National Organization for Human Services
The National Organization for Human Services (NOHS) 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 Nationallnstitute of Mental Health and
the Southern Regional Education Board, NOHSE focused its energies on
developing and strengthening human service education programs at the
associate, bachelor's, master's, and doctoral levels.
The current purposes of the organization are: (a) to provide a medium for cooperation and communication among human service organizations and individual practitioners, faculty, and students; (b) to foster excellence in teaching, research and curriculum development for improving the
education of human service delivery personnel; (c) to encourage, support,
and assist the development of local, state, and national organizations of
human services; (d) to sponsor conferences, institutes, and symposia that
foster creative approaches to meeting human service needs.
Members ofNOHS 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 NOHS 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.
NOHS 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.nationalhumanservices.org, Correspondence should be addressed to the NOHS headquarters office at 90 Madison Street, Suite 206,
Denver, CO 80206, telephone 303-320-5430, fax 303-322-1455, info@
nationalhumanservices.org.
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"Dear Intern": Students' Recommendations for
Transformative Internships
Lynne A. Kellner
Fitchburg State College

Abstract
Nine students (eight Human Services, one Criminal Justice) from
a public four-year New England college, completing capstone field
experiences, wrote "Dear Intern" letters to upcoming students advising
them how to have transformative internships. The letters were analyzed
using content analysis. Seven major themes emerged: Adjustment to
Internship; Investment; Development; Impact on Social Relations, Emotions, and Time; Seminar; Impact on Future Plans; and Suggestions.
Interns emphasized professional development and changing self-images
as benefits of internships. This pilot study substantiates much of the
literature on internship selection and process. Suggestions for ways to
integrate the letters into Human Services programs are offered.

Introduction
This paper presents the recommendations of nine interns on how
to prepare for and make the most of internships. The idea for this pilot
study emerged at the end of a two-hour seminar in which the interns
focused on "all the things we wish someone had told us before beginning internship." Although the interns may have encountered these ideas
previously through discussions with faculty or through readings, they
presented their insights as "new," and decided to write "Dear Intern"
letters offering their reflections to future interns. Like most students, interns often value the experiences of their peers, and may be more likely
to "listen" to other interns than faculty who offer similar advice (Johnson & Howe, 2003; McDougall & Beattie, 1997). Prospective interns,
faculty supervisors, and site supervisors can benefit from the interns'
insights to better understand how interns integrate their capstones into
their developing self-images as young professionals. This paper presents
the major themes of the "Dear Intern" letters, compares them to themes
cited in previous research on internships, and offers suggestions on how
to integrate these observations into the Human Services programs.

Internship Preparation, Learning Opportunities,
and Self-Development
Interns encounter new attitudes, beliefs, and behaviors that foster
both professional and personal development (Kolb, 1984), and encourpage

age self-directed knowledge acquisition and its application (Gordon,
McBride, & Hage, 200 I). Although excited and hopeful, many new
interns also worry about their new roles with future site supervisors, colleagues, and clients, and how to balance internship demands with other
responsibilities (Sweitzer & King, 2004). Site supervisors, however, are
usually more concerned with how an intern applies knowledge than with
how much the intern knows (Baird, 2005). Corey and Corey (1998) advise interns to " ...admit your imperfections, and don't become frozen out
offear of making errors" (p. 40). In essence, interns must be willing to
work near the "learning edge," to overcome hesitancy to try new skills, to
accept feedback, and to ask for help when needed (Baird, 2005, p. 12).
Site supervisors can help interns make the transition from the
classroom to active participation in an agency's day-to-day activities
with "real clients." Accentuating positives, building on the intern's
sense of competence, modeling active problem solving, and offering
regular feedback helps decrease interns' anxiety (Royse, Dhooper, &
Rompf, 2003). Both undergraduate and graduate social work interns find
site supervisors who encourage autonomy, open discussions, self-criticism, and exploration of personal issues; are available outside of set supervision times; give clear directions; and model professional behaviors
help them develop emotionally and professionally (Knight, 1996). Social work interns develop an increased understanding of their placement
agencies and their missions when they shadow agency professionals, are
kept busy, understand the rationale for their work and receive feedback
and arc encouraged to reflect on their behaviors (Fortune, McCarthy, '
& Abramson, 200 I). When supervision creates a "facilitative relationship," both intern and supervisor are comfortable expressing opinions
and concerns (Bogo, 1993, p. 31).
As placements progress, interns value different attributes in their
site supervisors. Initially, interns find the supervisor's ability to help
them feel at ease and to encourage their growth more important than the
supervisor's actual practice knowledge (Baker & Smith, 1987). But near
completion of placements, interns prefer site supervisors who encourage
open discussions, help them integrate theory and practice, and provide
helpful feedback on process recordings (Knight, 2001). This fits Regehr,
Regehr, Leeson, and Fusco (2002) findings that interns develop more
sophisticated understandings of the supervisor's dual roles as facilitators
of their learning and evaluators of their progress. Interns' assessments
of how much their site supervisors taught them declined from the onemonth mark to the end of the placement; this may be a function of a normal learning curve (Knight, 2001). Overall, interns focus more on their
own learning than the qualities of the supervisor as placements progress.
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Internships provide a richness of experience typically not experienced in classroom learning. They help interns identify their strengths
and weaknesses, and develop an emerging professional style for working with clients and colleagues (Koerin & Harrigan, 1990). When exposed to new situations, interns re-evaluate pre-conceived judgments,
confront self-doubts, and broaden sociocultural understandings of client
populations and problems (Corey & Corey, 1998). To ensure that they
do not impose their own values on clients or let personal beliefs affect their judgments, interns should engage in a self-reflective process
combining both feelings and cognitions (Boud, Keogh, & Walker, 1985;
Sweitzer & King, 2004). Many excellent resources can help interns explore the myriad of personal and professional questions that typically
emerge during internship (Corey & Corey, 1998; Faiver, Eisengart, &
Colonna, 1995; Gordon et al. 2001; Koerin & Harrigan, 1990; Sweitzer
& King, 2004).
College interns report stress trying to balance their many responsibilities and roles (Goldman & Wong, 1997; Kiviniemi, Snyder, &
Omoto, 2002). Interns straddling jobs, additional classes, familyand/
or social commitments, and/or volunteer work benefit from multitasking, developing a schedule conducive to high and low-energy cycles,
pacing activities, taking frequent breaks, and varying daily routines to
reduce boredom (Berg-Weger & Birkenmaier, 2000). Some interns face
additional demands balancing competing personal goals and those of
agencies (Garvey & Vorsteg, 1992). While internship offers an opportunity for interns to enter the professional world, at the same time they are
still identified as "interns" and must straddle two identities. The internship seminar provides a structure for interns to discuss these dilemmas,
to commiserate, to bounce ideas around, and to do a "reality check" as
they make sense of their experiences.
This paper,based on the premise that interns value the insights of more
experienced interns, presents advice from nine interns,categorized by theme,
to future interns to help them make the most of their internships.Although
researchers have recorded anecdotal reflections from interns, this study intentionally presents commentsthat the authors of the letters intended for future
interns. This study is unique in presenting this perspective; it contributesto
the literature by capturing the students' voices.
Nine senior interns from a public four-year New England college
wrote "Dear Intern" letters. This assignment emerged after a two-hour
seminar discussion in which the interns reflected on lessons they wished
that "someone had told them" before they began their internships. As a
summary activity, the interns agreed to write letters to future interns and
discussed the possibility of analyzing them for publication. Approxi-
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mately four months later, the seminar leader provided each intern with
an overview of the study, including purpose and inherent risks. All nine
students chose to participate and gave written consent to use their letters
and their real first names (when given a choice of using a pseudonym)
in the paper. One intern helped with the literature review and the data
analysis.
Eights interns were female and one was male; all were Caucasian.
Eight of the participants majored in Human Services; the ninth was
a Criminal Justice major. All Human Service interns completed 450
hours in placement during the semester and the Criminal Justice intern
completed 337.5 hours. Participants ranged in age from 22 to 46, with
a mean of25.8, median of28.2 and a mode of22. Internship settings
included a state child protection agency (3), a community mental health
agency (1), probation departments (2), a residential school (1), an adolescent day treatment program (1), and a legal assistance office (1).
The letters were analyzed using content analysis (Denzin & Lincoln, 2005). One researcher independently reviewed the letters and
developed coding categories focusing on themes; items could receive
multiple codes. Next, the second researcher performed an "inquiry audit" (Miles & Huberman, 1984) by reviewing the letters and codes to
determine if the coding framework made sense, and to check if any information had been overlooked or coded without justification. Together
the two researchers reviewed all data, reevaluating category names and
inclusion/exclusion of items in each category. Through discussion in
which each researcher outlined rationale for category formation and
item inclusion, the researchers reached consensus.

Results
From this process, seven major categories emerged: (I) adjustment to internship, (2) investment, (3) development (professional and
personal style, understanding strengths and weakness, skills development, and working within culture/limitations of site), (4) impact on
social relations, emotions, and time, (5) seminar, (6) impact on future
plans, and (7) suggestions.

Adjustment to Internship
Anticipating that classroom learning "just isn't the same" as internship, the interns had mixed emotions at the beginning of their placements. Seven interns recalled conflicting feelings of excitement; pride;
and worries about the unknown, their future performance, and possible
disappointment of site supervisors and/or co-workers. Kia recalled feelpage
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ing overwhelmed, "You have so many questions and thoughts running
through your mind that you may not even know where to begin." While
four interns (including one who also felt "ready," thus showing the
ambiguity of feelings) questioned whether course work had adequately
prepared them, the other five credited specific coursework for preparing
them. Two others hoped that previous life or work experiences would
provide a foundation on which to build.
Recalling their initial uncertainties, four participants reassured future interns that they are not expected to know everything and the purpose
of internships is to learn. Tammy described the initial phase of internship
as a " ...time to observe, practice, test the waters a little bit. If your wings
don't work right away, not to worry, there's a giant safety net below you.
You're an intern! You're not expected to do everything right ... just yet."
Melissa wished she had relaxed more during earlier parts of her placement since "second guessing" herself had been emotionally draining. Kia
found that her site supervisor telling her not to " ...be afraid to make a
mistake or ask for help" took the edge offher anxiety.
The adjustments continued throughout internship; three interns
were surprised how difficult termination with site supervisors, co-workers, and clients was. Tammy suggested to "[P]repare yourself for the
transition of leaving your placement at the end. It is always harder than
you may think. Especially if you are working with kids." While the demands of internship can be challenging, time-consuming and exhausting
at times, Jonathan reflected that, "So many times people focus on things
to do and not do, but the thing that helped me through my internship
was having fun with it."

Seven interns advocated addressing problems directly and quickly. For example, Melanie urged that interns first discuss problems with
their site supervisors, but when an intern does not feel comfortable approaching a site supervisor, she suggested "talk to your professor from
your seminar class for some advice. He or she may give you advice on
how to approach the problem, or it may be more serious and you may
need them to help address the issue." Facing a potentially disappointing experience, Danielle found that taking a proactive stance positively
turned her internship around:
During my first couple of weeks I could have literally curled up
under my desk and taken a nap and nobody would have ever noticed.
One day a couple of weeks in, I told my supervisor that I really was not
getting anything out of my internship. Since then all ...have realized
that even though I am an undergrad, I am capable of doing a lot.
Since Danielle was the first undergraduateintem to conduct an internship at her agency,she concluded that her supervisor did not "know what to
do" with her or "how much [she] was able to do." If faced with a similar situation, Danielle urged future interns to " ... talk to your supervisor because if
you do not, I am pretty sure you will end up regretting it in the end."

Development

Seven interns' letters stressed taking a proactive role in internship
since "you get out of it exactly what you put into it." Tammy recalled
her initial plan to tum her current job into her internship but concluded
that she would be "cheating" herself out of a new learning experience
that she was "paying tuition for anyway." Taking on more responsibility and "stretching yourself' were dominant themes in the letters. Kim
reflected that she had to "work at getting what I want" and often asked
directly for more responsibilities. Lauren noted that her site supervisor
rewarded her commitment by giving her more challenging work. She
encouraged other interns to give " ...your absolute best, then not only
will they [site supervisors] appreciate your efforts and final presentation,
but they will be more willing to let you have a little more responsibility." In a reciprocal manner, Kia found that her site supervisor's concern
for her learning increased her own investment in her placement.

All nine interns found that their internships, especially when site
supervisors included them in "everything," facilitated their development. For Melissa, the internship helped tie together parts of her academic career: "You've spent four years waiting to get to this point and
now you're finally here. You will now be applying everything you have
learned in school to the 'real world'." Lauren recalled that the internship
" ... teaches you how to utilize what is in the books, but it also teaches
you how, sometimes, book definitions cannot fix it."
The nine interns felt that their internships had helped them understood themselves better and "learn who you are." Melanie credited the
internship for helping her" ... gain new skills, meet people in your field,
[and] get a feel for what the human services field is like." Lauren proudly recalled how agency staff began " ... to look at you as an adult and
not as one of their kids." Yvonne had mixed feelings as she transitioned
roles from that of "intern," to "co-worker," and finally to "colleague":
"While I am flattered and proud that they now respect and trust me and
my judgment of situations and expect I will handle it professionally, it
is somewhat intimidating at the same time." In addition to dressing and
acting more professionally, Jonathan reminded interns to navigate office gossip and that everything an intern does is a "reflection on you and
it will get back to your [site] supervisor." He recalled that "[T]he only
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time I felt comfortable speaking my mind about other workers (still in
a professional manner) was with my [site] supervisor. Even then, I was
sure to stick to facts and observations."
Yvonne spoke eloquently of the connections between personal
self-knowledge and professional development, "I learned I was tougher
than I thought in some situations, and not so tough in others, only human." Learning about one's strengths and weaknesses was an essential
part of the internship; for Yvonne, " ... it is what makes me who I am. It
empowers me; knowing my strengths and limitations will enable me to
continue to develop and grow into the professional I want to become."
Yvonne learned how to re-evaluate her own reactions to clients. She had
considered herself non-judgmental, but "[W]hen I was face-to-face with
a sex offender, it sometimes wasn't easy to separate the individual from
the offense." The internship provided a means to transcend the theoretical and see how she would respond to emotionally laden situations.
On the other hand, interns have to work within the confines of
their placement sites. As a probation intern, Lauren recognized the "legal limits" to what she was allowed to do: "As an intern, not only are
you educationally starting out, but there are legal issues as well. Understand that you simply cannot perform some duties and it has nothing
to do with you." This provided a window into understanding the larger
frame of careers within probation and the various roles.

Impact on Social Relations, Emotions, and Time
Seven interns recalled how emotionally charged their experiences
were, using words such as "excited," "anticipation," "overloaded,"
"overwhelmed," "emotionally and physically exhausting," and "mixed
emotions." Melanic warned future interns that, "You may feel stressed,
frustrated, bored, sad, angry, or doubt your own abilities at certain
times." Six initially underestimated the necessary time investment of
internships and had overextended themselves. Struggling through a required math class, Danielle recalled, "I thought that the internship would
actually free up some of my time. I figured that without all the reading, homework, tests, papers and exams multiplied by five classes that
I would have so much free time. I was wrong." Others regretted having
not planned so that they could reduce work hours this semester. Melanie
recommended that "If you can manage it financially, try not to work fulltime .... Just try to see if some of your work hours could be cut down, so
that you don't become overwhelmed." With so much to balance, Yvonne
observed that interns learned time management skills "by default."
The fatigue all felt at one time or another affected the interns'
emotions. Kim initially looked forward to the "work hours only" but
page

soon found that " ... I was still coming home and putting time in. I was
doing more thinking as I was processing the day's events. In a month I
was feeling overloaded." Feeling like she was on a "roller coaster," Kim
found that keeping a daily journal helped her gain perspective. Near
the end of placement, the interns experienced a "gamut of emotions"
including pride, excitement, and confidence, along with fears about the
uncertainty after graduation.
Four interns wrote about how their social lives had been negatively impacted. Danielle recalled that "The worst was spring break.
While I had friends on vacation in New Orleans and New York, I was
sitting in my little office on the fourth floor .... I wanted to be anywhere
but there." Straddling the "work world" and college life was not always
easy. Needing to wake up early for his internship, Jonathan tried to go
to bed early, but found it difficult when those around him in the dormitories were playing music until 2 a.m., or were "coming back drunk and
screaming." Despite feeling "out of sync" with his dorm mates, he considered his feeling "natural" since "you should want to move on and begin your life in the working world." In class discussions, all nine agreed
that they had not anticipated the necessary accommodations.

Seminar
Five interns found the camaraderie of seminar provided a place
"to commiserate" when friends and family do not "understand." Danielle recalled, "This is when the people in your internship seminar class
are your best friends because even though you may not have known
anyone in your seminar before, they are all going through the exact
same thing." Melanie found that "[Ijt helps to have others to vent to,
share stories with, and who will remind you that what you are going
through is normal." Melissa added that "[Y]our professor is also there
if you need a reality check. Remember, they've also done this and they
can really clarify things for you if you have any questions."

Impact on Future Plans
Eight interns found that internships helped them formalize postgraduation plans. Although interns sometimes feel like "free labor,"
Kim pointed out that potential employers hire them over graduates with
no field experience. Danielle believed that it helped her gain "required
skills" and to clarify her career path, "In the past three months, I have
learned much more about what I actually want to do than I learned in
four years in college." Lauren appreciated that experiences at her site
had provided a frame to question assumptions about herself and how
she works with clients. Melanie felt that learning, rather than securpage

ing employment, should be the primary focus, "I found that the people
in class who seemed to get the most stressed were those who thought
if they did not do well or like their internship, they would be doomed
come graduation time and finding ajob."

Suggestions
The entire contents of the letters implicitly offer advice to future
interns, but two interns offered direct suggestions. Jonathan's list ofreminders may seem obvious, nevertheless, it is important: (a) purchase a
day planner, disks, notepad, and pens; (b) remain professional; (c) dress
appropriately; (d) stay on top of tasks; (e) have fun; and (f) take time for
self-care. Lauren encouraged interns to "avoid uncomfortable personal
situations with co-workers and clients." Jonathan cautioned against
engaging in conversations extending past a few minutes: "This can put
you behind the task you are supposed to complete; also if your [site]
supervisor sees you talking, he or she might get the wrong impression."
Both urged interns to stay focused. Lauren cautioned against becoming
"too spread out. .. just because you can see so many things while in the
field and learn just as much, does not mean you should do it all at once.
When working on a particular task, stay focused and allot your time so
it all gets done and to the best of your ability." Since internships provide
a wealth of opportunities, the intern must define how to harness the potential ofthe placement and focus on personal and professional goals.

Discussion
The interns focused most on how the internships had impacted
their development, both professionally and personally. All nine interns
corroborated Koerin and Harrigan's (1990) assertion that an internship
helps one identify professional strengths and weaknesses, and to develop an increased sense of professional competence. Four interns resonated with Corey and Corey (1998) that the "real life" experiences of
internships provide a backdrop against which to question preconceived
ideas, clarify values, and reevaluate reactions to clients, such as Yvonne
did when working with sexual offenders. But in order to get the most
out of their internships, seven interns agreed with Gordon et al. (200 I)
that they needed to actively define their internships.
Surprised by the intensity of both academic and personal demands, the interns had not planned time for assignments or for end-ofthe-day reflections. Five had not foreseen how they would have to alter
their social lives due to time constraints, and later chose to adapt their
lifestyles as their identities evolved from students to professionals. As
they began to think of themselves differently, eight no longer felt that
m:1iW1i1gW&iW1il!MMI111~N$W&iiif§\'W~
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they "fit in" with college life. They found this transformation from college to the "real world" took an emotional and physical toll on them,
much as Corey and Corey (1998) predict.
Not only did the interns' self-images change, but so did their relationships to their supervisors. Eight interns mentioned that their site supervisors facilitated their increasing competence, much like what Knight
(1996) described in her study, but their comments were brief. This
scarceness of references may reflect the interns' assumption that site
supervisor variables would be irrelevant to future readers with potentially different site supervisors, or it may reflect that their journey was
more an internal one. Perhaps, as Royse, et al. (2003) suggest, when site
supervisors effectively facilitated internships, they "blended into" the
overall context and allowed interns to focus on their personal development. Since these letters were written at the end of the internship, they
support findings by Baker and Smith (1987) and Knight (2001) that as
placements continue, interns focus more on specific tasks rather than on
the personality of site supervisors.
The interns believed that their placements had given them a
competitive edge over students not conducting field experiences. Eight
interns noted the benefits Corey and Corey (1998) and Koerin and Harrigan (1990) highlight including helping to clarity values, goals and
post-graduation plans, or helping them secure employment. Six interns
noted that self-reflection was instrumental in helping them identify their
goals. This supports the research by Baird (2005), Corey and Corey
(1998), Koerin and Harrigan (1990), Kolb (1984), and Sweitzer and
King (2004) that journal writing, class discussions, and consultation
with faculty help interns make sense of internship experiences. Five
interns felt that the seminar as an integral part of the self-reflective process, supporting claims by Boud et al. (1985) and Sweitzer and King
(2004) that seminar provides a place, emotionally as well as physically,
to process feelings, to gain clarity on ambiguous situations, and to integrate academic knowledge with practical applications.

Implications
To return to the original premise of this study, that interns are
more likely to heed the advice of students slightly ahead ofthem than
that of faculty or that in the literature, there are several ways that the
"Dear Intern" letters could be incorporated into existing curriculum.
Although each institution has its unique sequence of classes, there are
some commonalities that may allow for incorporation of the letters in
classes at various colleges. At our college, students are required to take
a Research Methods course, and admittedly, many have trouble making
page
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the connections necessary to find the material relevant. The "Dear Intern" letters could be presented as a pilot qualitative study. The subject
matter would be one that most students would find interesting. They
could analyze it as a piece of research and offer suggestions, as users,
on ways to refine and expand the pilot study into a larger, more comprehensive one.
A Professional Issues or Ethics class could incorporate the dilemmas interns wrote of as case vignettes for students to role play and practice assertiveness skills. Students role playing site supervisors would
glimpse the complexities of providing supervision and gain a better understanding of their responsibilities as supervisees.
Interns completing placements could share their insights with
those about to embark on the journey; if funding allows, the program
could host a luncheon, or at least organize a "brown-bag," in which exiting interns elaborate on the content on their letters for those planning internships. This meeting could be incorporated into a "registration" meeting in which faculty provide an overview of expectations for internship,
and discuss academic requirements and administrative issues.
During the internship seminar, the letters could be incorporated on
an ongoing basis to illustrate the developmental context of internships.
At the beginning of internship, students could find three points from the
letters that have significance for them, such as those that intrigue them,
confuse them, or resonate with their assumptions. The students could
track their beliefs around these three points as the semester continues. The
letters could also be used to help students problem solve solutions to potential dilemmas interns face. Since the letters were written near the end
of internship, and the limited references to supervisors might reflect a normal developmental process, current interns could regularly reflect on their
relationships with their supervisors to see if these change over time or
how their images of their supervisors evolve. For instance, interns could
reflect on four or five key words they chose to describe their supervisors
and their relationships with them.
Site supervisors would most likely be interested in the interns' insights into how the placements helped them grow, and therefore, help the
mentors to structure learning opportunities. Ideally, if funds permit, the
program could host a brunch for site supervisors to provide a time to discuss the letters in small groups. Internship faculty could facilitate groups
around key issues, such as intern empowerment, intern/supervisor relationships, the role of the mentor, and how to help students understand the
larger context of Human Services.
Several limitations to this study should be noted. It is based on
the assumption that interns will be more likely to heed the warnings of
/1
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previous interns than those of faculty or those found in the literature,
but it is not elear this is true. It is suggested that future research compare
the experiences of interns preparing for internship by reading published
resources and/or receiving faculty advice to that of interns reading the
"Dear Intern" letters. Of course, a larger group of interns could write
letters and the contents could be compared to these to see if similar
themes emerge. It would also be interesting to compare the letters of a
group of site supervisors offering their observations to these letters by
the interns.

Summary
The "Dear Intern" letters provide a means to have interns reflect
on the experiences of fellow interns. The insights of these particular
nine interns corroborate the research that internship can be a transformative process, both personally and professionally, but that one has to
invest in it to reap the benefits. The interns describe a process that they
had not anticipated would be so transforming, taking them from students
to young professionals. Their eagerness in sharing their insights is testimony to the importance they attached to their experiences as interns.
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Support: A Key to Successful Service Learning
Tricia McClam, Joel F Diambra, Bobbie Burton. Angie Fuss &
Daniel L. Fudge
The University of Tennessee

Abstract
Service learning is a potentially transforming process during
which students have opportunities to connect classroom learning with
the realities of an actual human service setting. The benefits of service
learning for students have been well documented. Support for students
throughout service learning contributes to experiences that allow students to begin the transition from the classroom to the real world.
Service learning is a potentially transforming process during
which students have opportunities to connect classroom learning with
the realities of an actual human service setting. The popularity of service learning is fast growing as it becomes a staple in a wide variety of
college courses (Eyler & Giles, 1999). For example, in a 1999-2000 survey of324 U.S. colleges and universities, 82 percent offered over 7000
undergraduate courses that involved service learning (Elmer, 2002). The
benefits of service learning for students have been well documented.
Among them are the satisfaction of helping others (Kraft & Kielsmeier,
1995), heightened civic engagement (Corporation for National and
Community Service, 2003; Kansas State University, 1995; Ward &
Wolf-Wendel, 2000), enhanced appreciation of social problems (Garman, 1995; Warren, 1998; Werner, Voce, Openshaw, & Simons, 2002),
improved cognitive skills (Jones & Abes, 2004; Vogelgesang, 2000),
an understanding of course concepts (Greenberg, 2000; Ikeda, 2000;
Joiner, 2000; Quezada & Christopherson, 2005; Schaffer & Peterson,
1998; Turner, 2002), career exploration (Jones & Abes, 2004; Kraft &
Kielsmeier, 1995), and personal and professional growth (Anderson,
2003; Dreuth & Dreuth-Fewell, 2005; Kraft & Kielsmeier, 1995).
These positive benefits can be explained by a number of factors,
including opportunities to reflect on the experience with peers, the students' interest in the subject matter, the connection between the course
and the experience, and the training received prior to the experience
(Astin, Vogelgesang, Ikeda, & Vee, 2000). The seminal study by Astin
et al (2000), How Service Learning Affects Students, also highlighted
the importance of reflection, whether oral or written, to connect course
material and the service experience.
A recent analysis of students' reflections following participation in

service learning revealed the critical importance of support for an effective
experience that results in the aforementioned benefits. The experience was
part of a case management course that included the compilation of case
files on "real clients" at a community-based, family treatment-oriented
psychiatric residential treatment facility for 80 youths ages 6 to 18. In addition, the university students and the residents with whom they worked
undertook a horticulture project as a vehicle to establish relationships, improve the work environment, and strengthen social skills. The purpose of
this manuscript is to briefly review the project and discuss the role of support throughout the process,

The Project
The service-learning partnership between a university undergraduate human service course and a residential psychiatric adolescent
treatment facility was designed by the instructor and two agency staff
members and endorsed by the agency director. Based on the definition
suggested by the National Community Trust Act of 1993, the project
included three critical components. First was coordination between the
educational institution and the agency that occurred throughout the experience. Coordination efforts also included an assessment ofthe project's
impact, the benefits to staff and students, and a critical assessment leading to suggestions for improvement. A reciprocal relationship ensured
mutual benefits to the agency clients, university students, and the agency
staff (McClam & Harrower, 2003). This was possible by addressing the
needs of each group during the planning phase of the project.
Advantages of this particular agency setting that contribute to
the success of the venture were the staff's commitment to the project and
its ability to accommodate all 22 students at the same time. This required
the cooperation of all staff; careful scheduling of testing, landscaping,
and intake interviewing sessions; and flexibility about sudden, unplanned
changes in client status; (e.g., restriction, illness, suicide watch).
Second, the instructor developed an enhanced academic curriculum
that incorporated agency rules, practice skills, and an agency orientation
similar to that for new employees to prepare students for the servicelearning experience. Prior to working directly with clients, students practiced professional skills with each other. Course requirements included
conducting an intake interview, developing a plan of services, administering a psychometric test, and writing test results, case notes, and a case
summary. The instructor provided supervision to help students develop
these essential skills. Then students were paired with a resident to complete these same assignments.
Finally, a time for reflection, recognized by Eyler and Giles
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(1999) as a critical component of the process oflearning, was built into
the schedule each day at the agency, as well as at the conclusion of the
course. Following assigned activities with clients, students, agency staff,
and the course instructor spent approximately 45 minutes reviewing the
day's activities including interactions with clients and problems or questions presented by students. Having agency staff present was particularly helpful in addressing student questions about their clients, discussing
strategies, and clarifying agency rules, regulations, and responsibilities.

Support
Underpinning the entire experience was the support students received as they acquired skills and applied these same skills to their work
with real clients. At the conclusion of the experience in a final reflection, one student commented about "all the support we received from
everyone. It made me more confident to know there was such support."
An analysis of other post-experience reflections revealed other examples
of support, including supervision, the structure of the experience, and
skills acquisition. Finally, the surprises students discussed underscored
the value of the experience, due in part to the support of the learning
enterprise.
Supervision is a vital part of field-based experience, especially in
service learning. Without proper supervision, the supervisee is predestined not only to make mistakes but also to repeat the same mistakes.
During this project, students experienced three levels of supervision to
support them. The first level was agency staff. They provided students
with an orientation prior to the service-learning experience. In addition,
each participant was never alone when working with a client; staff was
always present and available to assist if needed. The second level of
supervision was the students' instructor who was at the agency with her
students to provide direction and support as needed, as well as to address
any problems or concerns that arose during each agency visit. The last
level of support was the relationship between the agency staff and the instructor of the course, one indicator of placement quality that reflects the
mutual benefits to students and the community (Eyler & Giles, 1999).
Because the service-learning experience was a cooperative venture from
its inception, both agency staff and the course instructor were clear
and consistent in their site supervision with students, eliminating any
confusion or conflicting information. The value of these different types
of supervision was captured in students comments like the following:
"having Brooke (agency supervisor) and Dr. M. (instructor) to guide me
was very helpful," "it was great to be able to ask Kim (social worker) or
Brooke any questions," and "It's a great way to take that first step while
Ml't-==3
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still sort of being held by the hand before our field experience."
Clear guidelines and meaningful assignments add structure to
service-learning experiences. Students appreciated the structured activities that were part of this service-learning opportunity. Administering
tests, writing case notes, landscaping, and celebrating the experience
were among the structured activities. Students felt that administering
tests and writing case notes made them "feel accountable" and put them
in a "professional role." They enjoyed the landscaping project and realized how it positively impacted their relationship with their client. When
the project was finished, one student noted, "I liked the idea of landscaping as a tool to not only build rapport, but to teach and encourage."
The final celebration was a special day for the students because it was
their last day at the site, and they were reminded of the "joy" of their
experience. This event also provided a transition event along with some
closure. Structured activities provided students with clear directions,
elucidated their role, and framed the service-learning project within the
agency setting.
Service learning provides opportunities for students to apply the
skills they have learned in their courses. At the beginning of the servicelearning project, students expressed a variety of feelings including apprehension, nervousness, fear, intimidation, and uncertainty about their
"professional abilities in a real-world setting." With support, service
learning is an "opportunity to put textbook knowledge to use" and a
"welcome change from the textbook, lectures, and term paper rigors of
college" for many students. Both the instructor and agency staff provided
support by modeling, suggesting, and encouraging. One student captured
the sentiment of other class members about using skills. She wrote, "You
never think about using the skills you learn in class but as I reflect on the
time I spent with Amanda I am amazed at how often I found myself using these skills-and they worked!"
Students openly expressed their surprise regarding the experience.
What stood out most for them was the fact that their assumptions prior
to beginning the project were incorrect. Most had preconceived notions
about what the experience would be like and were surprised by what they
actually experienced once they began. One student wrote "Wow! I had
an idea of what this experience might be, but I was wrong. I got so much
more out of this than I could have dreamed." Students found that their
experiences were "priceless" and "tremendous;" they were 'just amazed
by the whole thing" and "wouldn't trade it for the world." These feelings
were often voiced in contrast to the ideas that they had about the experience prior to their participation.
Not all surprises, however, were positive. Three students wrote
page

about the lives their clients had before coming to the facility. The
abuse, neglect, bad family situations, and the "inability to fit in" regular
schools were difficult to understand. This initial exposure to an intensive treatment setting led another student to wonder about the agency
demands on clients and the control of staff that "make it hard for a client
to succeed." Finally, some students were surprised and frustrated that
they were not always able to meet with their clients, even though the
time was scheduled. Doctors' appointments, restriction, caseworker visits, therapy, and placement on suicide watch impinged on meeting times,
disrupting students' plans. These less-than-positive surprises contributed
to the experiential learning of students about real world agency work.
Another element that surprised students was the fact that professionals, alone, were not responsible for enacting client change. Students
realized that they were not single-handedly accountable for contributing
to the helping process; their clients had responsibilities as well. One student demonstrated this realization in her reflection and wrote "a helper
does not possess a magic wand to make the client's problems disappear,
nor does a helper have all the solutions. We can offer possible solutions,
only the client is the doer rather than the helper." In general, the students were surprised by the positive nature of the experience and what
they learned both about themselves and the helping process throughout
the project.

Summary
Service learning is a powerful teaching and learning strategy.
Support for students throughout service learning contributes to experiences that allow students to begin the transition from the classroom to
the real world. Supervision, structure, and skills acquisition and practice
are examples of how support is implemented throughout the experience,
providing a safe and reassuring climate for student growth and professional development.
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Turning off the Gender Autopilot:
Meeting the Human Service Needs of Transgender Men
Andrew S. Forshee, Ph.D.
Walden University

Abstract
Female-born male-identified men, also known as transgender
men, are often under represented in the human service literature on
transgender issues. Due to the misunderstanding of this population on
the part of practitioners, transgender men often fail to access basic human services. Using open-ended interviewing as a means to give voice
to this disparity, the author asked seven transgender men to share their
perspectives on how human service agencies and practitioners can best
meet their needs. Two over-arching themes, Human Service Experiences, and Pressing Needs and Recommendations; and three sub-themes,
Assumptions of professionals, Education of providers, and Standards
of respect emerged from the interviews. Strategies for human service
agencies are offered, including recommendations and resources for further exploration of trans gender issues.
People often take the identify-forming concepts of sex and gender for granted. Generally, these elements are reduced to the biological
functions and sexual anatomies reserved for individuals who identify as
"male" or "female." Masculinity and femininity are traits most characteristic of these sex roles, and social compliance of these behaviors is
strictly enforced through one's social and political environment. Yet,
for some people, the expression of gender as a birthright is not as clearly
defined. This article addresses the under representation of female-born
male-identified men, also known as transgender men, in the human service education literature. Due to misunderstanding and lack of information on the part of practitioners, transgender men often face tremendous
discrimination, particularly when accessing human service programs.

Definition of Terms
The term "transgender" (trans) describes a wide range of individuals who challenge socially and culturally defined categories of sex
and gender, including, but not limited to, drag queens, drag kings, crossdressers, female-to-male (FTM) and male-to-female (MTF) transsexuals
(Siragusa, 2001). More specifically, "transsexual" (T or TS) refers to
those individuals who feel that their physical bodies do not represent
their authentic-gendered self (Lev, 2004). While many transsexuals desire sex reassignment surgery (SRS) to actualize their identities, others
&mj&l'i;@r.~~W:f~$!Wi_%tt.:..' '. nf.WWf~_
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trative policies, combined with workers who have an understanding of
trans-related issues, contribute to a positive and culturally responsive atmosphere for all transgender clients. Therefore, to achieve these means,
human service practitioners must be willing to review and respond to
their current policies and procedures, staff qualifications, and educational expertise regarding the needs of transgender people.
In an attempt to expand the literature, explore the perceptions
of trans gender men, and avoid overgeneralizations about this population, seven trans gender men were interviewed about how human service agencies can best meet their needs. Although this study explored
numerous aspects of the participants' lives, the present article only
addresses data regarding the human service experiences of these men,
including service needs and practitioner recommendations.

The literature on transgender individuals is limited. More specifically, the literature on female-born male-identified transgender men is
sparse. From personal rights to public accommodations, transgender
people face tremendous social discrimination. Recent studies indicate
that trans gender citizens are particularly vulnerable to high-risk behaviors, including homelessness, substance abuse, and HIV/AIDS transmission (Coan, Schrager, & Packer, 2005; Kenagy, 2005; Wilkinson, 2006;
Xavier, Bobbin, Singer, & Budd, 2005).
The availability of culturally responsive human services for transgender people is inadequate (Kenagy & Bostwick, 2005). Specifically,
there is a strong need for professionals to address the needs of transgender individuals in housing (Dean et al., 2000; Namaste, 2000), employment (Dean, et al., 2000; Mottet & Ohle, 2003), mental health and
health care (Gay and Lesbian Medical Association [GLMA], 2003), and
educational services (Human Rights Watch [HRW], 2001; Xavier, 2000).
Notably, these services comprise "one's ability to maintain health and
well-being" (Wilkinson, 2006, p. 192).
Numerous compounding factors give rise to an increased sense of
vulnerability and risk for transgender people. Mottet and Ohle (2003)
identified a range of risk factors, including (a) lack of economic/housing
support for families, (b) substance abuse and addiction, (c) discrimination by social service agencies, (d) HIV infection, and (e) victimization
from crime while living on the street or from crime targeting transgender people.
In recent years, several professional organizations have acknowledged the needs of transgender clients, including the National Coalition
for the Homeless (Mottet & Ohle, 2003), the American Public Health
Association (1999), and the National Association of Social Workers
(1999). These organizations concur that agencies with clear adminis-

The qualitative paradigm used throughout this study came from
a synthesis of queer theory (Gamson, 2000), transgender/trans theory
(Stryker, 2004; Wilchins, 2002), and phenomenological perspectives
(Cohen, 1987; Moran & Mooney, 2002; Moustakas, 1994). The use
of these particular traditions supported the study's intent to extract the
meaning or "essence" of a phenomenon without exploiting or objectifying the participants (Creswell, 1998; Seidman, 1998). At the core, these
approaches seek to understand the meaning-making and lived experiences of individuals within the contexts of culture, power, and privilege, as well as contribute to the positive social change of marginalized
groups (Creswell, 2003; Wilchins, 2002, 2004).
Community-based participatory research was an additional
strategy used throughout the study as a means to obtain feedback regarding the research design from community participants (Wilkinson,
2006). Soliciting feedback enabled the researcher to obtain input about
the project, avoid objectification and pathologization of the population, and make necessary adjustments to research instruments. In essence, the "point is that the project is trying to create some difference in
real people's lives, and the research exists in the service of that effort"
(Stoecker, 2005, p. 8).
As suggested by van Manen (1990), refined by Moustakas
(1994), and further developed by Rubin and Rubin (2005), interview
questions for this study maintained an open-ended approach to understanding the human service experiences of the participants. The questions were neither intended to "predict or determine causal relationships" (Moustakas, 1994, p. 105), or were developed so strictly, as to
prevent other experiences from emerging.

choose to live without surgical intervention (Lev, 2004; Vanderburgh,
2002, 2007).
Although definitive terminologies are fuel for scholarly discourse,
there is no authoritative agreement or "consensus" on the use of an exact vocabulary among trans people (Vanderburgh, 2007). Green (2004)
acknowledged that since transgender terminology remains diverse and
actively under construction, researchers are cautioned to define groups,
noting that each term holds a unique historical trajectory. Therefore,
given that the essence of the literature review focuses on female-to-male
transsexual and transgender men, this article respectfully uses the terms
trans, transgender, men, FTM, and trans men interchangeably.
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Participants
A convenience sampling approach was used for participant selection (Creswell, 2003; Maxwell, 2005). Volunteers were recruited
through population informants, FTM and queer studies listserves, and a
regional FTM conference. Participants completed a pre-interview background questionnaire and an informed consent release. All participants
were apprised of the risks and benefits associated with participation in
the study, anonymity, and confidentiality.
The participants consisted of seven self-identified female-born
male-identified transgender men, including those who identified as men,
and were socially perceived as men regardless of surgery, being "out" as
transgender, or current hormone use. Their average age was 35 years,
with a span of 19 to 53 years. Five men self-identified as EuropeanAmerican, one identified as Korean-American, and one identified as
"European, AfricanIBlack, and Native American." Criterion for exclusion included non-English speaking individuals, and those who identified and presented as their natal sex (viz., female). Four participants
were located on the west coast, one participant was living in the midwest, and two resided on the east coast.

Data Collection
Using integrated procedures established by Seidman (1998) and
Moustakas (1994), semi-structured interviews were administered using
a previously piloted interview guide. Developed in collaboration with a
FTM community member, the interview guide was used as a reference
tool for the researcher. The format consisted of open-ended questions
regarding the human service experiences of this population.
The researcher asked the question, "Since your transition and
perhaps during, what has been your experience with human service professionals, including counselors, social workers, and shelter services?"
Emergent questions were often used to help the participant clearly elucidate their experiences. For example, successive questions included, "In
your experience, what do you perceive to be the most pressing needs for
transmen in receiving human services?" and "What do helping professionals need to know about transmen in order to fully meet your needs?"
Five participants chose face-to-face interviews and two interviews
were conducted by telephone. Interviews varied between 30 and 90
minutes in length. Interviews were audio-taped, transcribed, and loaded into a qualitative data analysis (QDA) software for coding and analysis. Identifying data, including names of spouses, partners, specific geographic locales, and cities were excluded from the final transcripts.
Following transcription, transcripts were returned to the participage 28
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pants for "member checking" as a means to verify the accuracy and
reliability of the information collected (Creswell, 2003). Participants
had the opportunity to review the transcript and provide additional information, clarify intention, and correct inaccuracies. The participants
returned the verified documents to the researcher, who integrated the
changes into the final transcription.

Analysis of the Data
In maintaining a phenomenological research design for data
collection and evidence of quality (Creswell, 2003; Moustakas, 1994;
Seidman, 1998), data analysis for the study proceeded in three distinct
steps: (1) a thorough review of the transcript as a means to understand
the experiences among the participants (Woodside, Paulus, & Ziegler,
2005), (2) initial coding and topic reduction, and (3) identification and
synthesis of experiential themes (Moustakas, 1994).
Once the final transcripts were complete, each individual transcript
was thoroughly read twice in its entirety to extract the overall meaning
or "essence" of the phenomenon from each participant. The researcher
began the analysis of the data by downloading the transcripts into qualitative analysis software. Once the transcripts were properly uploaded
into the database, the researcher reviewed each document, identifying
topics (i.e., key words, phrases, sentences, or paragraphs) that appeared
to verify the human service experiences of the participants.
Through an ongoing process of reduction and elimination of overlapping topics, themes were clustered and identified as being the "invariant constituents" (Moustakas, 1994, pp. 120-121), or core experiences of
the phenomenon. Titles for the final themes emerged during a four-stage
reduction process from transcript content. For the purposes of this article, two major themes and three sub-themes are described below.
In order to maintain the unique perspectives of transgender men at
the center of the research, phenomenology was an appropriate method
for understanding the human services needs of this population. Analysis
of the data revealed that the following themes not only articulate the human service experiences of transgender men, but also identify pertinent
issues related to education and practice.

Findings
This section illustrates the findings of the content reduction and
data analysis process. Each theme represents the original interview
transcripts and "real world" experiences of the participants. Findings
are expressed in direct quotes, reflecting the exact words of the men in
the study.
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Human Service Experiences
Despite a few surmountable obstacles, the participants cited positive experiences with human service practitioners: "With my gender
therapist, I've had it good with her. She really helped me out with my
transition a lot. She is really experienced... I really wanted to make a
conscious effort to get a trans-friendly place ..."; "I have had excellent
experiences with all the people I have gone to about my gender... Everyone has been great." Additionally, it was apparent that some men were
extremely cautious, engaging in critical consumer research prior to their
interactions with professionals: "I'm just the type of person who is very
skeptical and very careful about getting help ... I do my own research."
Although none of the participants stated that they had been denied
services, a few of the men did mention marginal practices: "She didn't
believe that I was really trans. Looking back on it, it's very clear that
she never believed me." One participant observed his therapist providing an inaccurate appraisal of his experience: "Within 15 minutes, her
assessment was that I had been raped, repressed the memories, and was
neurotically afraid of men. And that this was the cause of my gender
confusion and such ... This was an assessment made in 15 minutes."

ist.'" Another participant noted that providers must become acutely
aware of gender biases and assumptions in all areas of practice: "Turning off that damn [gender] autopilot. That's one thing. That's the first
thing. Because if people individually could tum that off, they then
would begin to realize very quickly that their intake forms are not going
to be adequate. Because as soon as you tum off the gender autopilot,
you realize how inadequate 'male' and 'female' are on an intake form ....
And you start to realize there are trans people all around you- because
you are no longer assuming gender."

Standards of respect
Participants cited the need for professionals to display a genuine
sense of respect when working with transgcnder clients: "I guess the
main thing is that whatever the pronoun that [sic] the person that comes
in wants you to use, or whatever name they want you to use, you should
use it." Most notably, the recognition that transmen are real men with
different body parts, and unique histories: "There needs to be a degree
of social interaction that is respectful and encouraging."

Discussion
Pressing Needs and Recommendations
The participants also reported three distinct areas in need of attention: (1) the assumptions of professionals, (2) the education of practitioners, and (3) standards of respect.

Assumptions of professionals
Practitioners are cautioned about making assumptions, specifically
when providing ethical human services. As one participant stated: "Don't
assume that I was a lesbian before I transitioned or that I'll be straight
after my transition ..." Many of the men reported facing numerous practitioner assumptions when interacting with service providers, particularly
when it comes to incarceration or shelter accommodations: "Not just assuming that just because you appear male that you would be comfortable
using a segregated gender space with other men ... Not assuming that you
want to be touched ..."

Education of providers
Participants largely cited education as the predominant recommendation for the human service field, notably in the areas of clinical
practice and academic education: "There needs to be education. There
needs to be education with doctors, with social workers, with lawyers ...
and it needs to be more than 'Here are these crazy freaks, and they ex_1
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In maintaining a community-based participatory research approach, interview participants were asked to provide insight on how the
helping professions could best meet their needs. Despite a few obstacles, the participants reported positive interactions with human service
providers. Yet, it was clear that these men had engaged in an extensive
amount of consumer research prior to their final practitioner selection.
Two men cited unpleasant experiences with mental health providers,
and eventually located professionals who were empathic toward transgender issues.
Overall, the participants emphasized the importance for human
service practitioners to understand, or at the least have a moderate level
of competence regarding transgender issues. Most of the men noted
that the practitioners they encountered held inaccurate assumptions and
myths about transgender individuals. Equal to biological males and
females, transgender people obtain human services for a variety of reasons, establishing contact with these services following numerous life
experiences. Hence, broad-based assumptions, or a "one size fits all"
approach leaves transgender men vulnerable, particularly in the areas of
medical care, housing, shelter services, and in the criminal justice systcm (i.e., jails and prisons).
Lack of education on transgender issues was cited as the most
common barrier to accessing appropriate and responsive human serpage

vices. Initial social service interactions often ended in the participants
themselves providing information and extended resources for their
practitioners. These interactions, though not necessarily negative, left
the men feeling as though providers were under prepared and lacked the
skills necessary to meet their needs.
Given these findings, it is comprehensible that transgender issues should be addressed and integrated on all levels throughout human
service training programs. Curricula addressing the impact of social
oppression, stages of gender transition, family crisis issues, standards of
care, human rights, and the influence of socio-cultural issues on transmen are warranted.
Participants also cited the need for practitioners to display a genuine sense of respect when working with transgender men; most notably,
the understanding that transgender men are real men, who have unique
life and body histories. As one participant stated: "It's not my fault that
you've gendered this situation unnecessarily ..." In essence, practitioners
must engage in deep self-examination regarding their own biases, stereotypes, fears, and misconceptions regarding sex and gender issues. This
reflection includes seeking the support, training, and guidance necessary
to influence personal and systematic change for transgender clients.
As noted, the high level of consumer research conducted by the
participants is indicative of the hesitation they experience when accessing professional services. This caution is due to fears of inadequate
care, undereducated professionals, and the social stressors attached to
needing effective human services.

Implications for Social Change
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"Change" involves the transformation of a specific object, ideology, characteristic, or behavior into a new or different way of viewing
the world (Vago, 1999). Change may be subjective or superficial, and
depending on the kind of change adopted, may conflict with a personal
value system. Social change, for the purposes of this study, involves a
systematic shift towards understanding the unique needs and perspectives of trans gender men.
Although limited in scope and sample size, this study aims to
help dismantle the overt and subtle barriers of misunderstanding facing
transgender men. These preliminary findings aspire to initiate a conversation among human service scholar-practitioners interested in the cross
sections of sex, gender, and service delivery. Specifically, this study
focused on the experiences of trans men in their own words and on their
own terms.
Supportive of phenomenological investigations with transgenpage

der populations, Rubin (2003) stated, "Phenomenology returns agency
to transsexuals as subjects and authority to their narratives" (p. 30).
Provided this suggestion, practitioners must begin to solicit social and
professional advice from transgender men, as a means to hear what they
need and want from the human services field.

Recommendations for Action
Agencies that have clear policies, and staff members who have
an understanding of transgender issues from practical and empathic
vantages, contribute to positive and culturally responsive human service
settings for trans gender clients. Nevertheless, professionals must be
willing to review and respond to their current policies and procedures,
staff qualifications, and educational expertise regarding the treatment
and care of trans gender men. Therefore, based on the outcomes of these
interviews, the following actions are proposed for human service scholars, practitioners, and agencies:
Review existing policies and procedures for trans-inclusive language, including anti-discrimination language based on gender identity
and expression. If there are gaps in policy and procedure, take steps
toward inclusion oftransgender issues. There is a distinct difference
between "sex discrimination" (i.e., discrimination based on biological
body parts) and "gender discrimination" (i.e., discrimination based on
an individual's perceived gender expression or identity).
Urge local university and college human service and social work
departments to include trans-related topics into the standard curricula.
Due to the tendency to tokenize, eroticize, or view transgender people
as exotic "others," a one-day lecture or cursory "tourist" approach to
transgender topics should be avoided in human service courses. Educating program developers on the importance of trans inclusion in the
development of classes and field experiences for students adds another
layer of applicable diversity to the field.
Educate agency and program leaders, supervisors, field staff, and
clients on trans gender issues, including the differences in female-tomale, male-to-female, and intersex needs. Each specific group has a
distinct history, as well as a unique set of requirements. Generalizing
"transgender" as one collective group misses the point of culturally responsive human service practice.
Educate direct service workers on the unique histories, needs,
and experiences of trans people, including pronoun preferences and the
difference between sexual orientation and gender identity. Important
to note is that transgender people possess unique identities, similar to
other clients. Workers should also be aware that a trans person's sexual
W:1%iIl1~~mk.~rJMWUi
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orientation might run the continuum from heterosexual, to bisexual, to
lesbian or gay.
Stay open to hearing feedback from transgender community
members regarding their specific program and service needs. Recommendations may entail the improvement of some program areas, or the
creation of others. Sometimes this feedback may feel uncomfortable.
However, programs taking time to consider the needs of transgender
individuals from all aspects of their service delivery systems are more
likely to gain trust and positive rapport from trans clients.
When transgender men feel safe and welcomed, the likelihood
that they will access much-needed services will increase. Similar suggestions are also supported by the Washington Transgender Needs Assessment Survey (WTNAS) (Xavier, 2000) and the Gay and Lesbian
Medical Association (Dean, et al., 2000). Most importantly, it is vital
that practitioners understand that trans men are "real men," with unique
and contextual histories. It is vital for professionals to have conversations with colleagues, peers, and supervisors regarding their inexperience or lack of knowledge concerning transgender specific issues.
Responding to a question about what human service workers need
to know about transgender clients, one participant stated, "Recognize
that they need to have the conversation. And that it's not transpeople's
fault that they need to have the conversation. It's not my fault that
you've gendered this situation unnecessarily. Or, if you're uncomfortable with it. Don't put that on me." In essence, human service professionals must "do their own work" around biases, stereotypes, and misinformation on the subjects of transsexual and transgender issues.
As Bomstein (1994) stated: "Gender identity seems to be an unspeakable thing in our culture, just as names are considered unspeakable
in some other cultures. When it comes to work, we can ask. When it
comes to sex and gender, we're supposed to observe discreetly and draw
our own conclusions" (p. 10). Human service practitioners can help alleviate this oppressive discretion by initiating conversations about transgender topics in clinical environments, scholarly research, academic
interactions, and professional settings.

Recommendations for Further Study
The experiences of trans gender men are relatively unexplored.
Several researchers, including Devor (1997) Green (2004, 2005), and
Rubin (2003) have already made substantial contributions regarding the
issues facing trans men. Yet the thoughts, perspectives, histories, and
insights of transgender men remain silent in human services scholarship. The preliminary outcomes of this study suggest that trans men are
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a fundamental voice in the research on the social service needs of transgender and transsexual populations. Transgender men also provide vital
insight regarding the inclusion and policy-making practices involving
the care and treatment of trans gender people in human service delivery
systems. Therefore, further research regarding the human service needs,
transitional experiences, and community-based support networks of this
population is warranted.

Conclusion
The best way to begin incorporating transgender perspectives into
human service work is to ask. There are several strategies to help the
human service professionals initiate exploration in this area:
Begin by accessing regional lesbian, gay, bisexual, transgender,
questioning, and intersex (LGBTQI) community organizations like Parents, Families, and Friends of Lesbians and Gays (PFLAG) and local
LGBTQI community centers.
Read literature relevant to trans gender topics, including current
events on issues that affect trans people. Start with popular press magazines such as The Advocate or Transgender Tapestry, and then progress
to academic journals such as International Journal of Transgenderism.
Attend local GLBTQI events, such as a Pride Parade or film festival.
Significant others, friends, families, and allies are typically welcome at these
gatherings.
Attend local gender identity, transsexual, and transgender identity conferences, such as SouthernComfort, Gender Odyssey, or FORGE Forward.
Ask for help, advice, training, and anything else that will dissolve
the stereotypes, encourage meaningful connections, and allow the important conversations to begin.

Numerous national web resources are available
for further exploration:
Female-to-Male International (FTMI): httpr//wwwftmi.org/
Gender Education and Advocacy: httpi/iwww.gender.org/
Gender Public Advocacy Coalition: http.r/www.gpac.org/
Human Rights Campaign: httpt//wwwhrc.org/
National Gay and Lesbian Task Force: http.r/www.thetaskforce.org/
Parents, Families and Friends of Lesbians and Gays:
hupi//wwwpflag.org/
The Transitional Male: http:/;\vV'v'W.thetransitionalmale.com/
Although not exhaustive, these resources provided invaluable
information, support, and community connections for practitioners attempting to learn more about trans gender issues.
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The aim of this project was to inquire about the human service experiences of transgender men. The results of this study merely scratch
the surface of a much larger demand for community-based inquiry on
transgender topics. Further work is needed to bring to light the voices
oftransgender individuals in all aspects of human service education,
practice, and scholarship. Equally, practitioners must consciously tum
off their "gender autopilot" in order to reflect upon and respond to the
human service needs of trans gender individuals.
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Abstract
The Women's Bean Project (WBP) is a not for profit social enterprise based in Denver, Colorado. Because WBP is a 16 year old organization, the program has had many success stories. But stories were not
enough to tell the true story ofWBP or to entice funders who wanted
quantifiable metrics that defined success. Results Oriented Management
and Accountability or ROMA gave us the structure for measurement
that WBP so sorely lacked. The program changes that we implemented
resulted in a program that has a clear structure and expectations complete with measurable results.

The Women's Bean Project:
Defining the Mission and Measuring Outcomes to
Better Serve the Needs of Women
The Women's Bean Project (WBP) is a not for profit social enterprise based in Denver, Colorado. In the context of an on-site, packaged
food production business, WBP teaches job readiness skills to women
who come from backgrounds of chronic unemployment and poverty.
The total operating budget is $1.1 M, 60% of which comes from the sale
of products that are sold in 23 states throughout the country and on the
web at Amazon.com.
Each program participant stays at the Bean Project for a minimum
of six months to a maximum of one year. During her time at the Bean
Project, she learns basic workplace competencies for entry level positions as well as basic life skills.
Because WBP is a 16 year old organization, the program has had
many success stories. Until recently, that was all WBP had. WBP had
great anecdotes about women like Mary, who kicked a 20-year heroin adpage
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diction, left prison and is now a productive worker and an involved grandparent for the children she wasn't able to care for. Or Barbara who came
to the Bean Project when she was living in a homeless shelter and had no
job skills to help her obtain employment and has now been employed at
the same place for seven years. She now owns a home and a car.
WBP found that the anecdotes worked pretty well for the organization as a whole, and even individual donors, but they were not effective for writing proposals. The struggle with writing proposals for funding was trying to quantify WBP anecdotes in a way that really told the
story and compelled funders. WBP funders wanted quantifiable metrics
that could be tracked even after a woman left the Bean Project. What
began as friendly suggestions became a more urgent requirement over
the course of a couple of years.
And there was another problem. Because WBP was not doing a
good job of defining and measuring WBP success and communicating
it to the community, others were doing it for us. As a result, WBP was
being lumped together with other organizations that did short term job
skill training that measured their success by whether or not a client got a
job at the end. The problem for us was twofold:
1. The women WBP works with are not ready for job skill/placement programs. They have much more basic needs that are not addressed in short term programs
2. The single event of getting ajob at the end of the 6-12 months
doesn't begin to tell the story of how a woman's life has been transformed during her time at the Bean Project.
As WBP tried to address the situation, the staff realized that a
framework was necessary. Measuring success for the WBP businesses
is relatively straightforward. Revenue increases or cost of goods sold
can be tracked and managed within certain parameters. The numbers
provide indicators ofWBP success. Figuring out how to measure the
success of the women is more difficult. WBP had to figure out a way to
take each of the little successes, such as finding housing and coming to
work on time or finding daycare, and track and measure those changes.
A tool was needed for identifying benchmarks and criteria for success.
Results Oriented Management and Accountability or ROMA gave us the
structure for measurement that WBP so sorely lacked.
ROMA is an interagency initiative promoting outcome-based
management strategies for community, state and federal agencies participating in the Community Services Block Grant programs. ROMA
was designed by the Office of Community Services' Monitoring and Assessment Task Force in response to the 1993 Government Performance
Results Act (GPRA) (www.romal.org).
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The ROMA logic model is a framework and, while there are
Federal Objectives, National Goals, and National Indicators, the services and the success measures are defined by the individual agencies.
Using the ROMA model, agencies are asked to define or explain:
1. The problem, need, or situation or in essence the primary purpose or goal of the agency.
2. The service,activity, or intervention the agency uses to meet the goal.
3. The desired outcome from the intervention.
4. Indicators of success. In other words, how will the agency know
that it has met the goal? These indicators must also be tightly defined and
include numbers and percentages.
5. Measurement tools to accurately assess progress towards the goals.
6. Whatand how data will be collected based on the measurement tools?
7. How often data will be collected?
All of these definitions and explanations shouldbe conciseand focused.

Methods
Using the ROMA model, the first questions for the Women's Bean
Project were "Who are weT' and "What is success?" These are questions that all human service agencies must answer to be effective. The
urgency of answering these questions for the WBP was compounded by
the fact that staff-wise, there were three fairly new staff members (less
than a year), including the Executive Director. WBP determined that
the following should occur to fully understand and encompass the range
of service that the WBP engages in:
1. Interview with key Board Members.
2. One-on-one interviews with Staff Members.
3. Group process
a. at a board meeting
b. at a weekly staff meeting
c. with program participants
As a result of these meetings, Mission, Vision and Problem Statements were created. These statements formed the basis for the first three
goals of ROMA: Identifying the problem is the service used to intervene and the desired outcome.
The new Staff Program committee was formed. This Committee met six times and also worked between the meetings in round robin
emails.This group worked well and was very focused on the task at
hand. The first meeting, probably the longest of the meetings, focused
on what the program might look like, the consultants were needed/wanted, and an overview of what this committee was going to accomplish.
Decisions on the major components were made at this first meeting and
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provided the next layer of foundation for the Program.
The Staff Program Committee developed the Program which included:
• Process Outline
• FAQ Sheet
• Orientation
• Intake Process
• Interview
• Policy and Procedures Elements
• Evaluation Tools
The next phase was the development of evaluation and documentation systems, or measures of success. The committee continued the
weekly meetings and developed an outcome statement and indicators.
Upon agreement, they began to design the evaluation tools. The tools
created in this 3rd Phase included the following:
• Case and Progress Notes
• Participant Goal Sheets
• Exit Assessments
• Joint Scale Matrix
• Host Supervisor Forms
• Host Exit Interview
• Initial Intake Data Form
• Monthly Data Form
A consultant reviewed the current files and created a check list of
what should be contained in the files, and its placement within the files
(for easy location) and a file cover sheet.

Results
The redesign of the services delivery program has been operational for fiscal years ending June 30, 2005 and June 30, 2006. Some of
the significant positive results follow:
Qualitative Information: Over the past two years, as compared
to prior years, the women enrolled have had improved attitudes and
demonstrated that they have a better chance to succeed. We have had
fewer interpersonal and group problems, and participants have been
more focused on stabilizing and improving their lives.
Quantitative Information: During the Bean Project's first 15
years approximately 60% of women completed the probation/stabilization period and 25% of women graduated; over the past two years 74%
of women completed the probation/stabilization period and 47% of
women graduated having attained basic job readiness.
Of women served during the past two years, 33% obtained em-

ployment - a much higher placement rate than previous years. In past
years, we obtained follow-up information on less than 10% of graduates; last fiscal year we maintained follow-up contacts with 90% of
graduates.
Sustainability of Outcomes: The program changes that we
implemented resulted in a program that has a clear structure and expectations. This has been beneficial to participants as they experience a
work adjustment environment that more effectively prepares them for
unsubsidized employment and a life of self-sufficiency. Because these
program enhancements that led directly to improved outcomes have
already become an institutionalized part of our culture, we anticipate no
problems in sustaining these benefits.
Program Model: Although the mission of the Bean Project is
to graduate women with basic workplace competencies rather than job
placement, pressure from funders has required us to develop job placement services. We recently developed a partnership with Emily Griffith
Opportunity School, a local agency that Individualized hands-on instruction prepares students for jobs, in an effort to provide a transitional
pathway from Beans to mainstream employment without creating a job
development/placement component within the Bean Project.

Discussion
When WBP began implementing ROMA, the initial result was
that it served to point out discrepancies in WBP program model. WBP
was providing services that were not tied to measurable outcomes.
When put together into a program structure, there were just a bunch of
disparate pieces that didn't fit together. WBP finally realized that it all
came down to their successful growth of their mission statement and
goals. WBP finally realized that until success was defined, progress toward that success nor success itself could not be measured. It was the
classic, "if you don't know where you are going, how will you know
when you get there" problem.
Today we have an organization that is cohesive. Rather than two
distinct parts, a program and a business, we all-staff, board, program
participants--understand that it is these parts that make us whole. This
is a fundamental shift that resulted from implementation of the ROMA
model.
The business is the program. We like to say that we don't employ
women to make bean soups; we make bean soups so that we can employ
women. The business is the means through which we teach job readiness skills and help support ourselves. We teach life skills by adding
other non-work activities and providing one-on-one coaching.
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· In the end, ROMA has allowed us to create a means through
which we can measure what happens to a woman while she is at the
Bean Project and whether or not those changes stick. It also helps us
understand what works so that we can replicate those activities and help
more women. We are now able to measure outcomes and communicate
results with all stakeholders. Next steps are to begin to calculate a social return on investment.

Assessing Student Learning:
Applying Bloom's Taxonomy
Patricia A. Eber and Trent S. Parker
Indiana University-Purdue University. Fort Wayne

Abstract
Bloom's taxonomy is a tool that can help human services educators broaden the depth of their students' learning. The challenge with
the taxonomy is developing assessments that measure each of the six
levels. In this paper, the six levels of Bloom's taxonomy are presented.
A discussion of developing assessments and rubrics to measure student
learning follows. Examples are provided.
The use of Bloom's Taxonomy (Bloom, Engelhart, Furst, Hiss, &
Krathwohl, 1956) has been shown to enhance student mastery of skills
and concepts and critical thinking (Bissell & Lemons, 2006). The challenge has been developing assessments to measure student learning and
critical thinking within the six stages of the taxonomy. Crooks (1998)
suggests that most college testing simply involves recalling memorized facts. Such tests only address the first level oflearning. Because
Bloom's taxonomy is based on higher order thinking and facilitates academic rigor, it becomes important to assess how well students are able
to master the information within the other five areas in the taxonomy.
Before the topic of assessment based on Bloom's taxonomy can
be addressed, it is imperative to examine the use of the taxonomy within
the classroom. In one light, it makes sense that most college testing
involves recalling memorized facts. Instructors most frequently conduct classroom instruction at lower levels of cognition (Whittingon &
Newcomb, 1993). In this situation, any assessment aimed at measuring
student learning across the higher levels of cognition becomes invalid
(Airasian & Miranda, 2002; Wiggins, 1990). This is due to the fact that
if students are not given an opportunity to learn within the higher levels
of cognition, it does not make sense to test them in that area. It would
be similar to giving a physics test in a chemistry class. Therefore, we
will have a brief discussion about the use of Bloom's taxonomy in the
classroom. A more in-depth presentation is available elsewhere (see Anderson, 1999).

Bloom's Taxonomy
Bloom's taxonomy (1956) consists of six levels of abstractions
that occur in education settings. The graduated levels are: knowledge,
comprehension, application, analysis, synthesis, and evaluation. Later,
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the levels were renamed remember, understand, apply, analyze, evaluate, and create (Anderson, 1999).
Remember. This level involves retrieving information from
memory, known as rote memory. Learning at this level builds a foundation for the remaining levels of cognition. It involves learning facts,
knowledge of major ideas, and memorizing. In the field of human services, an example might be an instructor lecturing on 26 different microskills throughout the semester. Students would be required to memorize the definition of each.
Understand. When incoming knowledge is integrated with existing cognitive frameworks, this level has been achieved. Cognitive processes in this level include interpreting, illustrating, classifying, summarizing, and comparing. Continuing with the microskills example, students
would describe, differentiate, and discuss their knowledge of each skill.
Apply. This level consists of two cognitive processes. The first
is executing, which is when the task is an exercise familiar to the learner. The second is implementation, which occurs when the learner is unfamiliar with the problem. In our experience it is important for students
to experience the first process followed by the second. For example,
students would role play the various microskills. For the second process,
students would be given a detailed vignette and must choose which microskills are appropriate for the example and then role play them.
Analyze. This level involves breaking material into its constituent parts and determining how the parts are related to each other and to
an overall structure. This level includes debating, organizing, and attributing. In the microskills example, students would analyze and debate
skills such as reflection of feeling vs. reflection of meaning. They would
state when one skill would be more appropriate to use than the other.
Evaluate. In order to master this level, students must make
judgments based on criteria and standards. This phase includes monitoring, testing, judging, pointing out consistencies, and utilizing critical
thinking. In the classroom, a student observer would critically evaluate
a fellow student in his or her role playing of microskills. Students would
be given specifics to evaluate, such as attending skills (visual/eye contact patterns, body language, movement harmonics, and vocal qualities).
Create. This final level requires students to put together elements to form a coherent or functional whole. Students produce a product by implementing three parts: 1) Students understand the task and
generate solutions; 2) The student devises a workable plan; 3) The student carries out the plan. Using the microskills example, students would
be given various client vignettes and would be instructed to understand
what the client needs, generate solutions on what they can do to assist

the client, and devise a plan of what microskills are needed and demonstrate an ability to carry out this plan. The third part of this level is generally the most difficult to implement within a classroom setting. Internship, however, is one class in which this entire level can be mastered.
Bloom's Taxonomy and cognitive development. In order for
students to gain more from their education, it is important to also consider where students are in terms of cognitive development. The use of
Bloom's Taxonomy fits well into theories of cognitive development. For
many models of cognitive development (e.g., Erikson (1968), Kohlberg
(1969), and Perry (1970)), in order for a student to reach a higher level
of development, a moderate level of discomfort must be felt with his or
her current level of functioning (Evans, 1996). Marra and Palmer (2004)
examined graduating students with both high and low levels of cognitive development based on Perry's (1970) model. Students at both levels
valued learning experiences that departed from the traditional instructor
lecture. Such experiences included the ability to think independently and
challenges to think through the material, not just memorizing. These experiences are built in to Bloom's Taxonomy and help the student to progress through higher levels of cognitive development.

Assessment Using Bloom's Taxonomy
Although teaching using Bloom's taxonomy requires careful
planning, developing the assessments can be a straightforward process.
This is particularly true when the instructor uses Bloom's taxonomy in
the classroom. The assessment can flow naturally from what the instructor has done in class. To discuss creating assessments based on Bloom's
taxonomy, we will be using the framework provided by Eber (2007). A
condensed version, along with additional examples, can be found in Table 1. Each level requires the use of specific language. These are listed
as potential activities and verbs to use in assessments (Table I). By using this language, the assessment is measuring at the associated level.
On paper-based assessments using Bloom's taxonomy, items
can take a variety offonnats including multiple choice, true/false,
matching, short answer, and essay. It is important to note that assessments can take multiple forms from paper-based assessments to group
work to final papers. Notice in the assessment example for the level
"evaluate" (Table 1), students are participating in a group activity that
requires them to present their findings to the class.
In order to ensure accurate measurement of student achievement, it is important to assess the student across each of the six levels at
some point within the framework of the curriculum. In part, this can be
accomplished while measuring the higher levels. Frequently, operating
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at the higher levels requires the use of principles from the lower levels.
For example, the second sample assessment for the create level (Table
1) also measures remember, understand, apply, analyze, and evaluate.
Designing and implementing an assessment is only the first step
of measuring student mastery. Developing a scoring rubric is also a key.
Rubrics can improve student performance and can help students become
thoughtful judges of the quality of their own and other's work (Andrade,
2005). When assessments are based on Bloom's taxonomy, rubrics
become of particular importance. While the lower two levels, remember and understand, generally produce right or wrong answers (e.g.,
multiple choice or true/false), the remaining levels produce degrees of
proficiency. It is possible, however, at all levels to assess using degrees
of proficiency. Table 2 provides an example of a rubric at the remember
level that assesses degrees of proficiency.
When measuring students on the higher levels, as we mentioned
previously, it is possible that the assessment is not paper and pencil
based. When developing a rubric at these levels, it is important for the
instructor to consider key areas in which to measure students. Table 3
is a rubric for an activity which involves placing the students in groups
of three to practice microskills covered in class. In this activity, two students practice the microskills while one observes.
When working with students, it is of little benefit to tell them
that they are simply right or wrong on an assessment. What is important
is to let them know where they fall on the continuum in order to know
where they are and where they need to be. Designing assessments and
rubrics to measure degrees of proficiency provides this type of feedback
to students. While rubrics may be time consuming to develop, they are
well worth the investment in benefits to students. Additionally, for the
instructor, rubrics can reduce the time spent on evaluating student work
(Andrade, 2005) and facilitates objectivity (Brualdi, 1998).

Conclusion
Blooms taxonomy has been used in many areas, particularly
in the field of education. Although little, if any, of the human services
literature addresses Bloom's taxonomy, it is of particular importance to
this field. When our students are working with clients, it is imperative
that they be able to quickly analyze, create, and apply what they have
learned. In many of the situations our students will encounter, remembering facts and definitions will be of little use. It is the responsibility
of the instructor to not only introduce higher order thinking, but to integrate it into their personal and professional philosophy and perspective.
Bloom's taxonomy offers a framework for instructors to do this.
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All subject areas in human services can benefit from Bloom's
taxonomy including the introductory courses, skills courses, and practicum and internship. While using Bloom's taxonomy in the classroom
and with assessments requires a time investment, students frequently
comment on enjoying the classroom activities, the challenge, and the
depth of their learning. Although sound theoretically, research needs
to be conducted on the effects of Bloom's taxonomy being used in the
classroom on field experience and job performance.
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Table 1
Condensed Framework for Designing Assessments
Level

Verbs to Use in
Assessments

Potential
Activities

Possible
Assessment

Remember

Choose, define,
describe, match,
distinguish, label,
locate, recall, recite, record

Definition, fact,
fill in the blank,
label, list, true/
false, workbook

1. Define bootleg
reinforcement. (short
answer)
2. Match the listed
theories with the associated theorist.
(matching)

Understand

Identify, explain,
give examples,
classify, compare,
contrast, extrapolate, illustrate, 10cate, outline, summarize, translate

Differentiate, debate, distinguish,
dramatization,
story problems,
recitation, label,
summary

l. Given an example
of a directive. (short
answer)
2. Identify what type
of boundary a healthy
family system has.
(multiple choice)

Apply

Calculate, demon- Design, simulation, relate,
strate, illustrate,
interview, practice, diorama, illustrasolve, draw, exhib- tion, interview,
journal, photoit, interpret, produce, experiment,
graph, poster
teach, sequence
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1. You discover your
client has a lifestyle
contrary to your core
values and you find
you are having difficulty being objective.
Relate how you would
solve this dilemma.
Refer to the Code of
Ethics, demonstrate
which codes you
based your answer on.
(vignette and short
answer)

L il j
Analyze

Evaluate

Create

Analyze, appraise, categorize,
compare, debate,
differentiate, distinguish, examine,
point out, question, research,
separate

Categorize, conelude, illustrate,
list, outline,
report, summary,
survey

Choose, defend,
determine, evaluate, judge, justify,
predict, rank, recommend, reject,
select, support,
validate

Debate, investigation, judgment, opinion,
panel, report,
survey, verdict

Compose, create,
design, develop,
generate, plan,
predict, role-play

Invent, plan,
project, song,
story
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I. Differentiate between inattentive
attention deficit disorder and hyperactive
attention disorder.
(short answer)
2. Compare a law and
a regulation. (short
answer)
1. In groups of three,
evaluate and debate
the following topics.
Select and then report
at least two positive
and two negative attributes of each: I)
abortion, 2) capital
punishment, 3) the
war in Iraq, and 4)
affirmative action.
(group work)
1. Design a shaping program to teach
5-year old Jacob how
to write his name. (essay)
2. Each student will
pick a disorder and
compose a story of a
fictional client. Describe your client, ineluding: background,
psychosocial history,
diagnosis, possible
treatments, and prognosis. (final paper)

Table 2
Rubric for Level 1-Remember
Assessment Item

Exemplary

Accomplished

Developing

Beginning

lJefine
Bootleg
Reinforcement

Definition
is correct,
clear, and
includes all
details

Detimtion IS
mostly correct but lacks
details

Definition IS
vague and
lacks details

Definition
is not correct

Score/
Comments

Table 3
Rubric for Level 3-Apply
Exemplary

Accornpnsned

Developing

Begmnmg

Group
Role
Duties

Perrorrns
all duties of
assigned
group role

Performs nearly all duties

Performs
very little
duties

Does not
perform
any duties
of assigned
group role

P-artlclpation
inActivity

Utters
a fair
amount of
important
nformation - all
is relevant

Utters some
informationmost is relevant

EIther gives
too little
information
or information which
is irrelevant

Does not
speak during the
interview

Apply
Microskills

Excellent
ability to
apply microskills in
appropriate situations

Is able to apply microskills
in most siruations

Inconsistentlyapplies microskills
in needed
situations

Does not
apply microskills in
appropriate situations
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Comments

I

Review of the Great Risk Shift
by Jacob S. Hacker
Irwin Neso.IJ
Kean University

Through statistics, analysis and personal narrative, Jacob Hacker
builds a convincing case in his book The Great Risk Shift, that recent
changes in the economy have shifted risk to the American workers and
their families. One of the narratives in this well-written and readable
book is that of Jeff Martinelli, who Hacker tells us "might be considered
lucky ... Jeff skipped college to go straight to work to cam a living...
the work was good: a factory job with high pay and generous benefits, a
direct route to middle-class life. Then in 200 I, when he was fifty, the bottom fell out of Jeff's American Dream. He was laid off, and despite his
factory experience he couldn't find work. Eventually he scavenged a new
job - in pest control- but he now makes less than half what he used to."
Despite this setback at a time in his life when he should have been comfortable, Jeff states: "At least I have ajob. Some of the guys I worked
with still have not found anything. A couple of guys lost their houses."
Martinelli's experience illustrateswhat Robert Reich, former Secretary
of Labor, meant when he stated, "There used to be a social contract between
employer and employee. If the company was profitable you would have a
wage that was a living wage." (2002) This undermining and eventual demise
of this social contract is the subject of Hacker's book.
To make his point that it is time to reclaim that social contract
Robert Reich speaks of, Hacker divides his book into chapters such as
"The New Economic Insecurity, Risking it All, Risky Jobs, Risky Families, Risky Retirement and Risky Health Care." This well researched
book should be required reading for all new members of Congress and
on the bookshelf of every human services worker or educator who is interested in social welfare policy and its impacts on the people we serve.
In contrast to the rosy picture of an improving economy painted
by the current administration, Hacker highlights both the growing
wealth gap and the growing instability of family income. He argues that
it is this increasing instability of income, resulting from this risk shift
that is impacting American families directly.
Through real life examples, Hacker aptly demonstrates how middle class workers who have invested in gaining education and skills, like
Martinelli, are treated as renewable resources. Another worker highlighted is Teresa Geerling, who Hacker tells us might lose her house.
Downsized from a good paying job at American Airlines, Teresa found a
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job as a nurse's aide on the night shift at a local hospital. However, "she
must pay $200 a month if she wants insurance coverage, a significant
dip into her earnings, which are now $2 less an hour than she made at
the airline." In addition to the extra cost for health insurance and the
lower hourly salary, the hospital does not offer a defined pension plan
like the airline did, so now Teresa must fund her own retirement through
the hospital's 401(K) plan.
Hacker demonstrates that "Beneath the rosy economic talk, the job
market has grown markedly more uncertain and unstable, especially for
those who were once protected from its vagaries. The family, once a refuge from economic risk, is creating new risks of its own." These new risks
come in the form of drawing down on savings and retirement plans to meet
immediate needs, risking the future to save the present. Herein lies one
problem with Hacker's work. It is heavily tilted to the impacts of the "risk
shift" on middle class families with little space or time given to low income
people who are also suffering as a result of this risk shift. Under the guise
of "personal responsibility," our government is turning away from its rightful role of providing for the welfare of its citizens and this has impacted no
one harder than the working poor and the long-term unemployed. Even
with this limitation, Hacker's work is a must read as he makes his case
highlighting the changes in our economy and the impact of this shift to socalled "personal responsibility,"
Hacker concludes with a chapter titled "Securing the Future,"
which is his manifesto of how to move forward and reduce the impact
of this risk shift. "The ultimate goal," according to Hacker, "should be a
new framework of social insurance that revitalizes the best elements of
the present system while replacing those parts that work least effectively
with stronger alternatives geared towards today's economy and society."
Hacker's plan to secure the future includes wage insurance for displaced
workers, converting worker's 40 I(k) retirement accounts into guaranteed lifetime income at age sixty-five, expanding Medicare to younger
people and universal insurance to protect workers against catastrophic
drops in income.
Although these proposals are somewhat modest, and again are
geared to middle class families, Hacker does not postulate on how even
such modest proposals can come to fruition in a post-Reagan, anti-big
government, personal responsibility era. But, if the Democratic majority in Congress were to take these on, the lives of millions of working
Americans and their families would be greatly improved and we would
see a return to the days when work equaled security and the government
played a more positive role in securing the welfare of its citizens. Hacker's plan does not adequately address the needs ofthe working poor, but
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it is a reasonable start, and we do need to get started.
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