerance index value of 0.88 indicated low levels of multicollinearity in
the predictor variables (i.e., class size and mean grade received explained
separate portions of the variance in mean student ratings of instruction).
Residuals plots showed that the model met the assumptions of linearity,
multivariate normality, and homoscedasticity. The program type
(undergraduate vs. graduate) X mean grade received interaction effect was
not significant (b -0.04, t (42) -0.37, P 0.71), suggesting the overall
regression solution fit both undergraduate and graduate courses equally
well. Figure 1 provides a scatterplot between mean grade received and
standardized residuals from a simple regression of mean student ratings of
instruction on class size. As Figure 1 indicates, there was a moderately
strong, positive relationship between mean grade received and mean
course rating after the variance attributable to class size was accounted for.

=

=

=

Masterson, Christophel, & Shea, 1996; Ting; 2000). What makes this study
especially noteworthy, however, is the fact that it is the first study to
address the impact of grades received and class size on student ratings of
teaching for an entire human service program.
One limitation of the study was that summary data were used to examine
grades awarded and instructor evaluations. Students complete the
"Instructor Evaluations" anonymously and, therefore, the researchers could
not ?Om~are actual student ratings of instructors with the actual grade
received In the course. A second limitation of the study was that a complete
rando.m sample of the entire college was not completed. This study only
examined the grades awarded, class size, and instructor evaluations for the
Human Service Counseling program.
Another limitation of this study was the fact that although the sample was
large, only a single semester was examined. Future research should

Figure 1.

Standardized residuals from a regression of course rating on course size as

a function of mean grade received.
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Discussion
Poor evaluations can ruin academic careers and when significant decisions
(e.g., tenure, promotion, and salary) are based on student ratings of
instruction, the soundness of the evaluative process must be examined.
The validity of students' evaluations of instructors is a complicated topic.
However, it can be surmised that grade expectations and class size can
impact students' ratings of instruction in a human service program.
Specifically, the results of this study support similar research which found
that awarding relatively high grades resulted in significantly higher student
ratings of instruction and bestowing lower grades resulted in significantly
lower student ratings of instruction (Millea & Grimes, 2002; Stapleton &
Murkison, 2001; Williams & Ceci, 1997). In addition, smaller class size
seemed to be the best for obtaining higher scores of teaching excellence.
This finding supports previous studies which examined the impact of class
size on students' evaluations of teaching (Fernandez, Mateo, & Muniz,
1998; Greenwald & Gillmore, 1997; Mateo & Fernandez, 1996; Moore,
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examine the impact of grades received and class size on evaluations of
instruction over several semesters. Finally, because the study was
correlational in nature, it is possible that other unmeasured variables might
have caused grades and student ratings of instruction to covary. For
example, the degree to which students feel motivated by the instructor
(Purvanova, 2002), gender stereotypes (Wollert & West, 2000), and other
variables that may indicate a match between instructor characteristics and
student expectations might cause both higher (or lower) grades and student
ratings of instruction.
When significant decisions (e.g., tenure, promotion, and salary) are based
on student evaluations, the topic of grade inflation and the erosion of
academic standards becomes an important theme for debate (Baldwin &
Blattner, 2003; Goldman, 1990; Stapleton & Murkison, 2001). What impact
can the deterioration of academic standards have on the human service
profession? Statement 54 of the National Organization for Human Service
Education's Ethical Standards of Human Service Professionals (2003)
states that human service educators must "create a learning context in
which students can achieve the knowledge, skills, values, and attitudes of
the academic program." The integrity of the profession would certainly be
jeopardized if human service educators gave out relatively high grades, for
average or below-average work, in order to insure higher student ratings of
instruction, or if large class size was an institutional priority over careful
consideration of its impact on the quality of human service education.
Stapleton and Murkison (2001) recommend making the student evaluation
process as transparent as possible so that evaluations cannot be used for
comparison purposes among faculty. Mancuso (2002) recommends using
multiple methods for gathering data when evaluating human service degree
programs. We would recommend a similar solution using multiple
measures to evaluate teachers' effectiveness, rather than relying on
students' opinions alone. Conducting in-class visits, reviewing course
syllabi, creating teaching portfolios, irnprovinq the evaluation instrument,
collecting formal and informal feedback from students, and assessing
exams are methods which can be used to evaluate instructors'
effectiveness in human service programs. The commitment to upholding
the standards of the profession should be the driving force behind
improving evaluation methods in human service education. Implementing
more comprehensive, objective evaluations of instruction can help to
ensure that student learning is not sacrificed and that the integrity of the
human service profession is sustained.
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Putting the Human
into Human Services Courses
Offered Online
Carol Jensen, Kathy Heyl, Sandra Haynes

Abstract
The current paper reviews the success of a public service
professions online course and demonstrates how to take an online
course from text only to incorporating graphics, streaming video,
audio, and personal touches. The steps described herein serve as
a model for the development of Human Services online courses by
utilizing best practices in both pedagogy and technology for the
online learning environment.

Introduction
This paper focuses on the process of putting a Human Services course
online, courses often deemed inappropriate for online delivery. As with
other online courses, it is important to pay attention to three truths of online
education. First, online education takes commitment from faculty. The
upfront preparation time is considerable as it requires planning for a full
semester at the outset instead of planning lessons as the semester
progresses. Second, during the semester the time spent can be greater,
especially for novice instructors, as student interaction is largely a function
of the individual students enrolled in any given class. As in the classroom,
some students require more and some less time than others. Likewise,
students must commit to the course and understand that it requires a great
deal of discipline and self-management. lastly, balancing pedagogy and
technology can be a difficult task. Technology provides wonderful
opportunities, but if technology is not properly combined with information,
good pedagogy is lost. As Drucker (2001) states, "the task for this decade
is to better incorporate the "I" with the "T' in Information Technology (1T).n
Speaking specifically about online teaching, Northrup (2001) states, "that
although there is not one best theory to guide pedagogy in the online
environment, it is important. . .to ground the design of the learning
environment in solid theory and pedagogy.n The current course, referenced
in this article, is designed on Gagne's "Events of lnstruction" (Gagne,
80
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Briggs, & Wager, 1992) to guide pedagogy for the online environment.
These are the same actions necessary for good classroom pedagogy and,
therefore, provide an excellent gUide for online teaching as well. These
events are:
1.

Gaining the leamer's attention.

2.

Telling learners what to expect-the learning objective.

3.

Asking for recall of existing relevant knowledge-prior learning.

4.

Presenting the material in a clear fashion that maintains
attention.

5.

Providing learning guidance and promoting understanding by
providing organization and relevance.

6.

Eliciting performance by asking the learner to respond, thereby
demonstrating learning.

7.

Providing feedback about the learners performance.

8.

Assessing performance by requiring more learner performance
and giving more feedback that reinforces learning.

9.

Providing various methods of practice to solidify memory and
transfer of learning (Gagne, Briggs, & Wager, 1992).

In converting a Human Service class from a classroom to an online course,
the first thing to consider is basic course content. This includes lecture
notes, tests, and written assignments. Minimal changes are required to
convert these segments to the online course, although test security and
other issues involving cheating can be problematic.
Attendance and participation need extra consideration. Since "seat time"
cannot be measured for an online course, a series of weekly activities can
be created to replace the attendance and participation component. These
activities include discussion questions to be answered by the student
indiVidually, threaded discussion questions in which participation is
observed, and assignments requiring web searches.

classroom settings but absent from the online ~nvironment ar~ .~xpe~ential
activities. Once again, the instructor can wnte out the actlvitles In text
format and/or audio tape the experiences so that the online students can
engage in the exercise at or near their computer. In addition to the
audiotapes, Videotapes can be put online as streaming videos so that
students can view the material. A bonus from using both the tapes and text
format is that the media helps to ensure compliance with the Americans
with Disability Act (ADA). For hearing impaired individuals, the text version
allows them to engage in the activity and, for visually impaired individuals,
the audio version allows them to engage in the activity. In addition, putting
the material in a clear and predictable format enhances the ability of
students with cognitive disorders to navigate the course.
As a special touch for the online milieu, artistic logos for each week's
assignment can be created that have a unified theme but are uniquely
different and related to that week's content. This creates a visually beautiful
course with artistic qualities that encourages students to think critically
about the material that would be presented and how it relates to the
artwork.
By adding weekly activities, text, audio, streaming video, and original
artwork the quality of the course content is maintained, if not improved.
Additionally, these same features make the course interesting and
engaging for the students. Jonassen (1995) supports this notion as he
asserts, "Knowledge construction is not supported by technologies used as
conveyors of instruction that prescribe and control all learner interactions.
Rather, technologies support knowledge construction better when they are
need or task driven, when interactions are learner-initiated and learnercontrolled, and when interactions with the technologies are conceptually
and intellectually engaging."
The final challenge in converting the on-site course to an online version is
the time factor for the professor. All told, courses can take 300 hours to
complete.

Results

The next issue addressed is the need to identify what is missing from an
online course that is present in the classroom and to incorporate those
components into an online format in a meaningful way. One major
component that needs to be considered is instructor personality. This can
be particularly challenging in Human Services courses. Human Services
faculty tend to tell anecdotal stories to highlight points and create a sense
of personal connection to the material and students. For each weekly
session online, the instructor can write out in text form the anecdotal stories
normally told in their classes. These stories can be presented in writing or,
better yet, can be audio taped by the instructor and included in the online
course in text and audio format. Another component often found in

As can be gleaned from the above description, when Human Services
courses are developed in this way, they meet the learning events outlined
by Gagne in the following ways:

82

Human Service Education • Volume 24 Number 1

Online Learning

1.

Gaining the learner's attention: The course needs to be
visually appealing. Graphics and innovative design help
students maneuver around the site. Material should be
presented in a clear fashion that helps to maintain student
attention.

83

2.

3.

4.

5.
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Telling learners what to expect-the learning objective:
Each week's session should start with the learning objectives.
The lecture notes, audio, discussion questions, and
experiential materials all relate directly back to the objectives of
the week.

students may feel slighted when their concerns are not
immediately addressed.

Asking for recall of existing relevant knowledg~prior
learning: The weekly activities can begin by asking students
questions that relate to prior weeks, course, or personal work.
An example from a Human Services course is that all weekly
activities start with a biographical question for the student
asking them to assess what experiences they bring to the
course that are relevant to this week's topics. For example, in
week 3, the topic is body alienation. The student is asked to
look at what part of their body they are alienated from, what
caused the alienation, and what the manifestation is in their life
presently. In week 4, the student takes the part of their body
they are alienated from and they create affirmations to
counteract the alienation.

7.

PrOViding feedback about the leamer's performance: It is
vital that the instructor provide feedback in a timely manner and
set parameters for times when students can expect such
communication. Computer use can lead students to expect
instant gratification. Translated into an online class, students
can expect instant feedback. Although this may be possible
with test materials, questions and papers require time to grade
and reply. Without boundaries on when to expect contact,

Online Learning

9.

PrOViding various methods of practice to solidify memory
and transfer of learning: Weekly interactive practice for the
student enhances learning by helping them to rehearse and
actively engage in learning experiences where they apply the
knowledge learned through the activity.

Discussion
Three elements are necessary in the development of an excellent online
Human Services course: (1) translation from the classroom to the Internet;
(2) development of methods for maintaining the level of interest and quality
of the learning experience; (3) realistic views on the amount of time and
resources that go into the creation of the course.

Providing learning guidance and promoting understanding
by providing organization and relevance: Each week's
format should be the same and all materials should be
designed to relate to the student's experience.
Eliciting performance by asking the learner to respond,
thereby demonstrating learning: Weekly activities can
require the students to discuss or present information based on
the learning materials for that week. These activities can
include: discussion questions, forum questions, and web
research activities.

Assessing performance by reqUiring more learner
performance and giVing more feedback that reinforces
learning: The midterm and final examination indicate whether
the student has acquired the requisite knowledge from the
weekly assignments. Students can complete a project paper
and/or a research paper. Feedback on each paper should
include comments on the mechanics of writing the paper and
also on the content of the paper.

When these steps are incorporated into an online course, one can expect
to see reduced dropout rates, increased student participation and
satisfaction, and better faculty evaluations.

Presenting the material in a clear fashion that maintains
attention: PowerPoint or other forms of visual presentations
used in the classroom can be converted to a cleaner outline
format for online presentation. Each week's lesson should
utilize the same format with the same materials and activities in
the same order. Thus, navigation is exceptionally user-friendly
throughout the course.

6.

8.

Assuring quality pedagogy in online instruction can be quite a challenge.
The time necessary to ensure superiority can be daunting. The steps
described herein included audio clips and streaming video as well as logos
designed for the class and each unit in the class. The special features of
the course include weekly activities to replace attendance and participation;
audio clips that allow the professor to include the personal/anecdotaV
supplemental information they normally give in the classroom; lecture notes
in a modified PowerPoint format; web activities designed to teach students
how to use the Internet and the campus library appropriately to conduct
effective research; audio clips and streaming video of weekly experiential
practices for the student's application; and an interactive midterm and test
review.
Certainly, every online class does not need to be technologically complex.
The important requirement is imagination and adherence to good principles
of instruction including redesign and updating of material as needed.
There are flaws in the current class design. One element of good online
instruction, student interaction, was minimally mentioned. Northrup (2001)
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points out that, "social interaction is a key element in online learning and
must, at least, initially be built into the course." Without such interaction, it is
all too easy for Human Service students to become isolated and frustrated.
Further, course development is not the only difficulty that one may
encounter when teaching online. Retention of students, managing
communication with students, class size, copyright issues and intellectual
property policies, and academic honesty are other real concerns for webbased courses (Boettcher & Conrad, 1999). Although beyond the scope of
the current paper to address these concerns in depth, course design that
focuses on good pedagogy and student engagement is a good start in
addressing these concerns just as it is for an on-site course.
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Changing demographics and ethical obligations require culturally
competent human service professionals. This article suggests ways
that human service educators can use the case stUdy of a gang
member to introduce their students to another culture and to
facilitate the exploration of the students' world views.

Introduction
Achieving multicultural competence involves acqumnq knowledge,
developing skills, recognizing prejUdices and cultural perceptions, and
examining cultures as facets and wholes (Brammer, 2004; Pedersen,
2000). The demographic shifts currently taking place in the United States
require human service professionals to be culturally competent. For
example, recent predictions based on U.S. Census data include the growth
of Hispanics to 24% of the population, Asians to 9% of the population, and
reduction of non-Hispanic Whites to 53% of the POPulation. By 2060,
researchers project that the U. S. will be a minority-majority nation in which
non-Hispanic Whites will represent less than 50% of the population (Riche,
2000). Recognition of other demographic changes also occurred with the
2000 Census when the survey recognized, for the first time, individuals who
are multiracial (Diller, 2004).
Coupled with these changing demographics are the Ethical Standards for
Human Service Professionals (2000) that make it incumbent upon human
service educators to facilitate the development of the cultural competency
of their students. The preamble of the Ethical Standards recognizes "an
appreciation of human beings in all their diversity." Specific standards
address the "respect, acceptance and dignity" due each client (#2), the
need to be advocates "for the rights of all members of society, particularly
those who are members of minorities and groups at which discriminatory
practices have historically been directed" (#16), and the provision of
services "without discrimination or preference based on age, ethnicity,
culture, race, disability, gender, religion, sexual orientation, or
Human Service Education. Volume 24 Number 1
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socioeconomic status" (#17). Human service professionals are also
"knowledgeable about the cultures and communities within which they
pra.ctice" (#18), and they are "aware of their own cultural backgrounds,
behefs, and values" (#19). Other professional helping associations and
organizations have indicated that helpers who work with other cultures
without culture-specific awareness about that culture are behaving in an
unethical manner (Pedersen, 2000).
The purpose of this article is to present ways to use a case study to
introduce students to a culture with which they may not be familiar as a way
to facilitate their exploration of their own world views. Although a variety of
classroom activities are appropriate for multicultural education including
lectures, group discussions, written materials, and media presentations, the
case study is a teaching method that supports the development of cultural
competence and captures student interest. In this article, the authors revisit
the case of Alphonse to enhance student learning within the multicultural
arena. A summary of the case of Alphonse and a description of ways to use
the case to examine the process of helping from a multicultural perspective
follow.

The Case of Alphonse
Alphonse, as introduced in Problem Solving in the Helping Professions, is a
powerful case that challenges students to think critically about themselves
as human service professionals. A study by Ancis and Burke (1997) asked
91 students if they could work with Alphonse, an inner-city gang member,
whose case study had been presented earlier in the semester. The case
explored gang life and culture, the challenges of helping with this clientele,
and problem solving strategies. At the end of the semester, students were
asked, "Do you think you would be able to work with a client such as
Alphonse? Why or why not?" Fifty percent of the students reported that
they could work with Alphonse, 8% were undecided, and 42% reported they
could not work with such an individual. Their reasons for believing they
could not work with this client included an inability to relate to an inner-city
gang member, a belief that there was no potential to change, fear of
physical violence, an inability to overcome personal bias, a lack of patience
or tolerance, and a lack of knowledge about client's culture or, in this case,
about gangs (Ancis & Burke, 1997). The case of Alphonse is dramatic and
challenges students to think about working with a client who is different
from many of them.

with his fellow gang members (Bernard is hi~ mentor in ~he ~a~g), you~g
women, and his brother, Mikey. On probation for seiling caine, he ~s
required to work with Ms. Parnell, a local counselor. From Alphonse s
perspective, his probation officer is the enemy who is trying to send him
back to juvie (juvenile detention home.) The case is told from Alphonse's
perspective, which means he communicates using street la~guage .. A
special notation at the beginning of the case alerts readers that It contains
language that some may find offensive. The first paragraph below
illustrates how Alphonse's world is presented.
I don't know why you chose me to tell my story. But my crew were
right. It ain't no bullshit. I can give you plenty of nothin'. The streets
are plenty crowded, but I got no fuss. Sure it look like I live with my
momma, but I ain't seen her but twice this week. She always dissin'
(giving someone a hard time) me, and I don't stay around much.
Last night I stopped by just for nothin' and she was on my ass after
I walk in the door. I stayed long enough to pick up my hat and old
crew (group of friends who form a gang) shirt, and I was gone.
She'd like me better if I was rollin' like some on the streets. She not
sure she like the crew, but I know she like it plenty 'specially cause
I gone and don't give her no shit, and I don't ask her for no paper.

Using the Case
One way the authors use the case of Alphonse is to help students explore
their effectiveness with a client who may be different from them. They often
identify four issues that stand out for them in this case: (1) gang culture, (2)
Alphonse's language, (3) client resistance and (4) the inability to make a
difference. Because of the richness of this case, there are many ways to
use it as a vehicle to explore students' concerns, promote self-exploration,
apply helping skills, and grapple with the challenges of difficult or resistant
clients and situations, all within the context of Alphonse's culture. One
example follows.
Students read the case study once again, focusing on the four issues that
they identify. They do this from the perspective of a human service
professional, Ms. Parnell, or the probation officer. Their second reading of
the case is guided by questions that address basic knowledge and
comprehension of the case, as well as ask for more in-depth application,
analysis, and synthesis of this information. Finally, the questions and
discussion focus on evaluation.

Alphonse is a teenage gang member living in an inner-city environment
with his mother and his little brother, Mikey. He belongs to a neighborhood
gang and actively participates in the gang activities inclUding initiations of
new members, robberies, selling drugs, and fighting with members of the
rival gang, the Zodiacs. Currently Alphonse is attending school
sporadically. He has a dream of rollin' (make money) and gaining status

The authors use the categories of Bloom's taxonomy (1956) to help the
students move from a simplistic understanding of the case to a more
complex one. Understanding complexities helps them think about a
different culture and client. Note that beginning questions shift points of
view from Alphonse to the student. First, students describe the case and
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the culture as Alphonse represents it. Then, students explain their own
understanding of Alphonse' language and world view. Finally, students
speak to ~!phonse about his re~istance, try to relate to him by seeking
commonalities, and plan to help him by understanding his culture.
Knowledge:

Summarize what happens in this case.
Describe Alphonse's culture.

Comprehension: Do you understand Alphonse's language? Could you
communicate with him?
Do you understand Alphonse's world view?
Application:

Analysis:

Synthesis:

Identify the helping skills and strategies that you would
use with Alphonse.

References
Ancls, J. R., & Burke, M. C. (1997). Human service students' attitudes
toward working with an inner-city gang member: the case of
Alphonse. Human Service Education, 17 (1), 19-27.

Illustrate how Alphonse resists each of Ms. Parnell's
strategies for helping him.

Bloom, B.S. (1956). Taxonomy of educational obj~~tives: Th~ claSSificatio~
of educational goals: Handbook I, cogmtlve domam. New York.
Longmans.

Explain how your understanding of and sensitivity to
Alphonse's culture might make a difference.

Brammer, R. (2004). Diversity in counseling. Belmont, CA: Thomson
Books/Cole.

What do you have in common with Alphonse?

Brislin, R. W., Cushner, K., Cherrie, C., & Yong, M. (1988). Intercultural
interactions: A practical guide. Beverly Hills, CA: Sage

Rewrite the ending of this story.

Plan three

additional ways to

counter Alphonse's

resistance.
Evaluation:

style, and attribution. Discussion of Alphonse's c~se allows stu~ents to
. t 0 deve Iop these competencies'
We .
believe.
that multicultural
begln
sensitivity and cultural competence develop over a penod of time. The ~se
of Alphonse, or any other case that helps students understand helpl~g
within the multicultural context, becomes Just one of many components In
the educational process.

Assess yourself on the following criteria: (1) your
knowledge of his culture (2) your ability to deal with his
language (3) your ability to counter his resistance.
Recommend ways that you might deal with your inability
to make a difference in Alphonse's life.

Approaching the case study from the human service professional's
perspective is one way to use the case sfuoy. Once the discussion begins,
other questions arise: What are gangs really like? Would I be safe working
with a gang member? How do gang members get out of gangs? What
about my values in relation to this case? How do I tell clients not to use this
kind of language? If I never work with gangs, how does this case translate
to other situations? Once students are engaged, they help guide their own
learning.

.Diller, J. V. (2004). Cultural diversity: A primer ~or the human services.
Belmont, CA: Brooks/Cole-Thomson Learning.
Ethical Standards of Human Service Professionals. (2000). Human Service
Education, 20 (1), 61-68.
Pedersen, P. (2000). A handbook for developing multicultural awareness.
Alexandria, VA: American Counseling Association.
Riche, M. F. (June 2000). America's diversity and growth: Signposts for the
st
21 century. Population Bulletin, 55 (2).

Marianne Woodside is a professor in Human Services and C0u,nseling at
the University of Tennessee. Tricia McClam is a professor tn Human
Services and Counseling at the University of Tennessee.

':' popular approach to education and training in cultural competency
Involves 18 culture-general themes that have been identified (Brislin,
Cushner, Cherrie, & Young, 1988): anXiety, disconfirmed expectations,
belonging, ambiguity, confrontation with one's prejUdices, work, time and
space, language, roles, importance of group and importance of indiVidual,
rituals and superstitions, hierarchies of class and status, values,
categorization, differentiation, in-group and out-group distinction, learning
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Book Review
Self-Supervision:
.A Primer for Counselors
and Helping Professionals
By Patrick Morrissette, 2002, Bruner-Routledge, 166 pages
Reviewed by H. Frederick Sweitzer, Ed.D.
Patrick Morissette has written a concise, interesting, and thought-provoking
book. It is both theoretically solid and eminently practical. And while most of
the specific examples are drawn from the field of counseling, I believe this
book will be of interest to students, faculty, and practitioners in a variety of
helping professions.
There are many definitions of self-supervision offered in the book, but I
particularly like the one on page 109, attributed to Diane Steiden: "Selfsupervision is deliberate thinking about one's actions, independent of
others. This evaluative or reflective activity is performed to better
understand how we operate as therapists and/or supervisors and to offer
opportunities to take a different view or position in the clinical context.· Like
most ideas of substance, self-supervision may seem ridiculously simple or
hopelessly complex on first encounter. It is neither of those, as Morrissette
demonstrates so well. Those who find the idea hopelessly complex might
wonder how one could provide the same depth and objectivity when
viewing one's own practice as an independent party could have. The
answer is that it is, in fact, not possible. However, self-supervision also
offers some benefits that traditional supervision does not. It is less likely to
be strictly problem focused; it can be practiced with a good deal more
frequency, and it is an invaluable tool to those whose work situations make
traditional supervision occasional at best and impossible at worst. To those
who find the idea of self-supervision a simple matter of quiet reflection,
Morrisette cautions that it is, in fact, a complex endeavor that involves care,
practice, and careful sequence.
In the Epilogue, Morrissette says that his hope is to contribute to the
conversation about self-supervision and he has done that very well.
92
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~Ithough

he is clearly a proponent of self-supervision, this is far from a onesided tra~t. Nor is it a simple "how-to" book, devoid of theory or critique,
although It does offer concrete suggestions and tools. The book takes a
balanced approach. Each step of the way history, is acknowledged and
d~awbacks a~d criticisms of various components of self-supervision are
~ISCUSSed. It IS not a comprehensive review of literature and is clearly not
Int~nded as one, but enough is offered to make the reader think and to
gUld~ the reader to further exploration. The book also balances theory and
practice. The ~hniques discussed range from very simple to fairly
complex. But while models are offered, the principles behind them are also
always explained, leaving plenty of room for the reader to seek out and
affiliate with other models and approaches in pursuit of self-supervision.
The book begins with a brief history, then moves on to fundamental
conc~pts about counseling, self-awareness, and reflection, and finally to
practical uses of self-supervision in counseling, personal growth, and selfcare. Charts and tables and helpful case examples are included
throughout.
After a chapter on the history of self-supervision, the book moves on to
consider the Counselor-Client relationship. Morrissette emphasizes the
growth and centrality of the idea that counseling is a two way process. In
order to be effective, counselors need to understand more than the
evolving process of growth and healing in their clients. They need to attend
to their own evolving process of involvement with, reaction to, and influence
over the clients. The book reviews some of the ways that counselors can let
their own issues affect and damage the therapeutic nature of the client
relationship, including over involvement, boundary issues, and abuse of
power. This last concept seems particularly important to me, and
Morrissette urges counselors to monitor the use of what he calls their
"centrality." The need for this Vigilance transcends specific models of
counseling and therapy. Indeed, Morrissette cautions that in the absence of
such attention, counselors can fall into unreflective and unyielding
adherence to a model, regardless of the evolution of the work.
In Chapter Three, Person-of-the-Counselor, the foundational nature of selfawareness is explored. Self awareness is foundational to effective
counseling as well as self-supervision. The book makes a convincing case
that there is a reciprocal relationship between self-awareness and
counselor effectiveness. It then goes on to discuss specific aspects of selfawareness, inclUding the influence of current and past life events on the
counselor (With an emphasis on family-of-origin issues); the influence of
unexamined and tacit values and assumptions; and the strengths and
dang~rs inherent in various motives for entering the helping professions.
SpeCific ~odels for self-awareness are presented including genograms,
perso~al timelines, audio and videotaping, and journaling. None of these
Ideas IS new, of course, and they are not discussed in great depth. Nor is
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the list of issues and techniques exhaustive; that is clearly not the intent.
But it will leave a thoughtful reader with the desire to kn~w ~ore and ~me
resources to pursue that k~owledge. , di~ find myself Wishing that a list of
readings for further exploration had been Included.
Chapter Four discusses Reflectivity, a fundame~~al process in selfsupervision. Again, history is presented, as well as cntlqu~s. an~ concerns. I
was interested to note that one of the criticisms of reflectivity IS the lack of
rigorous scrutiny and scientific verification. Donald Schon, whose work on
reflection-in-action is discussed in the chapter, has argued else~here ~at
phenomena such as reflection may not be able to be examined uSing
traditional modes of inquiry (Schon, 1995). The chapter goes on to .make a
strong and clear link between reflection and self-~wareness, .shoWlng how
reflection can help avoid the traps discussed In the previous chapter.
Morrissette then goes on to discuss the use of reflection to look back. at
events; reflection-in-action, which as the name implies, i~volves re.f1eC~lng
during an event; and reflection for personal gr:>wth. Effective reflection. I~ a
matter of attitude and skill and the book discusses bot~, emphaSIZing
patience, open mindedness and the willingness. to t~ke risks, There .are
many strategies for reflection and. the burgeoning literature on S~rvICe
learning is replete with them. MOrrissette has chosen a few specifics to
discuss, but this is another area I wish had been expanded, or at least
further resources provided.
I was particularly interested in the section of this chapter that discusses
developmental stages in the growth of reflection. Such a sequence is useful
to students and faculty as a set of benchmarks and even assessment tools.
It is also useful, though, to think about how reflectivity ~uld be ~ro~ote~ ~t
each of the stages. For example, in stage one the w?r1d ~s see~ In slmpl~stlc
terms and external authority is accorded heavy weIght In one s worldvlew.
For some counselors, this may be a very temporary position that can be
easily changed, but readers familiar with the work o.f.Perry and of.Belenky
et al. will also recognize the developmental POSitions of Dualls~ ~nd
Received Knowing (Perry, 1970; Belenky, Clinchy et aI., 1986). If thiS IS a
relatively stable developmental position, then how might we help those who
hold it to reflect as effectively as possible?
In Chapter Five, Self-Supervision in Action, Morrissette digs ~nto t~e
process of self-supervision, building on the fundamentals established In
previous chapters. He begins at the beginning, by discussing the need to
learn to identify and record personal reactions. This is a critical foundation,
it seems to me. It is so easy to fall into the rush to interpret; it is better to
first just gather the data, and ~ be ready n?t to kno:vv what it all means just
yet. The next step is reflectton, and again a vanety of approaches are
discussed. Finally, a structured approach is discussed in detail, attending to
intrapersonal, interpersonal, and. clinical dim~nsion~ of a counseling
session. A fascinating case stUdy IS presented In sections as the process
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unfolds. The reflection portrayed is both reflection-in-action and reflection
after the fact. We watch the counselor begin to separate from initial
reactions and assignments of blame and learn about herself, her reaction
patterns, her therapy, and her client. I am not sure whether this is a real or
hypothetical case, but it is entirely plausible. However, it does show
someone who is obviously practiced in the skills of reflection and committed
to self-understanding, underscoring the need to build these foundations in
promoting self-supervision.
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Book Review
Treating Substance Abusers in
Correctional Contexts

The final chapter focuses on self-care. The emotional hazards of
counseling are explored along with some of the more common models for
understanding them, including burnout, stress, and compassion fatigue.
Proactive strategies are offered as well. The implication is clear that selfawareness, reflection, and by extension, self-supervision, can help to avoid
these hazards; I wish that connection had been made more explicitly.
The only substantial concern I had about this book was the questions at the
end of the chapter. They focus on the theory, not the application. They are
more traditionally academic, and it occurs to me that a student could
answer them and still not know in any practical sense how to move forward
towards self-supervision. This is a book that cries out for experiential
exercises and skill building assignments. Instructors can provide their own,
of course, and perhaps there is a handbook in the offing.
I think this book could be used in a variety of ways. It could be used in a
practicum or internship, where it would deepen the experience. If used in
an internship seminar, the internship experience could be used for skill
building in self-awareness, reflection, and self- or peer supervision.
However, the book could also be used in the very first course in a program.
The concepts in it are, I believe, foundational and could be used to set the
stage and provide a framework for subsequent courses and experiences.
Finally, the book could be used in a class or workshop for in-service helping
professionals.
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Pal/one, N. J. (Ed.). Haworth Press. 2003.
Reviewed by Anne S. Hatcher
This book is a compilation of research articles related to treat':lent of
substance abuse clients within the criminal justice system. The editor has
written a history of substance abuse treatment ph!'o~ophY and procedures
that indicates the cyclical pattern of treatment. He IOdlcate~ that the. system
has moved from treatment to punishment and back to I~terventlon and
treatment in an effort to decrease the use of psychoactive substances.
Articles included in the book describe the perceptions of prison based
substance abuse treatment programs, ways that persons in English. prisons
acquire and used illicit drugs and injecting equipment, mod~htles for
assessing outcome in prison based dru~ ~rE~atmen~ ~rogra~s, the Impact of
deterrence versus rehabilitation on recldlvtsrn, criminal violence and drug
use, drug treatment issues unique to corrections-based treatm~mt programs
for youth, retention of drug court participants, unique fa~to~ In adult drug
court in a rural area factors in successful relapse prevention In Hong Kong,
and a clinical case ~tudY of a youth exposed to crack cocaine in utero.
In reading the articles, the reviewer found a number of factors that
appeared to be of particular interest:
•

The War on Drugs that mandates criminal charges for drug
use/abuse dominated the treatment of clients in the 1980s and
1990s. Prior to that time, drug use/abuse was considered a minor
offense. Laws enacted in 1981--eriminal Sentencing Reform Act
(CRSA)-took the stance of mandating sentences and removing
judicial discretion.

•

By 2000, the New York and California drug czars were advocating
treatment instead of fighting drugs.

Perry, W. G. (1970). Forms of intellectual and ethical development. New
York: Holt, Rinehart & Winston, Inc.
Schon, D. (1995). The new scholarship requires a new epistemology.
Change, Nov/Dec, 27, 6.
H. Frederick Sweitzer, Ed.D. is professor of Human Services and associate
dean for Education, Nursing and Health Professions at the University of
Hartford.
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•

The move from state control of prison to privatizing the psychiatric
and drug treatment programs as well as other programs within the
prison has altered the approach to treatment to some extent.
Ninety percent of state and federal prisons offer treatment and one
of eight prisoners participate.

•

Failure of the treatment staff to understand the client's culture and
values impedes treatment. Staff often find that they are unable to
put themselves in the client's shoes. Clients seem to put more trust
in recovering counselors.

•

Lack of program support impacts treatment success.

•

The passage of the Omnibus Crime Reduction Act in 1986 made
drug offenses a federal crime and supported the mandated
sentences.

•

Maintaining an individual in prison carries a cost of $42,000-55,000
annually. When the cost of constructing prisons is factored in, the
cost per prisoner increases $15,000-45,000 annually.

•

More recent changes in laws in California and New York release
nonviolent prisoners after a required 12 months of treatment and
give jUdges more discretion in sentencing.

•

The predictors of success among drug court clients include having
an African American case manager, little criminal history, and no
history of using crack cocaine.

•

In a rural setting, the predictors of relapse were family problems,
lack of social support, and employment difficulties.

•

Mandated interventions are shown to be cost effective and
successful in drug use reduction, but the failure rate is high.

•

A research article published in The Lancet in 1996 supports more
recent work reported by McLellan regarding the need to address
substance use/abuse as a long term chronic illness instead of an
acute problem to be solved by brief intense intervention.

This publication provides the research support necessary for counselors
and for treatment programs to evaluate their current procedures and make
adjustments to enhance successful outcome.

Anne S. Hatcher, EdD, CACIII, NCACII, is director of the Center for
Addiction Studies at Metropolitan State College of Denver.
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Check all references for completeness; make sure at~1 nrefaenrden~eces
mentioned in the text are listed in the reference sec 10
versa.
9. Manuscripts are edited for consiste~cy of grammar, .sPtselling, a~~
punctuation. In some cases, ~ortlons of ~anuscnp may
reworded for conciseness or c1anty of expression.

8.

Guidelines for Authors
Hu"!an Service Education (HSE) is a refereed journal. Manuscripts which
are JUdg~d by t~e editors to fall within the range of interest of the journal will
be submitted without the names and identifying information of the authors
to reviewers.

The principal audiences of HSE are faculty members and administrators in
institutions of higher education and practitioners interested in human
service education. Sample areas of interest include teaching methods,
curricular design, internships and experiential learning, faculty
development, career paths of graduates, issues of program quality,
relationships with human service agencies, articulation between two- and
four-year programs, and models of graduate study in human services.
HSE publishes three types of submissions: (1) articles, (2) brief notes, and
(3) critical reviews of instructional materials and scholarly books of interest
to human service educators and practitioners.
The following instructions apply to all three types of submissions:
1. Manuscripts should be well organized and present the idea in a
clear and concise manner. Use headings and subheadings to gUide
the reader. Avoid the use of jargon and sexist terminology.
2. Manuscripts should be typed in 12-point type with margins of at
least one inch on all four sides. All materials should be double
spaced inclUding references, all lines of tables, and extensive
quotations.
3. All material should conform to the style of the fifth edition of the
Publication Manual of the American Psychological Associaiton.
4. Avoid footnotes wherever possible.
5. Tables should be kept to a minimum. Include only essential data
and combine tables whenever possible. Each table should be on a
separate page follOWing the reference section of the article. Final
placement of tables is at the discretion of the editors.
6. Figures (graphs, illustrations) must be supplied in electronic format
and must be in black and white with a minimum of gray shading.
Use of submitted figures or a re-rendering of the figure for clarity is
at the discretion of the editors.
7. On a separate page, place the title of the article, the names of the
authors, their professional titles and their institutional affiliations.
Article titles and headings should be as short as possible.
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10. Manuscripts are accepted for review with the und~rstanding that
they represent original work and are not under reView by another
publication.
11. All manuscripts must meet the specifications detaile~ a~ve or they
will be returned to the authors before review for publication.
The following are additional directions for each type of submission.
1. Arlicles. Ordinarily, manuscripts for articles ShdOUld nobt etxCeted tent
(10) typed pages. Following the title page inclu e an a s rac 0 f no
more than 100 words. This statement should express the central
idea of the article in nontechnical language and should appear on a
page separate from the text.

2.

Brief Notes. Submissions appropriate for this format iMnclude ~ri=
reports of research projects or program innovations. anus~np.
should not exceed four double-spaced typed pages; It IS
recommended that the results and implications occupy at least half
of the brief note. A 50-word capsule statement should accompany

the note.
3. Critical Reviews. HSE accepts reviews of. textbotoktS, h other
instructional materials, and scholarly books of interes 0 uman
service educators and practitioners. Manuscripts should ~ot exce~
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 materials in electronic format to Sandra Haynes, Editor, by email to
hayness@mscd.edu or on a floppy diskette to:
Sandra Haynes
Editor, Human Service Education
Metropolitan State College of Denver
P.O. Box 173362
Campus Box 08
Denver, CO 80217-3362
Telephone or e-mail inquiries are welcome and may be made to Sandra
Haynes at telephone 303-556-2978 or e-mail at hayness@mscd.edu.
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National Organization for Human Service Education
The National Organization for Human Service Education (NOHSE) was
founded in 1975 as an outgrowth of a perceived need by professional care
providers and legislators for improved methods of human service delivery.
With the support of the National Institute of Mental Health and the Southem
Regional Education Board, NOHSE focused its energies on developoing
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
subscriptions to Human Service Education and to the Link (the quarterly
newsletter), access to exclusive online resources, 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 are 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 Human
Services Association, and Western Region of Human Service
Professionals.
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.
Membership information can be found on the organization's website at
www.nohse.org. Correspondence should be addressed to the NOHSE
headquarters office at 5601 Brodie Lane, Suite 620-215, Austin, Texas,
78745, telephone 512-692-9361, fax 512-692-9445, info@nohse.org.
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