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Dedicated to

school social workers past, present, and future

who labor on behalf of students with special needs

that they too may z,cnieve their potential and realize

their dreams, hopes, and aspirations
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FOREWORD

School social 'worr. nas come of age in Iowa. Over 200 school social

workers are now employed by th, Special Education Divisions of Iowa Area

Education Agencies. Ine AEAs nave worked for over a decade to develop a

comprehensive range of ,upport services to assist local school districts

in their efforts to l'::entify and appropriately serve handicapped child-

ren as mandate by Piiplic Law 94-142. The inclusion of school social

work in LHe development of these semeices has recognized the unique and

valued contribution of this p actice specialty.

Though much has keen accompi shed, much of the motivation fur

developing this nandocck has grown out of a concern for the future of

scnool social worK.
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social barriers tht
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This c4ocs noi, uui thaL school r-_,uulal vic'kers, reed to become full

time re,eafi. ,:r, Wiiat is call-a fur is a more comprehensive

integratiori, ri:Sei into bracticc. Tc this end, the handbook is

offered as ,,, riiiiiiu' 't_,Ci_.CC!. its utility priwiril'y will be judged

by the extuhl you, the oi'cetit orer, use it and find It

ne!pful.
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PREFACE

The purpoie of handbook is fl,c -foiC: Lo provide an over-

view of the resea an ',recess and related top',s; (2) to demonstrate its

applicability and u:,h.'jness to school social work practice in the

schools; (3) to re -ea. -ate oractitione,s to thirie in terms of consumers

and producers of res,2a'ein; (4) to minimize the anxiety and disenchant-

ment that have often oc-en associated with research efforts; and (c,) to

provide informa'ioh, csas, supoort and encouragement for practitioners

to do research aod to snare their research chid practice wisc.om with the

larger comm,nity of sc_'al work professionals and others.

The ned visitina tea :hers sociaf ,,,;orkers) the ly 1900s

ras steadil sosi ety drams y has iHc-eased -n

di:arsity arc c'_
r.

e The comoexity t is 5ron:nt witn it social

change and c ever recognition .7), (Schghc,s ai.,c1 the ;Jeople that al

children navo a rich' edual educational cp''itur-,ry. Since the 1975

historic passage of 94 -1a2, lice Fciu for PI, Handicapped

Chlicinn Act, anc cubsequeht irble thhoughot the United

States, school so: s 'corkers have per f, ,7i-ioart services for

children ar r.; -rcoy cant nuir] 'r,idition of prof2ssioral

service sin:e r-P , r of

School sccia -2r3 a''' ,e _I '.:,_ -J , c.rJdra o c_hoo

professions ',.,r1. 4Ce C,'::: ,crn fr'JP ant

aer.ropriate or std resca-', mud '.ervics. School

social wokers assessmen.. int ,nt on; teaming and

collaPoratioh 4tr ' SLID:,0';_ -.;r. s , rid arimihistra'ors,

and, iiportahtly, an ess,-ritial in Li)'", .en tFe school, home and

community.

As a fiela Ici tic,2 sohoel wchk is 'my diverse, encom-

passing a great v r 1,-. of task per`rr ed by ,)raotitioners across the

United States.. ,.:pool social workers arc closely aligned with

special education by ,King har oucils and their families,

while others tend -0 - ocean the mainstreaw population (including

underachievers, trt.cr victims. of child ate e, and other students at

vii , )
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upon a -oild knowledge
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ecJcatir n ss lonal. School practitioners

de,hstHitc 'ivIdaJl practice and program

ismes of Hating schools, children,

unt bolcy and law; to analyze and assess

tc oF_SSS oducatiohal and social need; and

and select topics appropriate for further

social workers employed in educational settings

r-ious aspects of research and the value of inte-

'rep- daily practice to achieve a high level of

accodrlJbility. Schools and their per-

der close pueli: scrutiny. Fiscal pressure is

-no for accountability. Recent state and nation-

c- eddcatior are demanding that the school as

acoountable to the public. Therefore, school

social wor'rcrs re:;ularly and systematically provide evidence that

they are Hceed ah o ntive service, contributig significantly to the

educational ynterpse.

Fcr too long, onkirs have viewed "research" as a responsi-

bility of academIciar',, naving litth_ importance or relevance to social

work practice. It is our firm bel!ef taut this view has hampered and

undermined the development of knowledge deriT6 from empirical data
specific to social warty practice. Practitioners have much to offer in

developing a solid khow;edge base for the profession. Increasingly, it
is the professional responsibility of social workers to incorporate

principles of researcn into their practice and to provide evidence of

effectiveness and eftic,ency.

SOW school ssial workers may question the need to do research.
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Several compelling reasons exist for such efforts. 3esides knowledge

development, mentioned earlier, practitioners need o know ;low effective

they are in achieving social work and ?y,:_ncy goals on 'oehalf of clients.

Data provides valuable feedback about the outcome of one's efforts.

This knowledge is escntial for de'ining and redefining practice objec-

tives, selecting and hodifying intervention, and developing plans for

continued service.

Although social workers may feel with some justification that the

outcomes of their work are not always visible and immediate or measur-

able, there is a darer that this position can become an excuse for

inaction. In our opinon, a profession that aces not evaluate itself

runs the risk of being Jxcludea from the educational enterprise, partic-

ularly when budget ,,-:duction is required. facia; work services in

schools may be particularly vulnerable to redaction when fiscal crises

arise, because the seice has tradition-illy been viewed as secondary.

In the present +isc it ate, to lg,ore the oppqrtunity of providing

data on the outcome o2 services with indlvidls, grc,,s and programs

that target specific n.,:ulations and to rel, ,r,)fl impression and merely

subjective accounts o cur profession,11 C stated earlier,

practice and resear,h rot and sHnii not be vic:2ci as pplanzed

ptforts. They are par' of a single process -the ';clping process.

Research on School Social Work Practice:
Getting Started

This henitook is crclanized into four sections. The first section

makes a case for P::-ortance of research in senol social work prac-

tice. It offers an fle'vle4 of the rescarch r,r,i'ess-, defines ompir!(al-

ly based practice, thcr presents a rationale flr sOectimg problems For

study, suggests guide,s for measurng vt)Plems, anti presents d con-

sideration of ethical i,sues. Some of the m)re recent methodological

issues found in the cterature are also asrusc.ed. Current issues

related to the useiulney, of quantitative and qualitative methodologies,

and the importance of triangulation in term, data sources and metho-

dologies are also expl )rf.nd.

For example, liv.ierlake and Carr attention to the school

social woc&er as both ,,actitioner and resoarLher and why researci is

ix



important. thw erl)Led, "Fntdrc R-eurch in School Social

Work (;(,r,- si, i,._,:is ,ch, werr antmg attention

are identi. L c', ,,ter n cf:ers in evaluation paradigm

and preseH., -,, ..v:Os cl 1W,S!..r._-"J'hL, .,, i school social workers

car read ,1,:- r ac 1 L pr,: 1,0. i i h CCII iSSLI(?S encountered

in social ,: i7(.. ir10', .-,r pr,:h_tirg human subjects are

explicated

Whether Or SOL,-11 ,(1)ter's are constantly

engaged in scram: social workers collect

information ;I's amily, coeCact 3 social-developmental

study, or re,ords, their, efforts could he -cnsidered

steps in a ors piebess will cry couid lea0 to viable research.

When they en]:!ge ,-assroom obseration or as for feedback about

pupils ate ided services or inter\ention, their activities

could be of the research process.

Considnrat,:e as we specificity exist in the kind of
research cr ldr; ,thod cr c migrt Fhe central issues in

this regard c.c p,esticrs cenchrnir_l the purpose and intended

use of the de,,inkd rmotior. if nractlti;ners want to generalize

their finding: specific client, then tl, rigor of the research

methodology ° ait(!rnat,ve/ plausible explana-

tions as well as t. crnal validity eCome 1,)re important. Incorpor-

ating and ;-PrIt°rt of tnil, book ;nto each practitioner's

own frame o practice situation, and needs will facilitate

the developert ,w1,?dgh Pose ...sfJ1 for social work practice in

the schools. a. ] the

Methods of Social Work Research

This sec l n' ,_erred with 10,.; to select a research method or

approach, giver the ,-us of tne indulry and ti-e Kind of information

sought. While rc3Lt-- often does include statistical analysis, a most

important asbLet of tne process, the editors did not include a chapter

on statistical analysvi because of the breadth of the topic. instead, a

list of reference', ape, 'fic Sc various statistical applications employed

in the research proces is contained in the chPeter, "A Bibliography of

Resources for Research.

x



What the reader will discover in this section is the wide select-,on

of available research ,Tlethods and oesigns and their application and

appropriatene,s for various research quesrions. Essentially th's sec-

tion is divided into several subsections: single subject and group

designs, survey research, evaluation researcn, content analysis, and

qualitative research. Chapters included under the various suosections

attempt to explain and describe a particular methodology as well as to

illustrate its applicability to a variety of social work concerns gener-

ally, and school social work, specifically. These chapters also go

beyond merely discussion of how one could employ the methodology, they

also include an analysis of strengths and weaknesses. In particular the

chapters on interrupted time series and single-case study designs

provide wonderful critiques and helpful directions.

Procedural steps for conducting survey research and content analy-

sis, anh how the Individual Educational Program (IEP) can be used as a

tool in evaluacipn ae just a few of many topics explored in this sec-

tion. Last but nor least, qualitative methodologies including the

ethnographic interview are described.

in a setting a the school, researchers encounter nary extraneous

variables that are beyond their control. Frequently the practitioner-

researcher is dependent for project executioo 'upon the cooperation of

those within the schoo': tnis cooperaLon can he inconsistent at times.

Considering the difficulties inherent in the undertaking, readers will

find the content r. ',1, s section most useful fon successfully fcilitat-

ing their research agercua.

Resources for Research

Section Three dclresses a central concern of practitioner-

researchers, that is, how to gain biLliographic mastery of the litera-

ture affecting one's research and writing. The "knowledge explosion"- a

proliferation Jf journals, books, go'vetnment monoglaphs, ERIC documents

--has affected the soLldi work profession by making it increasingly dif-

ficult to stay current in one's area of practice. School social workers

often need information from a variety of profelosions and disciplines in

the social and behavioral sciences. Ongoing use of libraries and media

centers and access to bibliographies will allow one to obtain relevant

literature.
X



The chapters in this section provide the necessar/ guidelines and

resources to achieve such an objective. The first provides an overview

of university library services and available resources. The next
chapter presents an extensive listing of online computer databases and

oetails how one may easily access these sources to discover and obtain

relevah* literature. Though the author is addressing Iowans who are
employed by Area Education kgencies, the process of requesting and

conducting a search will be similar in libraries across the country.
Two bibliographies are included. The first consists of a bibliography

of bibliographies and a listing of books and governmert documents to
acquaint the reader with most of the extant school social work
literature. The other bibliography lists some recent text and

professional books pertaining to selected facets of the research
enterprise and supplements the references found at th, end of each
chapter in this handbook.

Two chapters discuss computes applications to social work practice.

One "examines trends in the development of computer and communications

technology from the perspective of core school social work functions".
The second suggest specific applications, including word processing,
database and spreadsheet programs, and computer-assisted instruction.

They also provide extensive information about software resources and the

use of computers or data collection, information storage, data analysis,

and graphic display.

The "Art of Preparing and Securing Grants" concludes this section.
School social workers have opportunities to obtain grants through their
educational district, cooperative, or agency; state department of ecca-
tion or other state agency; or an agency of the federal government.
Knowledge of the "art" can lead to grants, which will facilitate prac-
tice innovation and provide the necessary support to conduct research.

Writing for the Profession:
Dissemination of Research and Practice Knowledge

An important goal of the profession and one intent of this handbook
is that more practitioners share their professional discoveries by
writing for publication. It is easy to encourage school social workers
to write, but it is equally important to recognize that their practice

xii
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is often demanding and stressful. It is a world--at least during the

academic year--that allows little time for writing; yet, the plea

repeatedly is made to practitioners to research and write. School

social workers indeed have much to offer; they are the ones who provide

professional services. It is their knowledge, understanding, and pract-

ice expertise that are so eagerly sought by other practitioners and

academicians. School social workers are the front-line intervention-

ists in our society. They are the professionals who witness the germi-

nation and first-stage growth of personal and social problems.

Conducting research and writing is often perceived as very diffi-

cult, time-consuming, and expensive. These and other obstacles to con-

ducting research and writing can be overcome. Writing is a solitary

activity and can be painful, but there are rewards once the work is

successfully completed.

Three papers are devoted to the process of professional writing.

The first addresses obstacles that practitioners may face and sugges-

tions to overcome them. The value of coauthors, writing support groups,

and joint-work programs are presented. The second paper is a guide to

publication: getting into print, selecting a journal or other form of

publication, and understanding manuscript evaluation from the editor's

perspective. The thira is a personal statement about the writing pro-

cess itself--from ways to begin to endings.

Goals of This Handbook

Goals of this handbook are multifaceted: (1) that more practition-

ers conduct research and write for publication; (2) that schools of

social work continue to educate graduate students for such endeavors;

(3) that the profession support such research activity by practitioners;

(4) that agencies provide time and resources to allow such activities to

occur; and (5), most importantly, that school social workers render pro-

fessional services based on appropriate knowledge and skill to meet the

needs of clients--children, families, schools, and communities. In

summary, this book is intended to faciliate the integration of research

and practice into more of a unitary process that for too long has been

artifically divided.
Paula Allen-Meares

James G. McCullagh



ACKNOWLEDGMENTS

To our knowledge this is the first resource handbook written to

assist and facilitate practitioner-oriented research in the specific

practice of school social work. It is hoped that individual practition-

ers, school social work programs, and the discipline as a whole will

benefit from its application. Our ultimate goal is toward a stronger

empirical base for professional interventions that will lead to more

efficient and effective student learning and development.

The Coordination and Review Conlittee, which guided the composition

of this handbook, would like to recognize the many efforts leading to

its publication. Special credit goes to Jim McCullagh who, following

completion of the book School Social Work Interventions with Behavioral-

ly Disordered Children: Practical Applications of Theory in 1987,

recognized the need to further develop research in school social work.

He wrote the initial grant proposal, and involved the Coordination and

Review Committee and Iowa School Social Work Consultant to further

refine the proposal which was then approved by the Iowa Department of

0 Education. Through his tireless, meticulous efforts in editing and

coordinating with Paula Allen-Meares, we have completed a volume of

which we hope Iowa can be proud. We are particularly pleased that

Dr. Allen-Meares joined us, adding her expertise to our project.

We also wish to acknowledge the work of Jim Clark, who finalized

the funding proposal and managed the total project. A special thanks is

extended to Iowa's supervisors of school social work programs across the

state. They provided ongoing input and support. Appreciation is

extended to Cheryl McCullagh and Mike McKinley for their editorial

assistance and to Oletha O'Donnell, who was always available to type

every word in this book with grace and accuracy. Area Education

Agency 7 generously provided facilities for us to hold several weekend

committee meetings.

The editors commissioned practitioners, academicians, and others to

write chapters specifically for this handbook, and, in addition, select-

ed articles that have been previously published in social work journals.



We appreciate the willingness of these journals which allowed articles

to be reprinted in this volume. A special thanks goes to the authors

who shared their expertise and participated in making this book a

reality.

The Coordination and Review Committee

Ronda Armstrong, ACSW, LSW

Al Flieder, ACSW, LSW

Charlene Struckman, ACS4, LSW



TABLE OF CONTENTS

Foreword v

Preface vii

Acknowledgments xv

SECTION ONE

RESEARCH AND SCHOOL SOCIAL WORK PRACTICE: GETTING STARTED

The School Social Work Practitioner and Research: An Overview

Elizabeth M. Timberlake and Lewis W. Carr 3

Defining Empirically Based Practice
Deborah H. Siegel 33

F .ure Research in School Social Work Services: An Update

Christine A. Sabatino, Elizabeth M. Timberlake, and

Sally N. Hooper 41 .

Assessment in Groups
Sheldon D. Rose 65

Assessing the Effectiveness of School Social Workers: An Update

Focused on Simulations, Graphics, and Peers

Norma Raclin
75

Human Subjects Guidelines for School-Based Research

Ruth Ratliff 91

SECTION TWO

METHODS OF SOCIAL WORK RESEARCH

Single Subject and Group Designs

Interrupted Time Series Design and the Evaluation of School Practice

Paula Allen-Meares 103

Single-Case Study Designs Revisited
Eileen D. Gambrill and Richard P. Barth 117

Single-Subject and Group Designs in Treatment Evaluation

Srinika Jayaratne
123

xvi i



Survey Research

Survey Research for School Social Workers
John J. Alderson and Curtis H. Krishef 131

Evaluation Research

Evaluation of Performance: Where Does It Fit In?
Norma Radin

147

Individualized Educational Programs as a Tool in Evaluation
Jean Campbell

159

Program Evaluation in School Social Work
Alvin J. Flieder

165

Content Analysis

Content Analysis: It Does Have a Place in Social Work Research
Paula Allen-Meares

181

Applications of Content Analysis to Social Work Practice in Schools
Paula Allen-Meares

201

Qualitative Research

Qualitative Research as a Perspective
Roy A. Ruckdeschel

205

Qualitative Research Methodologies
Tony Tripodi

211

The Ethnographic Interview as a Useful Tool for the School
Social Worker

Ron E. Roberts and James G. McCullagh
231

SECTION THREE

RESOURCES FOR RESEARCH

A Guide to Finding Resources

Using the Library in Practice-Based Research
Stanley P. Lyle

261

Conducting Research Through Online Computer Databases
Susan I. Schrader

273

School Social Work: A Bibliography of Books
James G. McCullagh

287

xviii

18



A Bibliography of Resources for Research

James G. McCullagh 305

Computers and Their Applications

Information Technology in School Social Work: New Challenges

for Professional Practice
Marilyn L. Flynn 331

The Application of Microcomputers in Social Work Research

William P. Callahan and Sharon E. Smaldino 347

Writing Grant Proposals

The Art of Preparing and Securing Grants
Nora S. Gustayssvi 365

SECTION FOUR

WRITING FOR THE PROFESSION: DISSEMINATION OF RESEARCH

AND PRACTICE KNOWLEDGE

Overcoming Obstacles to Publication

James G. McCullagh 383

A Guide to Professional Publication for School Social Workers

James G. McCullagh 395

The Proces, of Writing Journal Articles: A Personal Statement

James G. McCullagh 413



SECTION ONE

RESEARCH AND SCHOOL SOCIAL WORK PRACTICE:
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THE SCHOOL SOCIAL WORK PRACTITIONER AND RESEARCH:

AN OVERVIEW*

Elizabeth M. Timberlake and Lewis W. Carr

ABSTRACT: This chapter explores the knowledge development and
evaluative functions of social work research and grounds the
task of selecting research problems in the context of school

social work practice today. It discusses quantitative and
qualitative research designs, measurement issues, and issues
related to using findings from the practitioner-researcher's
own research as well as the research of others.

In the coming decade, school social workers will continue to be

confronted by a number of issues related to the enhancement of their

professional practice. They will encounter critical questions about

social work practice in a host setting, teaching and learning problems,

the cultural and psychosocial dimensions of family functioning, institu-

tional racism and sexism, the balance of remedial and preventive serv-

ices, the balance of direct and consultation services, community devel-

opment, and so on. School social workers will be challenged by urgent

priorities in their own specialized practices: the various handicapping

conditions identified by P.L. 94-142, child abuse, addiction, AIDS, vio-

lence, and teenage pregnancy, among others. In addition, they will face

pressing questions about increasing professional accountability and

effectiveness through use of quantitative research techniques as well as

increasing cost effectiveness by adopting whole sets of computerized

management systems such as Management by Objectives (M80).

Indeed, the one certainty for school social workers today is that

their professional practice is changing (Timberlake, Sabatino, & Hooper,

1982). The conceptual frameworks that define and give direction to

social work and its specialties continue to evolve. The literature por-

trays differing perspectives of the profession's purpose, values and

*This chapter is an expansion of a paper published in Social

Thought, 1982, 8(4), 22-37.
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goals, the widening range of knowledge necessary for practice in the

psychosocial domain, the increasing diversity of practice roles and

tasks, and the multiple intervention technologies and processes avail-

able ("Conceptual," 1977, 1981; Saari, 1986; "Social Work," 1982;

Timberlake, Sabatino, & Hooper, 1982). There is movement toward coordi-

nation of comprehensive social services within and across fields of

practice, management of service delivery through computerized informa-
tion systems, and increased accountability to consumers and funding

sources (Fanshel, 1980; Rubin & Rosenblatt, 1979; Thomas, 1984). Yet

simultaneous-4, today's political and economic climate emphasizes self-

sufficiency of communities, institutions, families, and individuals.

Thus, there is also pressure for fewer and more cost-efficient social
4.services in the face of growing need. Although the long-range outcomes

of these progressive and regressive forces are not predictable, the

pressures and changes serve a positive function by emphasizing the key

role for research in school social work's future.

Functions of Social Work Research

In the academic disciplines, the primary research function is

developing knowledge for its own sake. By contrast, research in the

service professions has two primary functions: (1) developing conceptu-

ally meaningful knowledge for use in practice, programming, and policy

decisions; and (2) evaluaL.ag services and policies not only for effec-

tiveness and efficiency but also for acceptability and accessibility.

Although a particular study may emphasize one of these functions, most
social work studies serve the dual purpose.

Developing Knowledge for Use

To enhance its practice, the social work profession continues to

develop its own theory base. In so doing, the profession is examining
and reformulating those fields of practice, psychosocial problems,

intervention goals, change processes and practice tasks unique to social

work as well as those shared with other professions. As professionals

whose expertise consists in

knowing, organizing, and applying a wide range of knowledge about
people, [social work practitioner-researchers] formulate and test
conceptions which contribute to both theory and practice. It is
the selection, organization, and testing, using the methods but not

4
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necessarily the theories of scientific disciplines, which is the
key activity. (Tabor, 1969, p.148)

The sought after ideal in developing knowledge for social work is to

build an information base that: (1) draws from the profession's theory

and practice traditions of a simultaneous dual focus on person and

environment and empirical databases addressing persons, environments,

and the match between the coping behaviors of persons and the qualities

of their impinging environments (Gordon, 1983); (2) draws selectively

from the theoretical frameworks cnd empirical databases of the physical,

social, and behavioral sciences as well as the humanities; (3) seeks to

understand problems and solutions from a multidimensional stance; and

(4) focuses on obtaining substantively meaningful knowledge that is

grounded in empirical observation. Within this broader context, school

social work is developing its own specialized knowledge base through

studying social work practice in the context of the goals and functions

of its host educational institutions.

Evaluating Professional Services

Social workers are equally concerned with evaluating various

aspects of the profession, its fields of practice and its service deliv-

ery systems. The National Association of Social Workers (NASW), social

work specialty groups, and licensing boards concerned with standards and

consumer interests are assessing both the qualifications and effective-

ness of social work practitioners. In addition, school social work

divisions are conducting formative and summative evaluations of the

effectiveness of their policies and programs. Increasingly concerned

with their own practice as well as with their collective service pro-

grams, individual school social work practitioners are exploring the

parallels between practice and research methodologies and processes.

That they are coming to terms with the notion of practice evaluation as

a form of professional self-surveillance is simply one dimension of

their increased self-awareness.

When knowledge by-products of these evaluative studies of profes-

sional services are reviewed, their contributions to knowledge become

apparent in several areas. Evaluation of practice activities and treat-

ment processes as related to specific problems and outcomes supports

5
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explication of approaches to social work intervention that are: (1)

multidimensional and oriented to the complexities and context of

practice; (2) conceptually meaningful and based in appropriate theoreti-

cal frameworks; (3) systematically formulated; and, to the degree that

the nature of the practice problem/person/situation permits, (4) orient-

ed to the rigors of research evidence. Evaluation of programs results

in data about client characteristics, the value base of the program, and

any changes achieved. Evaluation of the effectiveness of practitioners

provides information about the personal as well as the professional

qualities of successful intervenors. Evaluation of individual practice

also provides information about practice processes, techniques, and

biases. A note of caution is in order, however, since not all program

and practice evaluation activities are conducted in the light of their

relevance to an appropriate theory base.

Program evaluation also connotes the possibility of going beyond

conventional assessment of known social work programming and methodology

and moving toward generating innovative models of intervention; that is,

toward the research and development model. The shift to this evaluative

paradigm is accomplished through identification and analysis of the

practice problem of concern, a "state of the art" literature review, the

construction of a research and development design, and a feasibility or

exploratory study prior to full-scale field trial. Thus, in this

instance, evaluative and self-corrective measures are built into the

service plan from the beginning.

Role of the Practitioner in Using and Developing Knowledge

More social workers today are professing a high regard for research

and as a result, are conducting more and more research. Yet the use of

empirically based knowledge remains a complex phenomena. Various

studies report that social workers seldom use research studies to guide

their practice (Casselman, 1972; Rosenblatt, 1968; Rubin & Rosenblatt,

1979). When asked where they turn for help with a difficult practice

problem, most say they turn to supervisors and colleagues rather than to

research findings (Kirk, Osmolov, & Fischer, 1976; Rosenblatt, 1968).

In a practice-oriented profession, it is clear that practitioners

need to play a central role in the profession's knowledge-building and
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research life. This point has been emphasized by articles about the

serious gap between social work practitioners and researchers (Butler,

Davis, & Kukkonen, 1979; Fanshel, 1980; Gingerich, 1979; Jayaratne &

Levy, 1979; Rosenblatt & Waldfogel, 1983). The literature suggests that

this gap in part rests on the assumption of a dichotomy between the

humanistic concerns of practitioners and researchers' attitudes about

scientific rigor--the notion that these two are somehow antithetical to

each other. In reality though, humanistic concerns are best served by a

spirit of scientific inquiry that promotes the search for knowledge,

adequately explains and predicts social work phenomena, and enables the

social worker to practice more effectively and efficiently.

The literature also suggests that this gap stems from the poor fit

between social work practice and explanatory theories borrowed from var-

ious social and behavioral science disciplines. Although scientific

research based on these theories has helped clarify situations, it has

lost its influence on the social work profession by not providing direc-

tion for interventive activities. .o some extent, this poor fit has

become a disincentive for social work practitioners to conduct research

or use the professional literature to enhance their practice. For such

direction, social workers have relied on "practice-wisdom" or "experi-

ence"; that is, on the case tradition of social work practice which has

been handed down by word of mouth from generation to generation but has

not been clearly articulated or systematically examined.

Over the years, "illiam Gordon (1964; 1983) and Harriet Bartlett

(1970) have raised an old but fruitful idea for formulating research

problems of significance to social workers. Their idea is that social

workers, knowledgeable in both practice and research, should mine the

wealth of knowledge stored individually as practice wisdom and then

articulate a theory for social work practice. Such articulation

requires making explicit what it is social workers do, how it is done,

why it is done, the way it is done, and under what conditions the prac-

tice is effective. From these explicit statements, the social work

practitioner-researcher may then form practice propositions which can be

empirically tested and which, in turn, roay lead to other practice propo-

sitions and models.
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It is important that school social workers engage in such inductive

research efforts. When researchers from other disciplines or profes-

sions come in to do school social work research, the odds are that their

research will often be developed within their own conceptual frameworks

and value systems and not those of social work. Therefore when school

social workers do not engage in the formulation of their own research,

they are forfeiting their professional responsibility for the develop-

ment of empirically grounded theoretical frameworks to guide their prac-

tice. Similarly, it is critical that school social workers also address

the needs and nuances of their own specialized areas of practice.

Formulating a Research Problem

Although a difficult task, there is nothing mystical or technical

about the process of formulating a school social work problem for

research. It is simply the process of working with thoughts, mental

images, and abstractions about practice and then pulling them together

into a systematic and coherent whole. It involves developing a sort of

cognitive map about what school social workers understand to be the

realities of daily practice and what can be used to guide their practice

activity toward achievement of the desired results. Even the nest grand

theory can be viewed as nothing more than a body of abstractions which

ar;1 interrelated and which enable the thinker to explain and predict

something about phenomena. the problem, however, is making sure that

the selected theoretical orientation does not overlook the actual exper-

iences of those being sturiieo.

For school social work practitioner-researchers, the experience of

formulating a research problem is often uncomfortable, awkward, and up-

setting. They believe they know something profound about their prac-

tice. Yet when they try to verbalize this practice knowledge, it often

sounds fragmentary, incomplete, and perhaps even insignificant. There-

fore, the following simple common sense guides may be helpful in this

stage of a research effort.

First, the practitioner cultivates the habit of raising questions

about what is going on in his or her practice relevant to the area of

concern. S/he looks -Foy similarities and regularities, as well as

differences from one case to the next, and tries to state these
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observations as a proposition or hypothesis regarding the practice

experience. The practitioner then observes whether other similar

situations in practice can be explained by this proposition and whether

the outcome of an interventive act can be successfully predicted.

Next, the practitioner reflects on this embryonic proposition and

considers what theoretical framework may be compatible with this view of

what is taking place in practice. S/he reflects on these ideas in the

light of information about cultural pluralism and school social work

practice in order to assess their sensitivity and credibility as explan-

atory concepts. In order to hold onto this insight, the practitioner

puts it into writing. S/he then shares this thinking and proposition

with colleagues and "worries over it." With this step, the practitioner

has embarked on a line of inquiry and has become a researcher. Although

exciting, this period of beginning inquiry is also vulnerable because it

is simultancJusly uncertain and awkward. At this stage of problem form-

ulation, it becomes tempting and all too easy to accept someone else's

thinking or conceptual vies, in explaining away the research question.

Yet by so doing, practitioners fail to test for themselves the adequacy

of their own practice propositions in explaining social work practice

phenomena and in predicting outcome.

Other threats to the beginning line of inquiry are the practition-

er's own feelings of inadequacy about doing research and fears that the

scope and nature of the research task are beyond his or her capability.

Such concern is premature before the question for study has been clearly

articulated. The practitioner must: (1) put into writing the reasons

for wanting to research the proposition; (2) state the proposition as a

hypothesis--that is, put it into an empirically observable or testable

form; (3) define the key terms or variables both conceptually and opera-

tionally; and (4) state the question's significance in terms of the

pratitioner's own practice as well as that of others. While an arduous

task and one that requires discipline, this written effort is critical

in articulating the problem for study.

Designing Research

At this point, the practitioner begins to think about testing the
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practice proposition and turns to research design as the means for

obtaining valid and reliable data about the specific research problem.

Put simply, research design forces school social workers to observe and

measure clearly specified practice phenomena by focusing on the rela-

tionships among selected intervention strategies and processes as well

as worker/client characteristics and behaviors. Decisions about

research design depend on the nature of the service setting, the prac-

tice problem to be addressed, the target population, the proposed inter-

vention strategies, and the purpose of the particular research study.

Possible quantitative and qualitative research methodology alternatives

available and appropriate for the problem are also taken into considera-

tion. Decisions about the choice and adequacy of a research method

embody a variety of assumptions regarding the nature of knowledge, the

methods through which that knowledge can be obtained, and the phenomenon

to be investigated.

A major difficulty in social work research has been that the favor-

ed quantitative social and behavioral science research methods have

focused on providing rigorous empirical aggregate data and have excluded

efforts to capture the complexity and integrity of the individualized

phenomena inherent in professional practice. By contrast, the often

overlooked qualitative research methods of anthropology, the humanities,

and hermeneutic phenomenology (Ricoeur, 1981) provide an opportunity to

explore the substantive meaning and experiential context of individual

observations while retaining the ideals of sound reasoning and empirical

grounding of theory.

Since each provides a different perspective of the reality of

school social work practice, exclusivity need not be a problem in

research design. In some instances, qualitative research can be used to

assist quantitative research by providing a theoretical framework, vali-

dating aggregate survey data, providing an empirical basis for con-

structing measurement indices, and offering case study illustrations.

Conversely, aggregate quantitative data can be used to depict prototype

cases with which to identify representative and non-representative indi-

viduals for qualitative study of the contextual meaning c,f aggregate

patterns (Fielding & Fielding, 1986).
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The sheer number of research designs and the variety of ways that

research may be classified often prove confusing and overwhelming for

practitioner-researchers (Bloom, 1979; Campbell & Stanley, 1966;

Jayaratne & Levy, 1979; Kerlinger, 1986; Tripodi & Epstein, 1980).

Therefore, the following overview is offered as one way of grouping

available research designs and portraying design options. For as

practitioner-researchers become more aware of the many research designs

available for obtaining the level of knowledge desired, their final

selection is increasingly likely to achieve the ideal combination

between problem, purpose, and method which will produce valid and reli-

able data about the specific research question under consideration.

Quantitative Research Designs

The construction of both individual and group quantitative research

designs includes four phases: (1) selecting the research design and

sampling plan which best fit the problem under consideration; (2) col-

lecting the data; (3) analyzing the data; and (4) interpreting the find-

ings in the light of theory and practice.

Individual Research Designs

Individual research designs are exploratory quantitative designs

and result in tentative findings about a particular problem area or the

impact of a specific social work intervention with a single client.

Often called problem-solving (Loevinger, 1976) or model-building (Reid,

1979) designs, they highlight the concept of uniqueness. Problem-solv-

ing designs are useful in evaluating individual outcomes of practice and

in providing feedback to clients, practitioners, and funding sources.

It is only through replication, however, that these designs develop

information applicable to a broader range of problems and client

systems. There are two major types of problem-solving designs: single

subject designs and case comparison designs.

Single Subject Designs. Psychosocial assessments of individuals

within the context of significant social institutions (families, neigh-

borhoods, schools) usually include practice information about how a per-

son is functioning, why a person is functioning as s /he is, what is per-

petuating the particular pattern of psychosocial cysfunction, and how

this pattern may be changed. Single subject research designs provide a
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means for demonstrating that the school social work intervention strat-

egy selected through psychosocial assessment does indeed provide experi-

mental control over the psychosocial functioning pattern targeted for

change (Gingerich, 1979; Gottman & Leiblum, 1974; Tripodi & Epstein,

1980). The focus of study may also be the collaborative intervention

of the entire educational team. In other words, single-subject design

attempt to show which intervention strategies or treatment methods are

responsible for the occurrence or non-occurrence of social functioning

and learning behaviors targeted for change. Single-subject designs are

thus simply clinical experiments limited to cne client in order to

determine the causal relationship between the intervention strategy

(independent variable) and the outcome or change in social functioning

(dependent variable) (Bloom, 1979).

In single-subject research, social workers measure a selected

aspect(s) of psychosocial functioning befor2 and after the intervention

strategy. Each client is set up to serve as his or her own experimental

control for assessing any changes which may or may not have occurred.

Such within-subject designs seek to assess the effects of an interven-

tion by repeatedly observing and recording changes in the client's func-

tioning over a period of time. According to Thomas (1978), these

designs seek the answers to four questions: (1) What is the psychoso-

cial functioning behavior to be altered? (2) What are the factors which

control that behavior? (3) What is the best technique to alter that

behavior? (4) How successful was the technique that was used?

There are several major variations of single subject designs but

all have in common the following: a baseline or pretest measurement of

the target objective or psychosocial functioning problem, a period of

intervention, and a post-test measurement or follow-up after the inter-

vention (Jayaratne & Levy, 1979). These simplistic designs have nearly

universal applicability in social work intervention. They enable both

the client and school social worker to compare what happens to the

identified target problem(s) before and after the intervention. When

one of these aesigns is replicated over time with a series of clients

with similar problems in psychosocial functioning, the data may be

aggregated (Corcoran, 1985). As grouped data, the findings become more
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generalized. These designs remain problematic, however, in that they do

not allow for a discriminative analysis of the variant effectiveness of

differing intervention strategies when multimodal treatments are employ-

ed (Coulton & Solomon, 1977; Gambrill & Barth, 1980). It is also

important to note that marked controversy surrounds single subject

research. (For more detailed discussions of these designs, see Bloom,

1979; Gambrill & Barth, 1980; Jayaratne & Levy, 1979).

One variant, component analysis design, does involve either the

analysis of multiple intervention strategies within a given treatment

package or the comparative analysis of several treatment programs with a

client. The clinical weakness of component analysis is that it requires

two or more clearly distinct client interventions or treatment programs

(Browning & Stover, 1971; Herson & Barlow, 1976). These designs are

especially helpful in that they encourage the practitioner to take the-

oretical and practice wisdom concepts and operationalize them into mean-

ingful illustrative behavioral patterns and relationship processes for

systematic study.

Group Research Designs

Group designs at the causal end of the continuum are termed puzzle-

solving (Kuhn, 1962) in that they seek to discover missing pieces of

scicial work practice in a manner usually considered more scientifically

rigorous than the manner inherent in exploratory individual designs.

Through use of representative samples in comparative statistical stud-

ies, these designs provide information which is assumed to be more

generalizable to other problems and clients as a result of the popula-

tion membership of the sample. Thus, they offer opportunity for infer-

ring stronger associations between cause and effect. Considered the

ideal for knowledge development in the physical sciences, these quanti-

tative designs are often held up as the ideal for the social work pro-

fessions as well. The major research designs in this category include:

historical, longitudinal, correlational, and experimental designs.

Again, each elicits different types of information, has different

strengths and weaknesses, and is useful for different purposes with

different practice problems.

Historical Research Designs. As quantitative designs, historical
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research designs assume the uniformity of behavior across time and place

and seek to verify this uniformity. They depend on data derived from

the client's past and observed by persons other than the practitioner-

researcher. The research goals here are to reconstruct the past in a

systematic and objective manner "by collecting, evaluating, verifying,

and synthesizing evidence to establish facts and reach defensible con-

clusions" (Isaac & Michael. 1971). This increased understanding of

selected past events is sought after in terms of their influences on the

present. In clinical social work practice, quantitative historical

research refers to an exhaustive systematic approach to seeking out

relevant information about an identified problem as related to the early

life experiences of a group of clients. Usually referred to by school

social work practitioners as the social case history, the data collec-

tion methodology for these designs depends on both primary sources of

data (where the client was a direct participant-observer of the reported

event) and secondary sources (where the client reports the observation

of others or where other persons report about the client). It is both

the systematic collection, recording, and professional evaluation of

this historical data that determine the rigor of social case history or

historical research designs (Green & Wright, 1979; Leashore & Cates,

1985; Timberlake, Sabatino, & Hooper, 1979). (For example: Are the

data authentic, accurate, relevant? What are the motives, biases, and

limitations of the reporter?) Historical designs and their data

collection methodology may be qualitative as well as quantitative.

Longitudinal Research Designs. Beginning with the present, these

research designs investigate patterns of growth or change in clients

over a period of time. They are concerned with patterns, rates, direc-

tions, and sequences of change in clients and with the interrelated fac-

tors that influence these characteristics (Smith, 1980). These designs

have three basic variujons; growth, cross-sectional, and trend. Long-

itudinal growth designs directly measure the change patterns in a sample

of the same clients at different stages of development. The sampling in

these designs is complicated by the limited number of clients who can be

followed over a long period and by the attrition rate of the clients

under study. Cross-sectional designs indirectly measure change patterns
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in clients by sampling different batches of clients from representative

age levels. Trend designs establish patterns of change in order to pre-

dict future patterns or conditions of concern to the social work practi-

tioner-researcher. By the very nature of their practice setting, school

social workers have a unique opportunity to conduct longitudinal

research.

Correlational Research Designs. These designs permit the school

social work practitioner-researcher to approach a clinical problem in

its natural environment, intervene with a planned strategy, and measure

any changes which may or may not have occurred. In other words, corre-

lational research designs are used to investigate the extent to which

changes in one or more items of psychosocial functioning (behaviors or

characteristics of concern) or variables are systematically associated

with changes in one or more additional variables (desired outcome).

These designs also permit exploration of selected school social work

phenomena or problems in a systematic effort to learn more about their

dimensions and magnitude as a prelude to planning and testing interven-

tion strategies. Correlational designs thus permit the simultaneous

measurement of several variables and their interrelationships. Although

correlational designs do not identify cause and effect relationships,

they do indicate or predict which variables are associated with each

other in statistically significant and conceptually meaningful ways

(Fischer, 1973; Kerlinger, 1986; Rosenblatt, 1968).

Experimental Control Group Designs. These designs enable the

practitioner-researcher to investigate possible cause and effect rela-

tionships by administering one or more intervention strategies to one or

more experimental groups of clients and comparing the results with one

or more control groups not administered the intervention. In other

words, experimental control group designs use an external control group

(rather than the clients receiving treatment) as the baseline against

which to compare changes in the group(s) of clients receiving the treat-

ment intervention or experiment. By means of statistical analysis

(single and multifactor analysis of variance, analysis of covariance,

t-tests, and non-parametric statistics such as chi square), experimental

control group designs permit several client intervention strategies to
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be varied concurrently across more than one experimental group. These

designs also permit the simultaneous determination of the main effects

of the intervention strategy (independent variable) on clients, the var-

iation associated with the classificatory or outcome variable (dependent

variable) and the interactive effects of the variables. This approach

is problematic, however, in that the most rigorous research design is

also the most restrictive and artificially apart from real life client

situations (Campbell & Stanley, 1966; Glass, Wilson, & Gottman, 1975;

Waskow & Perloff, 1975). Yet in circumstances where the impact of the

intervention is not known, schools form self-contained, real life labor-

atories for comparing the effects of social work intervention with the

effects of no intervention (Sabatino, 1985/1986) or for comparing the

differential effects of two practice models. Schools also provide

opportunity for the use of the most sophisticated designs (Solomon four

group designs which provide controls for the effects of intervention and

of pretesting on client growth).

Qualitative Research Designs

Today's social work records and school social work's individualized

educational plans are a far cry from earlier substantive records of

problems, history, diagnosis, and treatment. In the past, the profes-

sion emphasized the collection of qualitative, individualized informa-

tion as part of the assessment of . problem of psychosocial functioning

and the outcome of social work treatment. The information was then

placed in client case records and archives. It was also reperted in

narrative analytic form in the literature where it contributed to an

understanding of the uniqueness and variability in the single case at

hand and to possible ways of organizing and thinking about other cases.

Such an individualized case study approach is still considered by many

to be the most effective method for describing the experience of a

single person in the context of his or her life situation and for devel-

oping explanations about the totality of that experience. Yet by
itself, this fine-grained qualitative approach to knowledge development

is clearly not enough.

Building on social work's rich case study tradition, the qualita-

t4ve research methodology under consideration here strives for increased
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reliability and validity. It is defined as a set of methodological

approaches to a research problem that: (1) are anchored in a holistic

philosophical view of the world; (2) focus on studying events and emer-

gent processes in their situational context; and (3) include the inter-

play of ideas about the context, process, and content of patterns and

idiosyncracies in the problem as well as ideas about continuity and

change. This methodology also incorporates a theoretical frame of

reference for planning and structuring the research study. By indicat-

ing what phenomena deserve particular attention, less attention, or no

attention, this framework serves an orienting function for the practi-

tioner-researcher and screens out less relevant phenomena.

Qualitative research designs preserve the context and substantive

meanings of the research problem as these meanings are identified

through systematic observation of selected practice phenomena. The four

stages of these designs roughly correspond with the stages of quantita-

tive research: (1) invention--the stage of preparation or research

design which leads to a plan for action; (2) discovery--the stage of

observation and measurement for data collection to produce information;

(3) interpretation--the stage of evaluation or analysis that produces

understanding of the phenomena under consideration; and (4)

explanation--the phase of communicating the results which produces a

message for the selected audience of school social work practitioners

(Kirk & Miller, 1986; Van Maanen, 1983). Although the following designs

have distinct characteristics and nuances, they share an emphasis on

understanding what has already occurred in practice in order to make

sense and coherence out of current and future practice experiences.

Case Comnarison Designs. These research designs involve the

systematic comparison of a new practice case with old practice cases

in which the dynamics, treatment methodology and process, and outcomes

of intervention are clearly specified. Adapted from the legal profes-

sion, the case-comparison process consists of four steps: "(1) inquiry

into pre-existing formulations of practice, (2) testing of practice

formulations through comparative case observation, (3) application of

practice formulations taken from reference cases, and (4) summary of

contributions to practice knowledge buttressed by published reference

cases" (Butler, Davis, & Kukkonen, 1979, 4-5).
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The similarities and differences obtained as a result of this

systematic comparison of current and prior interventions generate

hypotheses as to what is relevant for the new social work intervention

case. In other words, development of intervention strategies in the new

case is dependent upon what the school social worker has learned from

systematic observation of past cases as well as from the professional

literature (theoretical, clinical, empirical). In addition to capturing

the complexity of school social work practice with clients, these

designs have the added advantage of allowing the practitioner-researcher

to address the unanticipated aspects of clinical practice. These

designs, in other words, recognize the uniqueness and intuitiveness of

each practice situation, while they identify generic or predictable

aspects of social work intervention. As a result, they provide a means

for furthering the development of practice wisdom in a systematic man-

ner. Although discussed here as qualitative research, case comparison

designs may also take a more quantitative approach.

Naturalistic Field Studies. In naturalistic field studies, obser-

vation is the primary ,pproach to studying person-situation interactions

in their naturally occurring contexts. The practitioner-researcher

decides on a problem area of focal interest, locates and enters the

chosen study site, establishes relationships with key person at this

site, and seeks a middle course between involvement and distance. The

mutual interactive nature of field inquiry involves participating in the

interpersonal process and sequential events at the field site over a

period of time; that is, observing people in their own territory, inter-

acting with them in their own language and on their own terms, and seek-

ing tc understand the meaning of the problem as embedded in their exper-

ience. In school social work practice, a field site may be a school, a

classroom, a playground, a neighborhood, or a child's home.

Field techniques are used in the context of describing, explaining,

or seeking to predict relationships between the key variables identi-

fied. Since they represent the context for the situations and activi-

ties which reveal the site phenomena of interest, the time, space,

people, and events of the field are selectively sampled. The explicit

sampling plan includes observation of the routine, the unexpected, and
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the special. Systematic recording procedures are designed tc convert

these sampled experiences to substantive data whist, will validate a iew

understanding of the phenomena under study. Analytic strategy involves

analyzing the data as it is being collected in order to aujust observa-

tional approaches as well as to check and test the objectivity of the

emergent ideas through additional data. This analytic approach consid-

ers the flow of action and meaning, feeling and belief, expectation and

response which occur in the interaction cycles of statement and reply,

and of nonverbal behavior ad response. After bringing the collected

substantive data to bear on the research question, the researcher begins

to link understanding of the phenomena not only to the orienting theo-

retical framework but also to alternative theoretical concepts newly

discovered during the field observation.

Text Analysis. In the analysis of texts or other available materi-

als, the researcher explores the nature of the data and the subjects at

hand with the goal of understanding the total situation depicted. In

order to clarify and establish the context, structure and process of the

research problem under study, s/he systematically observes and samples

elements of time, space, people, and events within a clearly delineated

framework. Since description alone is not enough, the researcher devel-

ops and refines generalizable theoretical concepts and frames of refer-

ence and then relates observed variability in the context to an observed

constant in the process or outcome. When such comparisons of textual

materials are attempted, the prime analytical technique is to show how

variability in context influences the shape, pace, and direction of the

psychosocial process under investigation. The extent to which descrip-

tive chronology of the process is interpreted by theoretical themes or

is used to derive theoretical concepts and ideas represents an attempt

at generalizability--at placing the data within a wider conceptual

scheme of things in a situation where a limited number of cases clearly

restricts the external validity of the research.

Analytic hermeneutics and content analysis provide two alternative

means of data collection for carrying out this design. Rooted in lingu-

istics, hermeneutical analysis seeks to construct meaning through logi-

cal mapping of a semantic process already in place in text form and the
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context in which this semantic process originally occurred. Content

analysis is a technique for sytematically describing the manifest con-

tent of communication characteristics and processes. Both data collec-

tion and analytic techniques are context sensitive and deal with elusive

content as a reflection of deeper phenomena. They are designed to make

replicable and valid inferences from recorded interactional data to the

context of this data (Smith, 1982).

Measurement and Observation

Measurement

Possession of a wide repertoire of research designs enables the

school social work practitioner to look at the level of knowledge

desired and the corresponding evidence needed to produce that knowledge

in order to select a design which will produce the desired results.

However, many well designed studies yield disappointing results due to

problems of measurement. Therefore, it is crucial that practitioners

engaged in evaluating their practice and building social work knowledge

develop valid and reliable measures of outcome (Corcoran & Fischer,

1987; Timberlake, 1979). In this critical research task, it is often

helpful to work collaboratively with a research consultant or
colleague.

Theoretically, measurement of anything is possible. But measure-

ments can be meaningless if the procedures or rules for assigning num-

bers or quantifiers to objects or events in school social work do not

approximate reality. For example, the measurement procedures may miss

important apects of client behavior or personal well-being which are

affected by the social work intervention. Or, the measures may not

accurately reflect the goals or desired results of the problems or

interventions being evaluated. Theoretical assumptions about human

behavior and change, or about the causes of social problems and strate-

gies for reduction, are inherent in these measures and measurement pro-

cedures. Problems occur when the practice assumptions differ from those

in the chosen measures.

Another danger in quantitative measurement of psychosocial func-

tioning is that adjectives which modify nouns often become reified or
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changed into nouns. For example, specific aggressive behaviors demon-

strated by child clients in classroom situations may be termed aggres-

siveness. Changing aggressive behaviors to aggressiveness assumes a

unitary dimensijn of which an individual child has a certain amount

whatever the situation. The specificity of the type of behaviors

(aggressive) and situations (classroom) has been dropped. To avoid this

hazard of measurement, the practitioner simply keeps the adjective as an

adjective and describes the situation in which the behavior occurs.

Observation

Observation in qualitative research involves focusing on (or look-

ing for similarities and differences in) the traditions of the research

subject's world? In a sense, the researcher takes an interpretive

stance and seeks to mediate two different worlds--that of subject and

that of researcher--through a frame of meaning coherent to both. For

example, in observing the social reality of the subject's world, the

researcher draws on theory in deciding what to use as the unit of

analysis for this comparative frame of reference. In using a

qualitative research approach, the school social work

practitioner-researcher seeks observable patterns in practice phenomena

that make sense in relation to a specified theoretical framework.

Assessing Validity and Reliability

Although objectivity is the basis for all pod quantitative and

qualitative research, its actuality may be calle', into question for a

variety of reasons. For example, the credibility of the research may be

called into question when its theoretical orientation does not take the

actual experiences of the subjects into account. Similarly, a lack of

cultural understanding and sensitivity to diversity may result in impos-

ing dominant cultural norms on the data collected. In these instances,

the research may provide an invalid answer to the question asked. To

improve the objectivity of a study, the researcher seeks to increase the

technical properties of reliability and validity.

The reliability of research is the extent to which a finding is

independent of accidental circumstances and yields the same answer upon

repetition. Specifically, reliability issues focus the practitioner-

researcher on three properties: (1) stability of measurement--Will I
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get the same results by repeating the measurement?; (2) accuracy of
measurement--Are the measures obtained from the instrument the true
measures of the property being measured?; and (3) error of measurement-
How much error or chance fluctuation is there in the measuring instru-
ment? In qualitative research, reliability depends on explicitly
described observational procedures which address these same three pro-
perties.

Validity is concerned with the extent to which the research pro-
vides a valid answer to the question asked--Are we measuring what we
think we are measuring? Is the finding interpreted in a correct way?
From these questions, it is clear that the issue of validity is a funda-
mental problem of theory. Validity issues also focus the researcher on
three properties: (1) content validity--Are the items of the measuring
instrument substantively tapping into and also representative of the
property the researcher is seeking to measure?; (2) criterion-related
validity--How does this measurement procedure compare with another
established measure of this same property?; and (3) construct validity-
Does this measurement procedure reflect the theoretical framework used
in explaining this research problem? In qualitative research, validity
issues address these properties but are primarily confirmatory methods
of the data collection phase rather than the analytic phase.

The Findings

Once the data have been collected and analyzed (again, a collabora-
tive effort with a research consultant and colleagues may be helpful),
the practitioner-researcher begins to sort out the usefulness of the
findings for day-to-day practice. For many school social work practi-
tioners, this phase is the most exciting. On the one hand, it repre-
sents the culmination of their best professional thinking. On the
other, it is an opportunity for rethinking the problem, for establishing
guidelines for practice in view of empirical data, and for beginning to
think about unknown areas for further study.

When first confronting their findings, practitioner-researchers
reflect on the interconnections

or relationships identified among the
independent and dependent variables in the study, then begin to make
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inferences about the implications for practice with the particular

sample. In the process, they often ask--What do the relationships among

these variables tell us about: the clients in this study? the school

setting in which the study occurred? the processes occurring during the

intervention? the outcome of the social work intervention? the tech-

nologies ised in obtaining these results? future directions for social

work practice and research? In this process of questioning and making

inferences, the practitioner-researcher seeks to maintain a stance of

cultural understanding and sensitivity to the subjects and setting of

the study. Such questioning leads naturally to a restatement of t;e

research findings in practice termirology--a transformation essential

,ur their actual use 41 school social work practice.

Adaptitv Research For Use

Practitioner-researchers are concerned not only with identifying

the practice implications of their own research for school social work

practice but also with adapting the research of others for use. This

latter task is an all pervasive one and rec"rs throughout every phase of

their social work careers.

In the various research and development models reported in the

social work literature (Rothman, 1980; Rubin & Rosenblatt, 1979;

Wodarski, 198) and in research literature in general, an author identi-

fies a problem along with o .heoretical perspective and methodology for

studying it, describes the conducted study, presents the findings, and

offers propositions for using those findings. Although these proposi-

tions may be relevant for practice, they usually constitute only a first

step for the social worker who seeks to make such knowledge his or her

own for use in practice.

Specifically, the task of adapting published research for use in

practice calls for the school social worker to immerse herself or him-

self not just in one study but in the literatur, of the selected area.

This allows the school social worker to: (1) assemble and synthesize

the published information relevant to the selected topic and target pop-

ulation; (2) determine the conceptual themes and theoretical bases; (3)

assess the research methodology in relation to the explicit purpose of



the studies and the strengths and limitations of the methodology used;

(4) note what explicit directions the literature offers as guidance for

practice; (5) assess the degree to which state:iients of fact are backed

up by grounded empirical observation; (6) assess the logic of the argu-

ment; and (7) note what implications the published research could have

drawn for practice.

It is important to note that the literature search of a given area

for potential practice p-inciples includes not only the practice-rele-

vant social work research literature but also the literature of other

rrofessions and the literature of the social and behavioral sciences.

In sum, research utilization by school social work practitioners

involves selecting research results from a wide variety of sources and

interpreting, synthesizing, drawing inferences, and applying these

results toward a specific practice problem in a specific practice set-
ting. In this way, the school social worker initiates the spiral ;new.

A key for focusing and directing the literature search is the iden-

tification of the central criterion or dependent variable of interest

for the particular practice problem addressed; specifically, the depend-

ent variable(s) being used as the criterion variable by the author.

Then, the practitioner-researcher determines which independent variables

(the presumed causes) the author has used to account for the variability

of that dependent variable. For example, drug use may be the current

central interest or criterion variable of a school social worker's prac-
tice. Thus, the practitioner-researcher would assess the research
literature in terms of how drug use is conceptually and operationally

definod and in terms of t:,- independent variables introduced to help

account for variability in drug use by different persons in different

situations.

Authors will differ in theoretical approaches. In relation to the

drug use example, some authors approach this topic from a socio-cultural

point view. In this instance, the selection of independent variables

and the int(r:onnections among the variables are drawn from that per-
spective. Other authors view drug use from a physiological or from a

psychoanalytic perspective with the consequence that the independent

variables will be drawn from these perspectives. In analyzing the
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literature the practitioner's efforts are directed toward assembling,

evaluating, and synthesizing the drug use research findings from these

different approaches and translating them for practice purposes with a

targeted clientele.

The next major step is the determination of how useful the research

findings are for practice purposes. To accomplish this step, the school

social worker reflects on how the author views the interconnections

among the independent variables and the dependent varlable(s) in terms

of the interconnections seen in practice. As a research-oriented prac-

titioner, one then looks for patterns of similarities and differences in

his or her own practice in an effort to detect any regularities. Draw-

ing on this practice view, the school social worker notes whether what

the author reports in terms of interrelationships of variables is con-

sistent with or differs from his or her own experiences. Given this

stance of testing the research literature in terms of his or her own

interest and its fit with his or her own exp rience, the practitioner-

researcher has a base for defining very clearly what is wanted from the

literature and for directing the literature search.

It is imnortant to distinguish between a clear goal-oriented exami-

nation of the research work of others, the formulation of a crAprehen-

sive digest of all that everyone is saying, and the actual formulation

of one's own theoretical framework. The distinction is between being

well informed regarding a set of theories which one uses like a catalog,

and forming and operating from one's uwn conceptual framework. It is

this latter which comprises the school social worker's own model of

practice.

The final point in using research finoings for school social work

practice is that of determining the adequacy of the research from a

methodological point of view. This process tends to be intimidating for

practitioners bectuse what the practitioner sees in the literature is

discussion about research design, statistics, instruments, validity,

reliability, and a variety of terms with which the practitioner is

uncomfortable and tends to avoid. However, the school social worker can

develop a disciplined critical approach to the methodology by asking

simple questions about the choices the res.-archer made about research
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design, statistical analysis and the like. Such questioning is critical

for a researcher's choices affect the nature of the findings and

subsequently the nature of practice. If the choices are not the most

appropriate ones for a particular problem, then the findings may be

neither reliable nor valid. In the i itial approaches to assessing the

adequacy of research methodology, school social workers may find it use-

ful to consult with researchers.

There is value for the practitioner in struggling with the logic of

the design and statistical plan in assessing the overall adequacy of the

research. Even if the assessment is wrong, s/he has gone through the

struggle and has learned from it, thereby becoming more competent in

assessing the adequacy of other research. It is important for the

school social work practitioner to engage in this learning process and

assess research findings that guide practice so tnat s/he will have some

degree of confidence in the findings and their aoplicability. In addi-

tion, the more the school social work practitioner understands research

processes carried out by others, the more knowledge s/he has available

to carry out practice-related research.

Summary

This chapter has presented an overview of research and the school

social work practitioner within the context of the internal and external

pressures on the social work profession. Although the development of

knowledge for practice and the evaluation of services are both presented

as central functions of research, the emphasis is ,n the key role of

research in the development Jf knowledge for future school social work

practice. Social work practitioners in educational institutions are

perceived as the central figures in this development. Therefore, their

role must be explored and guides offered for formulating research

problems, designing research, measuring the variables of interest, and

using the findings of their own research. Since developing knowledge

for school social work practice also involves assessing and adapting the

research of others for day-to-day work, suggestions have been offered

for this task as well.
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Defining Empirically Based
Practice

UCH HAS CF EN written ex-
pounding the virtues of inte-

grating research into the practice -f
social work., Practitioners are web°,
ed to read research articles, make use
of research findings. and evaluate
their work using research methods.'
Yet. there is little evidence that these
activities are occurring in the main-
stream of clinical practice? The rea-
sons for this are many and include
the traditional lack of rapport be-
tween researchers and practitioners
and problems with the methods used
in schools of social work to teach re-
search in ways that clearly show its
usefulness in practice.'

Furthermore the need to evaluate
the effectiveness of clinical practice is
an increasingly frequent theme as
agencies scramble for limited funds.
Reaganomics has helped bury the
once-fashionable belief that social ills
can be cured by tax dollars. More than
ever. social workers are required to
justify the services the y deliver.

In addition to the economic rea-
sons for the profession's need to inte-
grate research and practice. social
workers also have an ethical obliga-
tion to develop empirical foundations
for their interventions. Practitioners
have little right to intervene in cli-
ents' lives on the basis of mere faith
that good is being donethey have
a moral obligation to monitor and to
test empirically the effects of their
interventions. Too often. the good in-
tentions of the social worker Jo not
end in positive results for the client?
Workers' intuitive assessments of
outcomes, therefore, must be aug-
mented with empirical data so that
the results of the efforts to help are
measured as carefully as possible.

As a result of social workers' in-
creasing awareness of the need to
incorporate research into practice.
the profession is now grappling with
the task of determining how that can

Deborah IL Siegel

A conceptual and operational
definition of "empirically based
practice" is needed before the
integration of research and prac-
tice can become a reality. This
article describes a study of how
research and practice were in-
tegrated in the graduate social
work program at the School of
Social Service Administration,
University of Chicago. The au-
thor develops a definition of
empirically based practice.

be done. What is empirically based
practice? What distinguishes it from
traditional social work practice? What
points of view and behaviors charac-
tenze the worker who engages in it?
The purpose of this article. therefore.
is to define empirically based prac-
tice conceptually and operationally.

One approach to developing a defi-
nition is to examine how research
and practice are integrated in social
work education. Schools of social
work play a central role in shaping
practice, because educators determine
the design and content of curricula
and help socialize future practitioners
into the profession. Understanding
the nature of practice as it is taught
in schools of social work is an impor-
tant step toward understanding actual
practice in agencies. Hence. defining
social work educators' views of em-
pint-ally based practice is an impor-
tant ,ask.

BACKGROUND
In the late 1970s. awareness was
widespread among social work edu-
cators of their responsibility to give
future practitioners an understanding
of the importance and methods of in
tegrating research and practice. Con-
sistent with this trend. in 1978 the
School of Social Service Administra-
tion at the University of Chicago im-
pler.ented a new graduate curricu-
lum that had as one of its major
goals the integration of research with
practice methods and field instruc-
tion during the first year of study.
This curriculum innovation repre-
sented one of a few mayor efforts na-
tionally to emphasize empirically
based practice in a school of social
work and to evaluate the effects of
the endeavor systematically .6 This ar-
ticle reports on those portions of the
evaluation that yielded data about
the various ways in which empiri-
cally based practice was defined.
taught, and implemented.

Design of the Curriculum
In fall 1979, 148 entering first-year

master's degree students in the School
of Social Sem :e Administration. Uni-
versity of Chic Igo. were randomly as-
signed to seven sections of the curri-
culum. Each section was taught h:.
a research instructor and a practice
instructor who were paired together
to coordinate their courses. Assigning
the pair of instructors to a group of
students was intended to increase the
ongoing communication between the
research and practice faculty through-
out the academic rear so that the
educators could. when appropriate.
hold joint classes. give joint assign-
ments. coordinate the sequencing of
topics in each course. refer to each
other's courses in lectures and discus-
sions. and engage in other innovative
procedures designed to integrate the

CCC Code. 0037.8046,84 SI 00 c 1954. National Associa%ion of Social Workers Inc
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teaching on research and practice.
The research course was two aca-
demic quarters in length: the practice
class extended through all three
quarters of the first graduate year.
The students in each section were
also assigned to a small number of
field instruction sites so that the re-
search and practice instructnrs could
be familiar with the placements and
relate the course work to the field ex-
penencr s. Students were required to
carry out a research project in their
field agencies. The projects. super-
vised by the research instructors. were
to relate directly to the students'
work in their agencies or to real
needs identified by agency personnel
and took three quarters to complete.

Instrumentation and Data
Collection

At the end of the winter quarter in
1980, the 14 faculty members and
six doctoral teaching assistants who
taught in the new curriculum were
individually interviewed to gather in-
formation about how they concep-
tualized and implemented the inte-
gration of research and practice in
their courses. These tape-recorded in-
terviews lasted from 11/2 to 21/2 hours.
A -i'ocused Interview Guide" was
used so that similar kinds of infor-
mation about each course would be
discussed. including: goals: themes
and emphases; content: the rationale
underlying the presentation of mate-
rial: the nature of assignments. ex-
aminations. and research projects:
and efforts made to integrate the re-
search course with the practice course
and fieldwork. Dunng the interview.
instructors also completed an "Inte-
gration Activities Checklist" to indi
cate which integration activities they
had used during the previous year.
Possible activities included: (1) assign-
ments in which students wrote cn-
tiques of research studies to deter-
mine the practice implications of the
findings: (2) overlap in readings and
assignments in the practice and re-
search courses: (3) joint meetings of
a section's research. practice. and
field instructors to discuss integra-
tion: and (4) integration of themes in
the practice and research course. (Ex
amples of the integration of themes
included how problem solving applies
to both research and practice, how
research concepts can be applied in
practice. how to -:se research find-
ings in practice. how to deal with

obstacles to using or doing research
in agencies. and how to apply the
logical ngor of research to one s
thinking about practice.) The Integra-
tion Activities Checklist was admin-
istered orally at the end of each in-
terview to elicit relevant information
that had not been already covered.

Dunng the spnng quarter of 1980.
each research instructor also com-
pleted a self-administered question.
nave about her or his research course.
This questionnaire consisted of sev
eral parts:

1. Instructors indicated from a list
of items about research and statisti-
cal knowledge which ones had been
discussed in class (for example. defi-
nitions of Type I and Type II errors.
ratio scales. one - tailed tests, unobtru-
sive measures, cross-sectional stud-
ies. sampling. exploratory studies.
and reliability).'

2. Faculty indicated how much
emphasis they placed on various re-
search objectives (for example. teach-
ing students skills for contributing to
the development of knowledge, for
developing and assessing interven-
tion procedures and programs, for
developing an empirical onentation
to practice. for evaluating specific
practice activities in specific situa
tions, for developing an inquiring.
skeptical attitude toward practice.
and for critically assessing research
reports).

3. Each instructor indicated the
extent to which class discussions
were devoted to various research
topics (for example. group designs.
single-subject designs. specificauon
and measurement of outcomes, pro-
gram evaluation. causality. building
of intervention models. needs assess-
ment, effect of factors other than the
practitioner's action. assessment of
change. and problems of sampling).

4. The instructors indicated the
extent to which the ccurse had ad-
dressed various research themes (for
example. research as an important
tool of practice. practical uses of re-
search methods in practice. how re-
search concepts can be applied in
practice. how research can be made
an integral part of intervention, how
to deal with obstacles to using or do-
ing research in agencies. and how to
understand research reports).°
Each faculty member's course maten-
als were also collected and examined
as part of the effort to describe each
section and the various approaches
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to teaching empirically based prac-
tice, These matenals Included course
outlines and syllabi. lists of assigned
readings. bibliographies. wntten as-
signments. and examinations.

Information about the research in
structors' views of how research and
practice are integrated was also gath-
ered from the students. During the
last quarter of their first year in the
master's program. the 123 students
who were still part of the study com-
pleted a questionnaire that. among
other things, asked for their percep-
tions of the empincally based practice
themes in the research course.° Stu-
dents were asked to respond on a six
point Liken scale to questions about
the extent to which the research
course had stressed research as an
important tool of practice. indicated
practical uses of research methods in
practice. indicated how research con-
cepts can be applied in practice. and
addressed how to read and under-
stand research reports. Students also
responded to questions about the ex-
tent to which fifteen specific content
areasincluding specification of prob-
lems. assessment of change. evalua-
tion of specific practice activities in
specific situations. quasi - experimental
designs. and interviewinghad been
addressed.

Data Analysis
The Information gathered from the

taped interviews with the teaching
personnel. course materials. Integra-
tion Activities Checklist, and ques-
tionnaires was analyzed and used to
prepare a standardized description of
each teaching section. Each course
description was submitted to the re-
spective instructors for feedback on
accuracy. Data from the instructors'
questionnaires were summarized in
tables that depicted similarities and
differences among sections. Several
statistical analyses of the students'
questionnaire responses were com-
puted. Including an analysis of var-
iance and a posteriori contrasts to
determine on which course charac-
tenstic variables there were statis-
tically significant differences among
sections and to identify the sources
of those differences.")

FINDINGS
The data from all Sources were care-
fully examined to determine. by in-
duction. how research and practice
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had been integrated in each teaching
section. A typology of five views of
how research and practice can be in
tegrated in both social work education
and practice emerged: (1) research
activities can be a part of clinical in-
terventions. (2) research findings can
he used to shape interventions or
construct personal practice models.
13) research and practice are ooth
problem-solving processes. (4) re-
search concepts can be useful as
practice concepts. and (5) research
and practice are both applied logic.

Research activities can be a part
of clinical interventic ,s. One of the
most promising way' f integrating
research and clinical practice is to
incorporate research activities into
social work practice. A common ex-
ample of this is the worker's use of
single-subject (N = 1) designs to test
the effectiveness of interventions. A
simple form is the reversal design. in
which the client's targeted problem
behavior is measured before an in-
tervention begins. during the inter-
ventim. and after the treatment has
been withdrawn to demonstrate the
effect of the intervention. There are.
in addition, many other ways of us-
ing research as a practice tool, as
outlined in the following suggestions:

1. The worker can do content
analyses of audiotapes of interviews
to track changes in the client's verbal-
ization or to correlate those changes
with specific interventions. For in-
stance. with an adolescent client who
does not talk much during sessions.
the worker can listen to tapes to see
what circumstances within the ses-
sion seem to elicit or inhibit state-
ments from the client.

2. Content analyses of videotapes
can yield useful assessment informa-
tion or be used to study the effects
of the social worker's or client's be-
haviors during the session. Viewing
videotapes of family interviews can
give the worker data that are other-
wise easily missed on subtle. non-
verbal interactions among family
members.

3. Structured forms of recording
can help the worker keep track of his
or her own and the client's perfor-
mance of tasks outside of sessions.
This can increase accountability to
clients and help clients observe their
own behavior. The structured clinical
record can help the worker to ob-
serve. conceptualize, structure. and
record clinical phenomena and to

identify. define operationally. and
measure the client's problems. the
goals of treatment. and the interven-
noir. The practitioner can develop
his or her owr. structured recording
guide or use existing forms."

4. Self-awareness can be augment-
ed when the client is asked to keep
a log of the problem behaviors or
feelings. recording when and where
the problems occur and what pre-
cedes and follows each occurrence.
This also helps track the client's
progress over time.

5. The use of questionnaires (for
example. Hudson's "clinical mea-
surement packages ") can also en-
hance the client's self-awareness. lead
to a more precise definition of the
problem. and help monitor changes."
The worker can use existing instru-
ments or can develop questionnaires
germane to an individual client's
needs. These questionnaires can help
the worker and client study. for ex-
ample. the client's self-esteem,
general satisfaction with life, feelings
about therapy. relationships with
peers, and so on.

6. Agency records are a valuable.
yet infrequently used. source of in-
formation about the effect of services
delivered. These records can. for ex-
ample. yield information about a cli-
ent's presenting requests for help and
the extent to which those requests
are changed to fit more closely the
services that the agency actually of-
fers. The records can also be used to
determine if there are sufficient cases
of a certain type to merit forming a
group for treatment.

7. Needs assessmentthat is, an
empirical survey of the need of a
potential client gi oup for a particu-
lar serviceis obviously an important
activity. Data confirming needs are
vital in seeking funding for programs
and can guide the design of the pro.
gram. An assessment may also show
the practitioner that. although a new
program may have intuitive appeal
to planners. there is little expressed
need for it among tne target popu-
lation.

8. Exploratory studies or surveys
have many uses. For example. follow-
up studies can yield information
about a client's need for aftercare ser-
vices (for example, for services after
psychiatric or medical treatment of
inpatients). A hospital social worker
might conduct a survey of physi-
cians' and allied health professionals'
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More than ever, social
workers are required to

justify the services
they deliver.

f
perceptions of medical social services
and then use this information for
staff development.

Research findings can be used to
shape interventions or construct per-
sonal practice models. The findings
of research studies form a nch body
of information that can be useful to
practitioners in designing treatment
plans. For instance, considerable data
exist demonstrating that altering the
attention paid to children can be
used to help them behave." Studies
indicate that planned short-term
treatments frequently can be as effec-
tive as long-term open-ended thera-
pies." Some research shows that
social work interventions can have
uni- nded consequences." Certain-
ly.... reness of information acquired
through research is important in
enabling the practitioner to develop
empirically based and well-reasoned
interventions.

Mullen, for example. has devel-
oped guidelines to assist practition-
ers in using information from various
sources, including practice wisdom.
personal experience. theory. and re-
search in developing a personal prac-
tice model." Such a model explicates
a conceptual scheme that specifies
and gives orderly direction to a
worker's view of practice. Because
the model is explicit, it can provide
a basis for planning interventions
and evaluating practice. Mullen. in
adapting the sixstage framework for
the utilization of information con-
ceived by Rothman." has developed
"a working conceptualization of what
seems to be the flow of activity in
personal model development."" This
process begins with locating informa-
tion. developing summary generaliza-
tions of that information, using those
generalizations to develop guidelines
for intervention and evaluation. field-
testing those guidelines, and refining
the summary generalizations and
practice guidelines." The process can
thus be helpful to the practitioner
who wants to use research findings
to shape interventions.2°



Research and pracnce are both
problem-sok-mg processes. Another
way of viewing the relationship be-
tween research and practice is to
stress that both are activities that
reflect the traditional problem-solving
paradigm.23 Problem solving begins
with the recognition that a difficulty
exists and proceeds with the stages
of problem specification, brainstorm-
ing alternative solutions. assessing
the alternatives. collecting data. and
selecting. implementing. and evalu
ating an alternative. Each step in
problem solving can be traced in the
processes of research and social work
intervention. Clearly, the researcher's
and the practitioner's activities are
problem-solving efforts that are ex-
pressions of a generic problem-solv-
ing paradigm. As such, research is
viewed as a problem-solving activity
that every social worker can use in
the practice of social intervention.
Table 1 demonstrates the parallels
among problem solving. research.
and social work intervention.

Research concepts can be useful
as practice concepts. One can also
understand the inextricable relation-
ship between research and practice
by seeing that concepts from research
can be used in the practice of social
work intervention. For instance. re
searchers are trained to be concerned
with sampling error. The researcher
wants to select for study a sample of
people who represent a particular
population. for only then will findings
be generalizable beyond the sample
itself. Similarly. practitioners need
representative samples of a client's
problem behavior to have a complete
understanding of the client's diffi-
culty. Suppose. for instance. that a
wife in marriage counseling charges
that her husband is not an affec-
tionate person. The worker must
ascertain if this is true of the hus-
band in his interactions with all fam-
ily members. in all circumstances. or
Simply with the wife or in certain
situations. for this is important infor-
mation in defining the problem. Or
consider the client in treatment who
behaves compliantly in the worker's
office but physically attacks family
members at home. The worker needs
knowledge of the client's behavior in
different settings to have a complete
understanding of the problem. A mis-
diagnosis of the problem. based on
a faulty sample of the client's behav-
ior, leads to misdirected interventions.

Table 1.
Parallels among Problem Solving. Research, and

Social Work Intervention

Problem Solmc Research
Social Vork
intervennor,

Recognizing the Prot) lem identification
difficulty and specification

Specifying the problem

Suggesting possible Formulation of a
solutions hypothesis

Explonng suggestions Design construction
rationally

Collecting data Data collection

Selecting an alternative

Carrying out the Expenmental
alternative manipulation

Evaluating the Data analysis and
outcome interpretation

Problem idenuficaton
and specification

Assessment

Planning of treatment

Data collection
(throughout)

intervention

Evaluation and
termination

Researchers are concerned. too.
with the operational definitions of the
concepts they study. An operational
definition specifies the concrete. ob-
servable. measurable indicators of an
abstract concept. The researcher
knows that without an operational
definition of the concepts to be
studied. precise measurement is not
possible. Clinical social workers also
need to define their terms opera-
tionally to avoid confusion. miscom-
munications. misrepresentations, and
imprecise thinking. For example. a
worker may write in a case record
that the client engages in aggressive
behavior. If the worker does not
operationally define what -aggres-
sive- means in this case. it is not
clear whether the client has mur
dered someone. slaps the children. or
simply curses when angered. Or.
when a worker tells a referral source
that the client has poor ego strength.
the jargon in and of itself has little
meaning unless accompanied by ex-
amples of the client's behavior that
has led to the worker's use of this
diagnostic ?Inn. The inclusion of the
behavioral cam is vital if practitioners
are to avoid arbitrary and unfounded
labeling of clients. miscommunica-
tions. and misunderstandings among
human service professionals and the
resulting misdiagnoses and useless or
harmful interventions.

Research and practice are both
applied logic. The canons of induc-
tive and deductive logic must under-
lie research and practice if those ac-
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twines are to be logically coherent.
consistent. and free of fallacies. For
example. logicians frequently caution
against the "post hoc fallacy." which
refers to a situation in which one
attributes a causal connection be-
tween two phenomena that are in
fact merely correlated. Legend has it.
for example. that the caveman fell
prey to this logical flaw in thinking
when he made loud noises to scare
away an eclipse. When the eclipse
passed. the caveman thought that his
intervention had succeeded.

Similarly, researchers are taught
that certain conditions must be met
for a causal relationship between A
and B to be demonstrated: A must
precede B in time. A and B must be
correlated, and alternative plausible
explanations for B (for example. ef-
fects of history. maturatiot . testing.
and contemporaneous events) must
be ruled out. The practitioner who
thinks carefully about social work
knows that simply because a child
who is receiving play therapy begins
to act out less often at school. it is
not safe to assume that the improve-
ment is due to the social work inter-
vention. Other factors in the child's
life may have changed while the child
was in treatment with the social
worker. Pr haps the teacher found a
more effective method of behavior
management. or a classmate who in-
stigated the misbehavior was out sick
for a week. or stresses at home that
were exciting the child subsided. The
worker who erroneously assumes that
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play therapy was effecth e with that
child might be tempted to use tne
same ineffective intervention in other
cases. \'nat is basically superstitious
behavior becomes cloaked in clinical
jargon alici passes as informed profes-
sional Judgment. The parallel to the
caveman is striking.

Examples of parallels in the logic
of research and practice are numer-
ous. For instance, both the researcher
and practitioner must be aware of
the "aggregative fallacy" and the
"ecological fallacy...22 Tne former is
the incorrect assumption that the
characteristics of an individual will
be charactenstics of the group from
which that individual comes. The lat.
ter is the incorrect assumption that
the characteristics of the group are
true also of any individual in that
group. For example, in forming a
psychosocial assessment. it is an
error for a clinician to assume that
a given black client is poor simply
because there is a high incidence of
poverty among minorities. The re-
searcher knows that a group's mean
score does not necessarily predict the
score of an individual from that
group. and that the standard devia-
tion should be reported with the
mean in order to convey information
about the way in which individual
scores are dispersed around the mean.

DISCUSSION
The findings of this study indicate
that there are several ways of view-
ing and pursuing the integration of
research and practice in social work.
The social work literature also sup-
ports a multifaceted view of empir-
ically based practice. Briar, for exam-
ple, asserts that research can be in-
corporated routinely without altering
the worker's mode of practice be-
cause research and practice are in
some ways similar activities and
reflect parallel methods of problem
solving.23 Others maintain that the
treatment process can he viewed and
taught. as a method of gathering
facts. assessment. and treatment that
helps the worker to develop a capac-
ity for critical analysis and evaluation
of his or her own practice." Accori:-
ing to Boehm, research can be linked
with the teaching of practice by help-
ing the student to see that efforts to
improve and build knowledge are
similar to efforts at solving human
problems.25 Francel et al. state that

"Research should be identified for
the student as problem-solving and
compared with the other problem-
solving methods in social work." and
Crane notes that research and prac-
tice both rely on a process of in-
quiry." According to Kahn.

In order to integrate scientific in-
quiry into both research and the
other social work practice meth
ods. the sh.dent must put to work
in all of them a common episte-
mology. identical canons of objec-
tivity and the same kind of logic
connecting explanations and ob-
servations. He cannot have one' set
of ideas organizing his researe in-
quiry and another. possibly I:on-
flicting. set of ideas organizing, his
inquiries in the other methois.27

EMPIRICALLY BASED
PRACTICE DEFINED
An overview and synthesis of the
findings from the study siiow that
empirically based practice can be
conceptualized and operationalized in
a variety of ways. Ideally, the social
worker who engages in empirically
based practice does the following:

1. makes maximum use of re-
search findings.

2. collects data systematically to
monitor the intervention.

3. demonstrates empirically wheth-
er or not interventions are effective.

4. specifies problems, interven-
tions. and outcomes in terms that are
concrete. observable. and measurable.

5. uses research ways of thinking
and research methods in defining cli-
ents' problems. formulating questions
for practice. collecting assessment
data. evaluating the effectiveness of
interventions. and using evidence.

6. views research and practice as
part of the same problem-solving pro-
cess. and

7. views research as a toul to be
used in practice.

Clinicians and educators who ap-
preciate the importance of making
the practice of social work logically
rigorous. accountable to clients. and
persuasive to funding sources can
look beyond the old disputes between
the researcher and the practitioner
and beyond traditional single-subject
designs and controlled experimental
studies. There is fertile new ground
to sow in using research as a tool in
problem solving, research concepts as
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a guide to clearheaded thinking. and
research findings as .. source of intor-
mation for social work practice. As
Wood has said. practitioner-research-
ers have both

the requisite skills to analyze crit-
ically the differences among prac-
tice .t.isdom, doctrine and cultism.
and practice theory: and the skills
to enable them to take responsibil-
ity for development and empirical
validation of the knowledge base
for their own social work practice."

Wood's aim. and that of this article.
is to help social workers think "like
researchers. while acting like com-
passionate helpers..."

Deborah H. Siegel, Ph.D., is Assis-
tant Professor, School of Social
Work, Rhode Island College, Provi-
dence. Portions of this article were
presented in different form at the
Seventh NASW Professional Sym-
posium on Social Work, Phila-
delphia. Pennsylvania. November
18-21. 1981, and at NASW's Sec-
ond Clinical Practice Conference,
"Clinical Social Work: Practice Ex-
cellence for the 80's." Washington.,
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FUTURE RESEARCH IN SCHOOL SOCIAL WORK SERVICES:

AN UPDATE*

Christine A. Sabatino, Elizabeth M. Timberlake, and Sally N. Hooper

ABSTRACT: This cnapter discusses the use of explanatory the-
ories for school social work research germaine to the educa-
tion profession and identifies six areas for future research:
school as a mediating environment, utilization of services,
value dilemmas, issues of consumerism anr! local accountabil-

ity, legislatively mandated program changes, and clinical

practice in schools.

Social workers are constantly confronted with pressures from inside

and outside the profession to develop empirically-based practice metho-

dologies. Internal pressures stem from the belief that the missing

research component is necessary for the development of a professional

theory base and maturation of the profession (Fanshel, 1980). External

pressures for critical examination of the sc4 ntific nature of social

work practice come from the current mandate for accountability of scarce

public funds but grow out of the historical linkages between the profes-

sion and public funding of social work programs.

Despite these pressures, research has remained on a back burner in

school social work practice. To date, budget, staffing, time, and

energy for research have not been defined as priority items. However, a

1975 federal mandate for systematic but individualized service proce-

dures for children and their families--the Education for All Handicapped

Children Act--is providing external impetus for change. By underlining

the need for a 'ata base to document the effectiveness of services pro-

vided, P.L. 94-142 offers both positive and negative opportunities. On

the positive side, this law provides added impetus for empirically

demonstrated usefulness of school social work services as well as the

need for additional services. On the negative side, P.L. 94-142

*This chapter is an expansion of a paper published in R. T.

Constable and J. P. Flyln (Eds.) (1982), School Social Work: Practice

and Research Perspecitves. Homewood, IL: Dorsey.
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provides the opportunity for educational systems to phase out school

social work services if school social workers continue practicing with

only impressionistic data. It is clear that increased demand for

educational support services for children with handicapping conditions

and the scarcity of financial resources are likely to result in

allocation of resources to those support services which not only

demonstrate usefulness but can also document effectiveness and

efficiency with hard facts.

Given this federal law which directly affects sujal work practice

in the schools, the profession's thrust toward documenting its theory

and practice, and the new wave of collaboration between social work

practitioners and researchers, school social workers must develop an

empirically-based practice. Therefore, the following ideas are offered

to stimulate school social work research.

Establishing Priorities

Priorities for future research in school social work should be

established on the basis of: (I) the potential of a study to have last-

ing relevance for school social work practitioners; (2) an explicit

explanatory theory base appropriate to the research problem under con-

sideration and to the school setting; (3) pragmatic circumstances asso-

ciated with issues of resource allocation which may, at times, dictate

the ordering of research projects; and (4) relevance to the social work

profession. A word of caution is in order, however. High priority

should be given to research studies that use theoretical frameworks and

language meaningful to the core educational mission of schools and that

clarify the differential impact of various social work interventions in

relation to problems and target populations of concern to educators.

For unless the problem is appropriately explained in the terminology of

the host setting, the outcomes of school social work intervention cannot

be assessed in terms of their usefulness, effectiveness, and efficiency

for the core educational mission. Nor can they be used as ammunition in

competing for scarce resources.

Selecting and Developing Theory

As a first step in constructing theoretical frameworks which are
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meaningful in a school setting, social workers must learn to ask ques-

tions about the ordinary and the extraordinary and to develop hypotheses

about what might happen if certain things occur. Theoretical and con-

ceptual frameworks are basic for analyzing the selected research prob-

lem, identifying significant variables, interpreting the findings, inte-

grating the findings into existing knowledge about school social work

and the field of education, and providing a systematic means for repli-

cating studies which further validates the findings.

In other words, .s practitioner-researchers school social workers

need to ask: Who? What? Why? When? Where? How? and, Under what

circumstances do various practice phenomena occur? For example, they

might ask: Who are the children being served? By whom? For what prob-

lems do the children and their families seek service? Why do the child-

ren have these problems? When do the problems occur? Where do they

occur? How are they triggered? How do they impact on other children

and educators? Under what interventive approaches do children with cer-

tain problems function better in school? Why are social work services

offered 'n one way and not in another? What problems do school social

workers encounter in delivering the service? Under what school circum-

stances do social workers perform best?

As school social workers ask these and other questions about their

practice, many possible theoretical frameworks for exploring the

research problems come to mind. Some questions suggest role theory

focused on the effectiv ess of school social workers in one or more of

the multiple roles which they perform in a school system. Some suggest

a psychosocial framework which is simultaneously focused on a pupil's

internal psychodynamics and interpersonal relationships. Other ques-

tions suggest additional theoretical perspectives such as conflict,

exchange, or social learning theories. However, the majority point to

the utility of combining these theories with educational ones such as

cognitive and developmental theories to form a multivariate explanatory

framework employing the familiar language of the host setting.

Upon reflection it becomes clear that the theoretical perspective

selected to explore a particular problem directs the researcher to

different types of operational research questions, findings, and
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implications for practice. Consider the following two theoretical

frameworks in analyzing and synthesizing empirical information about

effective school social work practice.

Role Effectiveness of the School Social Worker

First, consider the multiple roles performed by social workers in

the schools. The concept of muldple role performance focuses attention

on the relationship between the integration of the social worker into

the school system and the design of school social work practice. As an

occupant of a social work career position within an educational setting,

a school social worker must cope with and be accountable to two profes-

sional systems--social work and education. His or her professional

identity and career are linked with both.

A school social worker usually finds that the position incorporates

the concomitant roles of pupil service worker, pupil service teammate,

consultant to teacher and principal, and direct service provider to

children and their families, among others. Each of these roles carries

role-specific ways of thinking about, feelirg about, and acting in prac-

tice situations. In addition, each role carries a set of particular

issues and concerns which the practitioner-researcher may translate into

researchable questions and hypotheses.

As a pupil service worker, a school social worker has the opportun-

ity to hear and discuss the problems facing school systems both today

and in the future. Many of these problems are likely to influence the

school system's expectations of the social worker's performance. For

example, a school system may be expanding or contracting in size. If it

is expanding, there may be more demand for school social work services.

These increased demands may result in interruption or discontinuance of

already existing services. If the school system is contracting in size,

school closings or budget cuts may in effect delete some social work

positions and increase the service demands on the remainder.

In the face of such problems, practitioner-researchers may ask:

Are the current and anticipated changes in the school system associated

with corresponding changes in service delivery patterns and expectations

of school social work performance? At what cost to school social work-

ers and their clients? With what benefits? School social workers may
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seek to answer these and other questions through two kinds of program

evaluation studies. Some of the questions may be best answered through

formative evaluation, a process approach in which data are collected

periodically and provide ongoing corrective feedback to program partici-

pants. Oth ruestions may be best answered through data collected at

the end of ,rvice delivery effort. Such summative evaluation

approaches prc.ide data to be used in the design of new service delivery

efforts. Still other questions require both formative and summative

evaluation approaches (Caro, 1977; Shadish & Reichardt, 1987).

In many school systems, social workers, psychologists, and special

education teachers are assigned as a team to one or more schools. The

role functioning of this team can have many effects on the team members,

the school staff, and the children being served. For example, the eval-

uation procedure for special education placement is dictated by law.

The actual implementation of the law, however, may be handled in many

cfli-ferent ways. Some schools have team committee meetings at which

relevant staff have an opportunity to discuss and plan for a particular

child and his or her parents in the evaluation process. In other

schools a case manager informs each pupil personnel specialist that his

or her particular evaluation skills are needed in relation to a particu-

lar child. In this latter approach there is often little coordination

of team roles or systematic diagnostic thinking in relation to an indi-

vidual case. Upon noting these differences, practitioner researchers

might ask questions about the differential effects these two methods of

teamwork have on the role performance and job satisfaction J1 ,aff

members and with what cost and benefit to clients.

When working with teachers, a social worker may discover that a

referral was made because of the teacher's deficits rather than the

child's needs. A teacher may refer a child because s/he does not know

how to tell a family about negative behavior or because s/he fears the

family's reaction to this type of information. A particular child may

also trigger a personal reaction in a teacher, either as a reminder of

the teacher's own life experiences or as a trigger of the teacher's

unconscious needs. The practitioner-researcher might well ask: What is

the social worker's role in these two situations? What are the program
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implications of these two situations? Is there a relationship between

type of referrals, classroom climate, teacher experiences and needs, and

actual service needs of ..he child/family? Similar questions might be

asked in terms of administrative referrals.

When providing direct services to children, school social workers

may become aware not only of their service delivery roles but also of

their program designer roles as they note patterns or trends among the

children they serve. For example, in today's society, geographic mobil-

ity of families may be a primary force affecting a child's feelings of

separation and loss and sense of belonging and identity. For those

social workers whose schools are absorbing numbers of Hispanic, Asian

and African refugees, problems of loss and identity are especially not-

able. The practitioner-researcher might well ask: Is the school social

worker's role different when dealing with the geographic mobility prob-

lems of refugee and non-refugee children? Are the needs of the children

different? Should the service delivery programs be different?

Timberlake, Sabatino, and Hooper (982) found that the multiple

practice roles of school social workers frequently include eleven tasks

which cluster statistically and conceptually into three dimensions. The

first dimension highlights the multidisciplinary team aspects of direct

and indirect service and includes three tasks: consultation, short-term

counseling, and diagnostic assessment. The second dimension highlights

direct service provision and includes six tasks: individual counseling

of children, concrece services, crisis intervention, individual counsel-

ing of parents, home visits, and referrals. The third dimension high-

lights data collection and information and includes two tasks: multiple
agency collaboration and social case histories. The practitioner-
researcher might ask: In what way does the performance of each practice

dimension or task enhance the role effectiveness of school social work-
ers? How does the weighting given each task by school social workers

impact on the design of school social work practice? What constitutes

effective performance of each task?

Psychosoc4-1 Functioning of the Child

A psychosocial theoretical perspective for!' , on the social func-

tioning of the child in the school situation and those aspects of the
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child's home mvironment which are associated with functioning at

school. In order to have a clear unit of attention the practitioner-

researcher needs to draw conceptual boundaries around the separate

transactions of the child. For example, the child-in-home-and-community

situation would be one transactional area and the child-in-school situa-

tion another. A third transactional area would include the interaction

between the two situations.

Such partializing for purposes of assessment provides clarity in

setting goals for change, designing intervention strategies, and measur-

ing accomplishments in relation to school and home. Suppose for example

that one teacher refers a number of active, aggressive male students to

the social worker. A psychosocial practice model would simultaneously

assess: (1) persons--the need for direct intervention with each indivi-

dual child and with the group of aggressive children; and (2)

environment--the need for direct intervention with the teacher in rela-

tion to the handling of aggressive behavior in the classroom as well as

the need for direct intervention in the family and community environ-

ments.

Assessing these intervention needs and establishing intervention

goals requires simultaneous attention to the internal p -chodynamics of

each person and his or her functioning within specific social environ-

ments. Designing intervention strategies to correct psychpdynamic defi-

cits may include both direct intervention and referral. Designing

intervention strategies to improve social functioning in the classroom

may include both social work intervention with individuals (or with a

group) and educational remediation. Environmental modification--that

is, changing the teacher's handling of aggressive behavior through

consultation or educational guidance--may also be indicated.

The desired overall outcome goal of these combined intervention

strategies would be a decrease in aggressive behavior. The operational

measures of change, however, would be based on less global outcomes such

as: the frequency of specified aggressive actions with peers; the fre-

quency of positive peer interactions; academic achievement; the frequen-

cy of specified aggressive actions with the teacher; the frequency of

positive interactions with the teacher; or the frequency with which
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aggression is channeled toward a sanctioned mode of behavior (sports,

art, achievement, time-out spot). The point is that change occurs slow-

ly and unevenly so that several short- and long-term goals and corres-

ponding operational outcome measures are needed.

A psychosocial perspective lends itself to many questions of inter-

est to school social work practitioner-researchers. For example: What

is a particular pupil's constitutional makeup? What are the pupil's

coping/adapting skills for the various stages of life development? What

is the pupil's ability to separate from home? What is the pupil's abil-

ity to enter and function in new networks of peers and adults? How are

these dimensions integrated for the specific purpose of learning? As

the practitioner-researcher focuses on these or other questions arising

from a psychosocial practice model, s/he may begin to think not only of

the one child under consideration but also of other children with simi-

le abilities or problems. Thus, this practice approach lends itself

no only Lo single-system and time series design studies but also to

*'designs using aggregate data. In the first design, one pupil-in-situa-

tion is studiej in depth over time with the research feedback correcting

the intervention throughout. In the second, individual pupils with

selected problems who are referred over the years become L'he data base

for knowledge building about the particular problem under consideration.

In the last instance, numbers of pupils with similar problems in similar

situations are studied as a cohort in order to identify group trends.

Integrating Psychosocial and Educational Perspectives

Social work is usually concepEualized as interveming at the inter-

face between persons and their environments, in the transactions between

persons and their environments, or in the interactions between the two.

Yet treatment outcomes are usually described only in terms of chang's in

either persons or environments rather than in terms of changes in inter-

face or interactions. For school social work the conceptualization of

treatment outcomes in the interactional terms associated with child in

classroom environment is critical if social work is to be perceived as

central to the primary mission of the school setting.

The design of procedures for studying interaction sequences between

children and their classroom environments requires a common description
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system for persons and environments and some decisions about which

aspects of each interaction to examine. If adjustment is conceived of

as the quality of the fit between the characteristics of the person and

the properties of the environment to which the person is commonly expos-

ed, the school social worker assumes that the better the fit between the

child and the classroom environment, the more favorable the consequences

for the child.

Of central concern to Boards of Education and educational adminis-

trators is the impact of school social work on the central mission of

education--the teaching and learning process. Without abandoning the

unique contributions of social work in educational settings, a body of

theory, practice, and research knowledge that explicitly incorporates

Aucational variables, processes, and outcomes is needed to provide a

concrete answer to the key question: What do school social workers con-

tribute to the educational process? To address this question, school

social workers must move beyond faculty accolades and anecdotal illus-

trations about their educational impact to clearly defined interactional

models of school social work practice which use theories, concepts,

problem statements, hypotheses, and interventions drawn specifically

from education. In these instances, practitioner-researchers use the

expected components of social work knowledge and research design as the

foundation, but move beyond them in identifying and choosing educational

concepts for study and then in clarifying their importance and meaning

for school social work intervention. The persuasive reason underlying

the choice of person/environment variables for a school social work

research and demonstration practice model is their clear association

with educational progress.

A multivariate design which integrates both educational and psycho-

social theories might select an educational framework and use Piaget's

stages and phases of cognitive development as the theoretical lens for

focusing on possible reasons for a child's negative classroom behavior.

In this instance the research question becomes: What is the negative

impact on a child's classroom behavior when s/he has not yet mastered an

expected cognitive skill? Has the child "forgotten" his or her ckily

assignment, or does his concept of seriation need t' be strengthened? A
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school social work practice model built on Piaget's theory would focus

on social work interventions designed to help students master C-ficient

cognitive skills and thereby bring about appropriate classroom behavior

and a lowered probability of identification of :1-.udents as academically

deficient. Behavior, communication, and learning theories similarly

offer rich foundations for studies which begin with an educational

framework.

Practitioner-researchers might also build integrative models from

the social work perspective and move toward integrating educational the-

ories and practices. For instance, school social workers can easily

identify those "school problems" which, in reality, are universal to all

school children; that is, entrance into elementary school, promotion to

first grade together with the expected change from kindergarten sociali-

zation skills to educational task mastery, peer problems, puberty, dat-

ing, and graduation. Several psychosocial theories are available to

examine these age-specific A_evelopmental problems of schooling--specifi-

cally, object relations, symbolic interaction, psychoanalytic, and

social learning theories. By focusing on these chronological ages which

routinely bring about educational life crises, practitioner-researchers

have the opportunity to provide solid school social work services for

all students under the rubric of resolving those developmental school

problems inherent for students and teachers even under the best of cir-

cumstances. By developing models of practice which serve these children

and the teaching staff, social work services are seen by teachers and

principals as more directly related to the needs of the school and are

therefore more relevant to the educational system. For example, kinder-

garteners can be assisted with separation anxiety through an orientation

program which identifies and practices expected classroom behaviors such

as self-control, cooperation, and paying attention.

Another possible approach front an educational standpoint is identi-

fication of those life events which can negatively influence a student's

school progress and then the creation of preventive services. Such life

events include (among others): pregnancy; loss of parents through

divorce or death; suicide of boy/girlfriend; family moves; and drug,

sexual, or physical abuse. Again, the service provided by the school
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social worker for these problems is best received when requested from

the school and offered in a format perceived as relevant by the school.

In some instances counseling or educational psychology techniques may be

the method of choice. For instance, a sex education program using a

didactic approach or pencil and paper tasks may be perceived as the

expected intervention for high-risk students. The practitioner-

researcher's tasks in this instance are first to develop the connection

between the underlying psychosocial theory, the problem, and the inter-

vention; that is, to explain the school problem in relation to both

theory and setting as well as the relevance of this particular model of

treatment. Second, the practitioner-researcher develops appropriate

research methodology and measurement tools.

By identifying age-specific tasks and developmental phase-specific

accomplishments as important areas of practice research, the school

social worker encounters a delicate and controversial issue which needs

exploring. Much as school social workers might prefer not to skew their

practice models toward preventive group services, they must acknowledge

that since the school system serves all children the volume of cases

handled by the school social worker impacts on the system's perception

of the value of social work services. For this reason as well as the

social work profession's knowledge and understanding of the inherent

risks for children or unresolved life crises, group intervention models

may demonstrate the greatest impact on assisting the teaching-learning

process. In this way, scheoi social work services may create the desir-

able image of having a universal function in education--through serving

all school children at different points in time and for different

reasons--rather than the less central image involved in the narrowed

function of pupil services in special education cases.

Some social work practitioner-researchers might argue that it is

not appropriate to include variables related to the setting of the

research in the method and design of a study. However, tne reality for

a social worker in a host setting with limited financial resources is a

major emphasis on demonstrating the direct relationship between the con-

tribution of the guest profession and the production of the host set-

ting. Otherwise, school social workers will find tnat they have built
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their own barriers to funding their positions and have instead created a

rationale fcr discontinuing their services.

Identifying Areas for Future Research

Regardless of the theoretical perspective chosen, research is need-

ed in the following six areas: school as mediating environment, utili-

zation of school social work services, value dilemmas in school social

work, issues of consumerism and local accountability, the actual impact

of legistatively mandated program changes on children's learning and

development, and clinical social work practice in schools.

School as a Mediating Environment

School social workers have long observed that the positive and

negative forces of the school system impact on children's learning and

growth and on the patterns of social service delivery. For example, the

school setting serves as the physical and social environment within

which children learn new things and accomplish many developmental tasks.

Yet at times the school environment may inhibit learning for individual

children or certain groups of children. In addition, the school setting

serves as the mediating sc,cial structure within which school social work

services are delivered.

These practice observations about the impact of the school environ-

ment translate easily into researchable issues: (1) the influence of

school environments on child growth and development and performance in

school; (2) the influence of schools on the quality of social work prac-

tice in school systems; (3) the influence of school system programs and

personnel on the quality of social service delivery; and (4) the impact

of federal education legislation on social work service delivery in

schools.

Research questions about child/school corm 'tibility as evidenced by

learning, social behavior, and growth and development usually involve a

wide range of variables. To explain learning problems, for example,

such variables as age, intelligence, achievement motivation, physical

health, psychodynamic factors, social relationship patterns, stressors,

family circumstances, classroom structure, classroom climate, style of

teacher, and subject matter (to name only a few) must be taken into
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account. In other words, research questions about child/school compati-

bility involve multiple variables in order to account for as much of Loe

variation among children as possible.

Researcn questions about the environmental context within which

school social work practice occurs focus on '..he conditions for effective

intervention. Those research issues include tVe multiple relationships

among child problems or child development needs to prevent problems,

school structures, type of social work intervention, and outcome of the

intervention as measured by child functioning in school.

Research questions about various personnel relationships within the

school system focus on the diverse interests which may either support or

distort the goals and processes of social service delivery. That is,

the research issues revolve around the social dimensions of power and

conflict in relation to the effectiveness of school social work practice

or the multiple role positions of school social workers. Consider, for

example, issues about who may officially diacnose a child and provide

certain services. Or consider wheth.r social work methodologies that

are similar to the usual academic activities are more acceptable in a

school setting than methodologies :hat are markedly different (for

example--didactic/cognitive intervention approaches versus psychodynamic

therapy, group versus one-to-one, staff training versus professional

self-awareness through supervision, or behavior modificiAion versus

psychodynamic intervention).

Utilization of School Social Work Services

Why does a school system need school social work practitioners?

The answers to this question are crucial to the future of social work

practice in the schools. In this er of scarce funding, school social

workers ,:,re finding it increasingly necessary to prove that their ser-

vices are viable and essential in rel tion to educational functions and

goals. The hard reality is that many school social work positions as

well ac educational prog-ams are funded through county, state, and fed-

eral monies. For the most part, these govermenta, funds are designated

for population- and problem-oriented educational programs.

If social workers wish to remain in school settings they need to

document their usefulness to these targeted educational programs with
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empirical data in four areas system cievelopment, system maintenance,

systems linkage, and direct client intervention (Lister, 198/). For

example: How did the school social worker develop a service delivery

system in relation to specific populations and problems? How does the

school social worker, in collaboration with other professionals in the

schools, maintain and enhance existing services for the targeted popula-

tions and problem areas? How frequ ntly does the school social worker

connect specific clients 'nth relevant community resources? What clini-

cal services does the school social worker provide in relation to the

targeted populations and problems?

In addition to the quantity of service provided, school social

workers are concerned with the qualitative impact of the service. Simi-

larly, they need to demonstrate their effectiveness and efficiency as an

educational service component for special target populations and prob-

lems.

In order to demonstrate their relevance to educational systems,

school social workers must couch their practice question:, in the termi-

nology and context of educational goals. For example, does social work

intervention with depressed children with learning problems result in

decreased depressive behavior and affect and increased achievement in

the classroom? Such phrasing of the research question does not exclude

studying basic sccial work practice principles. Instead, the use of

educational terminology and goals facilitates building models of social

work practice relevant to and understandat. by the host setting.

P.L. 94-142 provides the basis for funding individualized educa-

tional programs and support services for children with the following

handicapping conditions: deaf/hard of hearing, oichopedically impaired,

multi-handicapped, other health impairment, mentally retarded, specific

learning disability, and seriously emotionally disturbed. Programs have

also been established for refugee children, bilingual children, pregnant

teulagers, and truants. In addition, programs have been funded to meet

the specific service needs of inner-city youth and of children in need

of alternative educational strategies. But what do school social work-

ers actually do with these targeted groups of children and their

families? In relation to what problems of coping with which aspects of
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school? With what outcomes? By asking these questions, practitioner-

researchers will produce explanations not only about what happens in the

transactional process betY,?.en social worker and client, but also about

changes in the problem itself as a function of an outgoing interven-

tion.

In order to produce meaningful explanations, however, the inter'en-

tion methodology of the previously discussed programs must be conceptu-

ally and operatio,lally defined in relation to the specific social prob-

lem of concern to the school system, the target group, the desired

outcome, and the specific intervention methodology and techniques for

achieving that outcome. The research findings need to show which

aspects of the social work intervention are associated with change in

which parts of the problem.

In summary, the profession needs practice research to test the

effectiveness of social work service in educational settings. Practice

research should document the effectiveness and efficiency of social work

intervention in relation to special populations targeted by the educa-

tional system. Practice research should also simultaneously maintain a

commitdent to develop knowledge for the social work profession. After

developing a data base in the area of rehabilitative practice with tar-

geted problems and populations, practitioner-researchers can move into

the real frontier for school social work resea,r.h--preventive practice

for children-at-risk.

Valve Dilemmas

Social work nas a set of commitments to certain values ana ethics.

A school social whrkc must also learn the values and ethics of educa-

tors and be able to identify areas of potential conflict between the two

sets of professional values. Potential value conflicts between the two

professions may be in relation to their preferred instrumentalities for

dealing with people, preferred conceptualizations of people, or prefer-

red outcomes for people (Levy, 1973). Where the two sets of values con-

flict, professional ethics dictate that the school social work practi-

tioner opt for outcomes that meet the need of the consumer and his or

her environment. In f.hese instances where interprofessionai values con-

flict, a question should be raisal about social work responsibility in a
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host setting: Is the social worker responsible only to the consumer of

educational services, to members of the team, or to an overall resolu-

tion of the problem at hand?

Using the multiple-role perspective, a vactitioner-researcher can

identify many areas of potential conflict between social work and educa-

tion. For example, in the role of pupil service worker a school social

worker may value the use of peer consultation with teachers or fellow

social workers as a vehicle for continuing professional arowth and for

improving service delivery. Within the hierarchical organizational

structure of the school system ',..he peer method of case discussion and

professional growth may, however, be viewed as undermining tne authority

of the pupil service director and, thereby, negatively affecting service

delivery and staff de elopment. The question for study thus becomes the

impact of these two approaches un professional growth and service deliv-

ery.

P.L. 94-142 provides a second example of a value dilemma. The law

specifies that families have a right to a copy of all evaluations under-

taken with their children by a public school system. The method of pro-

viding this information may become a source of value conflict between

team members. Some team members may believe that furnishing a written

copy of an evaluation report satisfies the legal requirements. By con-

trast, school social workers have traditionally valued the assessment

process and its subsequent reports as part of the whole process of pro-

fessional intervention. In other words, social workers value the

family's right to respond to the evaluation process and material, the

intervention plan, and the evaluators. Does this value difference in

family participation, as evidenced ..1 the presentation of evaluation

material, affect families' styles of using the evaluation and recommen-

dations? If so, which families are affected? In what ways?

Issues of Consumerism and Local Accountability

Each school extends, modifies, or curtails its services according

to local conditions and consumer advocacy groups. Although the paramet-

ers of school social work are officially defined by administrative poli-

cies, actual service delivery is strongly influenced by the particular

school and community setting in which the intervention occurs. An
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important research area for school social workers, therefore, is the way

in which their own school(s) extends, modifies, or curtails its services

in an effort to be in line with local conditions and consumer advocacy

groups.

Accountability studies provide two basic types of outcome indica-

tors. On the one hand, such studies are designed to provide service

information generalizable to comparable programs about the extent to

which: (1) a specified group of children is being served; (2) the inci-

dence of newly identified cases is reduced; (3) there are apparent

changes in the target population and problems; and (4) children, par-

ents, and educators are satisfied with the services provided. On the

other hand, they ire designed to assess and improve the effectiveness

and efficiency of social service delivery within their own local

school(s) and school system. This second group of studies would provide

information about thm extent to which school social service provision is

consistent with: the school's goals, priorities, and programs; quality

school social work practice; and the needs and priorities of local con-

stituents. Both groups of studies provide opportunities for better

planning, program design, and quality social work service.

Legislatively Mandated Program Chan es

Legislatively mandated program changes are usually uesigned to:

(1) improve core educatinnal servicer and thus facilitate teaching and

learning; (2) improve the quality of childhood and thereby facilitate

learning; or (3) decrease the cost of core and supportive educational

services. Since the major aim of such legislation is overall improve-

ment of the educational system, evaluating change has become increas-

ingly important because change has all too often been narrowly measured

in terms of participants rather than documentation of the real positive

or negative impact of these program changes on the educational well-

being of the children. For example, with some of the Title XX services

such as free lunches and supplementary math programs, the social work

concerns are with the child's affective response to the service and with

possible scapegoating by children not receiving the service. With P.L.

94-142's mandated education in the least restrictive environment, social

workers are increasingly concerned about the child's psychosocial
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functioning in mainstream classroom settings and the stress on the

child, the classroom group, and the teacher. With the bilingual educa-

tional programming offered refugee children, questions arise about sub-

stantive learning of eiucational content, socialization to mainstream

culture, and maintaining cultural pluralism.

In general, research questions about federal education legislation

focus on its direct and indirect impact on the various aspects of social

work service delivery in the schools. Does the legislation shift the

balance of the multiple roles of the school social worker? Does it

impact on the school social worker's focus on person and environment?

If so, with what effect?

Clinical Practice

Confronted with the diversity of clinical services needed in the

schools and the multiplicity of theories of change and models of social

work practice available, school social workers tend to describe their

clinical practice orientation as eclectic; that is, as including a bit

of everything depending on the situation. Yet given today's credo of

specificity, such generality and imprecision serves neither the child,

the profession, nor scientific endeavor. Wat is the clinical practice

orientation of school social workers? What constitutes good clinical

social work practice in the schools? Are school social work services

delivered in accor rice with theory, empirical evidence, and accepted

beliefs about good social work practice in host settings? To answer

these questions, school social workers need to develop and articulate a

more sophisticated conception of the treatment process per se as well as

a plan for its evaluation. This task involves reviewing the actual pro-

cess of clinical service with children and their parents from intake

throe: termination Lu determine whether the service complies with what

is considered appropriate, acceptable, and adequate.

Drawing from the Hollis (1964) tradition, most school social work-

ers acknowledge the sequential nature of treatment activities, temporal-

ly differentiated phases of treatment, and the desirability of a priori

ply ning of multidimensional interventions in relation to desired out-

comes. In this view, the structural framework for models of clinical

social work practice thus involves spelling out technical operations
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that are: (1) grounded in a coherent theoretical framework applicable

to social work practice in an educational setting; (2) inextricably

embedded in a productive interpersonal relationship between social work-

er and client; and (3) designed to produce constructive changes in prob-

lems associated with the fit between children and their school environ-

ments.

The changes produced by these technologies may be depicted as three

distinct treatment evaluation paradigms: outcome, prescriptive process,

and treatment process. The outcome paradigm represents the more usual

type of treatment program evaluation in that treatment goals are

conceptualized in terms of the problem addressed, then stated in terms

of the reciprocal continuous interchange between persons and environ-

mental situations or between persons (each of whom represents situations

for the other). Goal, accomplishment in outcome paradigm is measured at

the end of treatment. This paradigm addresses questions such as: Did

the child's attention span and classroom behavior improve? Did the

child's absences cease? Did the child stop fighting at recess?

The prescriptive process paradigm views the school social worker's

statements as either implicitly conveying or explicitly spelling out how

the child is to be in the school environment. In this paradigm, change

is measured by assessing the degree to which the child moves along those

prescribed dimensions and evidences those preferred ways of being and

behaving in school. This paradigm addresses questions which depict the

additive, integrative aspects of change during specified time periods.

For example, during the past week, did the child do his homework, fight

less at recess, or seem less tearful and frightened?

In the treatment process paradigm change is assessed in terms of

the relational processes or patterns of recurrent interactions which

occur within the treatment context. It is anticipat-d that when the

pattern of the processes or interactions changes, the child/social work-

er treatment relationship has changed. While it is to be hoped that

changes occurring within the treatment will ultimately be apparent in

the child'; school and home environments, such external changes are not

the focus of measurement. In studying strategic treatment processes and

interactions, these studies address such questions as: What works in
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the treatment? How does it work? Does a specific technique make a

meaningful difference? While important for the development of social

work treatment methodologies, the usefulness of process paradigm

research for schools rests with the social worker's abil ty to identify

the interpersonal treatment issues which are repeated in classroom

behavior.

Assuring Quality Research

Research studies should be an integral part of service design and

delivery in order to provide the data base necessary for developing

models of school social work practice. Research questions in school

settings are mul'ivariate in nature and include a combination of: (1)

person/environment variables--subjects' characteristics, behaviors,

attitudes, and presenting problem. social workers' characteristics, or

behavior, and setting characteristics; (2) process variables--social

work intervention methodology, techniques, processes; and (3) outcome

variables--changes in attitudes and behavior3, environmental structures

and processes, and person/environment compatibility. There are times,

however, when research studies using a simple or limited set of vari-

ables would be beneficial in clarifying a particular problem area.

The preferred studies would be concerned with the impact of clearly

defined components of school social work practice. They would attempt

to demonstrate direct relationships between the methodology, processes,

and techniques of social work intervention and child/perent/teacher/

school system outcomes in relation to the presenting problem. For stud-

ies to measure social work effectiveness in problem-solving within the

school setting, the theory base of the practice model must be relevant

to the problem, the intervention, the setting, and the desired outcome.

For example, object relations theory may be used as a partial explana-

tion of learning problems associated with losses precipitated by family

moves or breakup, social work intervention for the depressive reaction

to separation and loss, and the desired outcomes of improved ability to

learn and to establish new social relationships. In this instance, the

theory is used to explain the rroblem, design the intervention- and

measure the outcome in relation to the host setting. Outc)me is

measured not only as directly observable behavior changes but also as
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cognitive and affective changes. Outcome measures must include both

subjective and objective indices of change.

Rather than being primarily concerned w4th generalizablity of the

findings, the designs of initial studies in an area of school social

work practice should focus on adequately controlling threats to internal

validity. They should be designed so as to be replicable at minimal

cost by large numbers of practitioner-researchers. Exploratory studies

with small samples or studies with single-system designs will thereby

achieve increasing generalizability through succeeding replications.

Accepting the Challenge

School social workers have sought recognition within the public

school system for many years. With the advent of P.L. 94-142, school

social workers not only have a chance to achieve recognition within the

public schools bt demonstrating empirically the usefulness of what they

do, but also a chance to assume a leadership position within the profes-

sion in relation to knowledge building from an empirical data base.

Real contributions to school social work theory and practice will grow

out of theoretical analyses of the major social work practice and policy

issues in host settings such as schools, collection of empirical data

central to these issues, and assessment of this data in the light of the

theory and the missioi of host settings.
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Assessment in groups
Sheldon D. Rose

The assessment process in group treatment Las been underemphasized
in the literature, but using the group as the context for assessment

has advantages as well as limitations, as this article points out. The
author outlines the major functions of assessment in groups and details

specific procedures used in cognitivebehavioral treatment groups.

The behavioral literature is replete
with accounts of various aspects of
individual assessment) Although
considerable overlap exists between
methods of assessment used with a
client in the therapeutic dyad and with
clients in small groups, there are also
both subtle and dramatic differences
that need to be clarified. This article
describes the aims, advantages, limi-
tations, and strategies of assessment
carried out in the small treatment
group and provides a "how -to" tech-
nology of group assessment. The em-
phasis is primarily on those aspects
of assessment that are unique to
groups with a behavioral. cognitive,
or problen-solving focus or the:; re-
quire special consideration when
applied in such groups. Although in
practice. assessment cannot be sepa-
rated from therapeutic intervention,
for the purposes of this article, de-
scription of therapeutic interventions
has been omitted to a large degree;
however. details of intervention in
groups can be found elsewhere.'

The parameters of assessment are
determined in part by the model of
group treatment being used. This arti-
cle describes an assessment process
for groups that are based on theories
of problem-solving, cognitive social
learning, and group dynamics. These

theories suggest technologies that are
used to help clients achieve better
ways of managing stress, dealing with
excessive fears, overcoming lack of
emotional msponsiveness, reducing
deficienciec, in social skills, improving
self-control, and increasing problem-
solving skills.

The model reported in this article,
although widely used throughout the
country, was primarily developed as
rart of the research and practice of the
Interpersonal Skill Training and Re-
search (ISTR) Project of the School of
Social Work, University of Wiscon-
sinMadison. This group work ap-
proach has been used by students and
staff of the 1STR Project with all age
groups and various client populations.
including alcoholics, diabetics. par-
ents with problem children, abusive
parents, and socially isolated. agues-
sive. hypertensive. or depressed indi-
vidua'.,. Since assessment in such
groups is an extensive area to be cov-
ered in one article, the reader will be
referred to the appropriate assessment
literature for descriptions of most of
the specific tests mentioned.

FUNCTIONS OF ASSESSMENT

Assessment serves several purposes
in the ;mall treatment group. Its first

0148-0847/8111701-02950 50 rj 1981, NJtion.11 As.ociation of Social Ni' orkers. Inc

Reprinted with permission from Social Work Research & Abstracts,

17(1), Spring, 1981, pp. 29-37.
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function is to ascertain whether a par-
ticular client can use the group effec-
tively to achie% e change. To make this
decision, sufficient data must he col-
lected regarding the client s previous
group experiences, social skills, and
feelings about group participation, as
well Lf: the intensity of the problem
that broJght the client to therapy. Of
crucial concern Is th° client s level of
social anxiety. If tnis ;caches rrimc
level in small groups, the group is not
the appropriate initial context for
treatment for this particular individ-
ual.

Once the worker decides that a
given client should participate in
treatment in a group, the second
function of assessment is to help the
worker decide the type and composi-
tion of group most suitable for that
client and for other clients awaiting
services or, alternatively, whether the
client can he added to an already
existing group. To make these deci-
sions, the group worker must examine
the data collected from all potential
group members for common aenomi-
nators in their problems as well as in
their interests and the behavioral and
cognitive skills that might unite them
in a joint endeavor, indicate a com-
mon level of Pommunication skills, or
suggest that common treatment pro-
cedures are appropriate. In order to
maximize the group's usefulness, the
worker must also determine which
members might serve as models of
certain behaviors for other members
of the group.

These two functions of assessment
must be completed in the oregroup
interview. A 0-,Ird function,aying the
basis for establishing goals for indi-
vidual treatment and for the group
can be carried out both in the pre-
group interview and during the ongo-
ing group process. These goals must
be formulated in such a way as to
point to an efficient. effective, and
durable set of procedures far individ-
ual and group treatment. Au ad-
ditional function of assessment in
groups is to ascertain the degree to
which goals of the individual and
group are being achieved and whether
revision of goals or modification of
treatment strategies is required so that
goals can be more nearly approx-
imated.
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LIMITATIONS AND ADVANTAGES

The group context both facilitates and
detracts from carr inc out the
functions of assessment. First. the
group therapist is limited by the theme
of therap in v nat can he assessed
The theme which might be more LI-
fective management of stress. im-
proved parenting Skills, better social
skills, or increased self-control
represents an explicit contract with
members. Although it protects the
members from the highly rade-ant
contributions of individuals who do
not stick to the central topic. it
also serves to deter the exploration
of idiosyncratic needs or problems
that deviate dramatically from the
agreed-on theme. In reaction to this
constraint, many practitioners are
moving away from the use of groups
with limited themes.'

Since clients are not trained in pro-
fessional ethics, the worker cannot
guarantee that group members will
hold in strict confidence intimate in-
formation disclosed by other clients.
even though group members are
strongly encouraged to hold to this
rule. Failure to give this assurance
may limit the topics or the depth of
Information a client is willing to share
in the group.

The restricted time allotted to an',
one member at a given meeting is also
a limitation in group assessment. In
most treatment groups, the content of
a meeting cannot be focused solely on
the unique problems of one person
without decreasing the satisfaction of
most of the other group members.
each client needs to participate ver-
r,ally in every meeting if he or she is to
remain in the group or profit from it.
Thus. the story of each person in the
group must untold gradually and often
less systematically than in the
therapeutic dyad. This characteristic
of the croup may work to the advan-
tage of the more reluctant clients or
those whose tempo of self-disclosure
may he slower than most others.

Methods have been devised re-
cently that may partially compensate
individual members for the loss of
time in a particular session. More em-
phasis is placed on homework as-
signments in which clients observe
themselves or others. rehearse a he-
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havior recentl learned in the group,
or try out a behavior in the real world.
Success and failure in carrying out
the assignments provide %aluable data
lor further assessment every week
Professional interest is also crowing
in the use of natural environmental
partners or buddies to collect data
about a client.' Natural environmental
partners are usually friends or family
members trained by the client (w ho is
trained bx the worker) to monitor the
client's behavior Buddies are fellow
group members w ho do the same
thing

Although the limitations on assess-
ment that stem om the group context
may be quite restrictive for some
workers, in many instances. with ap-
propriate preparation, they can be
turned around to serve as advantages.
In addition, some attributes inherent
in the structure of the group provide
advantages in their own right. In the
group, the worker can directly ob-
serve the interactions among clients
as a sample of their real-life inter-
active patternsfor example, how
they deal, with attempts at domination
or instances of submission by others,
instructions from authority, expecta-
tions of others, criticism or praise.
and other forms of social stress. Of
course, the data on behavioral in-
teraction available in a group are so
extensive that a worker might require
assistance from an observer with a
formal observation schedule to sys-
tematize the collection of data.

The group provides data about indi-
vidual clients' responses to the group.
such as attraction to and satisfaction
with the group; attendarce, prompt-
ness. and participation at group
meetings: and percentage of home-
work assienments completed. These
data permit weekly evaluation of
the ongom _mop process The
group provioes a context for effi-
ciently training its members in the ap-
plication of various assessment tech-
niques. it is important that clients
actively participate in and understand
their assessment since they are the
source of most information about
themselves. For this reason. clients
learn to interview each other, to role-
play. to provide feedback to others
about how well they have played their
roles and performed assignments out-



side the group, and to model appro-
priate assessment technic for each
other. The group proses oppor-
turn!) to explore some topics that an
individual alone might not hate been
willing to consider

The group often serves as a control
on the accuracy of clients statements
about their behavior outside the
group. It seems easier for most clients
to deceive an individual worker than a
large number of group members who
have had similar experiences and are
more likely to have reason to question
distortions of the facts. Certain as-
pects of a client's problem ma) be dis-
covered more readil) by a group of
people with similar problems than by
a group worker.

The group provides multiple models
for assessment skills. As each client
provides information in the group. he
or she models for every other client a
way to communicate such information
and a vocabulary for doing so. When
the modeled behavior is desirable, the
group worker may reinforce the
model, further facilitating the likeli-
hood of imitation...

Meichenbaum points out that the
group worker can use the client's be-
havior in the group for analyzing
internal dialogues.' For example, if a
client is particularly quiet in a session,
the worker might ask the client to an-
alyze his or her thinking processes in
relation to the demand to participate.

ASSESSMENT TIME PERIODS

Assessment is done before the group
is organized, during group meetings.
between group meetin2s, and after
termination of the group (follow-up).
In each time period, the focus of as-
sessment shifts somewhat. although
there is considerable overlap in the
instruments 'ised, sources of informa-
tion, and pui pose.

In the period before the group be-
gins, the majority of information
comes directly from the client through
a semistructured interview. a role-
play test, self-rated checklists and in-
ventories. and. in the case of children.
sociometric data obtained in the
classroom. Except for the semistruc-
tured interview, all the measures that
were used to collect data before the

group started are repeated after
treatment and at follow-up as a

means of evaluating the outcome of
treatment. When physiological van
ables are likelt to impinge on treat
ment. such as in cases insulting
weight loss or anxiety management. a
medical examination should also he
required during the pregroup period.

During the meetings, data on indi-
viduals are collected by means of oh-
sert ation in the groups by observers.
members' ratings of their satisfaction
with group meetings. and recording of
the members' attendance records and
rates of assignment completion. These
data are used to identify problems in
the group. to evaluate ongoing group
progress, and to ascertain the degree
to which group goals are being at-
tained.

Between meetings, data are col-
lected by means of logs or diaries.
"problem cards," and other self-
monitoring procedures, which are ex-
plained later. The purpose of these
data are to identify problem situations
that are critical for each client and the
cognitive, affective, and behavioral
responses of the client to them. Data
collected between meetings are usu-
ally monitored at the beginning of
every meeting.

Postgroup data are collected immedi-
ately following each group meeting
and after one or several follow-up pe-
riods ranging from three months to
two years. The main purpose is to
determine the effects of group treat-
ment and whether these effns were
lasting. Two other questions of con-
cern are whether any other desirable
or undesirable side effects (that is.
effects that were not specified as goals
of treatment) have resulted for the In-
uit 'dual or his or her social environ-
ment and whether the changes that
have occurred are satisfactory to all
concerned, The instruments are gen-
erally the same ones used in the pre-
group assessment. In addition, an
interview is given that is somewhat
different from the earlier one. This
pos'group interview covers tne
client's (or significant others') percep-
tion of change in the client and his or
her environment as well as any side
effects that have been noted.

Except for the measures taken in
the group. there is a great deal of
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sirnilarit \ among assessment pioce-
dures used h) individual workers,
caseworkers, and group workers l et
in examining the assessment proce-
dui es used in each phase in more de-
tail, the reader w ill note differences in
application. in specific queoions
asked or ohserations made. and in
the involvement of group members in
each others assessment

PREGROUP ASSESSMENT

Pregroup Interview

To determine whether an individual
should he in a group. the worker first
conducts a pregroup interview The
client is asked to describe earlier ex-
periences in treatment and social
groups as well as cognitive, emo-
tional, and evaluative responses to
these experiences. In particular. the
client is asked how anxiety-producing
these situations were and how he or
she en:ed them Did he or she drop
out earl)" If so, why" If the individual
has not had a successful experience in
a small group witain the last few years
or describes serious psychological
breakdown during or following an ex-
perience in a small group. group
treatment may he too risky for this
client. Such persons usually screen
themselves out, but in a few cases the
decision of whether a particular client
should be admitted to the group or
referred to individual treatment is left
to the worker.

Once the worker has determined
that an individual should be in a

group, the worker must ascertain the
composition of the group to which the

client w ill be assigned. 'veral
guidelines exist for using data from
the pregroup inter% iew and tests for
this purpose. In general, groups are
organized around common presenting
7robiems, such as needs for training in
parenting skills, anxiety control, ways
to handle phobias. increased self-
control in a given area (for example.
drug or alcohol use. overe, king. or
smoking). and improt emera of social
skills. Because groups with clients
who have similar problems can make
more effective use of common inter-
vention and assessment pro edurec
and provide multiple models of proso-
cial and problem-solving behavior.
most authors assume such groups are
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desirable (although exceptions has e
been noted earlier) The use of themes
also makes it easier to recruit clients
for new group:,

Thus. a client is usuall assigned to
a group of people whose 11 ntified
focal problems are similar to his or her
own No matter how successful the
group worker is in matching clients. in
the author's experience there is al-
ways sufficient diversit \ among
clients to provide each one with a va-
nety of idc.:s. perspecti \ es. and
vicarious life experiences.

Some evidence zxists tat least re-
garding parents' groups) that socio-
ecficational (.1-veisity enhances tner-
apy for more poorly educated people
and does not impede the progress
of the better educated." How-
ever, clients' attraction to the group in
its initial phase is enhanced by having
roughly similar levels Cr communica-
tion skills among the members. All
members should be able to talk to at
least several others at a level each can
understand and appreciate. Thus, for
purposes of assigning clients to
groups. assessment of communicati, n
and language .;:ills is essential.

Not oily is the pregroup interview a
source of informatir n for making as-
signments to a group. but it also
provides the therapist with an oppor-
t nifty to initiate exploration of situa-
tions with which the client has diffi-
culty. The client is ast d about situa-
tions that are sources of uncertainty,
feelings of inadequacy, and anxiety.
Of particwar concern are the c;ient's
verbal and motor responses to these
situations as well as his or her cogni-
tive and affective responses. These
situations and their responses arc ex-
plored in mere detail later in the
group The client is also ac!.ed
whether he or she faces any -,nuations
in the immediate future that he or she
is uncomfortable about. The reason
for this empha..is on such problem
situations is that it can provide a
common intervention strategy in the
group. Dealing with such sauations
provides a model for a systematic prob-
lem-solving process. ;ach a process
allows for the maximu .. a bount of in-
volvement for all memo,r, vanoo,
roles. such as presenter of the situa-
tion, interviewer of the presente .

provider of new ideas or insiLthts to
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the presenter , ,ovider of group feed-
back in tole-plays, and modeler of
how to can-v out new ways of dealing
with or thinking about situ: 'ions

Another important questu n asked
during tile inters iev is what proble ns
brought the client to the group When
possible. this question is also framed
in a situational context. that is. ID such
a was as to elicit specific situations in

hich the problem occurred The
interviewer also explores with each
client any social. Lconomic. or physi-
cal circumstances that the client be-
lieves may affect the outcome or pro-
cess of treatment. When a client has
difficulty answering this question.
asking the client to describe in detail a
recent typical day often pros ides
leads for further exploration of spe-
cific situational material for assess-
ment. The pregroup interview is
rarely complete. It merely provides
lea for further interviews between
group members during the early phase
of treatment.9

Role-Play Test

Immediately following the inter-
view, a series of role-play and paper-
and-pencil test:, are given to the client.
The choice of specific tests is deter-
mined in part by the results of
the interview and in part by the
availability of groups whose central
themes are compatibl with the
client's presenting problem.

The audio- or videotaped role-play
or simulation test is central to the
situational focus in assessment. The
client is presented, either on tape or
by the tester, with a description of a
number (..; situations. one at a time.
The situations are similar to ones the
client and others with similar prob-
lems have described in there individual
interviews. Each client is asked to
imagin_ himself or herself in the situ-
ation and to give verbal and motor
res anses just as if he or she were in
that situation. Following this, the
client is asked to describe affective
and cognitive responses to the situa-
tion. The verbal responses are re-
corded on either videotape or audi-
otape and are later coded. primarily
for social competence These data are
used first to determine the kinds of
situations with which each client has
difficul..y and second as a L 's of
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comparison for es atuating changes
follow a t:eatmer,t Role-play also
se s i model for the client of the
'.r situations he or she should
hi-Ir to the g' our once the meetings
begin

The client is ai-et asked to rate his or
her .inmet in each of the situation, a,
well as satisfaction with ills or her re-
sponses The satisfaction da:.1 are ed

to estimate whether the client per-
cei \ es the situation to be a problem
Also, if the client seems to he satisfied
with what appear to be ineffectix e re-
sponses or is dissatisfied with the
seerningl effective ones. the problem

\ he cognitive as well as. or instP
of. behavioral.

Normally, each client is presented
with anywhere from six to twenty-
four different situations. The popula-
tion of situations from u hich items are
selected can he derived from a

numb-ci of highly developed role-play
tests for different populations,
eluding those developed by Berge r
the institutionalized elderly. try Freed-
man for male adolescents, by Rosen-
thal for femai, adolescents. by De-
Lange for women in general. by Bates
for mildly retarded adults, by
Edleson and Rose for pi _ouberal
children, by Clark for institutionalized
psychiatric patients, by Schinke for
psychiatric outpatients. and by Rose
and '-lailusa for parents)" Most of
these tests have. been developed fol-
lowing the reco .dations of
Goldfried and D7urilla."

Role-play tests are not w ithout lim-
itations. however. Skill in role-play is
sometimes confounded with the be-
havioral skills the test is designed to
measuie. Generalization of role-
played behavior to real life has been
supported anecdotally, but not em-
prically.12 For this reason. other tests
must be used to evaluate outcomes of
treatment in addition to role-play,
even though these may have even less
face validity than role-play tests.
Prominent among these are behavioral
self ting checklists and r -entories.

elf-Hating Tests

During the same interview at which
the role-play test is first administered.
the client is given one or more self-
rating che'Al.sts or inventories to `1:,
out. The specific checklist used de-



rends on the theme of the group and
the r aeral data obtained in the pre-
group interiew. These tests are
,ometimes also given after the group
begins. especially if many tests are
used. Although the same checklist.
are used for most clients so that in-
tragroup comparison and comparison
with other similar groups arc possible.
often individuals are given checklists
developed h> the group members
themselve' based on the interview
data.

Some examples of commonly used
inventories with particular themes are
the following; for aggressive. unas-
sertive, or shy individuals, the
Gambrill-Richey Assertion inventory
or the scale by Rathus: for individuals
who are primarily depressed, the
Beck and Beamesderfer Depression
Inventory; for those in couples
groups, an inventory by Stuart and
Stuart and the Locke-Wallacc Marital
Adjustment Inventory: for those in
parents groups, the `;alker and Miller
behavior checklists for children: and
fo; those complaining of anxiet-
rclated problems, the S-R Inventory of
Anxiousness by End ler, Hunt. and
Rose nstein."

Because developing a reinforce-
ment repertoire for each person is Lm-
portam a reinforcement survey is

used." In recent groups, members
have interviewed each other using the
reinforcement survey as an interview
guide; this provided training in inter-
viewing as well as more detailed an-
swers on the survey.

Checklists aid inventories have
'heir difficulties. They may reflect not
only the client's self-perceptions of
behavior but also may indicate previ-
ous experience with taking tests,
motivational variation among clients.
and other response sets. Yet
checklists have not been shown to be
more invalid or unreliable than most
other forms of da'a collection IS

Ofien clients ;Ire A 'fling to indicate
on checklists problems they are un-
willing to discuss in the group. The
checklists permit the worker to sug-
gest areas or situations the diem
might wish to consid presenting to
the group. Checklists are also used to
evaluate changes in attitudes and
self-perception but do not ap,ear to
indicate change following treatment as

readily as the role-pla) test alread
discussed and the sociometric test
discussed later

Use of Tests in the Group

The question can he appropriatel
raised as to whether the client can l'e
involved in filling out checklists or re-
sponding to simulated situations
within the group rather than individL,
..11 If the group worker wishes to
reduce the time he or she spends in
pregroup assessment, it is quite possi-
ble to have a first group meeting in
which all the indRidual paper-and-
pencil assessment data arc collected
at the same time, while group mem-
bers are together. In this way, instead
of spending a half hour per person to
administer various inventories and
checklists. the worker spends a total
of a half hour for the whole group.
However, some measures cannot be
given in a Ltroup. For example, to
avoid contamination effects, the initial
role-play test must be given in a situa-
tion in which each client is alone with
the Lester Later, the test can be given
again in the group.

Responses to the checklists can he
presented to the group by each
member and discussed with fellow
members as part of training and prac-
tice in self-disclosure. Often people
will change their minds or sharpen the
definition of their problem as a result
of these discussions. and these
changes should he noted in the eari
phases of assessment. Clients are
often willing IP disclose more about
themselves ;After such a discussion:
thus. Idling out the checklist a second
time would result in new information
that can he used in the subsequent
design of the treatment prccram The
same procedure can he used with the
rote -play test. Situations from the test
can be performed by a t :nt in the
group meeting and coded immediately
after by the other group members.
Although these situations were pre-
sented initiall as part of the pregroup
evaluation. they are not restricted to
pre- and postgroup use.

However, these data ztre regarded
as confidential. For thi, eason. '-' s-

closure of one s test results in the

group must he a decision of each
member, uninfluenced h group pres-
sure Furthermore, the pi inciple of
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confidentialo must he reaffirmed
before these re \ elations take place in
the group

Socrometric Measures

Sociometric to icier to questions
posed to clients to elicit their positive.
neutral. and'or negative evaluations of
their relationships w ith others in a

group. Workers at the 1STR Pi olect
have used such test , onl with chil-
dren under the age of 13. ": They :ie
not used to est: Tau. relationships in
the treatment g.oup but rather in the
child s classroom.

The sociometric test has many vari-
ations On the type of measure used at
the ISTR Project. each child in a class
that contains potential group riemhei s
is asked to rare every other child on a
fiv--point scale indicating how much
the child would like to work or pla
with the other person. In most cases,
the children referred for treatment
turn out to he the children with the
lowest status in the classroom. In
cases when a referred child has a high
(frequently chosen) status. this is dis-
cussed with the teacher to understand
why the referral was made. In recent
research. the sociometric test was
found to be the most sensitive instru-
ment for demonstrating chance of be-
havior in children." Since the

sociometric ii,..ex represents the
peers' perception of an individuals
likability, an increase on such an
index would appear to he a desirable
and important outcome

ASSESSMENT DURING THE GROUP

In addition to the tests alleady de-
scribed. data are collected during and
between meetings by mans of diaries
and other self-monitoring procedures.
peer or buddy monitoring, observa-
tions in the groups. and self-report
evaluations of the group experience.
Of these. the diaries provide the rich-
est source of information to construct
situations for consideration in the

group.

Diaries

As used in t,ealment. ;seeping a
diary refers to the activity of record-
ing stressful events as they occur out-
side the group. Since problem situa-
tions pla such an important role in
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treatment and assessment. all clients
are asked to keep a chars. bat clients
vary in their skill m obsers mg.

dow n. and reporting such situations.
To train them in these skills. the
v'orker pros ides examples of de-
scriptions at one meeting and asks
them to describe similar situations
from their own experience. These
practice situations are discussed in
terms of the following questions

Is the situation relevant to the
client'?

Is the situation stressful or poten-
tially 'tressful to the client')

Does the situation consist
primarily of external events that have
already occurred or of imagined
events that will or might happen in the
future?

Is there a critical moment in toe
situation in which the client is ex-
pected to respond or expects that he
or she should make some response?

Is the client's description of the
situation sufficiently specific that the
rest of the group will have an accurate
picture of what actually happened or
what is expected to happen')

If the event has actually hap-
pened what was the verbal, motor.
cognitive, and affective response of
the client?

What is the client's goal in the
situation?

At the end of the session. the clients
are instructed to keep a diary in which
situations similar to tht: practice ones
are recorded in such a way as to an-
swer these questions. For the first
week, only two situations are re-
corded. one that the client perceives
was handled reasonably well and one
that was not dealt with as well. At the
next meeting. these situations are re-
viewed and evaluated in terms of the
seven questions. The situations for
which the questions can be answered
are used subsequently as the basis for
training the clients in new behaviors
and new cognitions Training may
begin as soon as at least one problem
situation is clarified.

The diaries are kept tnroughout
therapy. Although the clients are ini-
tially asked to fill in only o situa-
tions between sessions. eventually
they are encouraged to describe all
potentially stressful situations and
their responses. For clients for whom
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literacy is a problem. a tape recorder
can be pros ided

Problem Cards

ari oton of diaries. called
problem card.. vvas proposed by

Goodman and furthc des eloped b
Hoy, ers Followrnc r000dman s sug-
gestion. two n!.,NCM cards are filled
in prior to each session On each card
the client describes briefly a problem
he or she is currently experiencmg
The client also names an external
rater who could judge any change in
the client's coping patterns Also. at
an group session. the worker may w rite
Cow n any other problem that a client
discloses but has not put on a card
and request a rater for the problem.
Floworrs states that in groups he had
worked .with. only 10 percent of the
problem cards involved situations in
which no raur could he named

At various rruereals. usually eight
to ten weeks, raters are asked to rate
the individual on his or her effective-
ness in coping with the problem.
Group members also rate each other.
so that members get feedback on their
effectiveness from their peers as well.
As might be expected. the correla-
tions between ratings of group mem-
bers and external raters are not very
hieh.t9

These data provide information not
only on how well each client is dome
with the spocific problems he or she is
workine on in the group, but also on
whether treatment generalizes to the
problems not worked on in the group.
Flow ers describes ongoing research in
this area. which promises to provide
m e information about the achan-
races and difficulties invoked in the
use of problem cards

In the limited experience of the
R Project with the technique. for-

mulation of the problem was initially
difficult for many clients. They had to
be trained through the use of models
and exercises to describe situations
amenable to rating.

Self-Monitoring

The diaries and problem cards are a
unique form of self-monitorine, a

method of observing one's own overt
or coonitive behavior. Other, more
precise forms of self-monitoring are
also used. especially when unamhieu-

70

85

ous cognitive behasror or discrete
overt behavior is the onject of obser-
5arron

Self-monitoring requires the client
to record his or her ov,n beha) ior at
oe:died inters al. or under specific

conditions in a s) stem:arc manner If
cone sy sternatrcaris the results of
self-monitoring may he used to es tilu-
ate the progress and Outcome of
treatment. This is often done in parent
training and self-control training
groups In mans groups. self-
monitoring is used as an adjunct to
other methods of assessment to de-
ti mine the nature. intensity, and fre-
quency of a specific component of the
client's problem.

Self-monitoring is especially useful
in groups when methods of external
observation do not provide the private
data necessary to assess cognitive be-
havior. For example. clients in self-
control groups often count their urges
to indulge in the substance they abuse
(for example, cigarettes. drugs. food.
or alcohol) as well as their overt and
covert response to each urge. In par-
ent training groups. members record
the frequency of their experiences of
anger. and sometimes the intensity of
anxiety experienced by the client is
recorded either periodically or during
each stressful situation. Members of
other groups keep track of "self-put-
downs" or periodically record their
level of depression on a scale of 1

(-extremely depressed ") to 10 ( "not at
all depressed").

Role-Play in the Gioup

Sometimes the d .scription in the
diary of a problem situation is not
adequately clear to the croup mem-
bers or the worker. If clarity is not
achieved through questioning. the
client is asked to role-play the situa-
tion To save the group's time. prepa-
ration for the role-play takes place in
pairs or triads. One member in each
subgroup prepares a role-play of a real
event that occurred durio the week,
instructing one or more subgroup
members in the role of the significant
otners. Eventually. the situations are
presented to the entire group. It
should he noted that such assessment
role-I-say is designed merely to
provide grezi.er clarity about situa-
trons recorded in the diary and to give



another perception of behjlordi
performance. In contrast. the Rile-
play test is also used to evaluate out-
come.

Observations in the Group

Often role-playmg does not pro ide
the group worker with an adequate
picture of how individuals respond to
real-world stimuli Sometimes obser-
vation ti an outside observer of in-
teraction within the group that is not
role-played can give the worker a
more realistic picture. Ideally, it might
be Vetter to observe behavior in the
real world. but such opportunities
may not be available because of prac-
tical or ethical considerations.

Observations in the group also
provide a data base about how clients
are using the group and whether group
problems. such as conflict. domina-
tion of the group by a few members.
or pairing off. exist. Unfortunately.
most observational systems are either
too cumbersome, too expensive, too
unreliable. or of too questionable va-
lidity to he used readily by the group
worker. In the past few years the
ISTR Project has used a simple pro-
cedure that provides relevant infor-
mation but is inexpensive to use. is of
demonstrable reliability, and is begin-
ning to demonstrate a reasonable level
of validity.

This system involves the observer's
noting every ten seconds the person
who is sneaking. The system also
permits recording of situations when
no one is speaking. the members are
working in subgroups. or the speaker
is not known. This method permits the
worker to estimate how long each per-
son speaks. the distribution of partici-
pation in the group. and the propor-
tion of a client's participation to the
total participation by group members
and workers. This measure of partici-
pation is highly reliable (usually with
indexes of agreement above 0.90), and
its validity is attested to by the fact
that it correlates positively with be-
havior ch. If_ze." Observers can be
trained to a 0.80 index of agreement in
less than one hour. As a result. observ-
ers can be former group members.
clients in the group who serve on a
randomly rotated bask. vudents, or
co- workers who alternate as group
leader. People who have served as ob-

ser ers. whether clients. students. or
therapists. have indicated that it is a
alual,le learning experience in its
on right

Untortunatel . such a simplistic
system does not consider nom erbal
communication or make use of !ubtle
subcategoi les of hehti ior as do some
other (lose, vationa! systems " It does
not even show to v hum a comment
was addressee. Early attempts to
include this dimension increased
training time. decreased reliability
dramatically, and increased costs.

When mort individualized and spe-
cific observations arc required. each
person in the group can select with the
help of fellow group members one be-
havior to be observed and counted.
Working in pairs. the members de-
velop careful definitions of the be-
haviors and the conditions under
v. nich they are to be observed. Each
pair designates an observer and a
client. All those chosen as clients
form a circle. and those chosen as ob-
servers form another circle around
them. The -clients'. interact in re:2.P 1 to
the situations on which the are work-
ing: those in the outer circle ob-
serve their partners using the mutually
determined observation system. At
the halfway point in the meeting.
"dients" and "observers** switch
roles. One session is devoted to
training and practice in obsei ation.
In this way. no costs are added for
outside observers. although the tempo
of treatment may be slowed. Trained
observers may be used instead of
group members to achieve a slight in-
crease in reliability with a corre-
spondingly large increase in cost.

Piper. Montvila. and McGihon
ha% e developed a complex observa-
tion system with twent -four ...ate-

gories for obseriag individual be-
havior in a group, but issue. of

validity, and the cos of
training are not yet settled.'-' 0',ser-
vation systems designed for children
in the classroom have been used in
children's groups." However, these
systems also use numerous categor-
ies. which makes training observers
difficult.

Responses to the Group

i n individual cannot be helped if he
or r he does not come to group meet-
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ings or comes late and leaves carl
Moreo ei . such beha lor is a signifi-
cant indication of motivation For this
reason, it is useful to determine in-
dexes of attendance and promptness to
etch member and the group average
tor each meeting v.o other impor-
tant responses to the poop c,in he
recorded and evaluated. the satisfac-
tion of clients with ,ach session and
clients rate of completion .or home-
y. oi Is assignments

Attendance. participation. satisfac-
tion. and rate of assignment comple-
tion have been shown to he multiply
correlated with bennor change in
group therapy (R2 = 0.841.2(' Conse-
quently, the group average and distri-
bution on measures of these behaviors
should provide weekly estimates of
how well the group is progressing. and
individual scores can he used to de-
termine how well each client is re-

sponding to his or her experience. The
method of recording participation has
already been explained. The mea-
surement and evaluatio i of the other
behaviors will be examined briefly.

At the end of a meeting. all mem-
bers evaluate their satisfaction with
the session on a 6-point scale, with 1
indicating "low- satisfaction and 6 in-
dicating "high- satisfaction. Although
each individual has his or her own
baseline, a rating of 3 ar below usually
indicates that some action is required
or the individual will drop out of the
group. Also of concern is a dramatic
drop in the group average. for exam-
ple. from 6 to 3.

The productivity index, or rate of
completion of homework assign-
ments, is estimated for each individual
h dividing the number of homework
assignments comp!eted at a given ses-
sion by the total number of assign-
ments contracted for at the end of the
previous meeting. The resulting per-
centage is considered indicative of the
productivity of the meeting at which
the assignments were contracted and
prepared for. An assignment comple-
tion rate of less than 80 percent usu-
ally indicates low pi Auctivny. Often
low rates of assignment completion
indicate that the assignments were not
adequately clarified or that the pace
was too fast. Whet. a low rate persists
even after more careful explanations
are given and lowered demands are
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made on a client. the client mas hex e
cognitive barriers to the group e' pen-
ence that need to he explored.

It should be noted that data on an
individual cannot he interpreted with-
out also looking at the group averages
and distributions. For example. if the
satisfaction of one indix ideal is low
but the average for the group is high.
then the group worker is confronted
with an individual problem. But a lov,
group average suggests the existence
of a group problem.

Because of the correlation of par-
ticipation. productivity. attendance.
and satisfaction with treatment out-
come. a combination of high averages
and low variation is generally the most
desirable condition and suggests stable,
protherapeutic norms such as willing-
ness to work on problems. do home-
work, and participate in the group.
When either antitherapeutic norms
(low averages and little variance)
or no norms (nigh variation) exist.
group problems also exist."

CONCLUSION

The assessment process in group
treatment has been underemphasized.
Group worke:.s in treatment settings
appear to accept preliminary informa-
tion and initial complaints at face
value in determining treatment strate-
gies. They do not obtain the detailed
information required to decide
whether a group is appropriate for the
particular client, the kind of group
that is appropriate, the type of goals
the client can aim at while in the
group. and whether the goals of each
session and of treatment as a whole
are attained.

Effective 'Assessment requires pre-
group interviews that explore the
stressful situations the client is expe-
riencing and his or her behavioral,
cognitive, and affective responses to
those situations. Information from
these situations and subs,:quent
contacts is needed to identify the
client's resources and the harriers
to the effectiveness of treatment.
Interviews should be supplemented
by role-play tests, paper-and-pencil
tests, and observations in and out of
the group to zero in on specific target
areas. Sociometric testing rr..v often
be productive for children. Group
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data on such behavior as partic,pa-
non, satisfaction. attendance. and
completion of assignments provide a
basis of evaluating whether group
problems exist and whether group
goals are being attained.

Group members enhance each
other s assessment h being maxi-
mally involved in testing and inter-
viewing each other. collecting obser-
vational data, judging each other s
role-play, and providing feedback in
selecting individual goals. Such in-
vols ement not only increases the at-
traction to the group and among
members, but also mobilizes the full
power of the group as both the ci ate xt
of and means for assessment.
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ASSESSING THE EFFECTIVENESS OF SCHOOL

SOCIAL WORKERS: AN UPDATE FOCUSED ON

SIMULATIONS, GRAPHICS, AND PEERS

Norma Radin

ABSTRACT: The evaluation paradigm presented in an earlier

paper is updated in this chapter. Two modalities (types of

measurements) are added: simulations and graphics. In addi-

tion, one of the criteria of success, views of significant
others, is expanded to include the views of peers. Examples

of the additions are provided and an application of the

revised model to a proposed intervention is described.

"Assessing the Effectiveness of School Social Workers," published

in Social Work in 1979, was based on a paper :resented in Michigan at

The Institute for School Social Workers in 1977. Ten years later, vir-

tually all that was said in that report is still applicable; the need

for accountability is pe "haps even more pressing than it was a decade

ago. However, some additions to the conceptualization of evaluation

presented then are needed. These supplements will be discussed below

and some concrete examples provided. The chapter will conclude with an

illustration of how the revised evaluation paradigm can be applied to a

proposal requesting funds for a social work project designed to reduce

aggression by upper elementary school children.

The model presented in the 1979 publication indicated that practi-

joners in school settings wishing to evaluate their effecjveness

should consider which of three criteria of success they will use in any

given situation: the improved feelings and altitudes of the clients,

the improved views of significant others, or indices of competent social

functioning. School social workers must also select a modality to meas-

ure how effective they have been in meeting the cnosen criterion. Seven

possible modalities were suggested: hard data or objective reports of

events; tests; observations; raing scales; questionnaires; interview,;

and self-reports. The modalities and criteria were presented together

in a chart along with examples of evaluation techniques for each crite-

rion-modality combination. In this update of the model, three additions
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will bL reviewed: two pertaining to the modalities, simulations and

graphics; and one to the criteria of success, an expansion of the crite-

rion of views of significant others to include the views of peers. In

Table 1 appears a slightly abbreviated form of the 1979 chart, modified

to include these additions.

Supplement To Modalities For Evaluating Effectiveness

Simulations

Sufficient data have now been collected (e.g., Spivak & Shure,

1974) to warrant supplementing the list of modalities with two new

approaches to measurement. The first has been labeled "Simulations"

(Asher & Hymel, 1981). In this methodology, children are presented with

hypothetical problematic situations and asked to respond by saying what

someone could do in that situation. Simulations were developed primar-

ily to assess a child's social competence and are valuable because they

permit clinicians to discern a child's knowledc of socially appropriate

behavior. It cannot be assumed that the behavior observed is a valid

depiction of all that the child understanus in a social situation. For

example, excessive anxiety or a severe case of scapegoating by peers may

impede students behaving in a manner that they know is appropriate.

However, if the simulation technique reveals that basic social knowledge

is deficient, the first goal of an intervention may be to increase a

pupil's knowledge of what peers expect and accept. A simulation techni-

que can be very helpful in evaluating attainment of that goal because

the children may not yet be able to demonstrate behaviorally that they

have learned appropriate responses to other children's provocations 0,-Id

offers of friendship.

To provide a concrete example of the simulation approach, material

will be described which was used in a study demonstrating that popular

children had more social knowledge than unpopular children when the

assessment was made independent of the existing peer group (Asher,

Renshaw, Gerace, & Dor, 1979). The children were shown nine hypotheti-

cal problematic social situations and asked what LAe protagonist would

do. (The protagonist was always the same gender as the child.) Three

types of items were included: one concerned the problem of getting to

know a new group of children, one pertained to the maintenance of social

relations such as helping a friend, and the third focused on the
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Table 1

Techniques of Assessing School Social Work Practice: An Update

Modality

Criteria of Effectiveness

Improved Feelings

acid Attitudes of

Clients

Improved Views of

Significant Other:

About Clients
(Teachers, Parents,

Peers)

Indices of Competent

Social Functioning

Hard data (objec-

tive reports of

events)

Suicide rates and

attempts; acts of

vandalism

Number of negative

teacher reports to

principals about

child; verbatim
reports of state-

ments by parents

during parent-
teacher conferences

Attendance records;

dropout rates; place-

ment in cr out of

special education

classes; pregnancy

rates; employment

records

Tests n.a. n.a Standardized tests;

project or teacher-

designed tests (of

factor- such as aca-

demic achievement,

adaptive behavior,

and knowledge in spe-

cial areas)

Observations (re-

cordings of be-

haviors that we-e

',een)

Minutes spent cry-

ing as reflections

c f feelings

Counts of verbali-

zations o,-. behavi-

ors of significa. t

o,hers regarding

child or directed

at child

Systematic observa-

tions in the class-

room, playground, or

at home of parent-

child, teacher-child,

and child-child
interactions; counts

of nuwber of *Imes

peers approached
client during given

amount of time at

recess

Rating scales

(ratings of data

on some dimension

such as frequency

or intensity)

Ratings completed

by clients r e

gardi ng their own

feel ings; Q-

sorts

Teacher or parent

ratings of specif-

ic behaviors of

client; peer rat

ings of attrac-

tiveness or liking

of classmates in-

cluding client

Tape recordings of

dyadic interac-
tions or group
Discussions rated

in 51 ind judging

for evidence of

competence of par-

ticipants
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Questionnaires
(instruments with

questions that do

not have right

and wrong an-
swers)

Struc,ured and
semi structured
assessment of
attitudes and
feel ings of cli-

ents, preferably
with standardized
instruments

Structured and semi-

structured assess-
ment of views of

parents and teachers

about clients; peer

nominations of chil-

dren in class espec-
ially liked; peer

checking of names of

classmates having
specified traits

n.a.

Simulations (hy-

pothetical prob-

lematic situa-
tions)

n . a. Task of selecting

several classmates

to help plan a hypo-

thetical class party

is given to peers of

client

Clients are asked
what they could do

when other chil-
dren try to take
their toys away

Graphics (use of

pictures or
models to expres3

feelings)

An 8" circle is

presented to cl i-

ant who is then
asked to divide
it into wedges to

reflect import-
ance of different

roles s/he plays

Line drawings of

faces with a smile,
frown, or neutral

expression are pre-
sented to peers of

client along with
names of students in

class and peers are
asked to mark the

face showing their

liking of each
child

n.a.

Interviews (open-

ended inquiries)
Semi structured or

open interviews
with client eval-
uated by blind
judging as to feel-

ings revealed

Semistructured or

man interviews with
teachers evaluated

by blind judging as

to feelings and at-

titudes toward cli-
ent revealed

n.a.

Self- Reports
(Descriptions by

clients or signi-
ficant others
regarding their

feel ings and
attitu e3)

Diaries of feelings

and attitudes,
evaluated by blind
judging

Diaries of feelings
toward, or evalua-
tions of client's
behaviors evaluated
by blind judging

Clients' records of

their specific behav-

iors performed under
specific circum-
stances which can be
corroborated (e.g.,

completed homework
assignments)

Note: n.a. = not applicable
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management of conflict, such as how to react when someone tries to take

your toy away.

Data collected about the child's social knowledge through this

approach would fit under the criterion of indices of competent function-

ing since they are analagous to test scores reflecting the number of

right answers, or an in,tease in the number of right answers if pre- and

post-tests are employed. In many ways, simulations of social situations

as evaluation tools are comparable to mathematics problems in which a

student is presented with a verbal problem, for example, concerning the

winner when two cars are traveling at different rates frcm different

starting points. The answer given depells upon the child's use of the

knowledge s/he possesses.

Graphics

The second new modality has not been given any label, yet numerous

strategies of measurement could fall into this category. The name given

to that cluster in this chapter is graphics. The general category could

be called quasi-projective tests but this term is not being used because

all of the approaches permit simple coding and have a clear rationale

for which answers are considered right or desirable from the perspective

of a practitioner in a school setting. Further, the students are gener-

ally asked to portray themselves anc their feelings via pictures or

icons, thus there is no intention to uncover unconscious aspects of the

self. The merit of these techniques is that they require almost no

words, either spoken or written, from the child beirg assessed and thus

can be used with relatively non-verbal clients. However, the child must

be capable of understanding that pictures and geometric fig,res can

represent people if the procedure is to have validity. When the pupils

being assessed are expressing their own feelings, data collected through

this technique belong under the criterion of i.dproved feelings and atti-

turies of clients. If peers are being asked their views about a client,

this technique would fit under the criterion of improved vier of signi-

ficant others. Three graphic approaches will be described: the PIE,

the SCAMIN, and the Family Systems Test.

The PIE. One type of graphic technique is the PIE which measires

an individual's psychological commitment to the various roles s/he plays
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in life. The PIE was originally developed to ssess a husband's and

wife's feelings about the importance of their carious roles as they go

through the transition to parenthood (Cowan, 1988; Cowan et al., 1985).

(The term PIE is not an acrunyr..; it is used because the picture com-

pleted by the individual at the end of the procedure resembles a pie cut

into different sized wedges.) Evidence of the PIE's validity emerged

when Cowan and her colleagues examined their PIE data and discovered

that the importance of the partne /lover role diminished significantly

more for wives than husbands between the third trimester of pregnancy

and six months after the birth of the baby; this discovery helped

explain the often-noted drop in spouses' marital satisfaction during the

transition to parenthood.

The PIE instructions call for giving the persons to be assessed a

page with a circle 8" in diamete.' and asking them to list the main roles

in their lives--friend, student, son, daughter, worker, ballplayer. The

individuals are then asked to divide the PIE so that each section re-

flects the importance of each role to them, not necessarily the time

spent in the role. The sections of the PIE are measured to determine

the percentage of the circle allocated to each role. These scores are

described as reflecting the psychological self. The PIE can be particu-

larly useful to school social workers attempting to evaluate programs

developed to increase the commitment to the student role of adolescents

alienated from the educational system. If less able students are in-

volved, pictures can be used to illustrat these roles, for example, a

drawing of a family with parents and childr.n, a classroom with students

and a teacher, and a group of boys playillg baseball.

By assessing the size of the wedge representing the student role

berore and after an intervention, the clinician will have a quantitative

measure of how important school has become in the student's life. This

is a critical issue because it was found in a recent study of inner city

adolescents that the centrality of the student role was one cf the key

differentiating characteristics hetween youths officially labeled delin-

quent and those not so labeled Wyserman, 1987). Further, concerning

the latter group, one of the distinguishing characteristics of those who

reported themselves as performing delinquent acts at times and those who

did not was the importance of the student role to the adolescents.
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The PIE should be administered simultaneously to a control group,

that is, comparable students not offered this or any intervention, to be

certain that the passage of time, per se, did not account for any

changes observed. The importance of control groups was highlighted in

the "Transitions to Parenthood" study. Couples who did not have a baby

were used as a control group and these individuals did not show a dimu-

nition in the wife's partner/lover wedge of the PIE over the period of

the investigation (Cowan et al., 1985). In the paper "Assessing the

Effectiveness of School Social Workers" (Raclin, 1979), strategies for

using control groups without denying service to anyone arc described,

for example, placing members of a control group on a waiting list and

offering the service to them at a later time. Those approaches would be

applicable here. Further information about the use of the PIE can be

obtained by writing to Dr. Carolyn Pape Cowan, Research Psychologist,

Department of Psychology, University of California, Berkeley, CA 94720.

SCAMIN: What Face Would You Wear?. The two other graphic model-

ties which assess the views of the clients will be briefly described.

One called the SCAMIN (Self-Concept and Motivation Inventory: What Face

Would You Wear?) has been used with very young children. It involves

presenting the child with three simple line drawings of faces, one with

the well-known smile, one with a straight line for a mouth, and a third

with a downturned mouth (Farrah, Milchus, & Reitz, 1968). Children are

asked to mark the face or mask that most resembles their feelings under

different conditions, for example, when they think of how well they are

doing in Kindergarten. This simple instrument can be used even with

preschoolers for it has been found in a study of empathy that children

three to five can differentiate habpy from sad feelings wren presented

with such line drawings (Borke, 1971). This tool would be particularly

useful in assessing the effectiveness of interventions with depressed

young children. More information about the SCAMIN can be obtained from

Norman J. Milchl s, 20504 Williamsburg Road, Dearborn Heights, MI 48127.

Practitioners who wish to create their own drawings of the three faces

to assess changes in children's affect can readily do so without using

the S-AMIN's portrayals. Care must be taken, however, to use the same

drawings in pre- and post-tests or the evaluation will not be valid.
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The Family Systems Test. Another graphic tool, The Family Systems

Test, or FAST (Feldman & Gehring, in press; Gehring & Wyler, 1986;

Gehring & Feldman, 1988), was recently developed to assess the psycho-

logical closeness of youngsters 11 to 18 to members of their family, but

it can be readily adapted to assess the feelings of closeness of clients

to staff members in a school setting. As in the case of the PIE, this

tool can be particularly helpful in determining the effectiveness of

programs to reduce adolescents' estrangement from the educational sys-

tem. Feelings of students toward teachers may be of critical importance

because several studies have shown that there is an inverse relationship

between closeness to instructors and dropping out of school and delin-

quency. For example, it was found that delinquents were less likely to

view teachers as having been iofluential in their lives than non-delin-

quents (Oyserman, 1987). In addition, a study of Hispanic school drop-

outs in Michigan concluded that one of the major differences between

Hispanic students who dropped out of school and those who did not was

their comfort in talking with teachers (Flores, 1986). As a conse-

quence, one of the strategies %commended in the report for reducing the

dropout rate was staff development programs for teachers and support

staff aimed at developing mentorship/tutorial relationShips between

school personnel and dropout-prone students.

In the FAST adolescents are given wooden figures representing fam-

ily members and asked to place them on a board resembling a checker

board in such a way as to depict how close family members feel to each

other. In other words, the distance between the figures represents the

psychological closeness the individual being assessed feels toward other

family members and the way s/he perceives other family members to feel

toward one another. The actual distances between figures created by the

adolescents are readily measured. School social workers using this

approach could present the adolescent with figures representing various

members of the school staff and students with one of the figures repre-

senting the student being assessed. The smallest distance between the

student's own figure on the board and any teacher would be the relevant

measure and should be compared with the distance created on the same

board by a control group of students not alienated from school, or by
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the distance obtained at the end of an intervention, for example, of the

in-service training program recommended above to reduce the dropout rate

for Hispanic students. The FAST also measures the relative power of the

figures by giving the adolescents blocks of wood and permitting them to

raise the height of the more powerful figures so that height of the

figures corresponds to the power of each figure. Social workers seeking

to increase the perceptions of efficacy among clients may wish to use

such blocks in their work with the FAST. Further information about this

test, the validity of which has been r,ell established (Gehring &

Feldman, 1988), is available from Professor S. Shirley Feldman, Family

Studies Center, Margaret Jacks Hall, Buildirg 460, Stanford University,

Stanford, CA 94305.

Supplement to the Criterion of Effectiveness of Views
of Significant Others

The discussion to follow supplements the material presented in 1979

(Raclin, 1979) concerning the criterion of improved views of significant

others about clients. Virtually ignored in that publication was the use

of peers as significant others in assessing worker effectiveness. In

the past few years, the importance of competence with peers, or social

competence as it is called, has burgeoned in child development litera-

ture. Although one could ask parents or teachers to express their views

of a child's ability to get along with classmates, or ask the children

themselves, it is clear that an important way to assess this character-

istic is to obtain the views of the peers themselves if valid, reliable

methods to do this are available; fortunately, such techniques have been

developed. The importance of peer assessments should not be underesti-

mated since children's judgments of their peers are based on many more

hours of observation in many more situations than could readily be

'bserved by an outside evaluator (Asher & Hymel, 1981). Two types of

peel assessments were described by Asher and Hymel: one measures the

attraction oetween individual members of a group, and the other measures

behavioral competencies leading to peer acceptance.

Attractiveness to Peers

As to the attraction issue, several types of sociometric measures

have been developed, each of which is designed to measure how well
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children are liked or disliked by their peers. Two of the major methods

are nominations and rating scales. According to Asher and Hymel (1981)

both approaches offer a valid and reliable index of children's effec-

tiveness with peers.

Peer Nominations. The peer nomination method, A form of question-

naire, asks children to nominate a certain number of classmates accord-

ing to specified characteristics--for example, best friend, or those

especially liked. Typically only positive sociometric criteria, such as

those just cited, are used but in some instances negative sociometric

criteria, such as, "name three classmates you don t like very much," are

employed. In both cases, the child's score is t:.e total number of nomi-

nations received from peers. It has been found in several studies that

nomination scores tend to be stable over time for elementary school

children, and are almost as stable as achievement test scores (Asher &

Hymel, 1981).

Rating Scales. The rating scale approach to interpersonal attrac-

tion among peers involves providing the children with a list of all of

their classmates and asking them to rate each one according to specific

criteria. For example, in studies conducted with elementary school

children by Asher (Hymel & Asher, 1977; Singleton & Asher, 1977), chil-

dren were asked to circle a number from 1 to 5 that best described how

much they liked to play with or work with each classmate at school. A

high rating indicated "like a lot" and a low rating indicated "don't

like to." Faces ranginn from a frown to a smile accompany the scale to

help the children understand the meaning of the numbers. (This is an

example of the use of graphics in a rating scale.) A child's score is

the average rating received from all _lassmates.

The rating scale approach has been found to be sensitive to subtle

changes in the question posed. For example, it was found that training

low-accepted children in social skills (via a play situation) led to

significant increases in the children's rating by peers in response to a

question about like to "play with," but not in response to a sociometric

question about like to "work with" (Oden & Asher, 1977). One importart

advantage of the rating scale over the nomination procedure to tap

attractiveness to peers is that ratings of all children in the class are
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obtained, not just the few nominated. In addition, the test-retest

reliability of the rating scale scores is higher than nomination scores,

particularly when used with preschoolers. With these children a three

point scale was used and three faces were used to help the children

remember each point on the scale, one happy, one neutral, and one sad

(Asher, Singleton, Tinsley, & Hymel, 1979).

Peer Assessment

As to peer assessments of specific behaviors (not measures of how

well liked a child is), the technique most useful to school social work-

ers is that of the structured peer-assessment method called the "Guess

Who?" technique. The approach uses a questionnaire format and has been

employed with children from preschool age to adolescence (Asher & Hymel,

1981). Guess Who? has been found to correlate both with teacher ratings

of the children's behavior (Gottlieb, Semmel, & Veldman, 1978), and with

direct observations of children's behavior (Winder & Wiggins, 1964). As

most recently used, children are presented with a matrix or checkerboard

with specific items to be rated on the top and the list of peers along

the side. The children are asked to check those items that describe

each classmate. The score for each child is the number of nominations

received on each behavioral dimension. Through the use of this approach

it was found (Gottlieb et al., 1978) that educably mentally impaired

(EMI) children were rejected by their peers in mainstreamed classrooms

because of their benavior and not because of their academic difficul-

ties. The behaviors to be rated included various forms of disruptive

behaviors (for example, "Who is always bothering other children?"), and

various items reflective of lack of cognitive competence, (for example,

"Who never knows the answers in class?"). It was the former behaviors

that were associated with rejected mildly mentally impaired children,

not the latter. If an intervention were developed to alter those views

or the behavior of the EMI children, one good way to assess its effec-

tiveness would be to administer the Guess Who? scale as a pre- and post-

measure. For further information about peer assessment, contact Dr.

Steven R. Asher, Bureau of Educational Research, The University of

Illinois, Champaign, IL 61820.

it is evident that school social workers attempting to improve the
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social competence of clients should consider the views of the children's

peers as one of the criteria of the effectiveness of their interven-

tions. However, because of the time and effort needed to collect peer

ratings from all of the children in a clas_ and to analyze the data

ratings from all of the children in a class and to analyze the data

collected, practitioners should consider focusing on social skill inter-

ventions within one classroom and selecting a control group from that

same room. In this way, information about all of the children served

and all of those in d control group not served or offered an alternative

treatment can be collected simultaneously.

An Application of the Revised Evaluation Paradigm

To illustrate the use of the updated evaluation model, a proposal

for funds to reduce aggression in the school yard by upper elementary

school children will be discussed. The specific intervention will train

students perceived by others to be leaders to serve as conflict

managers who will attempt to mediate disputes on the school playground

before they escalate. Peer ratings will be used as part of the evalua-

tion, specifically Guess Who? with items pertaining to aggressive acts

included. The instrument will be administered in all of the target

grades, both before the program begins and three months after it ends.

An indication of effectiveness would be a reduction in the number of

children associated with various forms of aggressive behavior. Using

this approach, the school social worker is em7loying the criterion of

views of significant others (peers) and the modality of questionnaires.

In addition, the modality of simulation techniques will be used

where children previously reported for fighting or aggressive behavior

a'e asked, before the intervention and three months afterward, how they

could respond in specified provocative situations. Here evidence of

success would be an increase in the number of non-aggressive strategies

cited, an index of competent social functioning. Other indices of com-

petent social functioning that may be employed in an evaluation of the

project were discussed in the Radin (1979) publication. These include

systematic observations of peer interactions on the playground before

and after the intervention and the collection of relevant hard data

(specifically, the rate of suspensions or reports to the princin'l's
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office for aggressive acts on the playground before and after the inter-

vention).

As can be seen from the above discussion, evaluation of the effec-

tiveness of the intervention plan does not consist of tallying how many

hours were spent training student conflict managers, or of how satisfied

their teachers or parents were with the program. The ultimate test of

success is whether or not aggression was reduced because that was the

stated goal of the intervention.

In conclusion, if the bottom line for business is "How much of a

profit was made?", social workers in school settings must accept the

fact that the bottom line for them is "Did your effort make a differ-

ence?" The theme underlying this chapter is that when practitioners

have more evaluation strategies at their command, there is a greater

likelihood that their answer wM be "Yes." Three relatively new and

powerful techniques, not previously described together elsewhere, are

readily available to clinicians in educational settings: simulations,

graphics, and peer assessment. Each taps a unique approach to evalua-

tion not duplicated in other assessment strategies. These methodologies

should not be overlooked -to do so could mean losing an opportunity not

provided by any other avenue to demonstrate that school social workers'

idterventions do indeed make a difference.
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HUMAN SUBJECTS GUIDELINES FOR

SCHOOLBASED RESEARCH

Ruth Ratliff

ABSTRACT: Although school-based research rarely poses physi-
cal risks to students, it may involve complex ethical ques-
tions. This chapter discusses measures that should be taken
to safeguard the welfare of students and clients participating
in such projects. It particularl} examines the following:
selection of subjects; conditions of subjects' participation;
project methods; the recording and reporting of data; and
obtaining informed consent.

Human Subjects Regulations

Researchers in medical, social, and behavioral sciEnces and the

agencies that fund their work have displayed over the past fifteen years

an increasing concern for the protection of human research subjects. It

has become common for colleges and universities, schools, school dis-

tricts, and hospitals to establish boards (called "institutional review

boards" or IRBs) that review all proposed research involving human sub-

jects to be conducted on their premises. Researchers and reviewers are

guided by suggestions of professional associations, such as the American

Psychological Association (1973) and by federal regulations proceeding

primarily from the U.S. Department of Health and Human Services Office

for Protection from Research Risks (OPRR). While these rules technical-

ly govern only that research supported with federal funds, they general-

ly have been accepted by research institutions as standards of good

practice. Human subjects issues, however, often fall into gray areas

where these rules may be open to differing interpretions. There may

not be definitive answers for the researcher or the board. A human sub-

jects review is often a process of negotiation between researcher and

IRB.

The Belmont REport, published by The National Commission for the

Protection of Human Subjects of Biomedical and Be;iavioral Research

(1978) is an excellent introduction to human subjects concerns. Written



in clear, non-technical language, it discusses the ethical principles

governing research involving human subjects and forms the basis for fed-

eral human subjects regulations. The Belmont Report articulates three

ethical principles that should govern the involvement of human subjects:

(1) respect for the autonomy of subjects; (2) beneficence, the effort to

secure the well-being of subjects; and (3) justice, expressed by

refraining from imposing undue burdens on subjects or denying them

benefits to which they are entitled. These principles point to matters

such as the obtaining of participant consent, the confidentiality of

data, the selection of subjects, and the psychological or physical risks

involved for the participants, which must be considered in many research

projects.

OPRR regulations (found in Title 45 of the Code of Federal Regula-

tions) define research as "a systematic investigation designed to devel-

op or contribute to generalizable knowledge" (45 C.F.R. Sec. 46.102).

By this standard, an evaluation that is conducted solely for the purpose

of improving that program is not considered "research" and is not sub-

ject to review; nor would a counselor's client treatment notes taken

solely to improve the counselor's own practice fall into the category of

research. A human subject is defined as "a living individual about whom

an investigator conducting research obtains 1) data through intervention

or interaction with the individual or 2) identifiable private informa-

tion" (45 C.F.R. Sec. 46.102). Thus, research projects obtaining data

that cannot be linked (even by the researcher) to the individual identi-

ties of subjects are considered exempt from human subjects regulations.

However, even program review projects or anonymous survey and observa-

tional research may be required by the sponsoring institution to be sub-

mitted to its review board. While educational research projects usually

are not as "risky" as medical, they Lan be ethically complex when they

involve examination of student (and sometimes parent) behavior, use of

information about students that may be considered "private," or the

participation of minors in research. The following are some aspects of

research projects that commonly come under the scrutiny of review

boards.
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Common Human Subjects Issues

Selection of Subjects

It is not considered ethical to ask people to participate in

research when their physical or emotional conditions would make that

participation especially onerous for them--even if the study will result

in benefits to others suffering the same conditions. Persons being

asked to participate i- research have the right to know why they have

been chosen for the project. They should also be informed if another

person or agency has given you their names. This is especially import-

ant in research involving requests for confidential or potentially

embarrassing information, even if this information is to be given anony-

mously. For example, in conducting an anonymous survey on drug use

among a random sample of students, it would be very important to inform

the students and their parents that their names were selected at random

from a particular list.

Conditions of Subjects' Participation

The careful researcher will attempt to assur, that the persons

requested to participate in research do not feel unduly obliged to do

so. This can be particularly a problem when you, the researcher, are

also providing some sort of service to the subjects, for you are potent-

ially in the position to award or withhold benefits to these clients,

depending upon their participation. In such cases, you should carefully

explain that they are free to choose to participate and will not be

denied your services if they decline. Clients will feel more free to

decide if you ha\e constructed you study so that you, the researcher and

counselor, cannot identity their responses, and most free if you cannot

even tell which of your clients chooses not to participate.

Research subjects have the right to know that they may also with-

draw from the researcii project at any time. If you are conducting

research using the practices you normally use (and that are commonly

accepted in your profession), your clients should be informed that they

can request at any time that the data you are gathering from them be

excluded from your study. When your subjects are students participating

in "normal" educational activities, you should inform their parents that

they may make a similar request. If the services are themselves
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"experimental," (that is, their efficacy is doubtful and their use may

even be risky) tell your clients that they are free tu withdraw from

participation in the research at any time and that you will continue to

serve them through more traditional practice. If there exists the

possibility that your subjects may be harmed by participation in your

project, you must make provision for remedy. For example, if your

project has the potential to cause serious emotional distress for your

clients, you must be prepared to provide free, professional counseling

for them.

Methods of the Study

Two questions lie at the heart of concern for the welfare of human

research subjects: "Are the project's proposed activities physically

or psychological risky?" and "Are the benefits to the participants (or

to others like them) potentially so great that they outweigh the risks?"

Of course, research often involves persons who are at risk of physical

or psychological harm; what a review board will examine is the extent to

which their participation in a research project either alleviates or

exacerbates that risk.

Whether it is right to ask a subject to undergo risks in a project

when its benefits will not be realized by the subject but by others (a

situation existing most obviously in medical research but possible in

behavioral) is a thorny issue over which researchers and reviewers

wrangle. ThE federal regulations require that particular concern be

given to this issue when the research subjects are children (45 C.F.R.

Sec. 46.406). More common in educational and counseling research is

the matter of assessing whether an experimental intervention or strategy

is so likely Effective that to deprive some clients of it is unjustified

by the need for more extensive verification; or conversely, whether the

strategy is probably so ineffective that exposing clients to it cannot

be justified.

It is commonly accepted that research involving students participa-

ting in "normal" educational activities presents minimal risk, however,

whether a project's activities are "normal" may be problematic. The

federal regulations give these definitions of "normal educational prac-

tices": "1) research on regular or special education and instructional
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strategies; or 2) research on the effectiveness of or the cmiarison

among instructional techniques, curricula, or classroom management

methods" (45 C.F.R. Sec. 46.101). Research involving the us? of educa-

tional tests, surveys, interviews, or observation may also be construed

to be essentially riskless in most cases. There is risk, however, when

the information the tests obtain is recorded in such a manner thit the

participants can be identified with it, either by name or other identi-

fying characteristics. This risk is intensified when any disclosure of

the responses might embarrass or damage the subjects. In fact, no mat-

ter how innocuous your methods appear to you, it is wise not to assume

that your project is "riskless" and therefore not subject to review by

your institutional review board.

Perhaps the most controversial practice in social or behavioral

research is that of deception--of deliberately misinforming the partici-

pant or withholding information that would be likely to affect his or

her actions n participation. Some ethicists feel that deception in the

course of research is never justified while many social and behavioral

scientists claim that it is an essential tool of their research. A

common compromise is to allow "benign" deception; requiring that the

subjects be disabused of the deception after the research has been com-

pleted. "Benign" deception excludes that which (1) would make a person

feel foolish or "duped" when disabused, or (2) might cause the person to

act in way that he or she will likely regret. Researchers working with

children must also consider what effect deception--and the revealing of

deception--may have on their moral development. In some cases, these

concerns may jusLify unrevealed deception if it is innocuous. However,

review boards will probably be more inclined to reject deception as an

acceptable research practice with children.

Recording and Reporting Data

It could also be considered a form of deception to breach the

assumed coofidentiality of an interaction between researcher and sub-

jects by recording and reporting private information. According to fed-

eral regulations, "private" information includes behavior that a person

can reasonably expect is not being observed or recorded. Data that a

person provides for one purpose may not be used for another without that
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person's consent (45 C.F.R. Sec. 46.102). You should be able to tell

your clients how the information that you record will be recorded, how

it will be reported, and who will see it. They must give their consent

being tape- or video recorded. (It is considered good practice to

erase such tapes when the study is cowleted. If you do not plan to do

so, inform your clients for what other purposes you will use thl tapes.)

If the information you are seekino involves description of illegal

activities, you will want to be very careful in recording it, for your

client's sake as well as your own. It is safest to record such data

with no identifiers at all. As a researcher in the schools, you may

also be confronted with a conflict between your obligation to protect

the confidentiality of information obtained from a student against a

parent's desire to know his or her child's responses. Again, recording

data with no identifiers can resolve the problem. By contrast, in pub-

lic settings a researcher may record the behvior of subjects without

their ronsent. A classroom is (enerally considered a public setting,

yet the students may not expect certain types of disclosure of their

behavior. Reporting sample comments given in class might thus be quite

acceptable, while publishing these same comments linked with the names

of students who made them could be regarded as a breach of confidence.

An institutional review board will not only consider how you record

your data, but also whether all the data you request is really necessary

to your study. To ask for personal information that is not necessary is

not only bad practice but may also discourage participants from respond-

ing fully to other questions. Consider also that reporting certain data

may identify the small groups to which your clients belong--su," as

homeroom, class section, grade, or school--and thus make them feel

uncomfortable even though their individual identities are not revealed.

In a very small or a homogeneous population, reporting certain demo-

graphic characteristics, especially in combination (such as rel,gion and

parents' professions), can virtually identify a student.

Obtaining Informed Consent

Before involving persons in a research project, you must give them

sufficient information about the research so that they can decide

whether or not to participate. This should be presented in language
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that the client or student (or the studert's parent) can understand.

Just how much information this oral or written presentation must

include may be a matter for debate with the review board. Usually the

statement will include the following: the purpose of the 'esearch; the

reason for selecting the person as a .4.',ject; what participation in the

study will involve; the potential benefits of the project to its

participants or to others; the ricl,.: or potential discomfort (including

emotional discomfort) that the participant may experience; and the

degree to which the participant's identity will be protected. Potential

participants should also be explicitly informed of the conditions of

their participation (see previous section). In sum, they should be told

that: (1) they may freely choose whether or not to participate, (2)

they will not be penalized (or lose the benefit of services) if they

choose not to participate; (3) they may withdraw from the research

without withdrawing from the services at any time.

In only a few circumstances, subjects need not be informed of the

research or their participation in it. The most common instance in

school-based research involves research on "normal educational prac-

tices" in which the published results cannot be linked to individual

students. A.:; educational research project that uses school records

shorn of identifiers at the time the researcher examines them might not

require consent. A third instance might be observational research, in a

public setting, where informing the students would influence their

behavior. In conducting projects in the schools, however, it is wise to

keep parents informed of proposed research. Their consent to involve

their children should be sought for any research activities departing

from the regular curriculum.

Even though persons should almost always be informed about the

research, their written consent to participate in it may not always be

required. It may be desirable to forego written consent when the sub-

ject's signature would be the only identifier linking him or her to

responses--or to the project at all (e.g., the case of a questionnaire

that could be returned anonymously).

Obtaining consent for projects involving children is somewhat comp-

licated by the fact that in many states persons under eighteen are not
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legally qualified to give consent. To involve a minor in a project

requiring consent, you must obtain consent in writing from the student's

parent or legal guardian. (In a "risky" pr)ject, a review board may

require that the consent of both parents be obtained (45 C.F.R. Sec.

46.408)). It is required that an advocate be appointed for a ward of

the state to give consent for that student to participate in a research

project (45 C.F.R. Sec. 46.409). Some schools employ "negative consent"

and inform parents that, unless they object, their children will be

involved in research. This is not considered good practice. A more

acceptable variation is the "blanket consent" to involve students in

normal education research over the course of a year; but even this

"blanket" does not cover all projects. Those that involve departures

from regular classroom activity must still seek special consent from

parents. It is also good practice to give the student, if over seven

years old, the opportunity to assent to or refrain from participating in

projects that involve activities other than those regularly scheduled.

Summary

Submitting a project for institutional review may appear an onerous

procedure requiring you, the researcher, to address unlikely possibili-

ties and delaying the start of the project. However, constructing a

project so that it protects the welfare of subjects can improve its

validity. Students who do not feel threatened by the activities of a

research project will be likely to participate more fully and to give

honest responses. Their parents, feeling well-informed about the pro-

ject, will be less likely to object to their children's participation.

Therefore, protecting the subjects of research also assists the

researcher.
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INTERRUPTED TIME SERIES DESIGN

AND THE EVALUATION OF SCHOOL PRACTICE*

Paula Meares**

ABSTRACT: If their attempts to assess the effectiveness of
social work intervention are to be successful, evaluators must
understand the characteristics of the various research tech-

niques. The author analyzes the strengths and weaknesses of
the interrupted time series design, with particular reference
to practice in public schools.

This article will describe some of the methodological strengths and

weaknesses of the interrupted time series design, which is a technique

that holds significance for the evaluation of social work in public

schools. The literature on school practice has recognized the complexi-

ties of the educational system and has noted that this complexity must

be conceptualized to foster fundamental knowledge of how to deliver

school social work services.' During the past few years some authors

have addressed this issue by explicating various social work methods and

models in relation to school practice and identifying factors that shape

such practice on the local, state, and national levels.'

However, it, seems that during this time little attention has been

given to systems of evaluating the effectiveness of social work inter-

vention in the schools. It is this author's position that several

factors have interacted to cloud the need for evaluation. Such factors

include (1) the nature and complexities of the school environment, (2)

the lack of knowledge and expertise in the skills required to implement

the evaluation process, (3) the lack of control or input in determining

the tasks appropriate to school social work, and (4) the reluctance of

*Copyright 1980, National Association of Social Workers, Inc.

Reprinted by permission from Social Work in Education, 2(3), April,

1980, pp. 50-61.

**Now Paula Allen-Meares
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school social workers to experiment with new approaches to practice

because of domination by the limiting individualistic approach, which

offers them little opportunity to engage in self-evaluation or interven-

tion assessment.'

As scnool social workers attempt to solidify their positions and to

quantify and evaluate their contributions to the educational process,

research techniques, designs, and statistical analysis will be of para-

mount importance. No longer should the delivery of social work services

arise spontaneously out of the demands of the school system without

attention to systematic assessment of the impact or effectiveness of the

services. The curreit literature is beginning to address this issue and

is establishing some guidelines that not only hold significant implica-

tions for the future but indirectly support the move toward specializa-

tion that is currently claiming the profession's attention. For

example, a recent article by Radin and another by Michals, Cournoyer,

and Pinner attempt to develop evaluation research techniques, data col-

lection devices, and designs based on the unique environmental consider-

ations and structural conditions that affect practice within public

schools.'

These developments are timely in light of the inflationary demands,

budget cuts, and increasing societal pressures placed upon the schools.

It is important that school practitioners provide data reflecting their

contribution to the educational process. They must not only become more

cognizant of how the goals of social work mesh with educational goals

and objectives but must demonstrate their contribution to the process-

and evaluation research will provide social workers and the school

system with quantitative data on the effectiveness of service.

The author strongly recommends that the evaluation of social work

practice in schools become a part of the daily operation or routine of

the practitioner or groups of practitioners. It is critical that the

school enhance and maintain its position as a pivotal institution within

the network of child welfare services. In their efforts to demonstrate

their effectiveness as it relates to educational goals, school social

workers must meet several criteria: they must (1) be systematic, (2)

provide a quantitative presentation of data and related results, (3)

provide an objective analysis of results, and (4) incorporate evaluation
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as a part of every function at several levels, including the levels of

the individual, group, community, and organization.

General Problems in Evaluation

Practitioners must also be careful to avoid the pitfalls of evaluation

research that have too frequently led social workers in a variety of

settings to underestimate the significance of their contributions.

Among these traditional problems related to evaluation researcil in

general are the following.

1. Generally, those studies within social work that have attempted

to assess the impact or effectiveness of a specific intervention "have

yielded disappointing and confusing results."' At the same time, there

is increasing pressure on social service agencies and on institutions

hosting such services to evaluate their programs. The evaluation of

social services has generally raised more questions than it has answer-

ed. Thus, the "realistic fear that evaluation research will fail to

document any positive effects of services on clients has resulted in a

prevailing ambivalence toward evaluation among practitioners." Fear of

the results of evaluation has contributed to the practitioner's reluct-

ance to utilize the techniques.

2. An evaluation study may be deceptive because of a mismatch

between the definition of success and the method of assessing and

statistically analyzing the outcome.' Practitioners often define

success in one way and measure it as though it had been defined in

another way. A mismatch between the definition of success and the

method of assessment leads to failure to find statis,ically significant

relationships when they indeed exist. For example, an evaluation tech-

nique to assess cure or restoration may not detect successful ameliora-

tion, prevention, maintenance, or pattern change. Another way of

explaining this error is to say that the resulcs of practice have been

incorrectly interpreted and reported when in fact the social work inter-

vention has had significant impact.

3. Practitioners too often identify cure as the desired outcome of

intervention. They assume that there is some causal agent or condition

that must be removed or deactivated. It is virtually impossible to
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assume that intervention will result in cure, given (1) the lack of

experimental control within the majority of social work settings and (2)

the s'gnificant number of variables that impinge, with varying degrees

of impact, on clients.

4. Researchers in the area of social work often rely unnecessarily

upon sophisticated statistical analysis when they could use a graphic

representation such as that used by Michals, Cournoyer, dnd Pinner in

the recent study in the East Hartford, Connecticut, schools.° In that

study, the statistical analysis of the data involved an inspection of

the change in behaviors over time rather than calculating the mean fre-

quency of the behaviors under analysis (attendance patterns, tardiness

patterns, and grading patterns). When the data were inspected using

regression lines, and when the pattern of behaviors wa.s analyzed (a

departure from the procedure of calculating the means before and after

intervention), the outcome was positive. This illustrates the need for

social workers to experiment with different approaches to analyzing data

before reporting that the intervention is a failure. The author is riot

proposing that this design be limited to merely the inspection of

changes in patterns of behaviors. There ire specific statistical proce-

dures for analyzing data yielded by this design that are more complicat-

ed than the procedure utilized in the East Hartford study.

5. Another major component in the evaluation process that is fre-

quently not sufficiently conceptualized in social work is the nature of

the intervention itself. As Gambr',11 has pointed out, "in order to

improve our own practice and to contribute to the development of social

work knowledge, we must analyze not only whether a particular strategy

resulted in client change but also why it does or does not. We must

evaluate both outcome and process."

6. Last and not least among these problems is the failure to

include theory as a part of the evaluation plan. Proch contends that

"one of the most important elements in producing a useful evaluation is

locating the study in a theoretical perspective" and that there has to

be some reason or theoretical justification for a program if it is to

succeed.'" Another essential element related to this issue is replica-

tion, a procedure that is now a relative rarity in evaluation research.
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It is vital that researchers conduct repeated investigation if they

expect to inspire confidence in the validity of evaluation results for

repetition of results is the basis of scientific generalization.

Interrupted Time Series Design

In the interrupted time series design, a series of measurements of the

variables to be influenced are taken before and after the introduction

of the treatment or intervention strategy. The intervals between

measucements must be consistent and specific, and the more measurements

made the Netter. This design can be diagramed as follows, with "M"

representing a point of measurement and "T" the period of treatment."

Premeasurement Intervention Postmeasurement

M1 M2 M3 T M4 M5 M6

Methodological Strengths One general advantage of this design is

that it dom not require a highly controlled setting. Among the specif-

ic qualities that contribute to the appropriateness of this design for

evaluating social work intervention in the schools are the fc lowing:

1. The greatest advantage of the interrupted time series design

is, according to Popham, "not that it offers an alternative co tradi-

tional comparative designs, but that it provides a markedly different

perspective for evaluating the effects of social work intervention.""

As Popham also indicate many types of treatment used by school social

workers produce their effect over a period of time and not in a single

instant as measured by a posttest. Because this design is ideal for

studying longitudinal effects, it is more appropriate for use when long-

term benefits are likely to be the result of intervention.

2. Another advantage of the interrupted tie series design is that

it vovides a posttreatment tool to use in evaluating social work

interventions for which no comparison-group contrasts were planned. It

lends itself to spontaneity. In other words, "the intervention can be

implemented and evaluated as a second thought; because school attendance

records and grades can provide baseline data."" A profile of

preintervention characteristics should be analyzed, understood, and

quantified before the intervention is introduced or conceptualized.
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3. This design can also be used when it is impossible, for ethical

or other reasons, to withhold a given treatment. The use of control

groups within the context of the school is generally impossible to

arrange, since all children needing social services must receive them,

and under no circumstances should students be denied access to treat-

ment. According to Campbell, when a control group cannot be used, the

interrupted time series design can be strengthened if comparison-group

data are available, and this design ranks as the strongest of all quasi-

experimental techniques under these conditions."

4. As stated earlier, certain types of results are difficult to

interpret using the interrupted time series design, but when data are

presented graphically, interpretation is less difficult. This is

significant in that it may enable prActitioners to analyze data without

possessing sophisticated statistical knowledge and skills.

Thus, a number of positive qualities are related to this design.

And these qualities complement various ethical and environmental limita-

tions confronting school social workers.

Methodological Weaknesses. Several limitations and considerations

must be addressed when utilizing the interrupted time series design.

The following are among these areas of potential weakness.

1. The design does not control for history as a factor in produc-

ing the change in the pattern of behavior. The plausibility of history

as an explanation for a shift in behavior depends upon the degree of

experimental isolation that the experimenter can claim." Extraneous

events as a part of history may interact with the intervention strategy

and thus pose one of the most serious threats to internal validity,

particularly in situations of open service when the client is constantly

in contact with the natural environment." Also, time intervals must be

exact, to ensure that a change is not taking place as a result of a

factor such as a historical or seasonal trend.

2. The reliability of baseline data is subject to question if the

data are archival or have been collected by any person other than the

evaluator. As noted earlier, this design allows for the insertion and

use of already existing records in developing preintervention measure-

ments. The total acceptance of such records throws suspicion on the
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outcome measures. Grades, attendance records, and testing scores are

generally sources of errors. They contain subjective opinion and do not

provide totally accurate information on baseline behaviors. "To develop

valid baseline data and outcome measures, the content of this measure-

ment device must reflect the goals or desires of the services being

evaluated.11'

The following questions should be posed by the evaluator in rela-

tion to this is.,...,e: (1) Do the measurement procedures actually reflect

the status of the clients on some important characteristics subsequent

to intervention? and (2) If the researcher relies upon baseline data

collected by others without developing his or her own premeasurement, is

the outcome subject to debate? School records should not be ignored but

should be used in conjunction with preevaluation instruments that have

been developed in light of the goals and objectives within the framework

of the intervention strategy. "Assessment variability is a concern when

multiple evaluators are used in the assessment process and error may be

introduced."'8

Another part of this issue is the problem of limiting a long series

of observations to indicators that are already being recorded for other

purposes. Such indicators may not be completely relevant to the major

thrust of the intervention. According to Campbell, what is generally

lacking in data from interrupted time series designs are reports on the

participant's experiences and perceptions: "Present school records pro-

vide only one opinion on how a student is progressing, but seldom, if

ever, do such records provide the pupil's perception or report on how

the school is doing. Both participants should be allowed to provide

feedback."'

The use of multibased data (including self-reports of persons

directly and indirectly involved in the process) is important in evalua-

tive research. In social work, the outcomes in which researchers are

interested are often too complex to be measured by means of a single

criterion.

It is recommended that several criteria must be combined to measure

a single concept. Also because of the complexity of variables cur-
rently studied by social and behavioral scientists, there is an
increasing need to use multiple methods of
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data collection techniques. Having a variety of methods that
combine both highly quantitative and qualitative data collection
techniques may also help to provide information for a more complex
picture of the operation of particuiar variables.20

Another factor that could affect this issue is the variation among

professionals such as teachers and social workers in their viewing of

behaviors and recording of information. A change in a trend line or

behavior pattern may be the result of variations in the approaches of

those observing the behavior or in the quality of recording.

3. Tests of significance in interrupted time sequence designs are

still a problem and are "under development." For example, according to

Campbell, ordinary least-squares estimations are usually inapplicable

because of autoregressive error." Statistical techniques are currently

being developed and refined by researchers."

Conclusions

The main purpose of this article has been to examine one quasi-

experimental design that holds a number of positive implications for the

evaluation of social work practice and intervention in public schools.

One of the issues raised was that the evaluator must know the "trade-

offs" in selecting any particular evaluative design. This requires some

degree of sophistication and a knowledge of the various options and

environmental aspects that limit or enhance various aspects of the eval-

uation process. As Moursund has stated:

You must know the limitations of the design--i.e., what kinds of
information will it yield? What kind of information will be
omitted in the process? Why? And what will be the degree of
generalizability . . . if a quasi-experimental design has been
selected? The question of internal validity is a simple one-
although the answer certainly is not. Did the treatment cause the
change in observed behavior or is there another plausible explana-
tion? The design of a study should attempt to eliminate or control
as many of the internal sources of error as possible to reduce the
possibility of rival hypotheses."

Often, as the evaluator's control over "the research setting

increases, the internal validity of the study (achieved through experi-

mental control) tends to increase as external validity (generalizabil-

ity) decreases. 1124 True experimental control in a public school setting



FIGURE 1. POSSIBLE EFFECTS OF ARTIFICIALITY OF SETTINGS ON

VALIDITY'
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' Source: R.O. Wasninoton, Program Evaluation in the Human Services, Cen-
ter for Advance Studies Monooraph No. 1 (Milwaukee: University of Wisconsin,
1975), p. 24.
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is probably not feasible unless the school has been designated as an

experimental or laboratory stating. Still, there are problems in gener-

alizing even if the school is experimental in nature. Figure 1 provides

an explanation of these issues--external and internal validity as

related to a natural setting (public schools) or a laboratory setting.

The interrupted time series design is a promising evaluation tool

because of its flexibility and compatibility as it relates to natural

settings and the problems confronted by social workers in schools. How-

ever, it needs further experimentation, application, and development.

Recommendations

Researchers must attempt to replicate and simultaneously explicate

studies based on the interrupted time series aesign. To fulfill this

charge, social work educators and social work practitioners interested

in this specialization must collaborate and share their unique expertise

as it relates to the evaluation process. Some of the issues set forth

in this article may raise doubts among practitioners in terms of Knowl-

edge and skills required to carry the process out.

But evaluation technology is not solely the property of academi-

cians. It is the author's position in this article that the academician

and the practitioner--one being more familiar with practice considera-

tions related to implementing an evaluation process, and the other being

more knowledgeable on technical aspects of design utility, appropriate-

ness, and limitation--must recognize their interdependence. If school

social workers are to build evaluation research techniques and develop a

body of knowledge specific in their field of practice, these two levels

of expertise must be bridged.

Also, the implementation or development of an intervention strategy

should be based upon an assessment cr needs within the school-community-

pupil configuraticn. Social workers should establish that a given

intervention is relevant, consistent, and ne3ded before they define the

various components of the intervention plan and the evaluation process.
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Single-case study
designs revisited

Eileen D. Gambrill and Richard P. Barth

Eileen D. Gambrill, Ph.D., is Professor,
and Richard P. Barth, Al SW. A a doctoral
student. School of Social Welfare. Uni-
versity of California, Berkeley.

Although considered by some writers to be one way of integrating
research and practice, single-case study designs have recently been

criticized for failing to facilitate research and practice goals. The
authors offer a perspective in which knowledge-building efforts are seen
along a continuum ranging from exploratory to causal and indicate that
such a perspective leads to a more optimistic view of the usefulness of

various single-case designs. They suggest that a practice model
including such elements as a clear definition of desired outcomes, the
collection of baseline information, and the tracking of progress during
intervention is compatible with a variety of single-case study designs.

Research and service, or direct prac-
tice, have had an ambivalent relation-
ship throughout the history of
casework. Although social workers
are generally encouraged to draw on
the findings of empirical research in
their work with clients and to add to
social work's knowledge base by
gathering data within their own prac-
tice, both of these activities are often
neglected. The variety of reasons ac-
counting for this have been discussed
elsewhere. 1

Within the last few years, the use of
single-case study designs has been
proposed as a way to improve the
knowedge base of social work.
Whereas earlier articles were perhaps
overly optimistic about the ease of
applying single-case study designs in
practice, a recent article by Thomas
presents an overly pessimistic view by
singling out for discussion the most
rigorous single-case designs and em-
phasizing one goal for their use.= The
purpose of the present article is to
suggest an alternative perspective re-

garding the role of single-case studies
in research and service.

CONTINUUM OF EFFORTS

The authors' basic premise is that re-
search designs lie on a continuum
ranging from designs that are explor-
atory in nature and offer tentative data
concerning the impact of a given in-
tervention to intensive single-case
study designs that permit the re-
searcher to draw inferences about the
causal effects of interventions.' The
accumulation of evidence about the
effects of a Oven intevention is gener-
ally carried out in a gradual fashion.
Early research efforts are often
exploratory in nature, with later ef-
forts being designed in accordance
with what is found in these early ac-
tivities. An important point of depar-
ture from the position Thomas has as-
sumed is the acceptance of the useful-
ness of designs all along this con-
tinuum. Acceptance of the continuum
calls for a more optimistic view of the

0148-0847t80.160+-015S0.50 © 1980, National Association of Social Workers. Inc.
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extent to which considerations re-
garding service and research are com-
patible. The authors view what are
considered by many to be conflicts
between research and service as con-
flicts among different models of prac-
tice.

In the authors' opinion, the collec-
tion of information within designs that
do not permit causal inference does
not necessarily interfere with practice
considerations and in most cases
facilitates these considerations. This
point of view has been advocated by
others who have discussed the re-
lationship between research and
practice.` Restricting activities to
single-case study designs that are
rigorous and intensive overlooks im-
portant cortributions to the develop-
ment of knowledge that social work-
ers can make within less rigorous de-
signs.

RESEARCH AND PRACTICE OBJECTIVES

Thomas has stated that "the purpose
of research with single-subject designs
is to demonstrate that an intervention
provides experimental control over a
given target behavior," whereas the
focus of service "is on the service
outcome, on changes in the targets of
intervention, rather than on demon-
strating that the independent variables
comprising the intervention . .. were
in fact responsible for change."5 Ac-
ceptance of a research continuum and
research efforts as confirming findings
rather than demonstrating effects
helps to reconcile the objectives of re-
search and practice. Cook and
Campbell have pointed out that there
are many possible conceptions of
causality and that

observed causal relationships in the so-
c:al sciences will be fallible rather than
inevitable and that the connections be-
tween antecedents and consequences
will be probabilistic.°

If the goal of research is conceived
C." as the exploration of probabilistic
causal connections, its achievement
need not be threatened by the use of a
range of single-subject designs.

No single-case experimental study,
no matter how well controlled, can
demonstrate that an intervention will

16 Social Work Research a Abstracts

always have a given effect on selected
dependent variables. Replication is
necessary to increase confidencc in a
study's original findings, and fol-
low-up data are required to deter-
mine the longevity of effects. The AB
design. consisting of baseline followed
by intervention phase and often used
in the context of practice. pros ides a
weak basis for believing that a given
intervention was responsible for ob-
served ,..f,anges.'

However, replication across dif-
ferent clients or occasions decreases
vulnerability to some types of con-
founding effects. For example. suc-
cessful repetition of an AB design
using the same intervention across
different clients with similar problems
(such as parent training with abusive
parents) can provide information on
the generality of findings. Although
such replications do not resolve ques-
tions about the role of specific com-
ponents of interventionfor instance,
positive expectationsthese ques-
tions can be explored later in a con-
text in which research is given a
priority equal to or greater than ser-
vice.8 The point is that data gathered
in settings in which considerations
related to service are paramount can
help point the way toward useful in-
vestigations within a more rigorous
framework.

CL;NICAL APPLICATIONS

As noted by Thomas. service consid-
erations may sometimes require the
use of a single-case study design to
confirm that an intervention was re-
sponsible for a particular change. This
is illustrated by a case described by
Gardner that involved a 10-year-old
girl who was having seizures.9 Exten-
sive physical examinations failed to
discover any physical cause for the
seizures. However, an examination of
how the girl's family interacted re-
vealed that she and her younger sister
competed for their parents' attention
and t:iat some events had taken place
that could have provided her with
n. ids of seizurelike behavior.

Intervention consisted of the par-
ents' ignoring the seizures or other
deviant behavior and offering atten-
tion whenever the child behaved ap-
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propnately. Subsequently, the rate of
seizures and tantrums decreased dur-
ing intervention. Since the results of
neurological tests are not always de-
finitive. a reversal design (ABAB), in
which baseline conditions are rein-
stated during the second A phase.
was used to provide some confirma-
tion that parental attention was re-
lated to the seizurelike behavior. Sei-
zures increased during the second A
phase: when Intervention was again
instituted, they decreased to zero. A
follow-up one year later indicated that
no further seizures had occurred.

In this example, a reversal design
offering a greater degree of informa-
tion about the role of intervention. the
independent variable, in creating ob-
served changes was used for purposes
of case management. Although a

short-term adverse effect may occur
when baseline conditions are rein-
stated, maintenance of treatment ef-
fects may be increased by providing
graphic evidence of the impact of an
intervention.

Another example of the clinical
value of reversal designs is provided
by the use of an A BCDCD design in a
community mental health center by
Liberman and his associates.'° In-
stitution of the initial C phase (in
which the client received coupons for
time away from the clinic) resulted in
only a modest improvement in the
client's behavior, whereas instituti'Nn
of the D phase (adding response cost
to the coupon system) was followed
by dramatic improvement. Although it
might appear that the goal was ac-
complished at this point and that the
return to C was an interruption of ser-
vice, it could be argued that an at-
tempt to determine whether C would
now be effective is dictated by the
principle that, given equally probable
outcomes, the intervention least aver-
sive to the client should be chosen.
Reversal and withdrawal of various
components of treatment are justified
when resulting findings may indicate a
more economical, pleasant, or effec-
tive intervention.

The authors agree with Thomas that
the focus of service "is on the service
outcome, on changes in the targets of
intervention. . . ."" However, they
would go further and contend that



maintaining change often requires the
use of additional information about
the role of intervention. as in the case
described by Gardner.

Differences of opinion regarding
how changes are to he assessed ac-
count for many of the proposed points
of strain between research and service
considerations. For example. some
would argue that v. hen problems are
initially presented in the form of ver-
bal complaints, the results of inter-
vention can best be determined by
gathering a verbal report after the in-
tervention has taken place. if a client
complains about being very depressed
and after ten weeks of intervention
indicates feeling much better, this is
often accepted as evidence of change
in the desired direction. Others. al-
though agreeing that the client's ver-
bal report of change is important,
would contend that additional indica-
tors of change should be gathered, not
for research purposes, but for pur-
poses of case management.

An example in support of this point
is the low correlation sometimes
found between parental reports of
change and change as measured by
trained observers.° Such discrepan-
cies may have important implications
for the delivery of services. Measures
should include baseline data and re-
peated assessments of p-ogress during
intervention so that procedures can be
modified as necessary and feedback
can be provided to clients on an on-
going basis.

Many recent books on casework
emphasize the need for accountability
to clients, the motivating value of
feedback about progress. the im-
portance of clearly specifying objec-
tives, and the case manaument in-
formation provided by the ct..ntinuous
tracking of a client's progress.' Such
activities and factors are compatible
with considerations regarding re-
search, but they are presented in this
article as service requirements. As
agreement about these requirements
increases, divergence between the
objectives of service and the objec-
tives of research will decrease. Some
frameworks pertaining to practice do
not stress the importance of estab-
lishing clearly defined desired out-
come' 7.nd evaluating progress by

compaiing data collected during in-
tervention with baseline data. Within
frameworks such as these. factors
viewed as the requirements of re-
search, will conflict with consid-
eralions regarding service more often
than in other framework1/4.

The authors do not agree with
Thomas that "the purposes of
within-subject experimental research
are distinct f ;om those of service
evaluation." The case described by
Gardner does not support this viev,
and many other studies also fail to
support it." The present authors have
emphasized that the accumulation of
studies using designs that are explor-
atory in nature can inform the selec-
tion of questions to he pursued with
the use of more rigorous designs.
Thomas singles one study out as being
"one of the few accounts of using
single -case experiments for evalua-
tion" and suggests that the difficulties
involved in conducting single-case
experiments for every client indicate
the inadequacy of this approach."'
However, a broader conception of re-
search leads to an appreciation of the
significant extent to which useful re-
search data were gathered in the
course of clinical practice. In the
study Thomas cites, AB, BA, ABA,
BAB, ABAB, or multiple baseline de-
signs were completed in rougIlly 80
percent of the cases. This is a high
percentage, and it appears to compare
favorably with other approaches to
the evaluation of services, such as
surveys conducted by questionnaire.

Depenaing on how one reads the
literature on casework effectiveness.
It may be argued thus many "estab-
lished service techniques have not
succeeded and that their usefulness
requires confirmation. Further, there
are many situations in which estab-
lished procedures have not been used.
For example, although differential
reinforcement has been shown to be
effective in reducing many behaviors
of children, this does not "establish
its effectiveness in new situations.
Because the relationship between
cause and effect (or treatment and
outcome) is probabilistic, it is cntical
for social workers to evaluate the pos-
sibility that an "established treatment
is not having the expected effect.
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INDEPENDENT VARIABLES

Points of strain between research and
service are exaggerated by selective
attention to single-case study designs
of the most rigorous variety. For
example, some contend. :long with
Thomas, that research making use of
"v,,ithir-sub.iect experimcntal designs
requa es the alteration of one variable
at a time."'- h is true that when more
than one variable is used, the relative
contribution of each variable to the
results observed cannot he deter-
mined. Resolution of this interesting
Issue must await further experimenta-
tion using single-case or group de-
signs.

This statement by Thomas just
quoted does not recognize the pro-
gression of research efforts in which
more exploratory designs are used
first. A good example is the develop-
ment of the procedure used in sys-
tematic desensitization. This proce-
dure consist% of a number of different
components. including the formation
of a hierarch:, , the use of relaxation,
and the pairing of items from the
hierarchy with the state of relaxation.
In addition, a variety of unspecified
variables are also present. such as the
counselor's vernal reinforcement of
the client's progress. Studies suggest-
ing the procedure was effective did
not indicate which of the components
was necessary, which merely
facilitative, and which totally irrele-
vant. More refined research efforts
were required to determine the rela-
tive effects of these variables. The
statement that research and service
considerations conflict because, in

practice. intervention consists of
many components does not recognize
the importance of a continuum of re-
search efforts.

Thomas has identified a number of
ways in which the guideline concern-
ing the alteration of one variable at a
time is violated in service settings. He
mentions that intervention is an on-
going process ,-,id that "the interven-
tions the practitioner uses in each ses-
sion an largely determined by the
reactiol.s of the client in the session
and by the outcome of previous inter-
ventions."'" As a continuing process,
intervention should be adjusted as

Single-Case Designs RevisitediGambrill and Barth 17



necessary, on the basis of the constant
tracking of progress. If different inter-
ventions are used. ongoing monitoring
will reveal the changes that occur.
Using more than one intervention
within a nonexperimental single-case
study design makes it impossible to
judge the independent contribution of
each but can provide useful informa-
tion to inform other efforts. Attempts
at replication will indicate the extent
to which these combined interven-
tions are effective with other clients.
More vigorous designs can be used to
assess the relative contribution of the
different interventions.

Another problem raised by Thomas
concerns the difficulty of clearly de-
scribing interventions and the prob-
lems posed for replication efforts by
poor descriptions. It is true that pro-
ducing a dear description requires
effort. but it can be done. The clear
description of interventive procedures
is a critical aspect of the delivery of
service, and for this reason it is in-
creasingly stressed in discussions of
ethical and legal concerns related to
practice.19

Systematic recording procedures
should facilitate the production of
clear descriptions. Thomas argues
that even when a complete description
is attempted, all factors may not be
included. All that is necessary is that
relevant factors be described. Of
course. what is thought to be relevant
is not always so. Mistakes in this area
will emerge over time through rep-
lication in practice and continued re-
search. It is likely that for each inter-
vention there is a range of parameters
within which a given effect will be
seen, both in terms of the intervention
and the client's characteristics. What
is important is that the ranges be de-
scribed. Again, efforts at replication
will help determine whether relevant
factors have been identified. If a set of
interventions proves effective with a
variety of clients, confidence that the
set has external validity will increase.
Other efforts will have to answer
questions concerning internal validity.

PHASES

Single-case study designs use con-
tinuous measurement across baseline
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and intervention. A baseline is a mea-
sure of the frequency, duration, or
magnitude of some behavior prior to
interventive efforts. Rarel , even in
the context of research. can pure data
relating to baseline be gathered be-
cause this is precluded by the changes
that take place as a result of as-
sessment itself." However. this does
not present an either-or question of
whether an ideal baseline exists or
does not. There is a range within
which informed choices can be made.
For example, if a client records the
number of negative thoughts he or she
has during a baseline phase. and these
average about forty a day in number
but there is a slight decrease over
time, it is possible that self-monitoring
was responsible for the decreasing
frequency of negative thoughts. Can
this trend interfere with an evaluation
of the effects of intervention? Not
necessarily.2' If the trend is great,
self-monitoring could be continued. In
the example just described, no
baseline is possible other than a pre-
baseline estimate of the frequency of
the behavior. Reactive effects have
yielded a valuable literature concern-
ing the influence of self-monitoring.22

The authors do not view a baseline
phase as a research phase but rather
as an integral part of responsive ser-
vic.,.., and they would argue that failure
to gather a baseline poses a threat to
service. Certainly, in some instances
the attempt to obtain baseline data
must be forgone. Perhaps in no other
area is the relationship of research-
practice compatability to different
practice frameworks so evident as in
this matter of the importance of a
baseline. Baseline information offers
data that are critical to considerations
regarding service, such as the rate at
which relevant behaviors are per-
formed. This allows for an evaluation
of progress and helps both the client
and the social worker judge the sever-
ity of a problem. The availability of
such information, together with data
collected during intervention, offers
continuous feedback to the client and
the worker and allows the timely re-
adjustment of efforts toward change.

A maintenance phase is also a crit-
ical requirement of service. not
merely a requirement of research. So-
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cial workers are not interested only in
helping clients achieve temporary
benefits: they are concerned about
effecting long-range changes. The
durability of changes can be known
onl if progress is assessed at some
follow-up periods. Achieving the gen-
eralization of desired changes to other
contexts and persons and maintaining
positive changes o' er time are im-
portant service -concerns. Progress
can be assessed at selected foilow-up
petiods through probes that require
little effort or time by either the social
worker or the client. If a client is
asked how long he or she wants a
change to last and indicates a desire
for it to endure fir an indefinite time,
then this becomes the potential period
of service. In such cases, follow-up
inquiries do not represent extraneous
requirements but fulfillment of the
contractual agreement between a

client and a social worker to work
toward enduring change.

The difficulty of using reversal de-
signs in service settings has been rec-
ognized for some time, although, as
was noted in regard to the case de-
scribed by Gardner, service consid-
erations nay sometimes dictate their
use. In such cases the reversal phase
serves as a probe that may offer im-
portant information relating to case
management. Withdrawal designs
may also be effected adventitiously
without impeding service. Social
workers con take advantage of natural
changes such as absences, holidays,
and clients' failure to complete
homework to ootain additional evi
dence that an intervention is related to
changes that are observed. Settings in
which practice takes place also offer
opportunities for the use of multiple
baseline, multiple and concurrent
schedule, and changing criteria de-
signs.23

There are designs that do not offer
rigorous control over intervention but
do emit)]e information to be gathered
and also pose no threat to service. In
fact, such designs actively contribute
to practice. These include the AB de-
sign. in which data gathered during
baseline (phase A, prior to interven-
tion) are compared with data gathered
following baseline (during the B

phase). For example, a child welfare



worker may gather information con-
cerning a parent's use of punishment
and positive reinforcement before as
well as during efforts toward change.
Burish and Lyles used an ABCBC de-
sign to explore the effects of
therapist-directed relaxation (B) and
patient-directed relaxation (C) in re-
ducing the unpleasant effects of
chemotherapy in the treatment of
cancer.24

DESIRED OUTCOMES

Research with single-subject exper-
imentation is typically concerned with
one well-defined target re-, rr,e. As
noted by Thomas, targets of change in
service settings are often diverse and
may involve many behaviors that are
related. Although goals may shift for
clinical reasons, this need not impede
all research efforts. For example, a
social worker helping a depressed
client may use a global measure like
the Generalized Contentment Scale,
together with a measure of a single
target behavior, such as the client's
nonwork-related discussions with his
or her spouse." This procedure would
inform the worker about possible
changes in target behavior and also in
the level of the client's depression. If
continuous monitoring suggested that
there was no relationship between the
target behavior and the global experi-
ence, a shift in objectives would be
indicated and a new behavior would be
selected for change. For example, the
new behavioral goal might be increased
contact with friends. Although the
method for changing the initial behav-
ior, namely. the frequency of nonwork-
related conversations, would be aban-
doned, the monitoring of depression
would be continued. A change in vojec-
lives does not alter the importance of
gathering a baseline for each outcome
pursued. One might ultimately have a
series of AB designs over the course of
intervention.

Objectives should be clearly de-
fined in all cases purely for purposes
of service delivery. Practitioners
working within a behavioral frame-
work would find such clarity a routine
part of their practice. However, social
workers who use practice frameworks
in which clear identification of desired

outcomes is not a priority-may experi-
ence considerable strain as a result of
the demands of research. This strain
will he minimized when research ef-
forts use the full range of option,
available. Here, too. it should be kept
in mind that a continuum exists re-
garding the degree of rigor different
designs provide and that weak designs
can be useful for exploratory purposes
in a research context, as well as valu-
able for purposes of case manage-
ment. It is true that wlyzn multiple
objectives are pursued. one cannot tell
whether changes ar:; the result of the
intervention alcue or are partially a
function of correlations among the
behaviors. Replication may enable re-
searchers working in a clinical setting
to determine these factors.

ENVIRONMENTAL CONTROL

Thomas identifies a number of prob-
lems that may be caused by a lack of
control over variables of importance
in situations in which service is being
received, such as crises in the client's
life, the failure of clients to keep rec-
ords, and limitations imposed on the
practitioner by the service organiza-
tion. There is no doubt that the likeli-
hood of a social worker carrying out
the intervention "more or less as
planned" is not great."

However, as already indicated, dis-
ruptions in service and research can
be minimized through the adaptive
and creative use of designs that are as
robust and responsive as possible.
Low levels of robustness and respon-
siv.:ness may in part be a function of
certain characteristics in the clinical
situation, but they are frequently a
function of rigid or unimaginative ap-
plication of design. The robustness of
research efforts need not be increased
at the expense of the responsiveness
of service. Within broad limits these
two elements are independent. The
creative implementation of research
designs is likely to increase both.

CONCLUSIONS

The value of any procedure is partially
determined by the way in which the
procedure is defined. The goal of
single-case study designs can be nar-
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rowly defined as demonstrating that
an intervention provides experimental
control over a given target bel av:or.
This view departs from one stressing
the importance of a continuum of
knowledge-building efforts ranging
from the exploratory to the rigorous,
in which findings provide different de-
grees of confirmation. More explor-
atory efforts guide the selection of
more rigorous efforts. Acceptance of
a single goal for single-case study de-
signs obscures the many goals that
may be pursued.

What are presented as conflicts
between service and research consid-
erations are often conflicts between
different models of practice. Practice
models that stress the value of the
specific identification of desired out-
comes, the continuous monitoring of
progress so that informed case man-
agement decisions can be made in a
timely manner, the evaluation of prog-
ress by comparison of what is hap-
pening during intervention with
baseline data, the careful planning for
maintenance of positive changes, and
the gathering of follow-up data will
not conflict with research requisites as
much as practice models that do not
stress the importance of these compo-
nents.

It is the authors' hope that the ex-
panded and creative use of intensive
single-case study methods, sup-
plemented by less rigorous but still
informative designs, will result in a
fuller understanding of the use of
these designs to achieve goals related
to knowledge-building and the deliv-
ery of services. The alternatives of-
fered here represent but a sample- of
the yet unexplored ways in which ser-
vice and research can be complemen-
tary.
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Srinika Jayaratne, Ph.D., is/Issistant
Professor, School of Social Trash,
University of Oklahoma, Norman,

Srinika Jayaratne

The single-subject experimental design has emerged as a method of
singular import in cynical evaluation research and has engendered

much debate between its proponents and supporters of the

traditional group designs. This article compares the strengths and

weaknesses of the two design approcches and examines their internal

and external vaidity. The author concludes that combined use of

single-subject and group designs is the optimum method for
clinical evaluation research.

n recent years, a large number of
journal articles and books have sug-
gested that the single-subject design
should be the model of choice in clini-
cal evaluation research. Although this
author agrees that the single-subject
design is an important evaluative
model, some perspective must be
brought into the picture. What are
the strengths and weaknesses of the
single-subject (idiographic) approach
when compared with group (nomo-
thetic) designs? A number of authors
have written on this topic, but it has
not been analyzed systematically. The
intent of this article is to discuss the
merits of the idiographic model as
compared to the more traditional
group approach within the parameters
defined by pragmatics and the require.
ments of internal and external valid-
ity.

Browning and Stover, two of the
early proponents of the idiographic ap-
proach, argue that "statistical [group]
and clinical rindividualj prediction
cannot be compared because their end

goals differ."' Similarly, Howe states:

1 he scientist usually focuses on establish
ing nomothetical propositions, or state-
ments governing the occurrence of a

general class of events, whereas the prac-
titioner often attempts to establish Kilo-

graphical propositions :

These authors agree, however, that it
is an artificial dichotomy, since there
is considerable overlap between the
two approaches. Unfortunately, such
dichotomous explications have re-

sulted in further separation of the two
methods. It is the opinion of this au
thor that the goals are in fact the same
that of scientific and clinical prog-
ress and therefore the relative merits
of the two systems must be explored
complementarily rather than sepal.-

a teiv.

SINGLESUBJECT VS. GROUP DESIGNS

Some of the proponents of the idio.
graphic method are adamant that this
approach has been neglected for too
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long. For example, Thomsen argues
that "research in counseling must go
back to the basics. direct obsenation,
careful description, and sssiernatic
planned intersentions with indisidual
subjects " Browning and Stose: add.

The clinician cannot he satisfied %Ith
finding that uorks for most inelniduals
He must choose a treatment technique
that %ill hate maximum effect upon the
behaN tor he wished to change in a par-
ticular persot. 4

These arguments for observation and
description ate salid sshether the de-
sign in question is of the single-sub-
ject or group vaiiet. Careful descrip-
tions of the intersention procedures
and subjects are essential if any study
is to be replicated or, for that matter,
if the findings are to be clinically ap-
plicable. Although such specification
is typical of the idiographic approach,
it need notand must notbe idio-
syncratic. All treatment-outcome re-
search should follow these guidelines
to insure legitimacy of findings and
scientific progress.

Dukes reports that there were 246
single-subject studies reported in speci-
fied journals in the period from 1939
to 1963a small percentage of the
total number of studies, but a signifi-
cant number nonetheless. The vast
majority of these dealt with clinical
work.5 Since then, the single-subject
approach has burgeoned, with such
publications as the Journal of Apblicd
Behavior Analysis geared primarily to
the presentation of clinical idio-
graphic data. But the validity of these
idiographic studies, as with any other
study, depends entirely on the scien
tific methods and procedures followed
by the researchers. This author agrees
with Gelfand and Hartmann that

the use of this method in therapy evalua-
tion can powerfully demonstrate behavior
control if certain specified procedures
[such as adequate baseline. re%ersals, or
detailed descriptions of treatment r. cc.
duns) are followed.6

This does not, however, imply that
causal relationships can be established
or that generalizations are possible at
the same level of validity as with
group designs.

3 4 Social Work Re h & Abstracts

In general, the idiographic ap-
proach focuses on specific actions of
a unique indisidual, famiis, or group,
\thereas group designs compare the
average actions of a large number of
randomh selected indisiduals, thus
allowing for gerieralizabilits, How
e'er, Thoresen argues tnat random
sampling in group designs is an "un-
tenable assumption" and a: "causal
relations can be established bs replica-
tion of specific results I)) means of
specific interveation techniques across
individuals"that is, by the generali-
zation of data from one client system
to another.' Browning and Stover, on
the other hand, argue that idiographic
data "do not is-arrant generalization to
ostensibl similar cases" because they
lack random selection or random as-
signment or contain dissimilar base-
line data 5 Such data, it is contended,
are not amenable to group analysis.

Thus, the idiographists themselves
are somewhat uncertain about the gen-
eralizability of findings from this ap-
proach. Replication, however, whether
of idiographic or nomothetic studies,
is a basic tenet of good scientific meth-
odology rather than a direct or valid
method of establishing causal rela-
tions. Cause and effect must be estab-
lished within the context of the par-
ticular experimental situation. To
rely on replication for the establish
ment of cause and effect, as suggested
by Thoresen, confuses the issues of
internal validity (control) and external
validity (generalizability).

CAUSE AND EFFECT

The confirmation of cause and effect
is the goal of any evaluation proce-
dure, and there must therefore be in-
ternal control of the experimental
situation. In general, the idiographic
model attempts to establish control by
repeated measurements over time, us-
ing the subject as his or her own con-
trol. Group designs, in contrast, -ely
on randomizing procedures.

In discussing cause and effect,
Campbell and Stanley note that the
multialebaseline design "is an excel-
lent quasi-experimental design," and
that it takes into account most sources
of invalidity.5 They are not too clear,
however, as to how the two subjects
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for behasiors or situations) are to
be selected ,n the application of this
design. In general, the design is weak
if tne population from which the sub-
iects are drawn is heterogeneous. If
the insestigator is to make valid in-
ferential statements from this design,
it would appeal that either the pop-
ulation should be homogeneous or
the subjects should be matched. How
ever, matching is cl.fricult and creates
artifacts, since all the meicvant vari-
ables are never really known. Al-
though random selection is the better
procedure, it requires a homogeneous
population, which is unlikely to be
found in most social work settings.
Hence, the value of this design ma. be
a little overrated from the perspective
of clinical practice.

In a similar vein, Paul argues that
within the idiographic model the re-
versal designs offer the strongest pro-
cedures for establishing cause-and-ef-
fect relationships.;' The nonfactorial
single-group designs encounter the
same problems as the basic time-series
design (AB), except for the addition of
replication measures in the latter,
which increases the reliability of the
findings. All other designs incorporat-
ing control groups have a higher or-
der of validity in establishing causal
relationships. In fact, nuale would
argue that even the multiple-baseline
and reversal designs offer nothing
more than strong correlational evi-
dence.

It would appear, then, that at least
some of the single-subject design al-
ternatives offer a reasonable degree of
internal control that allows the re-
searcher to establish some degree of
causality. It is well to remember, how-
ever, that the attained degree of caus-
ality is below that which can be ob-
tained by "true" experimental de-
signs using control groups and ran-
domization procedures. These latter
procedures, of course, encounter prob-
lems of ethics and practicality.

WHICH APPROACH COMES FIRST?

It is perhaps these observations that
have led some to assert that the single-
subject design should be used as a
preliminary step to suggest new direc-



tions that could then be pursued sys-
tematically through nomothetic stud).

- Others argue that idiograph) should
follow nomothesis, particularly in
view of the fact that although single-
subject studies may have limited use-
fulness from a generalization perspec-
tive, they are as good as group studies
for rejecting previously accepted hy-
potheses. Furthermore, if certain prin.
ciples have been clerked from A nomo-
thetic study, a research study could
be easily set up to see whether it works
with a given individual and, if it does
not, to determine what other addi-
tional or separate principles are
needed.

On the other hand, Browning and
Stover, among others, argue that if
one is suspicious of the validity of a
hypothesis, instead of carrying out a
series of single-subject studies, a group
study should be conducted." As
Du Mas points out, "From a knowl-
edge of a population we can derive
much information about a single case,
but from a knowledge of a single case
we cannot necessarily derive informa-
tion about the population." 12 The de-
bate as to which should take place first
seems to be a rather futile one. Prag-
matics dictate that circumstances un-
der which most idiographic studies
are conducted preclude nomothetic
study. Ideally, those carrying out
group studies should attempt to in-
corporate a series of single-subject
studies on a subsample of their group
study population.

Alternatively, it has been suggested
that idiographic studies be grouped
together for purposes of analysis. Sta-
tistical validity aside, there is a legiti-
mate basis for the argument. If the
"average" individual can represent the
"unitary" individual, why cannot the
"unitary" individual represent the
"average" individualparticularly if
replication studies are matched on
relevant variables. This is clearly a
logical fallacy, but as Sidman poinu
out, "Affirming the consequent, de-
spite its logical fallaciousness, is very
nearly the life blood of science." 11

The proponents of the idiographic
approach argue further that group de-
signs rely too heavily on statistics and
that outcomes represent the "statis-

tically average" individual in the
group," Aitriough it is true that each
individual is unique, there is no rea-
son why a specific technique that has
been successful with a pen group of
individuals who hay e the same prob-
lem as the target individual cannot be
used on the latter Naturally, any
given individual ,nay deviate from
this normative frarnewotk, but if that
individual has a comparable or simi-
lar problem, he or she would be likely
to benefit from the general technologi-
cal format. Undoubtedly. certain mod-
ifications would have to be made to
fit the unique individual. The least
the group data do is to provide a valid
framework with which to attack a

problem.
When considered in this light, the

idiosyncracy issue seems to be moot.
The strength of the single-subject ap-
proach lies in its individual orienta-
tion and perception of the client.
Therefore, even to conceive of gen-
eralizing across problems or individ-
uals may present- a philosipltical in-
consistency. When generalization does
take place, the idiosynciatic client
still must be consideredjust as with
group designs. Thus, the problem of
idiosyncratic individuals appears to be
common to both approaches, with the
group design perhaps having the ad-
vantage of a more generic and poten-
tially effective framework for action.

TIME-SERIES MEASURES

Single-subject designs typically require
the continuous monitoring of a client's
target behavior (time-series observa-
tions), and the clinician can make net-
essary changes as therapy progresses,
depending on the data. For example,
this can be done through continuous
measuring of the frequency, magni-
tude, and duration of an individual's
target behavior within each phase of
treatmenta procedure that does not
usually occur in group designs. Group
studies, in contrast, tend to rely on
estimates at particular point, in the
treatment process, typically pre: and
posttreatment. However, point estima-
tion by itself does not imply a major
weakness in group designs, lust a dif-
ferent level of measurement Given
both the heuristic and methodological

advantages of continuous measure-
ment, tnere is no theoretical reason
why individualized time-series mea-
sures cannot also be used in group de-
signs, although, practically, the time
and cost factors might prove to be tre-
mendous.

In general, the use of pretreatment
and posttreatment measui es alone la:e-
mu:les the establishment of cause-and
effect relationships in single-subject
designs because of confounding by
other variables (issues of Internal

), but it may sen c to sti engthen
existing hypotheses For example, if

the period between tests or observa-
tions were sufficiently long, tly the
spontaneous and uncontrolled fluctu-
ations within the individual's bio-

logical, psychological, and sociolog-
ical processes might generate various
sources of error. These and other po-
tent.al sources of error minimize the
possibility of using pretreatment-post-
treatment idiographic measurements
to establish causal relationships or to
construct firm II) pothcses.

In contrast, the nomothetic ap-

proach typically uses pretreatment-
posttreatment measurements, and in-
deed has been charged with relying
too much on statistics, as noted earlier.
The fact is, however, that experimen-
tal design and statistical evaluation
can be effectively separated. A study
can be statistically sophisticated but
naive in design, leading to justifiable
criticism of overreliance on statistics.
On the other hand, a well-designed
c:.periment can stand on its own with-
out any statistical trappings, as the
single-subject design has done for so
long As Hersen and Barlow argue,
"As an ideal, applied interventions
strive for changes that ordinarily sur-
pass statistical significance." Such
an experiment does not deserve to be
criticized for overreling on statistics.
It is interesting to note in this regard,
that the proponents of the idiographic
approach. although maintaining the
distinction between statistical aad
clinical significance, are increasingly
developing and using statistical pro-
cedures to confirm their clinical find-
ings.

It should be evident by now that
"neither a totally nomothetic, nor a
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totally idiographic, science can acle-
quatelv encompass the clinician's
task." " In fact, the situation seems
more in line with Kiesler's observa-
tion that the idiographic-nomothetic
distinction is misleading to the extent
that it dichotomizes the approaches,
rather than representing them as dif.
ferent emphases with some overlap 11

Finally, the positive elements of the
single-subjcct model need not be ex-
clusive to this approach. ObNiously
there would be some difficulty in in-
corporating these ideas into group de-
signs. but there is no inherent or logi-
cal flaw in the group approach that
would prevent it. Nomothetic re-
searchers should pay heed to the criti-
cisms of the idiographists. Quite often,
individual data in group studies do
not coincide with the conclusions de-
rived from the grouped data analysis.
In miler words, the treatment may
work for most individuals but not for
all. By incorporating idiographic
methods, one may be able to make
the group designs a bit more "person-
alized," especially since the treatment
goals and desired direction of change
for one individual may be counter to
those of the overall group.

Each of the two approaches has its
positives and negatives. In general,
group designs produce data more
readily, more quickly, and at less cost
(provided time-series measurements
are not used). Singlesubject studies
can help in the negation of estab-
lished general hypotheses as noted
earlier and can further the specific
clinical applications of general find-
ings as well as provide data-based
models of intervention. Stated simply,
to argue for one against the other
is an argument against progress.

ISSUES OF YALIDITY

Questions of internal and external
validity and the domains that produce
research errors and cause confounding
are key issues in comparing the idio-
graphic and nomotheti: approaches."
The most prevalent ..esearch errors
can be categorized witiin the three
domains or classes of variables into
which they are likely to fall. The
therapist domain consists of those
characteristics and activities of the
therapist that may cause confounding
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with one another or with factors in
other domains. Similarly, the client
domain consists of those characteris-
tics and activities of the client that
ma cause confounding within one
another or with factors in other do-
mains. Finally, the task domain con-
sists of those mechanistic and proce-
du.al characterist'cs and acuities that
ma) cause confounding with one an-
other or with factors in other domains.
In general, a research error is said
to exist "if there is a discrepancy be-
tween what is concluded and what can
be concluded in the light of what was
done"a concept similar to the de-
gree of confidence in the conclusions
drawn from an experiment."

Underwood specifies two types of
errors that fall under the general ru-
bric of research error." One is "de-
sign error," the failure to control for
variables within a domain. For ex-
ample, controlling for sex but not
for maturation in a long-term study
with children would produce con-
founding lyithin the client domain.
The second type of error, "lethal
error," is brought about by confound-
ing across domains. For example, if
analysis of the data indicates that
black clients performed better when
assigned to black therapists, there
might be lethal error unless this pos-
sibility were controlled for in some
manner such as selective assignment.

Since internal validity incorporates
both those types of errors, the dis-
cussion henceforth will be in terms of
internal validity. The above discrim-
ination was made, however, to illus-
trate another point: the difference be-
tween main effects (the mpact of one
variable) and interaction effects (the
impact of a number of variables), both
of which become critical when at-
tempting to interpret data. The inter-
action effects are particularly trouble-
some in the determination of causal
relationships.

In the end, the question of internal
validity is a simple onealthough the
aoswer certainly is not. Did the treat-
ment cause the change in observed be-
havior or is there another plausible
explanation? The design of a study
should attempt to eliminate or control
as many of the internal sources of
error as possible to reduce the credi-
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bility of rival hypotheses. Although it
may be impossible to conduct "per-
fect" research. one could perhaps
agree with Underwood's argument
that weak research is useless and
should not be clone. The latter merely
adds to the confusion and offers very
little in terms of "real" evidence

Quite often, however, the pragmat-
ics of the clinical situation are such
that the choice is limited, and so-
called "weal," research may have to
be conducted if the field is to advance
at all. If in the process one eliminates
a plausible rival hypothesis or comes
up with one that could be confirmed
or discredited later, then the research
has indeed been useful. This argu-
ment, however, should not be con-
strued as a license to conduct medi-
ocre research. Although the above
argument may sound somewhat con
tradictory, it is an attempt to justify
the conducting of clinical research
within the parameters of clinical prac
tice, while at the same time paying
heed to the values of the research
method. Under these circumstances.
the investigator should be doubly cau-
tious in interpreting data.

Listed below is a series of threats
to internal and external validity.
Many of these threats are common to
both design configurations, and a few
are unique to one or the other. In gen-
eral, all investigators conducting clin-
ical evaluation research should be
well acquainted with these potential
sources of error, since the failure to
achieve maximum control over the
clinical research situation will lead
to uninterpretable results.

INTERNAL YA.;DITT

The following threats to internal va
lidity fall into the therapist domain:

Therapist characteristics are those
personal attributes of the therapist
that may have an impact on the
process of treatment. For example, the
use of titles such as "Dr." or "Social
Worker" may have an unknown but
possibly differential impact. Variables
such as sex and race should also be
considered as alternative hypotheses
and should be controlled. Although
therapist characteristics would be a
factor in both design approaches, they
are more of a concern in group designs



that use more than one therapist.
They are, of course, uncontrollable
variables in the idiographic method.

Therapist experience may be of
treater importance in the more com-
plex single-subject designs and is ter
tainly a factor in all group designs
Although experience dues nut ntces.
sarily lead to increased skills, it is
likely to do so. Therefore, investiga-
tors using more than one therapist in
a study should be aware that all ther-
apists may not have liar' -omparable
training and proft,:onal experience.
Clinicians conducting single-subject
ref ications should note that t ach
successi- replication leads to accrual
of knowledge and experience that
probably results in qualitatively dif-
ferent treatment.

Variables in the client domain in-
clude the following:

Client chni-acitstics may affect the
process of treatment just as the thera-
pists' personal characteristics do. Thus
all the same factors that are .elevant
in the therapist domain are relevant
in the client domain as well. Failure
to recognize such differences among
clients would lead to the "patient
uniformity myth"patients at the
start of treatment are more alike than
different.:3

Client motivation and cor mitment
the extent to which the client is
willing to participate in the treatment
programmay in many ways deter-
mine the nature of the data collected.
This particularly true when the
method of data collection is obtrusive.
This would be a critical variable in
both uesign alternatives.

Concurrent history noses one of the
most serious threats to internal \ alid-
ity, particular') in situations of open
service when the ciiert is constantly
in contact with the ''natural" environ-
ment. Many things that happen in the
natural environment may interact
with the target problem being evalu-
ated.

Miaurction and physical changes
tsi:itin the client can bring about
changc., in treatment. The singlesub-
sect design is particular iv susceptible
to error with this variable.

Tot task domain contains the fol-
lowing threats to internal validity:

Treatment environment is one such ment, the greater the possibility of a
consideration since tnere is ample :eactive effect.
dente to suggest that changes in the Instrumentation error can be intro-
treatment enironment can result in duced by certain characteristics of the
significant change in measurement, measurement methods that produce
thus acting as an intervening variable unpredictable results. For example,
Such factors as .nether trement is paperandpencil tests ma) contain
conducted in the home or office, certain words or other biasing tie-
whether others are imohed in treat- ments that n1a) be interpreted dif-
ment, and whether the treatment en ferentl) by different people or may
yironment is changed during the elicit sociall) desirable respons...s.
course of intervention may pia. a Change ni meant, ement procedure
significant role in the interpretation is a highly confounding variable, oc
of data. curnng when the investigator changes

Treatment variability refers to the either the methods of measurement or
design's ulnerability to Kieslers the measurement environment during
"therapist uniformity myth." 22 Al- the 'course of intervention. At times
though achieving uniformity among such changes are imposed by uncon-
therapists for experimental purposes trollable factors in the environment,
is a virtual impossibility, it is the re- and when this occurs, the validity of
sponsibility of investigators utilizing the entire measurement process be-
seve-al therapists to attempt to con- comes highly questionable.
tro: for as much of this variance as Instability of data patterns is pri-
possible. If not, treatment resuits may manly a statistical threat referring to
be therapist sr nfic, making the ef- the instability of pretreatment or base-
fectiventis of me technology under line data. The greater the variability
investigation inueterm in a'ule. of pretreatment measurement, the

Assess,ent variability is a concern harder it is to establish the impact of
when multiple evaluators are used in treatment.
the assessment process. Error may be Data trend during baseline is an-
introduced by the extent o, the evalu other statistical threat that is possible
ators' commitment to the proce., of only when there are multiple measure-
treatment, their feelings about the ch. ments available at pretreatment or
ent, or otlier personal biases that may baseline. If, or example, the goal of
interfere with the measurement pro- treatment is to reduce the score on a
cess. given scale, and the time-series mea-

Multiple techniques are introduced surements at baseline show a decreas-
when therapists trained in one school ing pattern before intervention be-
of thought inadvertently use tech- gins, it would be difficult to establish
niques no' art of the experimen- a relationship between treatment and
cal treatmet (This differentiation a final low score.
among technologies is purely theoreti- A distinct pattern emerges from
cal, since all treatment methods over- these threats to internal validity.

Tlap to some degree.) This aariable be- There is a greater possibility of con
trot over the task oomain than overcomes important , hen a particular

treatment icehnique is the dependent t ne therapist and client domains.
.
ithin the idiographic mode, the

variable. Such approaches as the sim- last tvo are in a sense givens, and allultaneous treatment design may be- explanations of treatment effectiveness
come imbued with interaction effects, must consider these factors as possible
mal-ing it impossible to discriminate explanatory variables. In contrast, the
among the effects of the different tech- nomothetic approach, which into -
niques. orates randomization procedures and

Change produced by measurement control groups, is in a better position
is the oftennoted possioilit) that mea- to control for such errors On the
surement may of itself bring about other hand, by utilizing a large num-
change. In general, unobtrusive data ber of clients and therapists, different
collection should minimize this pob- threats to validity that are difficult to
:ern. The more obvious the measure- control will be introduced
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IXTERNAL VALIDITY

External validity, the "generalizabil-
ity of knowledge in a given experi-
ment to different populations of
variables," is significant in treatment
research because of the potential for
direct application of the results of the
experiment.23 Generalization can only
be validated through replication, and
hence the need for systematic planned
interventions with careful descrip-
tions. Although the selection of a de-
sign alternative that has high internal
and external validity is the ideal, an
experiment may have good internal
Validity but little external validity.
That :s, the experimental findings
may have high credibility for that
particular population or client sys-

tern, but the conclusions from the ex-
periment ma)' not be generalizable
with any degree of confidence. The
following list contains the major
threats to external validity:

Pretest srnsiti:ing occurs when ad-
ministration of a pretest causes
changes in the subject that interact
with subsequent experimental manip-
ulations and posttesting. This inter-
action makes the experimental sample
unrepresentative of the rest er the uni-
verse that has not beer, pretested. To
avoid error, the same pretesting pro-
cedures would have to be repeated in
replication studies.

Selection-treatment interaction is
another threat to external validity. If
generalization is to take place, clients
should not be selected on their availa-
bility but on their representativeness.
If selection is biased, there would be
an unrepresentative response from the
treated sample. This weakness is par-
ticularly prevalent in idiographic
studies.

Inaccurate replication of treatment
is a threat since most treatment pro-
grams are complex and replication
may inadvertently exclude some rele-
vant components of the configuration.
This may lead to the omission of the
variable actually responsible for the
effects.

Reactive measurements ,,:e found
when atypical behavior is observed
and measured, or the subject changes
as a result of being in the ex,eriment.
(This is similar to issues of internal
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validity.) For example, the measure-
ment ma) hate tapped a low or high
point on a cyclic function.

Multiple treatment effects are a
threat to external valioitt as ucll as
to internal validity Since muitipie
treatments could result in interaction
caused by such factors as cam over
effects and contrast effects, generaliza-
tion would be limited unless the same
stepwise procedures were folloved in
all applications. .

Reactive envrionment refers to en
vironmental change brought abort by
the experiment, artificially making
the e> perimental environment atypi-
cal of the regular environment (also
known as the Hawthorne Effect). If the
change is irreversible, then the same
results could not be obtained again
with the same subject. a pt,;blem for
idiographic reversal designs.

Measurement artifacts are similar to
the instrumentation error cited under
internal validity and refer to irrele-
vant components of measures that may
produce uncontrolled effects. Thus
unless the same measures are used in
replications, the same errors will not
be pr:sent, and hence the results
could be different.

Assessment variability is another
factor that is a threat to both internal
and external validity. It is external to
the degree that evaluators differ in
different environments and have dif-
ferent personality and demographic
characteristics that limit generaliza-
tion.

Obviously, there are many sources
of error, both internal and external,
but at the same time there are numer-
ous designs that control much of this
invalidity. Campbell notes that to
some d.. ee internal and external va-
liu;ty are incompatible "in that con
trols required for ir'ernal validity of-
ten tend to jeopardize representative-
ness." 24 However, if there must be
a choice between the two, internal va-
lidity takes precedence, since a well-
controlled experiment will enable one
to establish causal relations or in-
ferential statements with a high de-
gree of confidence. In general, idio-
graphic design have minimal gener-
alizability, and therefore those con-
ducting singlesubject design research
should pay particular attention to
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issues of internal validity. Nomothetic
,.searchers. in contrast, are concerned
with the generahzability of their data
and therefore must pay attention to
issues of both internal and external
validity.

SINGLESUIJECT DESIGNS

Several characteristics of timeseries
designs pointed out by Gottman,
McFall, and Barnett, deserve consid-
eration in the pi ocess of conducting
an evaluative study 25 First, time-ser-
ies designs provide descriptive data,
the type of data that is valuable when
intervention takes a long time. They
provide continuous information on
the relevant variables over the entire
experimental period. Second, the
timeseries design is a heuristic device.
The practical aspects of these designs
can be used to bring about construc-
tive change in a given client system.
This i.; possible only because of the
continuous monitoring that provides
constant feedback to the therapist on
the effectiveness of a specific interven-
tion. Finally, the timeseries design
is a plausible approach to use when-
ever group designs are impossible,
which is quite often the case in treat-
ment situations. As stated before, the
time-series design allows a reasonably
sarong causal statement to be made if
conducted with reY ersals or multiple
baselines, although the investigator
can never be sure whether the treat-
ment or some other factor caused the
effect.

Lazarus and Davison add a few
other characteristics to this list." First,
a case study may cast doubt on a gen-
eral theory, since, as indicated before,
one negative finding can bring a hy-
pothesis into question. Second, single-
case analysis may provide for the 11-
vestigation of rare but important phe-
nomena. Third, existing techniques
may be modified to suit the specific
subject, thus allowing the practical
utilization and generalization of a
basic technology. And finally, single-
subject data can add to the existing
substantive material in the field aid
provide needed data for the develop-
ment of theory.

There are, however, several prob-
lems with the singlesubject approach



when it comes to generalization and
statistical analysis. With respect to
generalization, it can be argued that
different individuals applying the
same treatment to different clients
may enhance the generalizability of
that technique. Since irrelevant com-
ponents are found in an therapist's
application of a technique. Campbell
and Stanley argue that having differ-
ent individuals do the l,ork would
mean that "the specific irrelevancies
are not apt to be repeated each time,
and our interpretation of the source
of the effects is thus more apt to be
correct." -I However, this assumes that
there would be random selection of
the subjects, an unlikely option in
clinical situations.

With regard to statistical analysis,
the problems are many. Carry-over ef-
fects, contrast effects, nonindepen-
dence of data, and the like create
significant statistical barriers in the
analysis of single-subject designs. Al-
though relatively sophisticated ana-
lytic methods have been introduced,
such as one-way-fixed-effects analysis
of variance and time-series analysis,
their methodological validity is still
under debate." In addition, several
authors have questioned the value of
statistical analysis with the idio-
graphic method arguing in essence
ti,-..,t statistical significance differs from
clinical significance, and therefore to
submit the idiographic approach to
statistical testing is to fall into the
same statistical trap as inherent in
group designs.29

Although the reversal designs are
perhaps the most popular single-sub-
ject designs, they are imbued with
some major problemsthe central one
being the possibility of irreversibility.
More often than not, true reversals
are impossible to attain or are un-
tenable owing to the nature of the
problem. Under these circumstances,
some authors suggest the use of yoked
controls or breaking up the target b .-
havior into subunits that can be mai -
ipulated separately." Either one at
these approaches could serve as an
acceptable alternative to reversal, as
could the use of a multiple-baseline
design. Reversals give rise to a critical
ethical issue, however, when the tar-
get behavior is particularly abhorrent

or self-destructive and when mediators
are utilized.

One other aspect of treatment that
many idiographists fail to consider is
the question of lentth of treatment
effect or stabilitt of treatment of er
time Although all time- series designs
incorporate a large number of obser-
vations before treatment and during
treatment, there has been little sts-
tematic effort at long-term follottup.
In contrast, most group designs seem
to consider long-term follow-up al-
most as a requirement.

Given the multiple observations or
points of measurement in single-sub-
ject designs, it is a meal that the same
behaviors be observed or measured
at baseline and during treatment and
that they be stablealthough stabil-
ity remains an ideal rather than a
practical consideration in most cir-
cumstances. Lack of equivalence be-
tween the measurement periods re-
duces the validity of the comparisons.
It is also important to note whether
the observations were made under
controlled or natural conditions. The
controlled baseline, although possibly
artificial, provides a more accurate set
of data for comparison. In addition to
the temporal inequality of the mea-
surement periods, the effects of Avaiting
for treatment during the baseline
phase may influence the behavior as
well as the motivation of the subjects.

Finally, single-subject designs are
particularly vulnerable to the "pa-
tient uniformity- and the "therapist
uniformity" myths. In both instances,
there is no alternative H the idio-
graphic approachthere is only one
therapist and one client system. It
could be that the therapy rendered
and the effects obtained are particular
to that therapist and client slsti..n. A
further complication arises when rep-
lications are desired, since this would
require the essential 'equivalence of
clients and therapists, which would
not be possible unless matching were
done. If there is no matching, the
replication falls into the uniformity
myth. On the other hand, the degree
to which a technique is generalizable
to other therapists and clients lends
credence to the technique. However,
it tould be difficult to establish causal
relationships over a series of idio-

graphic designs, unless there 1. ere
some experimental control over thera-
pist and client variability.

Sidman argues that "intersubject
replication is a more powerful tool
than intergroup replication." 21 Al-
though acknow hedging differences in
the tnerapist and client as plausible
mal hpotheses, he is soniewhat un-
clear on how to deal w:1!. these N'L
ables given his methodological stance.
He also admits that s)stematic repli-
cation is a gamble, for if it fails, there
is no way to determine mliether the
failure was due to the introduction of
new A ariables or ss Nether the control
of relevant factors in the first experi-
ment was inadequate. Whether or not
one accents Sidman's observations, the
grouping of idiographic data or their
individual comparisons requires sta-
tistical proceduresprocedures that
are questionable and whose assump-
tions may hale to be violated.

CONCLUS101!

This author strongly supports the use
of "nomothetic idiography." 82 Nomo-
thetic study by intent and design
utilizes grouped data for analyses and
seldom involves the collection of in-
dividualized data. Although they are
time consuming and expensive to ob-
tain, idiographic data offer a different
level of measurement. Practically, the
collection of individualized data for
all cases in a large sample study is an
impossible task. However, a subsam-
ple, randomly selected from the total
experimental population, could be
used for this purpose. Such data would
allow idiographic analyses and pro-
vide another substantive comparative
base. This dual approach should alle-
viate some of the valid fears and
criticisms enunciated by idiographists
and nomotheticists, while strengthen-
ing the inferential power and genet--
alizabil:ty of any finding.
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SURVEY RESEARCH FOR SCHOOL SOCIAL WORKERS

John J. Alderson and Curtis H. Krishef

ABSTRACT: Survey research can be a tool for the school work
practitioner to understand school/community concerns and atti-
tudes, needs for services, and how the school social work pro-
gram operates within the school system. This chapter presents
some basic principles and guidelines for the conduct of survey
rezearch by school social work practitioners.

Survey research has provided information pertinent to the develop-

ment of an understanding of the roles and functions involved in school

social work practice (NASW, 1976; Costin, 1969; Meares, 1977). Despite

this usefulness, there has been relatively little emphasis in the liter-

ature on the conduct of survey research by school social work practi-

tioners. Because of its importance, this chapter has been written to

provide some basic guidelines for school social work practitioners who

wish to conduct survey research.

School social workers generally may not think of themselves as pos-

sessing expertise in research. Most are probably familiar with survey

research as respondents to questionnaires and from their readings of the

literature, but generally they have not engaged in research directly.

As Weatherley (1982, p. 332) points out, "research is something done

more often to school personnel than by them."

Why is Survey Research Important for School Social Workers?

School social workers should be familiar with survey research meth-

odology because it provides a means for: (1) understanding school/com-

munity concerns and attitudes about the school social work program; (2)

obtaining information that may help to explain the manner in which the

school social work program operates in relation to other subsystems of

the school as well as to the sch.-Jol as a whole; (3) conducting a needs

assessment, which may provide the impetus for a new, changed, or expand-

ed program; and (4) partially determining the effectiveness of a school

social work program. Survey methodology provides the school -ocial

worker with a way to understand the feelings and attitudes of those for

whom s/he is providing services.



What is Survey Research?

Surveys record information about participants by asking them to

answer questions about themselves (Adams & Schvanaveldt, 1985). Experi-

ments often try to change people by using an intervention such as coun-

seling or behavior modification (Babble, 1986). The intent of experi-

ments is to discover whether the intervention affects the subjects of a

study in some predicted way. Survey research, instead of attempting to

change people, tries as much as possible not to change anything or exert

any type of influence on people who are being studied.

Although survey research is quite dissimilar from experimental

research it is allied to census research. Survey research differs from

census research in that census studies are usually concerned with an

entire population, whereas survey studies will generally focus on a

representativ^ sample of a population (Moser & Kalton, 1972). Thus, by

means of a survey tl-r researcher is able to generalize about many people

by studying only a few.

Caveats to Keep in Mind About Survey Research

Survey research tries to generalize by describing the characteris-

tics of a population from a sample of that population. Errors, however,

can creep into the process of generalizing. One example of potential

error is caused by the fact that while the characteristics of a sample

from which data have been obtained will be completely known, we are

never certain that the sample truly and accurately reflects the charac-

teristics of the population (Kachigan, 1986). Therefore, the results of

survey research must always be interpreted with caution. The following

statements describe the basic and inherent flaws that can produce inac-

curacies and misinformation for almost all survey research.

1. Surveys require a sample of sufficient size to assure that it

has qualities representative of the population characteristics (e.g.,

race, sex, religion), especially those variables that are crucial to the

study. Obtaining a representative sample is an involved task; no

research project can be absolutely assured that the sample from which it

has been drawn is completely reflective of the population. As a general

rule the larger the sample the more accurately it will reflect the
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population. The sample size that is selected, however, should be based

upon the degree of accuracy of results desired by the researcher.'

2. Surveys require the cooperation of people and may intrude into

the lives of those who are asked to participate. Such intrusions create

an artificiality which is uncharacteristic of the way people would be if

they were not, for example, asked to answer questions on a question-

naire, When people know they are being s'odied or that their opinions

are being solicited. they may change. Such changes can result in spuri-

ous information which then biases the results of the survey study

(Babbie, 1986; Simm, 1978).

3. Surveys require accurate answers. Although people may try to

give honest and true information about themselves they sometimes are

forgetful. Fearing embarassment or thinking they remember something

when they do not, people may distort answers.

4. Survey research often encounters problems in finding people.

People move, they may not be at home, or they may be uncooperative or

unwilling to respond to questions. Those who are at home or those who

are cooperative may give quite different answers and have dissimilar

opinions from those who are not at home or who do not wish to partici-

pate in the research (Simm, 1978).

While the limitations listed above cannot be entirely overcome even

with the best designed survey study, an awareness of their existence is

important. As stated previously, caution must be exercised in reporting

results because of these types of errors

Who Does Survey Research?

Survey researchers may be: (1) those who work, usually in larger

organizations, primarily as researchers; (2) those who are employed by

research firms or universities; or (3) practitioners who also work for

the organization and have an interest in research. The intent of this

paper is to focus on the third category because it is anticipated that

school social workers will engage in survey research.

"In-house researchers" are employed by and work for an organization

with their primary functions being either research or service delivery.

Researchers who are hired from private research firms or from
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universities are usually called consultants. In-house researchers

generally have an advantage over consultants because they are usually

better informed about an agency's services. In addition, they know the

staff who deliver those services, tend to be trusted over outsiders, and

probably have a better understanding of some of the political nuances

that may exist within the organization. Consultants, on the other hand,

may be more objective because they are not as intimately involved with

the organization. Consultants may also have greater technical skills in

conducting survey research because of specialized education and experi-

ence.

There is also a middle grand between the exclusive use of an in-

house researcher or a consultant. The effor'-s of the in-house

researcher and a consultant may be combined to jointly carry out a

study. Practitioners may also be involved in the research. Bok (1980)

has emphasized that whenE er nonprogram staff are employed as research-

ers, school social workers should use the experience with these indivi-

duals as an opportunity to increase their own research skills.

Questions the School Social Worker Should Ask Before beginning
A Survey Research Project

Before starting a survey the following important questions should

be asked and answered.

Is data already available about the subject to be studied?

If a review of the literature and other materials pertinent to the

study indicate that information is already available, then it makes

little sense to do another survey unless the existing data is seriously

questioned. For example, a worker may be interested in determining what

the racial composition is of children in classes for learning disabled

and severely emotionally disturbed in the school system. Instead of

undertaking a survey, it would be important to determine whether school

files or other data already exists that would provide the information.

Is the information really going to be helpful?

It is important for the researcher to step back and attempt to make

an honest judgement as to whether the results of the research will

indeed be helpful both to the researcher as well as to others.
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What is the population of interest about whi-h generalizations are to

be made?

The population must be clearly defined; otherwise inferences

derived from the sample about the population will not be accurate.

What resources are available?

Parsimony dictates the approaches that should be used to do survey

research. Unfortunately, survey studies often require considerable

money because of staff, salaries, supplies, and equipment. Therefore,

it is wise to determine in advance of a study that sufficient resources

will be available to carry the survey to completion.

Ways of Getting Information

There are three major ways that school social workers engaged in

survey work obtain their information: 'ace-to-face interviews, tele-

phone surveys, and mailed or hand distributed questionnaires.

The Face-to-Face Interview

Face-to-face interviews can be conducted in the home, in the social

worker's office, in the school lunch room, or other places where people

can be met and asked questions. For example, face-to-face interviews

were used as a part of an evaluation of a differentiated staffing pro-

ject directed by one of the authors. Eleven administrators were inter-

viewed in six schools served by the project to determine their attitudes

and perceptions about the effectiveness and advantages/disadvantages of

the differentially staffed team operation (Alderson, 1980).

During the face-to-face interview, the interviewer should always

try to develop rapport with the interviewee by means of casual conversa-

tion before the interview begins, or by other means that can be used to

establish a positive relationship (Drew & Hardman, 1985; Tripodi, 1983).

A compatible relationship provides a decided advantage for the inter-

viewer because anxiety about the interview can be allayed, and the

respondent may feel more at ease and be more attentive to the questions

that are asked.

The face-to-face interview has advantages over the telephone survey

because the interviewer is able to visually observe the respondent

(Babbie, 1986). Sometimes body language and facial expressions can be
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very helpful in understanding exactly what the respondent is saying

(Van Dalen & Meyer, 1966).

The nature of the interview can range from completely unstructured

to totally structured. The interview which is most structured and which

permits the interviewer the least freedom to deviate from the actual

questions on the questionnaire is called an interview schedule. The

questions, the way they are worded, and the sequence in which they are

presented are al' fixed in advance and the interviewer is required to

follow a relatively inflexible procedure when asking questions. The

interview schedule is often used to eliminate the risk that rewording

questions will result in an inaccurate or incorrect response. If inter-

viewers are given the independence to change the wording of a question,

the answer might be different because each time the question is asked it

could be worded in a slightly different way. That type of problem does

not exist if all questions are worded in advance with essentially the

same format (Grinnell, 1988).

Williams (1970), for example, took into consideration many of

these characteristics when he used structured personal interviews with

principals and school social workers to determine the acceptance of

social work activities in schools. Findings emphasized the crucial

role of the school principal in promoting effective school social work.

The second form of interview is often called the unstructured

interview. With this form, the major topics of interest are specified

in an interview guideline, but the respondent is given much greater

opportunity for self-expression, and the interview is less structured as

compared to the interview schedule. Sometimes there may even be a list

of specific questions to ask, but the interviewer is not restricted to

the list and is free to ask additional questions. The interviewer must

be able to use judgement in deciding whether to move into areas that

might provide information useful for the purpose of the research.

One of the problems faced by the interviewer in an unstructured

procedure is how the data will be recorded. The answers have to either

be summarized in written form or recorded on a tape recorder. While a

tape recorder provides an excellent source for capturing all of the

information provided by the person being interviewed, it also has
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drawbacks. Many people are hesitant to speak freely when a tape

recorder is running--and an uneasy respondent may not give accurate or

complete answers.

If the answers are not going to be tape recorded by the interview-

er, a guide can be developed that quickly permits the circling of

common responses. For example, if the respondent is a teacher, that

person could be asked:

1. "How do you feel about 'Such and Such' Program?" Answers that

could be circled to quickly capture the nature of the response

might be: (1) enthusiastic; (2) strongly positive, but not

enthusiastic; (3) slightly positive; (4) slightly negative, or

(5) strongly negative.

2. "Has anyone shared with "u their views about the program?" (1)

"es; (2) No. If the answer given is "yes":

3. "When was it discussed with you?" (1) at a teacher's confer-

ence; (2) at a staff meeting; (3) in a private conversation; or

(4) other .

The above questions minimize the amount of writing required while

still allowing the interviewer the opportunity to categorize the feel-

ings of the person being interviewed. When the structured interview is

used, it is unnecessary to have the type of guide exemplified above.

Face-to-face interviewing can be an excellent source of information

for survey research. It should be noted, however, that personal inter-

viewing is expensive and time-consuming. It often takes time to travel

to the interviewee; there is the expense of the travel, and a consider-

able amount of time is expended in doing the interview (Kerlinger,

1986).

There are other disadvantages. When the researcher must hire staff

to conduct interviews, the cost rises considerably. Additionally, s/he

has little control over tie way the interviewers behave in the field.

The researcher must depend upon the honesty and professional behavior of

those employed to do the interviewing.

Although it has many positive and some negative points, the face-

to-face interview is declining in frequency of use. Many people are now

being interviewed by telephone (Backstrom & Hursh-Cesar, 1981).
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The Telephone Interview

The use of the telex- one as a means of collecting data has

increased considerably during recent years. Telephone interviews are

most successfully conducted when a roster of names is available. School

social workers within a given state, or 6th grade teachers in a county,

or university students studying in elementary education, are all exam-

ples are groups for which specific rosters are readily available. Tele-

phone surveys can be done quickly because no travel is necessary and are

there' re more affordable (Babbie, 1986). There are virtually no geo-

graph.al limits because a survey covering a wide area can be conducted

at minimal cost. The attitude that the information obtained through

telephone interviews was less accurate than face-to-face interviews has

changed in recent years. Most researchers now consider data obtained

over the telephone to be as accurate and as complete as data obtained

from face-to-face interviews (Bailey, 1987).

The Mail Survey

Mailing or distributing questionnaires to respondents who read,

complete and return them to the researcher are usually used for rela-

tively large survey studies. As examples, Costin (1969) and Meares

(1977) conducted research on tasks in school social work practice. They

surveyed national samples of M.S.W. school social workers in order to

determine the importance respondents placed on behaviorally specific

school social work tasks and their willingness to delegate tasks to

workers with less education. While the findings of the two studies

differed in various ways, they concurred that tasks associated with

leadership and policy-making were of lowest priority, and there was a

strong unwillingness to delegate tasks to those with less education.

The mail questionnaire is advantageous because a considerable

amount of information can be obtained at minimal cost. Another major

advantage is that the skills of the interviewers will not bias the

results by the way they ask questions, either by their voice inflections

or by their actions (Leedy, 1980).

The main difficulty with mailed questionnaires is that of obtaining

an adequate response rate. Mail surveys consistently produce a smaller

response rate than personal or telephone interviews. Typically a



researcher can expect about a 95% response rate for personal interviews

but only about a 20% to 40% rate of response for a mailed questionnaire

(Nachmias & Nachmias, 1976). Another problem with mailed questionnaires

is that people who are not very interested in the subject of the study

are less likely to respond. Responses from interested people may be

quite different from those who are not interested and the researcher has

no control over who will respond or how conscientiously they will

respond.

Procedural Steps for Doing Survey Research

The procedures for doing a survey are usually incorporated in a

research design which basically explicates the steps that will be

followed from the beginning to the end of a research effort. There are

a series of logical steps that should be included in the research design

covering the beginning, implementation, and completion of a survey

study. Detailed information on these steps follows:

Circumscribing the Focus of the Study

Before any research can be started the researcher must first define

the problem to be studied, specify the goals, and set the boundaries

that the study will cover. Questions such as "What are the

characteristics or variables that should be considered for the study?"

must be clarified.

Reviewing Material Pertinent to the Study

If not already knowledgeable, the researcher should become

thoroughly familiar with books, reports, articles, documents, and

records that will provide background information about the subject of

the study. Without an in-depth knowledge about the topic, the

researcher will probably be unproductive.

Stating the Questions

Once the researcher has made a thorough review of materials

pertinent to the research, it is then time to state the questions that

the study will try to answer.

Making Certain the Study is Well Designed

The researcher should make every effort to assure that the study

will produce valid and reliable results. Results are usually considered
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valid when they are relevant and useful to human service professionals.

When results are reliable, there is confidence that the findings are not

unique but rather are consistent. Reliability answers the question,

"Would I get the same, or essentially the same results, if I did the

study a second or even a third time?"

Working out the Mechanics of the Survey

During this step the researcher must consider the details about

supporting the research to its conclusion. Questions must be answered,

such as: What sort of personnel will be necessary to carry out the

study? Who will direct the project? Ho, long will it take to complete

the study? What support services will be necessary? Who will do the

interviewing and coding of information? How will the data be processed?

Will I have enough money and resources to carry the project to

completion?

Selecting the Sample

This step concerns the method of sampling from the population. The

researcher should endeavor to draw a sample that will be representative

of the population so that conclusions drawn about the sample will be

appropriate for the population. There are two basic forms of sampling

proc'iures that can be use: a probaill.ity sample and a nonprobability

sample. A probability sample assures that every person in the

population has a known chance of being selected for the sample. There

are several random selection procedures that can be used for a

probability sample, such as using a table of random numbers (Norusis,

1987) or drawing names out of a hat.

Nonprobability samples are ones where human judgement is used in

selecting respondents. When human decision determines who will be

selected for a sample, it is not possible to make reasonable estimates

about the population's characteristics; samples of this type tend to be

flawed by human biases. Nevertheless, many survey research projects

have used nonprobability samples because they may have been more appro-

priate for obtaining necessary information than probability samples

would have been. As a general guide, however, a probability sample

should be used whenever possible in preference to a nonprobability sam-

ple (Backstrom & Hursh-Cesar, 1981).

140

150



Writing the Questions

While it may seem simple, writini questions takes considerable skill

and thought. A clear perception of tile purpose of the research is

essential to the formulation of focused, precise questions. Questions

must be clear, unambiguous and geared to the level of comprehension of

those who are answering. The number asked must not be overwhelming or

too time-consuming. Questions cannot be couched so as to suggest a

particular type of response and should not pc asked if they assume a

knowledge about a subject that the respondents may not have. The

wording of questions dealing with religion, income, sex, voting, etc.,

must be considered very carefully so as not to embarrass the respondent.

Lastly, the questions must be pretested in order to assure that they

make sense and are understandable to respondents.

Questions can be classified as either fixed-choice (closed-ended) or

free-response (open-ended) (Bailey, 1F,27). A fixes- choice question

gives the respondent a selection of specific answers to the questions

that are being asked, for example "yes" or "no," or "agree or disagree."

Free-response questions offer the respondent an opportunity to discuss

the answer without the restrictions of preset categcries. Fixed-choice

questions are more restrictive but easier to analyze. Free-response

questions allow the respondent greater latitude as well as greater depth

for his or her answers, but these types of open-ended answers are quite

difficult to analyze.

Developing the Physical Lay-out of the Questionnaire

The appearance of a questionnaire is exceedingly important. A

questionnaire with mispellings and words that are hard to read indicates

to the respondent that the researcher cared little about the instrument;

such questionnaires are less likely to be answered. In contrast, a

questionnaire that is neat in appearance, provides a lcgica; sequeriLe of

questions, is reeztle, and relatively short, will have a muci. great,y

chance of being answered and returned (Powers, Meenaghdn, & Toomey,

1985).

Pretesting

pretests of survey research projects are a form of dress rehearsal

for the full-scale study (Dillman, 1978; Sudman, 1967). The ide of the
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pretest is to use a small group of people with the same characteristics

as those that will be in the main study to identify questions that are

ambigious or unclear (Powers, Meenaghan, & Toomey, 1985).

A pretest can also identify whether the study has merit. Some

people may question the value of the study and as a result may refuse to

participate. In addition, a pretest can help to determine the range of

possible responses to certain questions and can serve as a predictor for

methods that might be used for analyzing the data.

Data Co,ItLtion

This is tne step where information is actually collected from

people through a ma,led or hand distributed survey, a face-to-face

interview, or a telephone interview.

Data Processing and Analysis

Once all of the Information has been gathered it is necessary to

analyze the results. The information obcained on questionnaires or from

interviews can be ana'yzed in various ways. Sometimes it is only

necessary to descrio2 tne data by indicating how many or perhaps what

percentage of the people surveyed hold a particular opinion. In other

situations a desire for more far reaching conclusions will require

statistical analysis of the data in order to make inferences from the

sample to a population.

Reporting the Results

The purpose for writing a survey research report is to inform

relevant aud,er,ces of the nature of the problem that was surveyed, the

specifics of how the project was implemented, the results, and the

researcher's conclusions.

The research report shoula be written clearly and concisely. It

should include 'ables and figures that press:-1L the important, data in a

succinct and easy to understand form. The following is a suggested for-

mat in writing the rese,rch report: (1) an intcoduction describing the

purpose of the research; (2) a review of available materials or litera-

ture pertinent to the research; (3) a statement of the questions for

which the research was attempting to obLain answers; (4) an outline of

the procedures that were used including a description of how the sample

was obtained, the questionnaire, and steps that were followed to obtain
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the data; (5) the method(s) by which the data were analyzed; (6) presen-

tation of the results; and (7) recommendations, if any, from the

researcher.

Conclusion

It is strongly recommended that the practitioner inexperienced in

research seek out consultation on the research design and implementa-

tion. Because there is an interdependence that exists between each of

the twelve procedural steps described previously, a deficiency in one

level may nave an adverse effect at another point in the research. For

example, if one defers involvement of a consultant until the data is

collected, and then learns that the data does not lend itself to desired

analysis, the research will be a largely wasted effort. Consultation

may be available from researchers within the school district or at a

nearby university.

Survey research may have effects similar to other interventions and

might ha" unintended consequences. Therefore, it behooves the practi-

tioner-researcher to include and plan with persons and groups who will

be involved and potentially affected by the re march. When the research

is completed, the written report should be shared with those who may be

affected, and with decision makers who may wish to use the information

in program adjustments and development. The supplementation of written

reports with verbal reports and meetings with significant persons

involved in and affected by the research is important. These forms of

communication may serve to generate additional questions and support for

further research.
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EVALUATION OF PERFORMANCE:

WHERE DOES IT FIT IN?

Norma Radin

ABSTr An evaluation of a school social worker's perform-
ance 11...,6 include assessments of the practitioner's effective-

;:ess as both a provider of services and as a member of an
organization. In both types of assessmen emphasis should be
on attainment of specific goals, not on general impressions.

School social workers, who by definition function within an organi-

zation, have two sets of relationships: one with clients, or those whom

they are attempting to help; and the other with colleagues, or those

with positions in the same organization who are also attempting to

deliver service. It is true that the line of demarcation between client

and colleague is sometimes blurred. For example, in helping their

youngsters cope with traumas such as the death of a friend, parents who

are stable and sensitive may function as colleagues of school social

workers. At other times, teachers who severely reject students because

of racial or ethnic factors may well become clients of social workers,

at least temporarily.

However, for the most part, the practitioner's colleagues are

employees of the school system, and his or her clients are students or

their parents. A different set of expectations accompanies each of

these role relationships, and to be effective in the two roles, the

social worker must achieve different types of goals and objectives. For

this reason, evaluation of practitioners requires an examination of both

sets of relationships. The weight given to each role in determining

whether a worker is given a merit increase or denied tenure depends upon

the particular school system. There have been some reports of programs

in which supervisors have conducted outcome evaluations.' However, such

Copyright 1C80, National Association of Social Workers, Inc.

Reprinted with permission from Social Work in Education, 2(3), April,

1980, pp. 39-49.



programs are the exceptions, and most administrators appear to give

organizational behavior heavy emphasis.

This is not intended as a denigration of efforts to determine how

desirable an individual may be as a member of an organization. The

point is that it is necessary to be aware of which factor is being

assessed. The worker who infuriates colleagues because of neglected

record-keeping and irritability with peers may be able to effect magi(

with young children; the neat, witty colleague may be unable to elicit

trust from parents. Superiority in one area does not automatically

indicate superiority in the other.

Evaluating Practitioners as Providers of Service

In the following analysis, a model that the author developed previ-

ously for assessing the effectiveness of school social workers will be

used.2 Briefly, this paradigm suggests that one must start with goals

for clients or statements of desired outcomes that are not only compre-

hensive, but are realistic and attainable. From these goals are derived

objectives that are stated in measurable, concrete terms.

In assessing the attainment of objectives, two dimensions must be

considered: (1) criteria for determining effectiveness, and (2) the

modalities or tools for assessing whether the criteria have been met.

Three criteria for success are delineated: (1) improved feelings and

attitudes of clients, (2) improved views of significant others about

clients, and (3) indices of competent social functioning. The following

seven modalities are identified: (1) hard data, or objective reports of

events, (2) tests, (3) observations of behaviors, (4) rating scales, (5)

questionnaires, c6) interviews, and (7) self-reports. Other tools that

might be considered are Q-sorts and ranking scales. The particular

modalities and criteria selected are dependent, among other things, upon

the theoretical orientation of the practitioners, the resources avail-

able, the wishes of the administration, and tne preferences of clients.

The following example illustrates how objectives, criteria, and

modalities mesh together. If the objective is to improve a boy's peer

re..ationAps by increasing the number of children he plays with during

recess, the criterion that might be used "indices of competent
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social functioning," and the modality, "observations." The worker would

then estarish some procedures for observiog the child at play over a

period of time, start'ug with some instances prior to intervention, and

ending with some observations after the intervention terminates.

If the criterion selected is "improved views of significant

others," and the tool is "rating sheets," the worker might ask the

teacher to rate the child on the frequency of his interaction with peers

during recess at the beginning and end of the intervention with the

child. If the criterion chosen is "improved feeling and attitudes of

clients," and the modality is "self-reports," the youngster might be

asked to keep a daily record of his conversations with classmates prior

to, during, and after the treatment.

This model also differentiates effectiveness evaluation from

effort, or process evaluation. The latter refers to the evaluation of

the actions the worker undertook in implementing the intervention plan.

Process evaluation is essential because it enables the practitioner to

gain clues as to why an intervention may not have been effective. It

might be found that the full plan was never implemented or that it was

poorly implemented. The quality of an action such as the holding of an

interview, the conducting of a meeting, or the preparation of an infor-

mation handout can be evaluated by having supervisor or outsiders with

expertise either observe the sessions first hand, listen to tapes made

of some sessions, or read the material developed.

All of these evaluations are made in regard to specific efforts and

specific clients. Taken individually, no rating can reflect the work-

er's general competence in conducting interviews or group meetings or in

performing other such activities. However, as a collection, such

assessments are revealing and of use to supervisors evaluating practi-

tioners. This issue will be discussed further at a later point.

Control Techniques. The evaluator should have little difficulty in

applying this model to the individual practitioner. A problem arises,

however, when one tries to utilize control techniques to be certain that

the intervention actually accounted for the observed changes. (It might

have been merely the onset of spring that brought about the changes.)

One control strategy is to match two clients on demographic
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characteristics, and then use one intervention strategy with one young-

ster and a second strategy with the other child. The second interven-

tion may consist of no more than unfocused conversation with the child,

or arranging to have him or her spend some time with a teacher's aide or

a nonprofessional volunteer. The effectiveness of the treatment can

then be compared with that of the pseudotreatment. The worker need not

feel guilty about using pseudotreatments, for placebos have occasionally

been found to be as effective as therapy or medication.

Another control technique is placing a youngster match"' to the

client on the waiting list for service, or selecting someone on the

existing list as a match or control for the client. Preintervention and

postintervention measures would then be made of the clients receiving

treatment and of those who acted as controls, and at the end of a pre-

determined period, the students waiting for help would be served. This

approach, which is referred to as the time-lagged control design, has

the drawback of delaying service for some, but it provides an opportun-

ity to control for nonrelevant events in the environment.'

Use of the time-lagged control design with a single pair of clients

does not established proof of the worker's overall effectiveness, but if

the design is used on a number of clients throughout the year, or if the

previously mentioned comparison approach is used several times, signi;1-

cant data begin to accumulate. When at least five clients have been

compared with a control or comparison client, the evaluator can use

statistical procedures such as the sign test to determine if more than

chance is involved in the worker's ability to achieve desired outcomes.

Five successes out of five trials rules out chance.'

Another technique for determining whether the worker's intervention

resulted in a significant change is the interrupted time series design.

However, there are limitations to this approach when the evaluator does

not have access to a computer.5 But even without a computer, it is

still possible to "eyeball" the data; that is, to examine a graph that

plots the scores obtained on a single measure over a period of time,

including several instances before, during, and after an intervention.

If comparable scores are available for both a control subject and a

client, one can make a visual analysis of the graph lines for each.
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Should the graph line for the child being treated slope steadily upward

over a period of time on a measure such as the number of daily assign-

ments completed, while the line for the control child slopes steadily

downward or remains level, there is a strong suggestion that the inter-

vention was effective.

Visual analysis of data is regularly utilized by behaviorists to

assess effectiveness.8 This procedure should also be useful to school

social workers when they have access to data that were collected on con-

trol subjects and clients over a significant period of time. It is

unwise, however, to use the technique of visual analysis when data on

only the client are available, as false inferences might be made.' For

example, if the graph line for a client without a control reflected no

change, the interpretation might be that the intervention was a failure.

This would be untrue, however, if a control subject had been used and

had produced a graph line that showed a steady decline. Thus, if the

attitudes of untreated students toward school become increasingly nega-

tive during the year, and the clients' attitudes remain unchanged during

the same period, the intervention was a success and not a failure.

Two other factors that affect evaluation programs are the itinerant

nature of school social work and the systems perspective advocated by

many contemporary writers in this area of practice.8 Because of these

factors, school social workers should not limit themselves to setting

goals for individual clients. They should also set annual goals for

each of the schools they serve, for as many classrooms as possible, and

when realistic, for entire school districts. In all instances, school

personnel at the appropriate level of the system should be involved in

the setting of goals. Such personnel should include principals, class-

room teachers, and other members of the support staff. A goal for a

school might be d reduction in the absenteeism rate; a goal for a class-

room might be an increase in the social interactions betwien students of

different races; and a goal for a system might be the development of a

vogram to detect child abjse.

The assessment of effectiveness in attaining objectives derived

from such goals is similar to the assessment of effectiveness in work

with individual clients, except, of course, that the criterion of



improving the feelings of clients would be omitted. The remaining

criteria (views of significant others and indicators of competence) are

suitable, if slightly reworded. Many tools could be used tL, determine

whether the criteria were met, such as the use of hard data, observa-

tion, rating scales, questionnaires, and interviews.

Evaluating Practitioners as Members of a System

Before one can assess a practitioner's performance in the role of a

member of the system, the expectations held by others in the system must

be specified. The evaluator can then attempt to determine the extent to

which the expectations have been met. Nye, a role theorist who conduct-

ed research on this subject, provided models for learning the norms sur-

rounding each role and the degree of role enactment by each role

player.' Evaluation forms can be developed that would suggest a number

of expectations that are held for social workers by school administrat-

ors. Examples of such expectations might include specification of the

number of cases carried nch month, whether recording was adequate, and

whether work habits were satisfactory. These expectations resemble

group norms, which according to Thibaut and Kelley, are almost

indistinguishable from group goals.'° As goals, their attainment can be

evaluated using the previously described model for assessing effective-

ness. The criterion of improved client feeling would again be irrele-

vant, but the remaining criteria, if slightly reworded, would be appro-

priate. Many modalities can be used to assess attainment of objectives,

such as hard data, 0-sorts, rating scales, questionnaires, and inter-

views. All but hard data should involve responses of administrators,

teachers, special educators, and possibly even other school social

workers.

Tables 1 and 2 suggest forms that could be used to assess workers'

total effectiveness using the model described here.

Evaluation of Skills and Knowledge

It is important to note that there are serious problems in evalua-

ting school social workers' skills and knowledge in the abstract, apart

from their effectiveness as providers of service and members of an

organization. There are two major issues involved: Can it be done? and

Should it be done?
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TABLE 1. SAMPLE FORM FOR ANNUAL EVALUATION OF A SCHOOL SOCIAL WORKER'S EFFECTIVENESS AS

A MEMBER OF A SYSTEMa

Objective or

Expectation

Criterion of

Success in

Attaining Objective

Modality Used to

Assess Fulfillment

of Criterion

Whether

Objective

Attained

Recording up to Indices of adequate Reports in client's No

date functioning folders

Good relations Views of significant Rating sheets completed by Yes

with teach-

ers

others sample of teachers in
schools served

Good relations Views of significant Interviews with Yes

with princi-

pals

others principals

No

Participation Views of significant Interviews with

in school

functions

others principals

Yes

Adequate number Indices of adequate Report submitted to

of cases car-
ried

functioning supervisor

a
Entries in this sample are meant to suggest the type of information that might be

included in such an evaluation and should not be considered comprehensive or invariable.

TABLE 2. SAMPLE FORM FOR ANNUAL EVALUATION OF A SCHOOL SOCIAL WORKER'S EFFECTIVENESS AS

A PROVIDER OF SERVICE

Client or

Client System

Criterion of Modality Used to Whether

Success in Assess Fulfillment Objective

Objective Attaining Objective of Criterion Attaineda

Individual Client

a 1

2

b 1

c 1

2

3

Classroom

a

b

School

a

b

1

2

1

2

1

1

2

3

School System

1

a
Answer yes or no, using an asterisk to indicate objectives for which control

procedures were used.

153

163



In regard to whether it can be done, a recent follow-up study of

graduates of the University of Michigan School of Social Work is rele-

vant." In this study, over 380 graduates provided the names of their

supervisors and gave the researchers permission to contact these per-

sons. Questionnaires were then mailed to supervisors, asking them to

rate each graduate they knew on seventeen items, such as knowledge of

theory, skill in applying theory to practice, skill in problem assess-

ment, and enthusiasm. Responses were received from 321 supervisors, and

a factor analysis was performed on the ratings to determine the dimen-

sions underlying the seventeen questions. It was discovered that there

was only one factor involved, and the item with the highest rating on

that factor was "overall effectiveness." Thus, the researchers may have

thought many different characteristics of each graduate were being

assessed, but in reality, the supervisors were responding to the same

question over and over again with a global evaluation. In view of these

results, there are serious questions about the validity of asking super-

visors of social workers to rata discrete characteristics such as self-

awareness or knowledge of causative factors in malfunctioning. In most

cases, only overall impressions will be given in response to each item.

Concerning whether global evaluations of practitioners' :kills and

knowledge should be made, it is the author's view that professionals

with MSW degrees from accredited schools of social work with relevant

majors ought not to be assessed on whether the issuing of that degree

was warranted. It would be more appropriate to make an assessment of

graduates' knowledge in areas not typically included in their training,

such as the needs of severely mentally impaired children, resources in a

particular community, the latest court decisions pertaining to the

rights of children, or new intervention strategies.

Examination of Samples

If, in spite of the dangers listed above, the administrator still

believes it is essential to assess the practitioner's social work skills

and knowledge per se, it is suggested that reviews be made of the tapes,

documents, and observations that have been collected as part of the pro-

cess evaluation of interventions. That is, evaluators should examine

actual samples of the school social worker's performance. Such samples,
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if not already evaluated, can be rated by knowledgeable school personnel

or given to outside experts to assess. This is virtually the only val4d

way to evaluate professional expertise.

A dissertation recently completed by Kozal. in the counseling pro-

gram at the University of Michigan School of Education revealed that

there were few significant relationships bctween counseling instructors'

evaluations of students in a practicum and the ratings of outside

experts who were given sample tapes of student interviews with

clients." It was clear that other variables (conceivably a student's

attractiveness or warmth) were affecting the evaluations of the instruc-

tors. It is likely the results would not be to different, if such a

study were conducted with instructors at a school of social work or with

supervisors ,:if social workers in a school system.

Summary

It is suggested that evaluations of the individual school social

worker's performance should have two components: one an assessment of

the worker's functioning as a provider of service, and the other an

assessment of the worker's functioning as a member of the organization.

In assessing the practitioner's performance in the provision of service,

the evaluator should focus on assessing e)fective)ess in attaining

stated objectives through the use of outcome criteria and various tools

for determining whether the criteria were met, and should place special

importance on instances in which ccntrol procedures were used. As data

accumulate on a number of interventions at the levels of the individual

worker, the classroom, the school, and the district, a picture of the

worker's effectiveness as a provider of service will emerge.

The social worker's performance a a member of an organization can

be assessed by specifying the expectations that others hold regarding

this irlividual and then assessing the extent to which the expectations

were met. Again, Coe evaluator should use criteria of success, xgether

with modalities for testing whether the criteria were met. If it is

necessary to assess the prdctitioner's social work knowledge and skill

in the abstract, the accumulation of data on process evalua4ion can

supply concrete information about the skill of those who provide service

and about their ability to apply theory to practice.
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The federal government has mandaL?d accountability by school social

workers who are involved with handicapped youngsters. Thus, the assess-

ment of effectiveness is a topic that can no longer be ignored. But

organizations also have imperatives that must b2 met if the organiza-

tions are to survive, and one imperative is that members behave in a

manner that fosters the productivity of other members of the system.

Perhaps by distinguishing between school social workers' roles as pro-

viders of service and a. members of organizations and by relying on

evidence rather than impressions, those who evaluate performance will be

better able to make informed, valid, and equitable judgments.
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INDIVIDUALIZED EDUCATIONAL PROGRAMS

AS A TOOL IN EVALUATION

Jean Campbell

ABSTRACT: Individualized Educational Programs mandated under
Public Law 94-142 can serve as instruments for the evaluation
of practice. The author's concise, concrete explanation of
this system includes helpful samples of goals, objectives, and
an evaluation form.

Program evaluation in school social work practice is a dynamic

process and must effectively interface accountability at departmental

and staff levels. The school social worker and program supervisor

encounter many practical problems when developing a systematic methodol-

ogy for evaluation that is adapted to the unique requirements of their

educational system.

The Individualized Educational Program (IEP) required under Public

Law (PL) 94-142 is one tool readily available to facilitate this objec-

tive. Gallant suggests tnat PL 94-142 mandates responsibilities that

aid in the evaluation of practice, and she encourages school social

workers to take advantage of as many dimensions of this law as are

appropriate to them as individual practitioners.'

The primary purpose of the oveall IEP is to serve as a vehicle for

communication between the parents and the school. However, the

Manchester, Connecticut, School Social Work Department has developed a

dual function for the social work IEP, which is developed for every

student placed in a school social work special education program.

First, they see it as a way of conjointly developing a plan to implement

the appropriate school social work service designated in this law. This

includes such activities as

group and individual counseling with the child and family; working

Copyright 1980, National Association of Social Workers, Inc.

Reprinted with permission from Social Work in Education, 2(3), April,

1980, pp. 19-24.
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with those problems in the child's living situation (home, school,
and community) that affect the child's adjustment in the school;
and mobilizing school and community resources to enable the child
to receive maximum benefit form his or her educational program.'

The second function of the social work IEP is to provide a measure of

the effectiveness of practice in the system.

To fulfill these functions, the department's staff first identified

the most frequent reasons for school social work referral, which

included problems in the categori, of self-image, peer interaction,

school refusal, parent-child-family relationships, communications, and

adjustment-reaction behavior. Under each category, the staff developed

possible annual goals as models for inclusion in the social work IEP.

Then, using the system of Behavioral Characteristics Progression, which

was developed as part of a special education management project in Santa

Cruz County, California, they categorized a number of short-term objec-

tives under each goal. (See Table 1.) Short-term objectives are the

intermediate steps between the child's functioning level and the annual

goal. Staff members are not limited to the use of these proposed model

objectives in writing IEPs, but are free to develop others.

The Manchester referral procedures allow school social workers to

make a diagnostic judgment about the appropriateness of school social

work services for a student and to report their findings in a conference

with the Planni and Placement Team. When the members of this team

agree to a school social work program, they determine a need statement,

an annual goal, and short-term objectives to achieve the goal. (See

Table 2.) The team usually accepts the social worker's recommendations

in this regard. If the student's parents are present at the conference,

the negotiations are made final. In cases in which it is appropriate,

the student should also be in attendance. When the parents are absent,

the worker meets with them later to discuss and extend the IEP with

their input. Once the parents agree to the proposed program, the worker

involves the student, unless it hos been possible to include the student

in the conference.

In dealing with students at the secondary level, workers frequently

conduct the preliminary negotiations related to the IEP with the student
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TABLE 1. PROBLEMS, ANNUAL GOALS, AND SAMPLE OBJECTIVES FOR USE IN INDIVIDUALIZED

EDUCATIONAL PROGRAMS

Identified Problems Annual Goals

Self-image-ego function To improve self-image.

To maintain positive self-
image.

Peer interaction To learn and use peer in-
teraction skills.

To improve peer interaction

skills.

School refusal To improve attendance.

To improve participation in

the educational program.

Parent-child-family To improve parent-child-

family relationships.

Communication problems To identify and communicate

emotions appropriately.

Adjustment
behavior

repC.ion To identify underlying pro-

blems and help home,

school, or community to

remedy them.

Sample Short-term Objectivesa

Volunteers personal information

during class discussions.

Accepts help from others.

Participates in peer-group activ-

ities volunarily.

Verbalizes feelings in a manner

acceptable to school.

Contributes to class discussions
and activities.

Participates in developing rules
of conduct and then conforms to

tnem.

Displays affective behavior
appropriate to the situation or
place.

Verbalizes feelings awropriate-
ly.

Participates in conversations

with teachers and peers.

Verbalizes feelings in a manner
acceptable to home, school, com-

munity.

Recognizes own lack of self-

control and works with others to

improve self.

a
Source: Behavioral Characteristics Progression (Palo Alto, Calif.: VORT Corp., 1973).

prior to involving the parent or the Planning and Placement Team.

Whenever the final components of the IEP are concluded outside of the

legally designated planning conference, the school social worker sched-

ules an appointment with the team for approval of the completed social

work IEP. Even though the signature of a parent is not legally mandat-

ed, the Manchester form allows for the signature of a parent, the

worker, and the student, thus transforming the IE into a written social

work contract.' (See Table ?.)

The completed social work IEP is a component part of the student's

total IEP. The social work staff has found that when the student and

[.arents understand the reason for referral and the function of the

school social worker, the treatment process is enhanced. Similarly,
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TABLE 2. SAMPLE SCHOOL SOCIAL WORK INDIVIDUALIZED EDUCATIONAL PROGRAM

Annual Goal and Short-term Objectives for School Social Work 'EP Developed on 3/2/79

Student Elizabeth School School Social Worker

Need Statement:

Elizabeth needs to have greater confidence in her academic and social ahilities so that

her school performance and peer relationships improve.

Long-term Goal:

Improve self-image regarding academic success.

Short-term Objectives Projected Date

Starting (Worded so as to include Evaluation School Social Evaluation Objective

Date Evaluative Criteria) Date Work Plan Procedure Achieved

3/2/79 1. Elizabeth will express 3/3/80 School social Observation by 1/14/80

positive feelings work group--45 school social

about herself. minutes per worker.

week

3/2/79 2. Elizabeth will take an 3/3/80 Individual Observation by 1/14/80

active part in group casework--30 school social

activities at least ao minutes per worker and verbal

percent of the time. week. feedback from

teacher.

3/2/79 3. Elizabeth's anxiety 3/3/80 Observation by 1/14/80

regarding verbal school social

expression and academ- worker; verbal

is performance will feedback from

decrease. teacher and

mother and

father; Primary

Self-Concept

Inventory pre-

and postests.

3/2/79 4. Elizabeth will com- 3/3/80 Can be charted. 1/14/80

plete 90 percent of Verbal feedback
her work during school from teacher.

hours.

Signature of school social worke:

responsible for goal

Signature of parent Signature of student

when students are involved in developing the goals and objectives, the

expectations are more realistic and more likely to be achieved. The

Manchester department's experience supports the conclusion that a

maximum degree of participation in the process by the student portends

greater success, since the child's sense or self or ego is engaged.

Working out the IEP with the Planning and Placement Team makes the

school social worker responsible to that interdisciplinary gro "p as well

as to the referred student and her or his parents. The fact that the
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IEP includes an evaluation measure as one of its component parts further

emphasizes the worker's accountability.' When the social work IEP is

reviewed at least annually by the team as required by law, those in

attendance are cognizant of the level of the worker's success in achiev-

ing the stated objectives. The social worker's service delivery cones

under the close scrutiny of the consumers, who judge whether the output

has been helpful or hurtful.

Departmental procedures in Manchester require the compilation of an

annual statistical report by each worker to reflect the percentage of

achieved objectives on each case as well as the total treatment time

spent per case in consultation, casework, or group work. Thus, each

worker can determine her or his own rate of success and can establish

how the time spent on implementing the IEP is related to the results.

This same information is available to the program supe-visor, who can

consider it in making recommendations for means to improve the program.

At the same tine, the compilation of departmental statistics incorporat-

ing the individual reports provides a systematic method for measuring

the effectiveness of the department's practice.

In Manchester, approximately 94 percent of the total caseload is

assigned by Planning and Placement Teams, and consequently these cases

have IEPs that include objectives and evaluation measures. As special

education placements, they are reviewed at least annually. In the

1978-79 school year, the staff achieved 77 percent of the stated objec-

tives in the cases that had annual reviews during that period. Thus,

the IEP has proved to be an instrument that enables the Manchester

School Social Work Department to objectify its practice and to gather

sufficient data to measure the annual effectiveness of its program

regarding both process and product.
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PROGRAM EVALUATION IN SCHOOL SOCIAL WORK

Alvin J. Flieder

ABSTRACT: As a type of applied research, program evaluation
is seen as a means for improving school social work and its
services to consumers. Concepts from program evaluation lit-
erature are identified as considerations when determining
definition, rationale, participants and method of application
in school social work. Practical considerations in developing
and implementing a program evaluation are presented via a case
example.

Program evaluation can be utilized within school social work as a

process to gather information which leads to smproved program planning

and service delivery. It is the intent o: this chapter to further

develop the practical application of contemporary program evaluation for

the specific practice area of school social work. This will be followed

by a description of experiences acquired while implementing an initial

program evaluation of an existing school social work program. It is

hoped that other practitioners will be encouraged to do program evalua-

tion, thus helping to improve services to consumers and advancing the

profession as a whole.

Recent Historical Underpinnings

Over the last three decades there has been a marked escalation of

program evaluation activity in the human services. A number of factors

have contributed to this progression. Following the Soviet launch of

Sputnik in 1957, widespread concern arose over the effectiveness of

America's education system. There we fears that our lag in missile

technology reflected a more serious underlying gap in education. Com-

bined with parental desire to improve education, these fears produced

great pressime to develop more effective schools (Patton, 1986, p. 18).

In order to determine what was working best, program evaluation was

needed.

The 1960s brought the War on Fpverty and a flood of Great Society

programs emanating from the Office of Economic Oppo-tunity. Large-scale

health and mental health programs were required to include evaluation in
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their activities and budgets (often 1-3% of the program budget). By the

1970s these programs were confronted with economic threats (increasing

taxes, rising inflation, the cost of the Vietnam War, etc.). The gov-

ernment, other funding sourcee;, and the taxpaying public demanded

increased program oversight, cost-benefit analysis and efficacy.

The "age of accountability" had thus begun. Patton (1986) observes

'hat program evaluation, as a method of judging programs, was born of

two lessons from this period of large-scale social experimentation and

governmental intervention: (1) the realization that there is not enough

money to do all the things that need doing; and (2) it takes more than

money to solve complex human and social problems (p. 20). The informa-

tion age of the 1980s has multiplied our ability to generate, store,

retrieve, transmit and process information. The issue now is not the

mere creation of information, but rather its application.

During this evolution, program evaluation has tended to emphasize

program improvement, the integration of evaluators with decision makers,

and the recognition that both quantitative and qualitative approaches

are useful, depending upon the situation under study (McLaughlin, 1988).

The increasing complexity of the information age has led to increasing

selectivity--only that data which has direct utility to the stakeholders

and to the program itself should be gathered and analyzed. This neces-

sitates closer integration of evaluation and decision-making functions.

In effect, the current focus on utilization is an accountability state-

ment on evaluation itself; i.e., if evaluation is to be done with pro-

gram resources, then application of the findings and evaluator accounta-

bility should be assured from the onset (Patton, 1986, pp. 12, 13, 25).

Conceptual Considerations

What Is Program Evaluation?

As a working definition, program evaluation is a process for

systematically gathering information to determine the degree to which a

program is accomplishing its purpose(s) and whether it is utilizing

resources appropriately, effectively, or efficiently. In this chapter,

a program will be defined as a collection of people and resources desig-

nated to work for a common purpose. A program may also be construed as
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an individual who provides an array of services for a designated pur-

pose. It is important to make and maintain a clear distinction between

program evaluation and personnel evaluation: program evaluation is the

evaluation of a program in relation to its goals, while personnel evalu-

ation is the evaluation of individual performance in relation to the

standards of one's job functions and responsibilities.

Program evaluation can generally be viewed as an outgrowth of eval-

uation research. While basic research seeks to determine facts, rela-

tionships, and truth, evaluation research is more the process of making

judgments of worth or appraisal of value. Procedures us: I to discover

knowledge are similarly called upon to evaluate one's ability to apply

knowledge. Thus, evaluation research is an attempt to utilize the sci-

entific method for the purpose of assessing the "worthwhileness" of an

organization's activities. The primary objective is to determine the

extent to which a given program or procedure is achieving a desired

result. Unlike basic research, the program evaluator must be constantly

aware of the utility of findings as an aid in planning and development

of the program (Suchman, 1967, pp. 20-21).

Maher and Bennett (1984) emphasize the value of evaluation in

designing or modifying a program. Evaluation provides information so

judgments can be made about the continued need for the program, the

continued appropriateness of its goals, the strengthes or weaknesses of

different development options, the manner in which the program is

carried out, and the ultimate success of the effort. This information

becomes the basis for program impm,ement (pp. 4-5).

One of the rlost comprehensive references to date is Patton's book,

Utilization-Focused Evaluation (1986). He describes program evaluation

as "the systematic collection of information about he activities,

characteristics, and outcomes of programs for use by soeciic people to

reduce uncertainties, improve effectiveness, and make decisions with

regard to what those programs are doing and affecting" (p. 14). It uses

research methods to gather information but differs fundamentally from

basic research in the purpose of data collection: "Research is aimed at

truth, while evaluation is aimed at action" (p. 14).

167

1%7



Program evaluation is thus a systematic, planful process whereby

info on is gathered in a way that facilitates judgments regarding

value and efficacy of the program. It enables program planning and

development. Decisions about the types and quantities of information to

gather will be driven by the evaluation's purpose.

Why Do Program Evaluation?

Decisions resulting from program evaluation will usually be better

if based on systematically gathered data rather than on instinct or

estimation. Program evaluation documents accountability in the achieve-

ment of program mission or objectives. It can help justify continuation

of the program, assignment of additional resources, or changes in pro-

gram direction. A well done and well written program evaluation report

will serve as a boost to program image and to public relations; it can

enhance the self-esteem and sense of accomplishment among program staff;

or it may be submitted as input to periodic accreditation evaluations.

These efforts are also consistent with the movement toward expanding the

empirical base for school social work and social work In general, as

developed by the NASW Social Policy and Practice Center and the national

research networking efforts of David Kurtz and Richard Barth

(Bramschreiber & Flieder, 1987).

The program evaluator must determine the purpose(s) for his or her

effort early in the planning and design stages. This enhances utiliza-

tion, informs staff and facilitates efficient planning as previously

mentioned. Application of evaluation results can occur long after the

evaluation is completed. A well documented and thorough report can be a

vital reference years after its completion, should unanticipated nerds

arise; an initial evaluation may be used as a baseline for comparing

subsequent findings.

Horvath (1985) identifies four reasons for program evaluation from

the, perspective of the administrator or stakeholder: (1) program

improvement, (2) policy analysis, (3) accountability, and (4) pt..5lic

relations. Where new circumstances arise, evaluation data may be useful

in policy analysis. Whatever the findings, they will likely be good for

public relations--i.e., positive findings can affirm and support the

program; negative findings can be used to support requests for
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additional funding or support for politically difficul' program changes

(Horvath, 1985).

Fitz-GibL;on and Moms 1978) define he two general, commonly

accepted evaluation purposes in their helpful handbook How to Design a

Program Evaluation. Formative evaluation aids in the development and

improvement of the program. It helps to conceptualize what the program

is and how it works. This provides immediate feedback to suggest

refriements and determine where problems exist during the formative

stages of the program. Summative evaluation views the overall impact of

the program after it has passed its developmental stage and is function-

ing as intended. This type of evaluation reflects what the program

looks like and what has been achieved. It usually leads to a judgment

about whether to continue, terminate, or modify the program (pp. 9-19).

From a management ..andpoint, "evaluation becomes an essential part

of the entire administrative process related to planning, development

and operation" of a program (Suchman, 1967, p. 132). It can assist in

decisions of whP, will be done and how it ;sill be done. Mist program

evaluations in scnool social work, initiated by the program supervisor,

will be of the formative type, i.e., the evaluation will seek recommen-

dations for improvement, Increased eificiency or solution of specific

problems. However, there may be occasions when a program evaluation is

imposed from outsioe the organization or from a higher authorty within

the same organization. Where there are very strong vested inter.2s,., in

a program, worthwhileness may be taken for granted such that examining,

questioning, or challenging its underlying assumptions will generate

resistance to tne evaluation process. This resitP.nce may be magnified

if there is conflict between the goals and objectives of the program and

the goals and objectives of the total organization (Suchman, 1967, pp.

132, 146).

The purpose of tht evaluation should be clearly identified early in

the planning process; likewise, what questions are to be answered and

who should receive the evaluation results.

A mumr reason for evaluating policies and programs is to make sure
what e wut to have happen actually happens.... Sincerity and
caring mean that one wants to do a 9ood job, be effective and make
a difference.... People who really care about their work are
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precisely the people who can benefit most from utilization
focused program evaluation (Patton, 1986, p. 16).

Who Is Involved?

Simply stated, there are two categories of people invc- ?ci in pro-

gram evaluation efforts: evaluators and stdkeholders. To increase the

likelihood that the evaluation will be applied in harmony with program

needs, evaluators need to work with program uecision makers as early as

the planning and designing stages. Evaluators should know the theory.

design, and implementation of program evaluations as well ds data mea-

surement and analysis; report writing and presentation; and group pro-

cess. In larger organizations you may find people of this description,

but more often they will come from outside the immediate organization of

the program under study. Sometimes referred to as "outside evaluators"

or "external experts," they must be knowledgeable about the purpose of

the program as well as program evaluation techniques. Evaluators should

have little or no stake in the outcome beyond making the process and the

proouct as objective and professional as possible, plus enabling the

evaluation tc be as useful as possible in accordance with its intended

purposes.

Stakeholder' are those who care about, plan, benefit from, or pro-

vide the program. They provide data for the evaluation and use, benefit

or suffer from the results. McLaughlin (1988) identifies two subcate-

gories of participants in this grouping: (1) decision makers--program

administrators, board members or others who control the allocation of

resources to the program, including program supervisors or others who

make day-to-day decisi'ns about the program so that it meets the intents

of the administration and the needs of clients; (2) program influencers

--those people who influence administrators regarding the allocation of

resources, i.e., students, parents, advocates, community members or

politicians.

Hcw Is Program Evaluation Done?

In a general sense, program evaluation from star,: to finish encom-

passes planning, implementation, and follow-up. Of these, planning may

be the most important part since it nreatly influences subsequent steps

and the ultimate outcome. Of prime importance in this phase is specific

articulation of the purpose or reason for the evaluation. The scope of
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the plan should accomplish what is needed and avoid over-generation of

data which can result in diluting or confounding outcomes. A program

evaluation design prescribes when and from whom data will be gathered

during the tours.. of the evaluation. It helps to ensure an organized,

thorough study in which the right people will be doing planned activi-

ties at the pre-planned time.

Rutman and Hudson (1979) identify three major types of evaluation

measures--effort (inputs), efficiency (economy), and effects (outcomes).

Assessment of effort involves measurement of kinds or amouAts of inputs

or activities the program utilizes in pursuit of its goals. Efficiency

tests the relationship between expenditure of resources (primarily time

and money) witn the o'Acomes produced. Effectiveness assesses the

extent to which the program achieves its stated goals in terms of out-

comes (p. 426).

Time spent planning will usually pay gcod dividends in the long

run. The program supervisor must be mindful that an evaluation will

require monetary as well as non-tangible expenditures, such as staff

time. A time to implement the evaluation should be chosen carefully

such that its results are needed and wanted for program improvement.

There are times to avoid as well, such as peak rush periods when this

would put unnecessary stress on staff and resources. Once the data is

collected, it cannot be changed (Bramschreiber & Flieder, 1987).

Wholey (1979) outlines a preparatory process called "evaluability

assessment," which is the formal collaboration of program managers and

staff with the dec sion-making system regarding the questions to be

answered by the evaluation process. The sequential steps in evaluabil-

ity assessment are as follows:

1. Identify the primary intended users of the evaluation and

determine, trom their perspective, what activities and objectives

make up the vogram under study;

2. Collect information on program activities, goals and objectives

and underlying causal assumptions as can usually be found i pro-

gram documents or by interviewing the staff;

3. Synthesize the information collected in a "rhetorical program

model" that links resource inputs, intended activijes and their

impact;
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4. Determine the extent to which such a program model is suffici-

ently clear so that evaluation is both feasible and potentially

useful to intended users;

5. Present the results of analysis to program managers and

intended users for reaching agreement on an evaluation plan.

(Rutman & Hudson, 1979, p. 424)

Schofield and Kraetzer (1986) applied Wholey's evaluability assessment

to school social work program evaluation. Their useful report suggests

possible quantifiable measures which can be used to address numerous

evaluation questions.

McLaughlin (1988) presents a comprehensive model of the steps in

program evaluation. It begins with focusing which involves assembling a

team to identify components of the program to be evaluated, designing

the evaluation, anu articulating its intended uses (much like Wholey's

evaluability assessment outlined above). The evaluation team would be

well advised to establish a management plan to guide the conduct of the

study. This would include such things as a written schedule of events

and a budget. These aids will help the team maintain order and com-

pleteness.

The second step is describing the program. The evaluation team

describes the interactive components of the program in terms o:- inputs,

processes and outcomes. The program des.ription includes all the stan-

dards of the program and links program evaluation to program components.

Next, the team develops evaluation questions. These should reflect

stages in programmng (plan, implement, operate, and complete). The

types of questions may reflect program design, implementation, outcome,

or cost. The fourth .,tep is information collection. McLaughlin

encourages evaluators to look for existini data collection instruments

before launching out to develop new ones The objective is to gather

information that will lead to informed program change. As the evalua-

tion proceeds, the need for immediate change may become evident. This

adjustment may be made since it is not always necessary to wait until

the full evaluation is completed to revise the program.

The next step is data analysis which can be field Lasted or run

with mock data to detect potential pitfalls before they occur. After

the data is analyzes someone must write the evaluation repert. It is
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recommended that a contract be established with the outside evaluator(s)

for writing the -eport, designating specific topics to include, and the

due date. Pers'Jnal experience will attest to the wisdom of having out-

side evaluators prepare the final written report, which is in additiGn

to the immediate verbal report that is expected as they conclude their

part in the evaluation and prepare to exitthe site. Having an "execu-

tive summary" prepared is also useful--this should be limited to two

pages containing only the highlights of the complete report.

Being totally committed to the concept of program evaluation, plans

should allow for a meta evaluation or evaluation of the evaluation.

This is accomplished by posing similar questions of the evaluation pro-

cess as one would ask during a program evaluation; e.g., did the plan

answer the evaluation questions? Did the tenef4ts of the process justi-

fy the cost? What use will be made of evalue-,on findings? The meta

evaluation occurs as each of the previous six steps in the evaluation

are concluded (McLaughlin, 1988).

Special Considerations

When the evaluation is of the formative type, efforts should be

made to include as many sources of comparative informatic.1 as possible

in order to answer the question, "Compared to what?" In the ideal

situation, a control group or time series design could be employed to

discover the effects of the program being evaluated. In fact, it is a

good idea to locate a control group or collect time series data as a

baseline before the program begins (Fitz Gibbon & Morris, 1978, pp.

14-35). With formative evaluations the rigor of the design can be

relaxed (as compared to summative designs) since the constituency is

primarily program staff. When the design is relaxed, interpretation of

results must be made with appropriate caution. One fu xtion of

formative evaluation is to collect differences of opinion about how the

program should be designed or implemented.

Compensatory and special education programs present special prob-

lems to program evaluation. By statute identified children must be

served, thus we encounter both ethical and legal difficulty in withhold-

ing treatment from control groups as a basis of comparison to identify

and demonstrate effects of the program being studied. This is one point

at which tne controversy between quantitative and qualitative approaches
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will impact school social work program evaluation. Kushler and Davidson

(1979) assert a strong argument in favor of using a true experimental

design with randomization when evaluating social programs. This was

balanced mcre recently by the cogent point made by Staudt and Craft

(1983) that "it should be recognized that practical, political, and tra-

ditional forces at the policy-making level may have more influence on

decisions than will empirical data" (p. 130).

Where control groups are not available, Fitz-Gibbon and Morris

offer these design suggestions: (1) nri-equivalent control groups-

perform the same test in another school or area where no such program

exists; (2) evaluate components of the program and compare results; (3)

compare diverse programs with respect to consumer satisfaction; (4)

identify factors in successful cases, then seek their presence from

cases in the program being evaluated; (5) set local goals and measure

goal achievement; and (6) make the evaluation theory-based, looking at

those activities viewed as critical to obtaining gcoa results given the

goals of the program (1977, pp. 14-22).

Interrupted time series designs (Radin, 1979) can be an alternative

in the absence of a control group. Another technique to use where con-

trol groups are unavailable is offered by McLaughlin (1988). This

approach identifies rival hypotheses that would explain why the program

outcomes appeared. If no rival hypothesis can be upheld, one can rea-

sonably support the conclusion that outcomes are causally related to

prcgram inputs and activities.

Case Study

In 1983 a program evaluation was accomplished in the School Social

Work Program of the Grant Wood Area Education Agency, an intermediate

education agency servicing 39 school districts over a sever, :ounty area

in East-central Iowa. At that time the program was staffed by 21 M.S.W.

school social workers, one program supervisor, and one program secre-

tary. It is one of numerous disciplines providing support services in

the Division of Special Education which were required by administrative

directive to undergo program evaluation within a two-year period. This

was our first attempt at program evaluation. We had benefit of only a

fraction of the literature referred to previously in this chapter--
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primarily Fitz-Gibbon and Morris (1978) and SuLhman (1967). Rather than

a model of contemporary program evaluation in school social work, it is

being presented as an example of how one actual study was conducted.

Possibly other programs will benefit from our early experiences and be

encouraged to develop them for further application.

A planning committee was formed with five social work staff members

and the social work supervisor. They developed a design which was sup-

ported by staff consensus and approved by the Director. The stated pur-

pose was to conduct a formative evaluation leading to statements of cur-

rent quality and recommendations for future improvement. The team

developed a questionnaire based upon the job description, program

description and the evaluation questions generated. One major question

was: "How do consumers rank the value of our various services?" The

design called for three sources of input data: school professionals

(consumer evaluation), school social workers (self-evaluation), and

external experts.

Consumer evaluators included four categories of school district

personnel (principals, guidance counselors, special education teachers

and regular education teachers) plus other support staff within the

Division (school psychologists, speech clinicians, special education

consultants, etc.) who were randomly sampled via the developed question-

naire. The 21 school social workers also evaluated themselves using the

same questionnaire completed by consumers.

The questionnaire was fashioned so that it could be answered by any

stakeholder subgroup. It consisted of: (a) 22 positively worded state-

ments to which respondents indicated their level of agreement or disa-

greement on a four-point rating scale (forced choice); (b) a list of the

11 primary services provided by the agencyespondents were asked to

rank these services in order of importance to them; and (c) one open-
"

enaed cjestion seeking suggestions for improvements in the School Social

Work 0.ogram. The questionnaire was mailed tc consumers with a cover

letter and return envelope. Ill cases where responses wele not returned

within two weeks, a follow-up mailing was accomplished. Return rates

from those sampled were very nigh, ranging from 89% to 100% among the

various respondent groups.
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External experts consisted of two state department officials and

two veteran school social work supervisors from other parts of the

state. As a visiting team, they were free to establish their own design

and methods. They were giver, broad latitude and support, though a set

of questions and expectations was provided for them. They conducted

structured interviews with all school social work staff, selected school

personnel, parents, and community agency personnel. They also conducted

records reviews. At the conclusion of their site visit (two and

one-half days) they made a verbal report to approximately half of the

school social work staff and the Division administration. The explicit

understanding was that a report would be written by them and submitted

within one month of their departure.

After the external experts' written report was received it was

included verbatim as part of the final program evaluation report. This

final report included numerous charts and graphs to summarize informa-

tion in visual form as well as written corm. The Appendix included

copies of every document generated hroughout the evaluation process,

including computer printouts summarizing questionnaire data, cover let-

ters, external experts' itinerary, narrative responses from open-ended

questions, everything which might have historical or baseline value for

future reference.

Our program evaluation confirmed the hypothesis of widespread value

and support for school social work services among consumers. In addi-

tion, it provided a rank order of value among those services as perceiv-

ed by the schools. Crisis intervention, ccunseling and conslitation

were found to have the highest value among school personnel, while

reports and inservice training were of least value. It also pointed to

the need to further refine the school social work service role within

the purview of special education. A more narrow role was also needed in

order to reduce the risk of burnout among staff. This led to the forma-

tion of a task force the following sumer which more clearly defined the

role and prin,ities ;-F school social work services.

A two-page summary of the final report was written and has been

useful in reporting to our Agency board, our new administrator, the

supervisors' group, etc. We did not do a formal meta evaluation, though
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there was general agreement that the benefits of the program evaluation

were well worth the less than $500 expenditure.

The Division and its programs will be undergoing another cycle of

program evaluations to be completed by 1990. At that time we will be

much more knowledgeable about how to apply program evaluation. We will

start with the final report from our first experience, decide what we

can use to draw comparisons with, update it according to our current

evaluation questions, and make it more utilization-focused.

Conclusion

While little has been written on the subject of program evaluation

in school social work, a growing body of literature in special education

and evaluation research has applicability to our specific practice area.

It is reasonable to expect that program evaluation in school social work

will increase under the combined influences of increasing program evalu-

ation activity in special education, the greater accountability expecta-

tions of education in the excellence movement, and the expansion of the

empirical base for socia' work.

Much can be learned in undertaking a program evaluation. Some is

unanticipated, but usually can be turned to the advantage of programs,

staff, and consumers. Based upon our first experience at Grant Wood

Area Education Agency, we would recommend and encourage that other

school social work programs take the opportunity for self-improvement

which results from such an endeavor.
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CONTENT ANALYSIS: IT DOES HAVE A

A PLACE IN SOCIAL WORK RESEARCH*

ctula Allen-Meares

ABSTRACT: Content analysis is presented as a research tech-
nique that social work researchers and practitioners can use
to study developments and trends in social work practice, the
status of social work knowledge building, the redirection of
relevant policies, and accountability procedures in social
service agencies. Methodological issues such as leveloping
categories, defining the unit of analysis, sampling, and
determining reliability and validity, are described and evalu-
ated. It is concluded that content analysis provides a common
basis For researchers and practitioners to document the
processes and outcomes of the profession.

INTRODUCTION

Content analysis is a research technique and clinical tool useful

to social work. The potential of this method is great because it can be

used to study developments and trends in social work practice, the

status of social work knowledge building, the redirection of relevant

social welfare policies, and accountability procedures in social service

agencies. This article identifies some of the major methodological con-

siderations that evolve during its application.

Definition and Characteristics

"Content analysis is a technique for making inferences by systemat-

ically and objectively identifying specified characteristics of mes-

sages" (Holsti, 1979, p. 601). Berelson (1952) and Kaplan and Goldsen

(1964) defined it much more specifically. Berelson stated, "Content

analysis is a research technique for the objective, systematic, and

quantitative description of manifest content" (p. 18). According to

Kaplan and 6 ldsen, "The content analysis aims at quantitative classifi-

cation of a given body of content in terms of a system of categories

*Copyright 1985 by the Haworth Press, Inc. Reprinted with permis-

sion from the Journal of Social Service Research, 7(4), Summer 1984, pp.

51-68.
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derived to yield data relevant to specific hypotheses concerning

content" (p. 25).

Regardless of dif-orent emphases, content analysis is an objective

coding of communication messages developed to yield data relevant to

specific hypotheses concerning content or research questions (Carney,

1972). One could use content analysis to analyze the recorded interac-

tions of social work students before and after a training program in

order to evaluate the efficacy of the training. A central question

might be: "Did students who participated in the training use more

reflective listening statements after training?" Content analysis might

also be used to study social work texts: "Do recent texts present gays

and lesbians in a more positive context than older texts? Are blacks

more likely than women end other minority groups to be presented in a

negative context in social work texts?"

Objectivity requiries that the analysis be carried out on the basis

of explicitly formulated rules that enable others to obtain the same

data. The second criterion, inclusion and exclusion of content into

categories, is determintd in accordance with consistently applied

criteria of selection. This is essential for assuring a non-biased

selection of the content by the researcher. Quantitativeness is the

third important criterion common to the definitions. Content analysis

aims to place specific units of content into precise catgories. For

example, the occHrrence and kinds of themes in a casework record can be

categorized and counted over time, and presented as "frequencies," "more

often," and "increases," etc

Some definitions recognize qualitative content analysis--much of it

quasi-quantitative. Qualitative analysis employs a less rigorous proce-

dure of counting. Also, less formalized categories are employed and it

is usually conducted on a small or incomplete sample. Very often, the

content under study may contain a higher ratio of non-content to content

statements than quantitative. Also, there is relatiiely less concern

with the content, per se, than with the content as a reflection of deeper

phenomena. When a high degree of precision, objectivity, and accuracy

is required, quantitative analysis should be employed.
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Uses in Social Work

Content analysis is useful for determining trends or patterns in

communication; tracing the development of scholarship; identifying

variables in decision-making; inferring cultural change, values, and

interests of different groups; and identifying the recipient and the

origin of the message (see Pool, 1959; Budd, 1967; Holsti, 1971). It

can be applied to written documents, which include books, articles, case

records, tape recording transcripts, summaries of meetings, and logs of

a social worker's activities (see Dollard, 1947; Reid and Shyne, 1969;

Hollis, 1972; Shayne, 1975; Thomas, 1975, Tripodi and Epstein, 1980).

Also, several social work dissertations have drawn upon content analysis

as a primary research technique (Boldi, 1971; Moss, 1972; Fatout, 1975;

Abott, 1977; Hinchman, 1977, Yoder, 1980).

In social work practice, Tripod and Epstein (1980) argue that the

technique can be used to analyze and monitor a clinical social worker's

performance as she/he implements treatment in accordance with treatment

planning and agency policy; co identify problematic/common themes that

emerge during the early phase of worker-client contact; and to evaluate

the success of treatment, specifically to identify a decrease in the

number of themes a particular problem is mentioned by the client as the

treatment evolves. They maintain that it is valuable for clinical sup-

ervision. Supervisors could more systematically and objectively evalu-

ate the interactions between client and worker using the process

records. Also, the principles of content analysis applied to case

records could enhance the validity and reliability of the inferences

drawn from them (Hunt, 1952; Auld, 1955; Psathas, 1966).

Taber and Shapiro (1965) used a structured schedule to determine

the proportion of empirical content in a sample of articles. Their

analysis was quantified in two ways: by measurement of number of column

inches and by a count of types of references. They sought answers to

such questions as: How have social work writers contributed to

knowledge? What is the status of Knowledge building in social work?

Another illustration of the method involved an analysis of journal

articles in social wc-k over a ten year period (Meares and Lane, 1982).

This study found several important shifts in services. A broader con

ception of practice was found in the period comprising the later five
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years, with a focus on pupil groups and the mezzosystem level. Trends

reflected a move away from the direct service model and toward a more

indirect approach.

METHODOLOGICAL CONSIDERATIONS

There are a number of important methodological considerations in

the application of this technique. How stringently the analyst pursues

each is dependent upon a number of factors (e.g., the level of under-

standing sought, the intended use of the data). A practitioner may want

to discover the problematic themes in the interactions between husband

and wife during the initial phase of treatment. This may merely involve

a cursory review of tapes or records, without developing highly sophis-

ticated categories and concern for generalizability. However, in the

Taber and Shapiro (1965) study, the issues of reliability, and the

refinement of categories, were necessary requirements if the findings

were to be taken as valid.

According to Holsti (1971) an analyst must complete the following

steps: develop categories in which to place the data; determine what

unit of analysis will be used (e.g., the character, the word, themes,

the whole natural unit such as space and time measures, or the physical

division of material); select what content unit will be used (the larg-

est body of content that can be examined in characterizing a recording

unit such as an article, book, paragraph, or a grammatical unit); deter-

mine the universe or population and its nature for sampling purposes;

insure reliability among coders if several are used to categorize the

data; and guarantee validity (do the categories measure what they intend

to measure ?).

Category Development

Critical to obtaining an objective and systematic account of con-

tent, is having clearly formulated categories into which the data can be

placed. If the categories are not well thought out, then the content

analysis is questionable. Categories can be subject-focused, and they

may reflect the pro or con treatment of a subject matter. For example,

what is the communication about--abused children, exceptional rhildren,

or neglected children? What policies are being advocated? The origin

or the source of the communication may be the focus. For example, the
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professional identify of the communicator could be a social work educa-

tor, practitioner, or a non-social work professional. Categories can

also reflect the target of the communication, or values, methods, and

traits. For example, to whom the message is intended, and what are the

characteristics of the message? Are social work practitioners the

target of the message? Does the message suggest or urge specific

changes in practice, or knowledge building?

Content analysis can be undertaken only when the problem under con-

sideration can be formulated as a worthwhile hypothesis that establishes

the categories to be studied. The development of categories requires

the analyst to work closely with the material under investigation, mov-

ing back and forth from the content to the categories, defining and

redefining the indicators (Holsti, 1971). The indicators evolve from

the hypotheses or questions, which in turn, assist in category develop-

ment. For example, the analyst may believe that certain social work

tasks are recommended in the literature. He/she then develops tentative

categories that reflect current theory or knowledge. Of course, there

is some preliminary review of the content. These categories are later

expanded and modified, and rules to govern the inclusion Jf content into

specific categories are developed.

The analyst is concerned with whether the hypotheses or research

questions adequately express the problem; whether the categories ade-

quately express the hypotheses/questions; and whether the indicators

adequately express the categories. The analyst should pre-test the use-

fulness of the categories on the content, modifying them as new insights

are acquired (Holsti, 1971).

"A content analyst can be no better than its system of categories"

(Holsti, p. 644). The categories should be exhaustive and mutually

exclusive. No one item can be scored more than once within a category.

The analyst develops rules that can be used to determine boundaries of

the various categories and what kind of information belongs in each.

For example, a field instructor may want to compare the intervention

behaviors of several different students in their recorded interviews.

By reviewing interviews she would obtain a general sense of student

behaviors. Given her a priori knowledge about the kinds of intervention
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behavior, and her central area of concern, she would proceed to develop

tentative categories that had behavioral referents. These categories

would be modified as new insights evolved (see Tripodi and Epstein, p.

116)

Unit of Analysis

In addition to defining the categories into which content data may

be classified, the analyst must designate the size of the units to be

coded. The initial step is to define the recording unit, the specific

segment of content that is characterized by placing it in a given cate-

gory (Holsti, p. 647). Several different recording units may be used,

e.g., the single word; the theme; the character; the paragraph, sent-

ence, or other grammatical unit; and the item (film, book, entire

article).

The context unit is the largest body of content that may be

searched to characterize a recording unit. The coder may be instructed

to refer to the sentence, the paragraph, or the article to determine,

for example, the attitude of the social work profession in regard to

child abuse and abortion. The selection of the recording unit is gener-

ally based upon which units best meet the requirements of the research

problem, and which units will give satisfactory results with the least

expenditure of resources (Holsti, p. 648). For example, in the previous

illustration of the field instructor interested in the kind of student

intervention behaviors the entire recorded interview becomes the

recording unit and could also serve as the unit of enumeration. She

could classify each interview by the intervention used most often by the

different students. In this illustration, it would be unwise for the

analyst to only review every other paragraph within an interview or to

count them. Important data would be lost by using a unit of analysis

that is too small for the research question. The selection of a record-

ing unit is based upon how fine are the discrimination desired to

satisfy requirements of the study.

The recording unit must be appropriate and sufficient in size to

guarantee the appearance of the message or content under study. For

example, in the Taber and Shapiro (1965) study. data were qualified in

two ways: by measurement of column inches, and by a count of reference
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types for each article reviewed. Weinberg (1982) used a different

recording unit. She analyzed the individual autobiographical works of

disabled persons from beginning to end, identifying sections that

described the author's early childhood. Childhood was then defined as

birth through age 10. Those sections of each book that deal with early

childhood, and all sentences and paragraphs that involved discussion of

the individual's disability, were abstracted and put on index cards.

Each idea or discrete childhood incident was placed on a single card.

All cards from the various authors were then sorted and grouped by

common experiences (p. 221). Counting of column inches of each autobio-

graphy would have been inappropriate to answer Weinberg's concerns.

The content analysts must also choose the unit of enumeration, that

is, the unit in terms of th2 quantification to be performed. The

recording unit and the unit of enumeration may be identical as in the

previous illustration of the field instructor. An important aspect of

the investigator's choice, however, is that each system of measurement

has a set of assumptions on the nature of the data and the inferences

that may be drawn. For example, one can measure space or count column

inches as Taber and Shapiro (1965) did; or one can determine the

frequency of an idea in the content or the intensity of given state-

ments. The analyst should be aware of the advantages of a specific

recording unit.

For example, an entire article may be read (as context unit) and

then categorized (recording unit) into whether it supports a particular

approach to social work knowledge building. Thus, the article becomes

the recording and context unit. As the size of the context unit

increases, the number of neutral evaluations decreases significantly

(Krippendorff, p. 59). However, if one wanted to know the specific

intervention strategies that are contained in the approaches, a smaller

unit of analysis within each article would be standardized and applied

to every article. This latter procedure may prove to be more time

consuming but would yield a more discriminating analysis.

Sampling

A brief discussion of sampling issues is possible here, A review

of the content analysis literature revealed that the sort of sampling
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issues of concern in other types of social work research are also of

concern in content analysis. The researcher must define the universe

to be reviewed, from which a sample can be drawn (see Holsti, p. 454 and

Krippendorff, 1980). This may not always be possible. Regardless, the

analysis must develop criteria for determining what is the universe, its

size, and its 6iaractoristics. Once the universe of the communication

is defined, the analyst then may make as many as three decisions: What

sources of communication, will be selected? Which documents will be

included in the sample? Should sampling occur within documents? Each

decision requires criteria to be developed to ensure that the analyst's

election is non-biased.

There are several types of sampling schemes. Whatever scheme the

researcher selects, a chief aim is to yield a sample that is representa-

tive of the content under study. The specific procedure used to identi-

fy the sample should be justified. Random, stratified, systematic,

cluster, multistage, and varying probability sampling procedures are

described in the writings of Krippendorff ('980). Each sampling proce-

dure requires that the researcher have specific knowledge about the

content under study.

For instance, if the researcher adopts stratified sampling,

(dist:nct sub-populations within a population or strata are identified,

and then random selections are carried out in each stratum), the result-

ing sample reflects a priori distinctions known to exist within the

population. For example, journals can be stratified on the basis of

frequency of publication, size of readership, or audience composition.

Systematic sampling, on the other hand, is favored when data stem from

regularly appearing publications or a stringlike order of writings, such

as films and articles. Cluster sampling (uses groups and subgroups of

elements as sampling units) is a practical approach when the researcher

cannot list the elements in the population (as opposed to listing the

groups in which they occur). A modification of cluster sampling is

multistage sampling (samples are drawn using one or more sampling

procedures in succession). Varying probability sampling (assigns

probabilities of inclusion in a sample to each unit according to some a

priori criterion) is important in content analysis because of the
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commitment to making inferences about phenomena not included in the

sample. In actuality it represents the statistical "knowledge a

researcher has about the context of the data (Krippendorf, p. 68).

Sometimes the universe is so small that all units of the population

must be analyzed, as was the case in Meares and Lane (1982). Several

steps and criteria were developed for purposes of identifying the uni-

verse. The first step was the designation of the journals (universe)

from which articles were to be selected. Four journals, Social Service

Review, Child Welfare, Social Work, and Social Casework, were selected

according to the following criteria:

1. The journals were national in scope, i.e, both for audience and

contributors

2. The journals were generally considered to be the major journals

of social work and to reflect the major trends of thought in

the ve- ous areas of social work.

3. The journals had been used in previous content analysis studies

(e.g., Taber and Shapiro, 1965; Weinberg and Tripodi, 1969).

4. The journals covered the ten-year period from 1968 to 1978.

5. The journals did not represent any one area of specialization

in social work and therefore reflected the general, major

trends in the various areas of social work.

The second step consisted of creating a comprehensive list of all

relevant articles. This was accomplished by surveying the cumulative

yearly index of each volume of the journals, using key words, such as

"school social work," "schools," "learning," "education," "children,"

"adolescents," and "family" to identify and list the titles of all

articles that appeared to be relevant to the field of practice.

After the entire list was completed, each article was reviewed

individually to determine if it should be included in the population.

Articles were automatically included if they met any of the following

criteria:

1. The article was listed under "school social work" in the index.

2. The article's title indicated that words "school soLial work"

or the equivalent.

3. The article's abstract indicated the article's focus to be on
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school social work or to include school social workers.

4. The content of the article contained a clearly identifiable

discussion of school social work.

As stated previously, a real dilemma in executing a sampling plan

in "conducting content analysis is making certain that the process

yield: a sample from which generalizations can safely be made"

(Krippendorff, p. 69). Justification of a sampling plan is generally

more difficult in content analysis than in survey research. In content

analysis the data are not the object of attention, but they represent

the steppingstone to the central interest (see Krippendorff, p. 69).

There is always the possibility that the analyst may have only selective

amounts of material at his disposal.

In general, a sampling plan has to cope with a large number of

irregularities--for example, some of the back issues of a journal turn

out to be missing. In order to ensure that the sampling plan is free

from biases, a special effort must be made to obtain the missing data.

If data cannot be located, the analyst might replace them with other

units. Moreover, the sampling plan and procedure must be explicit so

that others can replicate the process and obtain the same results.

Reliability

A crucial issue is the computation of an index of intercoder relia-

bility. If the analyst has a large amount of material to analyze he or

she may elicit the assistance of coders. Of importance is the minimiza-

tion of the analyst's subjectivity to obtain an objective description of

the content. The coders must agree upon the boundaries of the material

to be coded, the same results should be produced when the same categor-

ies are applied to the same content at different times.

If several coders are used, reliability must be established as

consistency among coders, and reliability must be maintained through the

duration of the study (Maas and Polansky, 1960, p. 134; and Spiegelman,

Terwillger, and Fearing; 1953, p. 175). Threats to reliability

originate from the code or coding instrument that contains the

predetermined categories into which the content units are to be

classified, or the coders (Funkhouser and Parker, 1966).

Spiegelman et al. (1953) indicated that the index of consistency of
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agreement among judges is dependent upon the degree of ambiguity of the

stimulus (content) material, the degree of ambiguity of the categories

and criteria, and the frames of reference, specific skills, and

insights of the judges as related to a specific judging situation (p.

176). If the categories are not clearly and adequately defined, the

coders will undoubtedly misclassify the content. The refinement of

categories and the development of detailed rules of classification to

govern the categorization process, along with coder training, should

result in a higher reliability coeffic'ent. Errors that result from a

defective code (i.e., ambiguous, inexhaustive, poorly defined,

over-lapping, etc.) generally appear scattered about the range of

possible disagreements, while the errors originating through the coders

tend to fall into systematic patterns (Funkhouser and Parker, 1966,

p.3).

For example, if one were dev loping categories to classify the

content of articles published in select social work journals-

specifically on handicapped children--the development and refinement of

specific categories of children would be warranted. For example, one

may proceed to develop subgroups of categories under this major

heading--learning disabled, educable mentally handicapped, and

emotionally/behavioral disturbed, etc. An explanation of each subgroup,

along with specific indicators and descriptive profile could be provided

to coders to guide the analysis.

Ambiguity and coder skills are considered important factors in the

total coding error (Scott, 1955). Although Spiegelman et al. (1953)

indicated that the ambiguity found in categories may be a more important

factor than certain types of precodirg training in obtaining high relia-

bilty, Holsti (1971) argued that training of some form is usually

required and can significantly idcrease intercoder agreement.

The most significant threats to reliability are those that origi-

nate within the coding instrument (Maas and Polansky, 1960, p. 134). To

a large extent the reliability of classification procedures is a func-

tion of category definition and the types and numbers of discriminatioos

to be made (Holsti, 1971). The degree to which the categories and cri

teria for the categories are unambiguous, the higher will be the
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reliability of the code. Therefore, "designative" categories and

criteria provide for a higher agreement rate and reliability index than

more "appraisive" types of categories, such as thematic analysis

(Spiegelman et al., 1953, rp. 176-7). Thus, the development of

categories must not be a predetermined, rigid process, but rather', a

flexible process that develops as the project unfolds. Categories

should never be fixed before the researcher has tried to train coders,

primarily because in the process of training these observers to be

consistent, the researcher's own operational definitions will become

clarified and more precise (Maas and Polansky, 1960, pp. 134-5).

Testing of categories on a sampi.e of the material to be analyzed

enables the investigator to determine which categories require addition-

al refinement. Reconstructing and redefining the categories by making

them dichotomous, by defining them exhaustively, or by aggregating cate-

gories that make unnecessarily fine discriminations, can improve the

reliability (Holsti, 1971, p. 658; Funkhouser and Parker, 1966, p. 3).

If the low reliaoility appears to be the product of the coders the

analyst may seek to improve the situation by adding or subtracting

coders, or by providing the coders with more extensive training (Holsti,

1971, pp. 658; Funkhouser and Parker, 1966, p. 3) (see Table 1).

For example, two coders are asked to independently classify a

series of ten client self-statements drawn from an interview. According

to criteria on which received training, the coders classified each

statement as indicative of "1" = a positive attitude toward self, or

"0" = a neutral or negative attitude toward self. Table 1 illustrates

intercoder reliability of 70% for the first reliability check. However

with additional training and criteria to assist in judging they obtained

a final reliability of 90%.

Table 1

Illustration of Intercoder Reliability

First Reliability Check

Self Statementa 1 2 3 4 5 6 7 8 9 10

Coder 1 0 1 1 0 0 1 1 0 1 1

Coder 2 0 1 0 0 0 0 1 1 1 1

(7 out of 10 agreements or 70%)



Final Reliability Check

Self Statementa 1 2 3 4 5 6 7 8 9 1U

Cover 1 0 1 0 0 1 0 1 0 0 1

Coder 2 0 1 0 1 1 0 1 0 0 1

(9 out of 10 agreements or 90%)

a "1" indicates a positive attitude and "0" indicates a neutral or

negative attitude towerd self,

Indexes of Reliability

Levels of acceptable reliability vary greatly. The accepted level

of reliability is in the high 70's (75 or above) or tie 80's (Maas and

Polansky, 1960, p. 137). Funkhouser and Parker (1966) suggest that well

trained coders using well constructed codes should be able to maintain a

reasonably high level (greater than 85%) of reliability in a coding

operation. According to Krippendorff (1981), standards of reliability

must be related to validity requirements imposed upon the research

results, in other words, cost of drawing the wrong inferences.

Scott (1955, p. 322) indicates that Po, or percentage of judgments

on which coders agree out of the total number of judgments, is the

commonly usr.d reliability index. Maas and Polansky (1960, p. 137)

indicate that reliability uf data using two coders can be measured by a

percentage agreement score calculated as:

2 x number of agreements
percentage agreement

total number of observations
recorded by both observers

Spiegelman et al. (1953, p. 178) describe the general approach to relia-

bility to be the computation of the number of possible agreements with N

judges and N decisions and then report a percentage of agreement; now-

ever, they further indicate that once this index is obtained there is no

means by which one can determine how satisfactory the index is in terms

of real significance.

A critical disadvantage of these methods is that percentage agree-

ment is not an adequate measure of reliability because it does not take

into account the extent of interceder agreement which may result from

chance. Also this method is biased in favor of coding schemes with a
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small number of categories (see Holsti, 1970, D. 660). An attempt to

correct the disadvantages of these methods by using an index that takes

into account the number of categories in the coding schemes is:

k (Po -(l )N

S = index of consistency =
k-1 k

Where Po is the observed percentage agreement between two independent

coders and k is the number of categories (Scott, 1955, p. 322). This

method has obvious spurious effects due to the unwarranted assumption

that all categories have equal probability of use by both coders.

Schutz (1968) offered another approach, the dichotomous decision

method. Judges are instructed to make a series of dichotomous descrip-

tions proceeGing from gross to fine distinctions, and reliability is

reported in terms of a ratio between the obtained agreement and possible

agreement for each decision. Not all forms of content analysis lend

themselves in this format.

There are other indexes of reliability that have some functional

value when multicoders and multidecisions are required. The method

described by Spiegelman, et al. (1963) is one. This method obtained

reliability for an entire category set. It involves ranking the pat-

terns of agreement among the judges on each item in a category set and

reports the reliability of the category as the mean rank c-der of all

items in that category set. According to Spiegelman et al. the advant-

ages of this procedure include: (1) the method is empirically close to

actual agreements and it can be applied to an entire category set; and

(2) it is independent of the number of items judged or the number of

categories from which to choose (pp. 180-1).

Another method of calculating reliability described in the litera-

ture is Scott's (1955) Pi. Scott's Pi corrects for the number of cate-

gories in the code, and the frequency with which each is used. The

methOd requires that the categories be mutually exclusive and that the

observations be duplicated on a random sample of the total set of

responses being studied. It produces a score that varies from 0.00 to

1.00 (Scott, 1955, p. 321, 323). Scott's index produces a conservative

estimate of reliability and appears to be a useful index. Holsti (1971,
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p. 660) and Funkhouser and Parker (3966. p. 2) 'ndicate that "Scott's

formula gives he most stringent test of coding reliability currently

available. Even in the rase of interval data whose coding accuracy may

be checked by correlational methods, the Scott Pi provides more certain-

ty of the correlation between two coders' work than does a correctional

approach measure the extent of coder agreement." Scott suggests that

for equal-interval scalE3 the Pearson's product moment correlation co-

efficient be used, and, for unknown intervals, a rank difference corre-

lation be used.

Scott's formula is as follows:

Po Pe

1- n

1 Pe

Where Po (observed percentage agreement) represents the percentage of

judgments on which the two analysts agree when coding the same data

independently, and, Pe is the recent agreement to be expected on the

Llsis of chance. Scott states that II is the ratio of the actual differ-

ence between obtained and chance agreement to the maximum difference

between obtained and chance agreement; and he states that it can rougnly

be interpreted as the extent to which the coding reliability exceeds

chance (Scott, 1955, p. 232).

Scott's Pi, as the preferred index for intercoder agreement, cor-

rects for the number of categories in the code and for the frequency

with which they are used. However, aside from the methodological and

conceptual problems in providing an estimate of Pi, the index is not

useful for researchers who wish to pi point the source of disagreement

as being due to the code or coders.

A third index of reliability, which does locate the source of disa-

greement, is the random-systematic error coefficient or RSE (Funkhouser

and Parker, 1966). Funkhouser and Parker found that the errors in cod-

ing that originate in the coders tent to fall into systematic patterns;

thus by identifying the random or systematic nature of the coding errors

the researcher can speculate as to the source of low reliability

(Holsti, 1971, p. 660). RSE r',1,,os the most information. If one is ser-

iously concerned about pinpointing wnether low reliability stems from

the code, coder, or the categories, RSE should be used. If the problem
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is in the code, then the analyst can redefine. If low reliability is

attributed to the coders, then additional training may be warranted.

Three indexes of reliability are obtained, and there are two approaches

to an RSE analysis.

An indepth discussion of the indexes and approaches to RSE is

beyond the scope of this artici,). Those interested in the specific

details should review Funkhouser and Parker (1966). Without question,

application of the RSE formula and its procedural steps is cumbersome

bL. informative.

Cohen (1960) also offers a coefficient to measure the degree of

agreement in nominal scales. It provides a means of testing hypotheses

and setting confidence limits for this coefficient. His coefficient of

inter-coder agreement is:

po-pc
Kappa = k =

1-pc

pc, = the proportion of units in which the judges agree

pc = the proportion of units for which agreement is expected by

chance

po-pc = represents the proportion ,o cases in which beyond chance

agreement occurred

The test of agreement comes then with regard to the 1-pc of the units

for which the hypothesis of no association would predict disagreement

between the judges (p. 39).

Validity

Holsti (1970) and Krippendorff (1981) make a distinction between

internal validity and external validity. Internal validity essentially

refers to reliability; external validity "assesses the degree to which

variations inside the process of analysis correspond to variations out-

side that process and whether findings represent the real phenomena in

the context of data as claimed" (Krippendorff, p. 156). In the past,

analysts have been relaxed about validating the results, relying primar-

ily upon content or face validity, which may be sufficient for descrip-

tive studies, but content validity is not adequate for predicting the

occurrence of future events. The validity of any study is inextricably

interrelated with its sampling design and reliability.
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Krippendorff (1981) and Holsti (1971) carefully address the issue

of validity and identify the specific kinds of research concerns and

processes that lead to different validity requirements. Predictive,

construct, concurrent, sampling, correlational, and semantical are some

of the approaches to validity discussed in their work. As content

analysis has evolved, insufficient attention has been given to

validity.

SUMMARY AND CONCLUSION

In summary, there are a number of methodological challenges

involved in conducting a content analysis. This brief review of the

literature has highlighted some of these challenges. Similar to other

research, insight into what one is investigating, and a clear focus are

critical to planning and executing the method.

In a recent review, Smith (1982) identified a number of important

areas of social work in which content analysis can be utilized. She

suggested that, of all potential uses, the greatest priority is the

study of intervention processes. The focus of this effort would be dis-

covering what social workers actually do when they are providing serv-

ices. This recommendation is similar to that of Tripodi and Epstein

(1980). Further, Smith (1982) includes additional questions of

importance--What uniform elements run throughcut practice by social

workers in different settings at different levels of intervention? What

reliable criteria can be developed to discriminate between different

levels of skills in practice (p. 9)? This line of research questions

would contribute both to knowledge building in social work and to social

work practice. To obtain answers to these questions it may be necessary

to view content analysis as one step in a series cf research procedures.

For example, one may want to use interviews, direct observation, and

participant observation to supplement a content analysis of practice

recoris. One may also want to analyze correspondence preceding treat-

ment modalities to shed light on out-reach efforts. And certainly the

results of treatment are as important as the process cf treatment. How-

ever, one should not restrict content analysis to the process of social

work or its outcome. It can benefit every aspect of the profession as

research questions and ill'!strations throughout this article suggest.
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APPLICATIONS OF CONTENT ANALYSIS TO

SOCIAL WORK PRACTICE IN SCHOOLS

Paula Allen-Meares

As the preceding chapter indicates, content analysis as a research

technique has much to offer the practitioner-researcher and to social

work researchers in general. However, certain questions could still

remain for some readers: How could this research technique be incorpo-

rated into the daily practice of social work in schools? and, How will

it enhance accountability and feedback?

The reader needs to keep in mind that content analysis can be a

highly objective and rigorous process requiring one to include specific

themes, topics, etc., given a set of rules concerning what is to be

included in the counting process. It can also become a quasi-qualita-

tive process, a less rigorous procedure with a reduced concern for a

high degree of precision, objectivity, and accuracy. Whether the prac-

titioner selects one approach over another is dependent upon the level

of inquiry and the intended use of the data to be yielded by the process

(Allen-Meares, 1984).

Content analysis is useful for a great variety of tasks: determin-

ing trends of patterns of communication; tracing developments; identify

ing variables in decision-making; inferring cultural change, values, and

interests of different groups; and identifying the recipient and the

origin of the message. It can be applied to case or clinical records,

agency logbooks, a variety of school records (e.g., suspension, expul-

sion, and attendance), individual educational programs, articles found

in professional journals, case summaries, and school board minutes. As

stated, one can discover a change in trend regarding a specific topic

over time, or new themes. For example, before the passage of P.L.

94-142 (The Education for All Handicapped Children Act), one could find

in the literature discussions of different groups of pupils needing spe-

cial educational services. Since its enactment, the literature has

broadened in scope, and topics and issues often associated with P.L.

94-142 are published more, frequeOtly.
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Applications in Social Work Practice in Schools

Content analysis has been applied to literature specific to school

social work (Allen-Meares & Lane, 1982). An analysis of journal arti-

cles, given a set of criteria and procedures for selecting and analyzing

them, found that school social work when divided into two time periods

(1968-1972 and 1973-1978) had moved away from the direct service model

and toward a more indirect approach emphasizing liaison activity. In

addition, the focus of the service was on pupil groups, such as special

education populations.

Another illustration of the usefulness of content analysis would oe

a study of written referrals made by educational staff to the school

social worker within a specific time period. The worker could develop

categories for classifying these referrals and then analyze these docu-

ments for the following information: source of referral (whether it

comes from a teacher, parent, or administrator); description of the pre-

senting issue/problem the pupil is described having; sex and racial

background of the pupil; socioeconomic background including the geo-

graphic area where the child lives; and actions taken by the teacher and

others to assist the child. The worker could collect other opinions

from parents and the pupil and apply the same categories to ascertain

congruency or incongruency in perceptions about the pupil's problems.

Content analysis could also be applied to Individual Educational

Programs (IEPs) over a period of time. Through an analysis of IEPs the

school social work practitioner could learn about: services unavailable

in the school and community, but needed ty various handicapped pupils;

services frequently provided by related service personnel; or tasks

school social workers perform for specific handicapped pupil groups

(e.g., group work to build self-concept, referrals to community-based

programs, work with parents groups to facilitate their understanding of

handicapping conditions, etc.).

When providing social casework services to pupils and their fami-

lies the practitioner could apply content analysis to case summaries to

identify problemmatic themes that were stated frequently by the clients

in the early phase of the process and that decreased in frequency as the
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process moved along. In this manner, content analysis ,2comes a tool

for documenting change and growth.

Another worthwhile application requires practitioners to maintain a

daily log book of their professional activities and conduct a content

analysis from data gathered over a period of several months. This

information is most useful for shedding light on the primary tasks and

functions of the practitioners and how their time is spent.

It can also be valuable to conduct a content analysis of video

tapes of pupils involved in structured activities or in a small group

process. Such an analysis could reveal when a specific pupil is on- or

off-task, as well as the pupil's reactions to the teacher's or group

leader's intervention or activities.

In summary, content analysis offers unlimited possibilities to

explore a variety of practice concerns.
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QuaEltative research
as a perspective

Roy A. Ruckdeschel

Qualitative research shares mar assumptions with contemporary
practice. The author argue- that viewing it as a perspective

rather than a methodology emphasizes the context-sensitive and
Interactive orientation of this approach and thus enhances its utility
to practitioners. This article presents the five core elements of the

qualitative perspective and discusses their implications.

Qualitative resea-ch studies social phe-
nomena in the natural context in which
they occur and renders behavior and
context in a rich and densely detailed
fashion. The term "qualkative research"
has gained acceptance as the phrase
that covers the various qualitative meth-
odologies, such as participant observa-
tion, ethnography, ethnomethodology,
naturalistic research, field research, and
phenomenological research. Qualitative
research methods have a long-standing
tradition in the social sciences and are
currently undergoing a revival in popu-
larity.

The author finds it useful to view
qualitative research as a perspective
rather than simply as a methodology.
For this reason, the approach is termed
the "qualitative perspective." There is,
as Den= observed, a strong relation-
ship between researchers' social theories
or world views and their methodological
preferences.' Moreover, neither part of
the equation should be a constant; both
should be open to continuous reflection
and debate.' Research, then, is part of
a dialectical process rather than a tool
to be used as necessary.

WHY QUALITATIVE METHODS?

Social work's interest in qualitative
methods has been fueled by those who

have been critical of traditional quanti-
tative research methods and have sought
an alternative to those methods. Social
work writers have raised probing ques-
tions about the epistemological founda-
tion of quantitative research and the
relevance of that epistemology to con-
temporary practice.' A number of writers
have claimed that an overreliance on
quantitative methods has restricted the
utility of social work research and
limited the types of issues studied.' Al-
though critics of quantitative methods
have been far from united on what they
have advocated, they frequently have
counterposed aualitative methods to
quantitative meolods, causing the quali-
tative approach to emerge as a leading
alternat;-e or supplement, depending on
one's point of view.

The distinction between qualitative
and quantitative metht,ds is a matter of
debate among social scientists and social
work researchers. Some see the qualita-
tive-versus-quantitative framing of the
issue as unproductive and instead stress
a continuum of research models that
differ by function and purpose rather
than by epistemology.' Others emphasize
the different epistemological premises of
qualitative and quantitative methods
and find it conceptually useful to main-
tain a sharp distinction between the two.'

This article recognizes that there are

CCC code. 0148-0847/85 81.00 0 1985, Natrona' Association of Social V% orkers, Inc

Reprinted with permission from Social Work Research & Abstracts,
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various positions on the relationship of
qualitative methods to quantitative
methods. Its intent is not to resolve this
dilemma but simply to acknowieage its
existence and, more fundamentally, to
argue for qualitatne research as a scien-
tifically valid metnodology that has

great potential in the human services.
The attraction of qualitative methods

in the applied fields such as social work
has many roots. One root has already
been alluded to, namely, that practi-
tioners who view themselves in human-
istic terms implicitly reject the utility of
quantifying human behavior. For such
practitioners, quantification is allied
with z mechanistic view of society and
of human behavior. They might well
argue that they chose social work as a
profession precisely because it is human-
istic and value based. Thus, at one level,
qualitative research may appeal to prac-
titioners simply because it is not quan-
titative research.

Although understandable, this is a
naive view of qualitative methods and
one fraught with difficulty. It implies
that qualitative it .thods are loose, un-
focused, and lack discipline and rigor.
Bluntly speaking, it conjures up the im-
age of qualitative research as something
anyone can do and that does not re-
quire any particular training or skills.

Such a view of qualitative research
is, in large part, incorrect. Qualitative
research, to be sure, is humanistic, but
it also requires enormous discipline and
considerable time and effort. It requires
a concern with rigor and with issues of
reliability acid validity, although these
issues must be refrained from their func-
tion in quantitative research. Further-
more, qualitative research is best done
by someone well versed in both quali-
tative and quantitative techniques. In
short, those seeking a tender-minded,
easily learned approach to the study of
human behavior and its relevance to the
human sciences had best turn elsewhere.

What qualitative research affirms is
of greater interest than what it rejects.
Its affirmation of certain principles and
the power of the data it obtains are the
primary attraction and utility of quali-
tative research for social work and the
human services. It is a disciplined,
rigorous approach to the study of the
social world. Yet it is also humanistic
and consistent with the dominant con-
temporary models of practice. It is a
model that relates to and is useful in

la Social Work Research & Abstracts

understanding the life world of practi-
tioners and the context in which they
operate. In describing the complex, le.-
tured, and ambiguous nature of prac-
tice in organizational systems, qualita-
tive, natural-language research tern-
niques may even be more effective and
powerful than quantitative techniques:

WHY THE QUALITATIVE PERSPECTIVE?

The qualitative perspective outlined here
is built around a set of assumptions
about human behaviora social theory
and a corresponding set of techniques
for gathering data about that behavior.
In the perspective, the social theory and
the methodology stand in dialectical re-
lationship to each other.

A second and equally important rea-
son for viewing qualitative research as
a perspective rather than a method is
that this process is informed by the au-
thor's status as a social worker. As so-
cial workers, we must be concerned with
issues of application and utility. Prac-
titioners who use qualitative methods do
so for a purpose, not just for under-
standing for understanding's sake. This
sense of purpose shapes their view and
use of qualitative methods.

Furthermore, the qualitative perspec-
tive assumes that practice and the
emerging practice models, such as fami-
ly therapy, communications theory, and
social development, embody assumptions
about human behavior that are similar
to those that underlie qualitative re-
search. The qualitative perspective in-
corporates the belief that contemporary
practice is strongly contextual and
normative.

As the term "qualitative perspective"
suggests, the approach attempts to syn-
thesize social theory, practice, and
research, using research as the lead
system. Accordingly, it emphasizes the
linkages between research and practice,
rather than viewing them as separate
enterprises.

METHODOLOGICAL IMPLICATIONS

Five core elements underlie most quali-
tative methods and are the essence of
the qualitative perspective:

People are essentially interpreta-
tive and symbol constructing.

Knowledge is gained most direct-
ly by the process of participation and
involvement.
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Reality is multilayered and multi-

perspect ual.
Perception and behavior are strong-

ly influenced by the context in which

they occur.
Data gathering must invoke the

use of multiple sources and multiple
methods.

Each of these points requires further ex-

imination and explanation, as follows.

Human beings are essentiaPy inter-

pretative and symbol constructing. Qual-
itative methods are built on an inter-

pretative model of human behavior. Of
the various sociological and psychologi-

cal theories that stress the interpretative
elements of human behavior, the one

that is most directly relevant to qualita-
tive research is symbolic interactionism.
A number of social scientists, such as

Smith and Manning and Denzin, view
symbolic interactionism as the corner-
stone of qualitative methods.'

The sociologist Blumer built on the

works of Mead and coined the expres-
sion "symbolic interactionism." In re-
ferring to the interpretative process,

Blumer said:

The term "symbolic interaction" refers,

of course, to the peculiar and distinctive
character of interaction as it takes plaxe
between human beings. The peculiarity
consists of the fact that human beings
interpret or "define" each other's actions
instead of merely reacting to each other's
actions. Their "response" is not made
directly to the actions of one another but
instead is based on the meaning which
they attach to some actions. Thus, hu-

man interaction is mediated by the use
of symbols, by interpretation, or by ascer-
taining the meaning of one another's ac-

tions. This mediation is equivalent to in-
serting a process of interpretation be-

tween. stimulus and response in the case
of human benavior."

Blumer saw three essential ideas of sym-
bolic interactionism: that human beings
act on the basis of meanings, that mean-
ings are a product of social interaction,
and that meanings are modified and
handled by an interpretative process."

The emerging models of social work
practice also imply an interpretative and
constructionist model of human behav-
ior. Their emphasis on process and com-
munication necessitates an interpretative
view of people. For instance, Constable
maintained that the interpretative phe-
nomonological model is an important



and needed theoretical frame of reference
for most family therapy, neurolinguistic
programming, and communication ap-
proaches to practice." in a similar vein,
Anderson argued that a practice theory
based 3n symbolic interactionism pro-
vides a basis for "ntegrating the content
of human behavior with values and skills
for generic practice." Line viewed sym-
bolic interactionism, alone with psycho-
analytic theory, as an important com-
ponent of the social work knowledge
base."

A methodological implication of sym-
bolic interaction is that the researcher
must study the social world as it is

viewed by the people who act in it to
get at their meaning structures. Patton
put this task into the context of inter-
viewing: "The fundamental principle of
qualitative interviewing is to provide a
framework within which respondents
can express their own understanding in
their own terms.""

Knowledge is gained most directly by
participation and involvement. Mean-
ings ercentially result from an interpre-
tative process. They are not simply "out
there," external to the actor and directly
available to the researcher and the prac-
titioner. Rather, they are arrived at
through a process of participation and
negotiation. Wax referred to this pro-
cess as resocialization:

Secondary socialization (or resocialization)
does not supply the fieldworker with the
same authority as the native. However in-
timate and extensive an experience, no
period of living within another culture
can fully compensate for the lack of
childhood experiences therein. Yet. be-
cause culture is a dynamic system mar
tamed and modified by its members, par-
ticipation is the most efficient way to
gain as near total a grasp of it as is
possible for the alien. in participating as
he observes, the fieldworker undergoes a
secondary socialization (or resocialization)
which allows him to perce.ve the major
categories of objects of the culture and
to understand the major types of rela-
tionships and interactions. Thus, he gains
something of an "insider's" view, a view
that is extremely difficult and sometimes
impossible to acquire with such second-
ary devices as structures questionnaires."

Wax noted that the understanding
gained through participation is, in ef-
fect, a precondition to research in any
social situation.'' Such understanding is
necessary for all forms of social re-

search, but qualitative research makes
it explicit rather than implicit. The use
of knowledge gained by participation
but presented as if it is the product of
"objective" methodology is what Doug-
las termed "laundering the data.""
Similarly, such practice skills as the use
of empathy and pacing require a degree
of involvement in the life world of the
client.

Methodologically, the implication is
that researchers must participate at
some level in their subjects' world of
meanings. Douglas went so far as to
argue that the first test of world truth
is direct individual experience and that
such experience is essential for the
social researcher." The level and degree
of involvement vary according to the
nature of what is studied.

Reality is multilayered and multiper-
spectual. A premise of the qualitative
perspective is that, in studying social
situations, the researcher frequently con-
fronts multiple and sometimes conflict-
ing perspectives.' The researcher thus
discovers no single, universal truth but,
rather, different perspectives that reflect
how different groups with different in-
terests view the :ame situation. Social
work practice also occurs in a context
of competing and conflicting interests,
as Rein and White noted:

Social work is not, nor can it ever be,
a universalistic practice governed corn
pletely by the following of rational or in-
stitutional rules. Nor, furthermore, can
any huran being adopt a universalistic
kind of attitude toward other people, con-
cerned but dispassionate, unbiased. We
approximate these ideals among humans
in social work and perhaps in any
human practiceby multiplying conflic-
ting solidarities. A social worker is (1)

a member by origin of some distinctive
social group (say a big-city resident,
Italian); (2) a member of the fellowship
of social workers; (3) a member of an
agency; (4) a member of the city govern-
ment; (5) a taxpayer. So when others
come to him and place pressure upon
him in their interests, they are not ap-
pealing from the outside. They are in
some very real sense "kinsmen" of the
social worker, appealing to interests that
both the other and the social worker have
in common. The conflict of purposes and
values is not outside the social worker;
it is inside."

Patton made a similar point about
the task of evaluation. He argued that

qualitative evaluative research provides
not truth but perspective:

In studying the utilization of evaluation
research...1 found that decision makers
and information users did not expect
evaluation reports to produce "truth."
Nor did thwy treat evaluation reports as
containing "truth" in any fundamental
sense. Rather, they viewed evaluation find-
ings as additional information that they
could and did combine with other infor-
mation (political, experential, other re-
search, colleap _.! opinions, and so on),
all of which fed Iwo a slow. evolutionary
process of program development."

The research implications of this assump-
tion a.e thst researcheis should attempt
to gather di.ta from representatives of
the major perspectives or interests in-
volved in a particular matter or issue.
Correspondingly, they should avoid at-
tempting to study the topic from only
a single vantage point. Hence, this as-
sumption also suggests the utility of a
team or multiple-investigator approach."
It further points to the possibility that
researchers have natural advantages or
difficulties in studying certain social
groups and social situationsa fact that
is already well known by many practi-
tioners. Wax noted, in her and her hus-
band's study of a Pine Ridge Indian
reservation, that only she had access to
Indian matrons and that young Indian
interviewers were the only ones able to
interview Indian adolescents."

Perception and behavior are strong-
ly influenced by the context in which
they occur. This statement implies that
meanings are influenced not only by
perspective but by context. Patton
observed the following about the use of
qualitative methods in evaluation:

Researchers using qualitative methods
strive to understand phenomena and
situations as a whole; evaluators using
qualitative methods attempt to under-
stand programs as wholes. The researcher
strives to understand the gestalt, the

totality, and the unifying nature of par-
ticular settings. This holistic approach
assumes that the whole is greater than
the sum of its parts; it also assumes that
a description and understanding of a pro-
gram's context is essential for understand
ing the program."

Hollenshead noted the importance of
studying what she referred to as the em-
bedded "life world" of subjects:
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In trying to understand the life-worlds of
others, human science researchers are
acutely aware of the fact that human be-
ings are embedded in a period of history,
a culture or cultures, and a particular
social and political world. Thus, the in-
dividual's cultural, social, political con-
text, and life history are not seen as
"confounding variables," but as essential
elements that must be taken into account
in any investigation.

Rein and White claimed that the con-
text in which social work occurs is what
makes it a distinctive profession; the
context is primarily bureaucratic and in-
stitutional. They added that, contrary
to the traditional models of science,
which attempt to control for context,
what social work needs is context-spe-
cific knowledge." Methodologically, this
element of the qualitative perspective
dictates that the researcher describe and
gather information about context and
that these steps are a crucial part of the
research process. All observations and
interviews take place in a context, and
that context should be fully described.
Part of the description should involve
the researcher's degree of involvement
with and relationship to the phenomena
under study For example, fieldworkers
should keep an ongoing record of their
reactions to what they observe.

Data gathering must involve the use
of multiple sources and multiple meth-
ods. This point follows logically from
the four preceding points. Conceptually,
because reality is complex and multi-
faceted, a rigid approach to methodol-
ogy would result in the potential exclu-
sion of significant data. Denzin used the
term "triangulation" to describe the --"-
phasis on multiple sources of data and
multiple methods:

...I concluded that no single method will
ever permit an investigator to develop
casual propositions free of rival inter-
pretations. Similarly, I conclude that no
single method will ever meet the require-
ments of interaction theory. While par-
ticipant observation permits the careful
recording of situations and selves, it does
not offer direct data on the wider spheres
of influence acting on those observed.
Because each method reveals different
aspects of empiriul reality, multiple meth-
ods of observation must be employed.
This is termed triangulation."

Elsewhere Denzin noted that there are
four types of triangulation:

20 Social Wm* Research A Abstracts

There are four basic types of triangula-
tion. (1) Daw triangulation has three sub-
types: (a) time, (b) space, and (c) per-
son. Person analysis, in turn, has three
levels: (a) aggregate. (b) i.--eractive, and
(c) collectivity. (2) Investigator triangu-
lation consists of using multiple rather
thr^ single observers of the same object.
(3) Theory triangulation consists of us-
ing multiple rather than single perspec-
tives in relation to the same set of ob-
jects. (4) Methodological triangulation
can entail within - method triangulation
and between-method triangulation."

In a similar vein, Heineman-Pieper
called for a flexible approach to meth-
odology in social work research because
no one approach has a lock on the truth.
Following Simon, she referred to this
view of methodology as heuristics."

Methodologically, this aspect of qual-
itative perspective compels researchers
to seek data of different types, using
a variety of methods and as many in-
vestigators and sources as possible.
Therefore, in addition to the normal use
of observation and interviewing, quali-
tative researchers should make use of
secondary sources, other studies, docu-
ments, informants' perceptions, natural
experiments, and so on. In other words,
they should use whatever relevant data
they can find. However, triangulation
implies that they should subject the
data to qualitative reliability and validi-
ty checks as well.

It should be noted that triangulation
can be used as a technique for dealing
with issues of reliability and validity. In
terms of validity, triangulation is similar
to the logic of convergent validity in the
sense that one can have more confi-
dence in research findings if several dif-
ferent sources point in essentially the
same direction. Triangulation also pro-
vides a logic for assessing the reliabili-
ty of information. Douglas referred to
this aspect as "checking out the data."
Part of the intent of the checking-out
process is to establish the reliability of
key informants and key subjects and
thereby the reliability of the data itself.

RELEVANCE TO PRACTICE

The importance of attempting to under-
stand qualitative research as a perspec-
tive that consists of theoretical and
methodological components is of pri-
mary relevance to those who would use
such a model in social work or other

208

218

applied fields such as counseling, educa-
tion, or nursing. A qualitative perspec-
tive provides a frame of reference for
viewing and using research. It. also sug-
gests that applications of the model ex-
tend beyond research to the world of
education and direct practice. A logical
inference of the five elements of the
qualitative perspective is that a sharp
distinction betwcen the science of human
behavior (and research into it) and the
practice applications of that science is,
to some extent, fallacious. It is falla-
cious in the sense that the qualitative
perspective presupposes that everyone is
a "scientist" engaged in the world of
everyday life and that, in varying de-
grees, everyone is interested in under-
standing that life world The qualitative
perspective suggests .hat researchers
would gain a greater understanding of
that world by a more systematic appli-
cation of the principles that underlie
qualitative research.

Contemporary social work practice is
contextual, interactive, and multimethod
in orientation and is characterized by
the person-environment interface." In-
dividual practitioners also are increas-
ingly concerned with the evaluation of
their practice. Qualitative research and
the qualitative perspective offer a meth-
odology that is consonant with these
contexts and concerns and that has the
potential to narrow the gap between le-
searchers and practitioners.
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MUTATIVE RESEARCH METHODOLOGIES

Tony Tripodi

ABSTRACT: Methodologies, philosophical perspectives, and def-

initions of qualitative research are briefly described.

Several strategies for gathering and analyzing qualitative

data are discussed. A model for incorporating oualitative
research in social work practice is presented, and selected
applications of qualitative research in school social work are

provided.

The purpose of this chapter is to present critical elements of var-

ious qualitative research methodologies and to consider their potential

utility for school social work practice. A brief discussion of philoso-

phical perspectives that lead to different but related definitions is

followed b.!' a specification of objectives and functions of qualitative

research. Qualitative data are defined, and strategies for gathering

and analyzing those data are reviewed. Suggestions for incorporating

these ideas in school social work are then discussed.

What is Qualitative Research?

Qualitative research refers to a set of procedures for gathering

and analyzing qualitative or non-quantitative data. Such data can

assist in the location of problems for intervention, the monitoring of

practice interventions, and in the evaluation of practice effectiveness.

Rigorous methods are employed for data analyses, such as case compari-

sons (Butler, Davis & Kukkonen, 1979; Glaser & Strauss, 1970), histori-

cal comparative analyses (Leashore & Cates, 1985), analytic induction

(Huberman & Miles, 1985) and content analysis (Allen-Meares, 1984;

Smith, 1982). Qualitative data are not categorized into any of the

basic measurement scales used for quantitative analysis: nominal, ordi-

nal, interval, and ratio scales. However, as does quantitative

research, qualitative methods produce empirical data, i.e., those that

are based on experience and observations (Epstein, 1985, p.274).

Qualitative Research Perspectives

Definitions of qualitative research are influence° by two basic

philosophical approaches to developing knowledge. One apprcach is that
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cf logical positivism in which a theoretical proposition can only be

accepted if it is empirically verified by a quantitative research method

(Epstein, 1985). Qualitative data are only useful if they can be trans-

formed into quantitaLi've data (Bednarz, 1985).

A second approach emphasizes phenomenology. Knowledge is derived

by studying the subjective experiences of actors involved in social

phenomena (Filstead, 1970), such as the social worker's assessment of a

family's functioning, tne process of social work interventions with a

child with learning disabilities, and so on. These subjective experi-

ences are described narratively. This approach subsumes three interre-

lated perspectives: interpretivism, ethnomethodology, and historical

research. In the interpretivist perspective actions of persons in a

system are described by referring to their subjective interpretations of

events and their patterns of interaction in culturally appropriate

terms (Bednarz, 1985). Qualitative data are regarded as important in

themselves and are not transformed into quantitative data as in the

positivist approach.

Ethnomethodology emphasizes the context in which action takes

place, and attempts to uncover significant meanings that are attributed

to a phenomenon by actors in the system (Watts, 1985). For example, the

interactional context of treatment team decisions about children's

school adjustment might be examined from the different perspectives of

teachers and social workers. Ethnomethodology is distinguishable from

interpretivism in that it emphasizes the use of procedures (such as doc-

umentary interpretation) which assume that the explanations of all

actions are dependent on their social-interactive contexts. However,

the basic distinction is a matter of conceptual orientation since both

approaches use similar methods for gathering and analyzing data.

Although not typically classified as qualitative research, histori-

cal research uses and produces qualitative data and seeks to describe

and explain events by examining primary and secondary sources of infor-

mation (Leashore & Cates, 1985). The historical perspective provides

the dimensions of time and comparison (Tripodi, Fellin, & Meyer, 1983).

Besides studying documents that represent the past, historians may

obtain the perceptions of past events as reported by key informants

through oral histories.
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Qualitative Research Definitions

Duoley (1984, p. 266) offers this definition in his text, Social

Research Methods: "The term 'qualitative research' will refer here to

social research based on nonquantitative observations made in the field

and analyzed in nonstatistical ways." He also indicates that qualita-

tive data are obtained from direct observation and relatively unstruc-

tured interviewing.

A related definition by Filstead (1970, pp. 6-7) also reflects the

philosophical perspective of phenomenology as well as a de-emphasis of

logical positivism.

Qualitative methodology refers to those research strategies such as
participant observation, in-depth interviewing, total participation
in the activity being investigated, field work, etc., which allows
the researcher to obtain first-hand knowledge about the empirical

social world in question. Qualitative methodology allows the
researcher to "get close to the data," thereby developing the
analytical, conceptual, and categorical components of explanation
from the data itself rather than from the preconceived, rigidly

structured, and highly quantified techniques that pigeonhole the
empirical social world into the operational definitions that the

researcher has constructed.

Whereas Filstead indicates there is a blurring between data collec-

tion and analysis in qualitative research, Huberman and Miles (1985)

develop and structure procedures for data analysis that are distinct

from the collection of qualitative data. They refer to an eclectic

methodology for qualitative research which combines clinical and social

judgment, analytic induction for generatinj qualitative data, and quali-

tative data analysis, including procedures for reducing and displaying

data.

Finally, Ruckdeschel (1985) presents the point of view that quali-

tative research is more useful to social workers if it is conceived as a

broad perspective for viewing social interactions. Furthermore, he

abstracts five core elements of qualitative research methods:

People are essentially iiterpretative and symbol constructing.

Knowledge is gained most directly by the process of participation

and involvement.

Reality is multilayered and multiperspectual.
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Perception and behavior are strongly influenced by the context in

which they occur.

Data gathering must involve the use of multiple sources and mul-

tiple methods. (p.18)

Qualitative vs. Quantitative Research

All of the above definitions are interrelated, emphasizing differ-

ent philosophical assumptions and strategies for collecting and analyz-

ing qualitative data. Ruckdeschel's qualitative research perspective

can be used to provide a frame of reference for considering the extent

to which qualitative and quantitative research methods are similar and

different. According to Epstein (1985), quantitative research methods

are based on logical positivism and primarily employ experimenta',

quasi-experimental, and survey research designs to produce quantitative-

descriptive, associational, and causal knowledge. Data are categorized

into one or more measurement scales, and statistical and mathematical

procedures are used to describe frequency distributions and associations

among variables. Deductive logic is emphasized in deriving hypotheses

to be tested. Ruckdeschel's first two points in the qualitative per-

spective are unique tc qualitative research, while the last three points

are applicable (although emphasized more in qualitative methodologies)

to quantitative as well as qualitative methods.

Both quantitative and qualitative methods employ rigorous proce-

dures for generating empirical knowledge, and the methods used in either

approach can generate quantitative and qualitative data. The form of

the collected data is dependent on whether there is an underlying posi-

tivistic or phenomenological perspective. In any extensive research

investigation, qualitative and quantitative data can be obtained so long

as the investigators are prepared to do so. For example, when studying

the participation of a family in interventions by school social workers,

quantitative data may be gathered by means of questionnaires and self-

rating scales on the extent to which family members believe participa-

tion with school social workers will help their children improve their

attitudes toward school and their school performance. Moreover, data

can be gathered regarding school attendance, tardiness, grades, and test

scores. Qualitative data can be obtained from the social workers'
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observations of the interactions between parents and children as they

provide information and participate in or resist efforts by social work-

ers to engage them in discussions. Analyses of the contents of social

work interviews might also provide information by which social workers

learn about famiiies' points of view about the desirability of school

adjustment and their roles in helping their children.

Epstein (1985) describes misconceptions that have been derived from

anti-quantitative ideologies, and he clearly demonstrates the compati-

bility of quantitative and qualitative methods. He indicates that qual-

itative methods are preferable when one is seeking descriptive knowledge

and when there is little theoretical, historical, and contextual know-

ledge about the phenomenon being investigated. In contrast, quantita-

tive methods are most useful for testing theory-based hypotheses in

social contexts that are well-described, and for accurately describ;ng

and comparing opinions, beliefs, and attitudes in social surveys.

Qualitative Research Objectives

Qualitative research has these generalized knowledge objectives:

generation of hypothetical-developmental knowledge; detailed qualitative

descriptions of social and psychological phenomena; and the articulation

and refinement of substantive theory. Hypothetical-developmental know-

ledge includes the generation of specific research questions, the speci-

fication of causal or associational hypotheses, and the development and

definition of concepts (Tripodi, 1985). Detailed qualitative descrip-

tions aim: to provide in-depth understanding of the organizational and

social interactional context of the social unit studied in its natural

setting (Chadwick, Bahr, & Albrecht, 1984); to present the life history

of specified social units (Denzin, 1978); and to document policies and

practices of social organizations that have been applied to particular

population groups (Leashore & Cates, 1985). Substantive theory attempts

to explain social phenomena by interrelating concepts and hypotheses

(Glaser & Strauss, 1967, 1970).

These knowledge objectives can be more specifically described as

functions of qualitative research. Guba's (1987) description of natur-

alistic evaluation has very similar if not identical objectives to those

of qualitative research and specifies the following functions: explora-

tion, description, illustration, realization, and testing.
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The function of exploration involves the development of insights as

well as research questions and hypotheses that can be subsequently

tested by quantitative or qualitative methods. In exploratory inter-

views with parents of children with emotional difficulties, for example,

it might occur to a social worker tnat, in a sample of interviewees,

middle class parents are more likely to cooperate with school social

workers if they see the resolution of their children's emotional diffi-

culties as a means to increase the school performance of their children.

Such ideas, after they have been generated, can be tested more systemat-

ically with other workers, parents, and children in the same or similar

school districts. Description can serve to produce qualitative data for

giving meaning to a phenomenon; it can also be used to provide informa-

tion about the extent of implementation of social work programs and

interventions. For example, a parent's statement that a child doesn't

do chores at home becomes more meaningful when the home situation, the

type of chores, the context in which chores are done, and the incentives

for doing them are described. The home may be filthy, and a parent may

be inebriated periodically, indiscriminately giving chores to the child,

but not checking to see whether or not they're complete. In such a sit-

uation an intervention based on reinforcements omitted by the parent is

not likely to be successful unless the context at home is changed. The

functions of illustration and realization are intended to be complement-

aly to quantitative research in that they illustrate the quality of the

phenomenon being investigated and make it more life-like or apparently

real than the presentation of statistical data. These functions imply a

joint usage of qualitative and quantitative research methods. Hypothe-

ses can be tested by examining the extent to which an hypothesized

phenomenon exists in an aggregation of cases.

Strategies for Gathering Data

The Case Study

The fundamental research design for qualitative research is that of

the case study (Tripodi, 1983, 1985). It is a central feature of field

studies and of ethnomethodology (Watts, 1985; Zelditcn, 1970), and is

flexible so chat it can be utilized to gather data that represent dif-

ferent conceptions of natural phenomena. The case study can be employed
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to study a social unit at a particular point in time or across time as

in cohort or panel research. The basic strategy is to thoroughly

describe a single unit, which may be an individual case, family, group,

social organization, school, community, etc. The design involves a

description, typically qualitative and quantitative, contrasting groups

and experiences that are based on data gathered by techniques such as

participant observation, informant interviewing, and documentary analy-

sis. The sampling is purposive. Patterns of natural growth, matura-

tion, and history are described to provide a solid, contextual perspec-

tive of the social unit. Available documents are reviewed and key

informants are interviewed to contrast and study different perceptions

of the phenomenon being studied. The case study might be used in a

school setting, for example, to describe the process of detention where

those with school disciplinary problems are required to spend time after

school. Data would be gathered on how students are assigned to deten-

tion. In addition, observations would be made as to what transpires

during detention, noting how detention teacher: might give positive or

negative reinforcements to the children. Also, teachers and students

would be interviewed to determine whether their knowledge of students'

being in detention changed their opinions of them. Zelditch (1970)

indicates that field studies use the same methods as case studies to

gather information about incidents and histories, distributions and fre-

quencies and rules and statuses. His strategy for analyzing the infor-

mation is to make a judgment as to whether the information is adequate,

noting the extent to which data are accurate and complete.

Kratochwill, Mott, and Dodson (1984) identified three types of case

study in clinical psychology that are also relevant for practicing

social workers:

1. Non-therapeutic case study which is either an uncontrolled

descriptive study of human development, or a biographical or

autobiographical account of ore's life;

2. Assessment/diagnosis case study which is focused on the use of

assessment instruments for describing and making clinical

inferences about a case; and

3. Therapeutic/intervention case study which can range from the

detailed, qualitative description of a unit which is receiving
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interventions to single case designs that invoke a variety of

controls and quantitative methods for evaluating the effective-

ness of an intervention.

The school social worker is rarely involved in the time-consuming

non-therapeutic case study which involves an extensive description using

historical, biographical, and other available data sources. S/he is

more likely to be engaged in the assessment/diagnosis case study, for

example, repeatedly interviewing a child for purposes of determining the

level of the child's self esteem. Standardized instruments for measur-

ing self-esteem may be administered as well as focused interviewing

about the child's feelings about his schoo; performance. The

therapeutic/intervention case study can be a systematic way of practice

using a basic single case design such as multiple measurements before

and during intervention to evaluate the effectiveness of practice. For

example, multiple measures of class tardiness might be taken to estab-

lish a baseline rate of tardiness. When intervention is administered,

measurements of tardiness are taken to determine if tardiness has been

reduced while the intervention takes place.

Participant Observation

The primary method for gathering information in the case study is

participant ooservation, which is described by Ramos (1985, p.344): "It

is a research method in which the investigator is also a participant in

the social setting being studied. And it is a method by which people's

actions and verbalizations are observed and recorded in a description of

small-group life and the micro aspects of social order." He describes

the process of participant observation as "selecting the research ques-

tions, gaining entry into the group, gaining rapport with group members,

getting involved with group members, depth interviewing, recording the

data, ending the study, and writing the report" (Ramos, 1985, p.345).

Participant observation is used to derive perspectives on social

phenomena, to develop ideas for further research, and to explain social

events. Participant observation can provide data that are useful for

evaluating social work interventions and programs. The operation of

programs and the extent to which individuals feel they have been helped

by interventions can be thoroughly studied (Kurz, 1983). Moreover, the
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method can be employed in the development of biographical analyses

(Perry, 1985). Persons who are familiar with the biographee are inter-

viewed, which can lead to the discovery of experiences and events that

were important to the biographee; the biographer then attempts to parti-

cipate in similar events and experiences to gain more ideas about pos-

sible attitudes and feelings the biographee might have had.

The major disadvantages of participant observation are: it is very

time-consuming; the presence of the observer in the social setting may

alter the behaviors that are observed; and the biases of the invest-

igator may be dWicult to minimize (Kurz, 1983). The reliability of

observations is not in question when the purpose of a study is to

generate questions and hypotheses; however, reliability can become a

problem when the qualitative research data are used to explain a

phenomenon. Strategies that are used to increase a study's reliability

examine the credibility of informants and compare volunteered

statements--i.e., those that are salient to respondents as opposed to

those made in response to focused questions (Zelditch, 1970), and also

the employment of "triangulation," a comparison of the results produced

by multiple observational methods in terms of their consistency

(Ruckdeschel, 1985).

Historical Research

Historical research, like participant observation, seeks to provide

thorough descriptions; it uses multiple sources of data to describe the

historical development of a current, social phenomenon. Evidence is

gathered, quantitative as well as qualitative, that bears on a research

problem; the task of the researcher is to determine the meaning of the

evidence by comparative and contextual analyses (Stuart, 1988). Histor-

ical research procedures can be used in case studies, or a case study

may be entirely based on an historical examination of a phenomenon.

The Jury Trial

A procedure related to participant observation that is rarely used

but has promise when data are gathered for the purpose of making a deci-

sion is the Jury Trial (Levine et al., 1978). It involves the specifi-

cation of a decision (e.g., the effectiveness of a school program) and

the specification of what kinds of data are necessary to make that
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decision. Multiple types of data are collected and they are presented

to a panel of jurors comprised of key persons related to the decision

(students, teachers, social workers, parents, psychologises, and princi-

pals). Other persons may provide testimony. The panel reviews all of

the data and bases its decision on its interpretation of the evidence,

in a manner similar to that which might occur in an actual trial.

Types of Data

There are two basic types of data used for qualitative research:

primary and secondary. Primary data are gathered originally during the

research by the investigator, whereas secondary data are already avail-

able (Tripodi, 1983).

Primary data can be obtained from questionnaires, interviews,

tests, and participant as well as non-participant observation. The

qualitative data obtained from these techniques are based on non-coded

responses to open-ended questions in questionnaires and on unstructured

or semi-structured interviewing formats in which respondents are not

forced to choose among possible response alternatives but can answer

questions in their own words to reflect their perceptions and opinions.

Qualitative responses can be made to psychological tests used for diag-

nostic purposes such as those involved in projective and semi-projective

techniques: Thematic Apperception Test, sentence completion tests, and

so forth. For purposes of qualitative research, observations are pri-

marily narrative and may be recorded by field notes, daily logs, tape

recordings, or films.

Secondary data sources consist of any narrative or visual contents

that are available to the researcher. These include recorded inter-

views, films and photographs, maps, charts, written documents, minutes

of meetings, agency policy statements, statutes, case records, and so

forth. These data can be used in their original form or can be

abstracted and summarized qualitatively or transformed into quantitative

measurement by coding or content analysis. In school settings these

data might consist of class schedules, organization and minutes of

parent-teacher associations, attendance and tardiness records, teachers'

comments on grades, responses to psychological tests, and so on. They
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might be obtainable, for example, from central administrative offices,

counselors' files, and teachers' notes and records.

Data Transformation and Analysis

Transformation Strategies

Butler, Davis, and Kukkonen (1979) describe in detail how the

method of case comparisons can be used to develop a keen understanding

of social work practice. This method, like other comparative methods

such as the method of constant comparisons (Glaser & Strauss, 1970), has

the purpose of developing abstractions of qualitative data that suc-

cinctly summarize and explain social phenomena. A case is conceived as

a social unit that represents practice with individuals, groups,

communities, organizations, or policies. The basic strategy of case

comparison involves the comparison of similarities and differences among

cases and abstracting from them a reduced number of cases: concepts are

then developed to explain their interrelationships. According to

Butler, Davis, and Kukkonen (1979, pp. 4-5), the method of case compari-

son has "four sequential processes: (1) inquiry into pre-existing form-

ulation of practice, (2) testing of practice formulations through

comparative case observation, (3) application of practice formulations

taken from reference cases, and (4) summary of contribution to practice

knowledge buttressed by published reference cases." This involves the

interviewing of practitioners to describe their intervention practice

and theory, the comparisons of practitioners' beliefs with their prac-

tice behaviors and the researcher's development of categories to

describe practice, the modification of those categories by reviewing

data that report on actual practice, the development of "reference

cases" to more succinctly describe practice, and the comparison of new

cases to reference cases.

Content analysis involves the development of categories to describe

qualitative data. Those categories could be regarded as qualitative

abstractions of the data. They are transformed to quantitative data in

the form of nominal measurement scales when the categories are defined

such that they are mutually exclusive and exhaustive for a particular

dimension, and when it is demonstrated there is a high degree of
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inter-observer reliability among independent investigators

(Allen-Meares, 1984; Tripodi & Epstein, 1980). Uncategorized data from

open-ended questions in interviews and questionnaires as well as

narrative accounts can be changed to quantitative data in this manner.

Comments from children in play therapy might be categorized, for

example, to represent "typical" fears of children when changing to

different school systems.

Data Analytic Strategies

Qualitative data analysis includes these interrelated components:

data reduction, data display, forming conclusions and verifying them

(Huberman & Miles, 1985). The information obtained in field notes is

reduced oy the investigator selecting, focusing, and simplifying it at a

higher level of abstraction. The use of multiple comparison groups

provides a context for noting similarities and differences among groups,

which in turn leads to generalized relationships among categories, i.e.,

hypotheses related to the investigators' implicit theories (Glaser &

Strauss, 1970). For example, a group of high school drop-outs might be

compared with a group of those who stay in high school. A high degree

of drug use and lack of parental supervision may be discovered among the

drop-outs but not among those who stay in school. Further, there might

be no discernible differences in age, race, and intelligence between the

groups. The researcher may relate these notions to theories about hope-

lessness and despair, hypothesizing that there is more likely to be

class, status, and income differences between drop-outs and those who

stay in school when their parents or guedians are feeling alienated

themselves from the mainstream of society. It is important for the

investigator to develop a working theoretical model which links together

hypotheses that are abstracted from group similarities and differences.

This helps to transform as well as reduce the observed data.

Data displays are convenient, heuristic devices that further reduce

the data. These displays consist of graphs, charts, and figures to show

a model of hypothesized relationships. These posited relationships are

tried out in examining new data obtained from replication. This has the

purpose of yielding conceptually reliable data, which means that the

same qualitative categories are sufficient to describe old as well as

newly generated data.
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Finally, conclusions regarding the development of hypotheses,

theory, and explanations of phenomena are verified by a series of proce-

dures such as those specified by Huberman and Miles (1985, pp. 368-369):

"checking for representativeness, checking for researcher effects,

triangulation (consistency of results from multiple sources), weighting

the evidence, making contrasts/comparisons, checking the meaning of

outliers, using extreme cases, ruling out spurious relations,

replicating a finding, checking out rival explanations, looking for neg-

ative evidence, getting feedback from informants, and documenting and

auditing conclusions." The qualitative researcher systematically devel-

ops hypotheses and examines them rigorously in the context of qualita-

tive data. Multiple data sources are employed, and explanations of

phenomena are tested for their plausibility and their applicability with

respect to explaining similar phenomena.

Applications to School Social Work Practice

Qualitative research methodologies can be applied to school social

work practice by illustrating their utility in a model of direct prac-

tice and by showing their potential for providing useful information

related to functions and roles of school social workers.

A Model for Incorporating Qualitative Research in Direct Practice

Tripodi and Epstein (1980) demonstrated that quantitative research

methods can be incorporated by practitioners if they regard them as

components (Blythe & Tripodi, in press): assessment (the specification

of problems), planning interventions (the standardization and actual use

of interventions for accomplishing practice objectives), and termination

and follow-up (the cessation of interventions and follow-up procedures

to determine the extent to which practice gains are maintained).

The school social worker can incorporate and modify qualitative

research methodologies by:

1. employing a phenomenological perspective for the processing of

qualitative data for single cases, allowing for the combination

of quant.;tative and qualitative data when appropriate;

2. acknowledging that s/he functions as a participant observer and

interviewer in providing direct services;
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3. using and analyzing qualitative data; and

4. employing methods such as case comparisons and content analy-

sis.

For example, in providing interventions to a family, the social

worker can obtain data based on measurement devices administered for the

i_mily as well as for her/his interviews and observations. After inter-

view sessions which are tape recorded the social worker can analyze the

contents of the interviews in terms of which family members speak the

most and the extent to which there are positive and negative interac-

tions among members and towards the worker. An examination of patterns

of thematic content associated with negative interactions can lead to

hypotheses abcit further implementation of interactions.

A supervisor migt. be interested in assessing the degree to which

students are employing concepts and principles about intervention that

are discussed in group supervisory meetings. Questionnaires can be

developed to derive students' perceptions of their use of concepts such

as support, reinforcement, and confrontation in particular interviews

with clients. Interview; can also be i'ecorded to provide qualitetive

data for interviews with different clients for the same student as well

as for cases across students. Cases can be compared to determine wheth-

er or not principles discussed in supervision are employed, whether they

are used indiscriminately or methodically irrespective of client prob-

lems and so on. 1 .ipodi and Epstein (1980, pp. 103-120) provide a

detailed discussion of how to use content analysis for this purpose.

To assess the extent to which school children have problems and

whether or not they are identifiable as children with special education-

al needs (Allen-Meares & Lane, 1983), observations and informal inter-

viewing can be used by school social workers. Observations can be made

in the classroom as well as in interviews. Moreover, the jury trial

could be modified and used for team meetirgs which arL employed to weigh

evidence of emotional dysfunctioning and to plan interventions.

Since school personnel have similar and different functions (Radin

& Welsh, 1984), the method of case comparisons can be used to spell out

these functions for participating personnel for particular cases. This
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information could be used to 'lan cooperative treatment interventions

among teachers, counselors, psychologists and social workers.

Interventions are often implemented differentially, and the more

knowledge school social workers have about different groups, the more

likely will interventions be effectively implemented. By comparing case

records for contrasting groups it is possible to locate different

responses to interventions. McNeely and Badami (1984), for example,

found culturally based differences in communication styles between black

and white students; blacks preferred the use of titles and minimal eye

contact, while whites tended to use first names and emphasized eye con-

tact. Finally, qualitative data can be obtained from interviews with

parents, teachers, and the child regc.rding possible reasons for the

extent to which gains from intervention are or are not maintained.

Aggregating Cases to Produce Hypotheses, Theories, and Explanations

A second way to illustrate the potedtial applicability of qualita-

tive research methodologies to school social work is to specify roles

and functions of school social workers and then select methodologies

that can produce useful knowledge. Costin (1987) identifies the follow-

ing as roles and functions of school social workers: identification of

children in need, extending services to pupils, work with sr..ilool person-

nel, educational planning for handicapped children, work with parents,

and community service.

For each of those functions, the method of case comparisons can be

used to develop categories of need, pupils, personnel, and services.

Content analysis can be applied to a review of themes present in a num-

ber of cases related co services. Handicapped children and non-handi-

capped children can be ..omparal with respect to differential strategics

of social work services and aids and hindrances to their effective

implementation. Standardized intelligence, achievement, and personality

tests, and projective techniques can provide data for identifying spe-

ciNc needs and psychoeducational deficits. Closed-ended and open-ended

aueslions in survey questionnaires can produce quantitative and qualita-

tive data that are pertinent to parent, teacher, and pupil needs.

Kty informants can provide information pertinent to the development

of strategies for school social ..jrkers to use in the political context
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of the school (Lee, 1983). Furthermore, analysis of cases of school

drop-outs, pregnant teen-agers, and other special groups can lead to

hypotheses about issues that might be salient for community groups to

consider. A community school system can be evaluated by multiple meth-

ods. Hendrickson (1984) conducted an evaluation of 45 elemL.,tary

schools, employing an analysis of administrative history and staff pat-

terns, the aggregation of case studies, and the systematic comparison of

schools wlth and without counselors to describe the range of stability

of services.

Conclusion

Qualitative research methodologies can be used alone or in combina-

tion with quantitative research methods to produce a variety, of qualita-

tive data that can lead to the development of hypotheses, theoretical

propositions, explanations, and descriptions of social phenomena.

Although used to a very minor extent in school settings where survey

methods have mos_ often been employed, it is believed that phenomenolog-

ical perspectives are useful for generating as well as interpreting

data. The methods of participant observation, interviewing, paired com-

parisons, and content analysis are regarded as useful tools for school

social workers.
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THE ETHNOGRAPHIC INTERVIEW AS A USEFUL TOOL

FOR THE SCHOOL SOCIAL WORKER

Ron E. Roberts and James G. McCullagh

ABSTRACT: The Developmental Research Sequence, consisting of
12 major tasks, as created and refined by Spradley, for con-
ducting ethnographic interviews is described. Applications for

school social workers are offered. Examples from a study of
"Dirtheads" and school social workers are used to illustrate
the 12 steps and analyses employed to construct ethnographies
of cultural groups.

One of the most important tools for those working in the helping

professions is an understanding of human cultures. An infinite numbers

of cultures exist in the world. In one sense culture is an exchange of

knowledge and skills passed from person to person. As Frake (1977, pp.

6-7) explains, culture is "a set of principles for creating dramas, for

writing scripts, and of course for recruiting players and audiences."

Spradley (1979) defines culture as the "acquired knowledge that people

use to interpret experience and generate social behavior" (p. 5).

For the school social worker, the implications of these ideas are

clear. The school is a crucial focus of cultural knowledge. To under-

stand the needs of students, it is useful to examine the school as e

"cultural scene". The school is a setting for a variety of profession-

als, primarily classroom teachers, but also other staff members from bus

drivers to the superintendent and local board members. The school is

also one place where students discover their relationship to others,

become assigned to one or more groups, and assume a variety of roles.

Students "know their place", how they fit, and how they are characteriz-

ed by others. The terms "freaks", "greasers", "burnouts", "jocks", and

"beautiful people" give expression to a way of self and other identifi-

cation. Students spend much of their time with other children or youths

within the schools and neighborhoods. They attend classes (all kinds,

from the special education self-containec, to college prep), but how they

perceive their educational experiences and with whom they spend their

"free time" varies considerably. Within a variety of school and
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community settings all sorts of informal knowledge and skills are shared

and learned from and with each other. It is a commonplace that the

younger generation speak a patois that is semi-unintelligible to adults.

Looked at in adult terms, this simply means that the youth culture

created boundaries to keep professionals and other adults out and to

gain a sense of identity for its members.

The school social worker typically is assigned to many educational

programs--from a public preschool classroom or proprietary day care

center to specialized schools for children and youth. School social

work-.3^s and other support staff may travel among many schools and pro-

vide services that vary f))m one-half a day to between two and five days

each week in a particular school. Practiticners work with children who

may be labeled as children with special educational needs and who

require related services. These children may be assigned such labels as

"behaviorally diso lered", "mentally disabled", or "learning disabled".

Aside from children and youth who are labeled and identified as

needing special education and social work services, other students at

risk for substance abuse, delinquency, pregnancy, nordttendance, or gang

activity may benefit from social work interventions. Students also

bring their ethnic and socio-economic identity to school, be they Black,

Asian, Hispanic, Native American, Italian American. Social workers can-

not easily be familiar with the variety of student or adult staff sub-

cultures found in schools.

One effective way to understand schools and students--"cultural

scenes"--is to approach each "scene" as an anthropologist would observe

people on a remote South Seas Island. Neither would make assumptions

about prior knowledge of the culture. Such humility is warranted when

adults attempt to enter the cultural world of the young. School social

workers, often outsiders to the school staff world, may benefit from

approaching each school or program as a "learner", that is, a "student"

Ather than an "expert".

In this chapter a technique for discovering and understanding "cul-

tural scenes" will be outlined. The recommended approach comes from a

tradition in Sociology that is called "Grounded Theory" (Charmaz, 1983),

a research methodology called "Ethnography", and a specific interview
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format--"Ethnographic Interviewing"--developed by Spradley (1979).

Grounded Theory implies that one approaches the research situation

devoid of preconceived notions about what will be found. "Ethnography

offers all of us the chance to step outside our narrow cultural back-

grounds, to set aside our socially inherited ethnocertrism, if only for

a brief ceriod, and to apprehend the world from the viewpoint of other

human beings who live by different meaning systems" (Spradley, 1979, p.

v). Ethnographic interviewing is a technique to gain information from

an informant (e.g., student, teacher, bus driver) who participates heav-

ily in the cultural scene.

We have been influenced by the work of the late anthropologist

James Spradley. Spradley's step-by-step approach, the Developmental

Research Sequence Method (DRS), for doing ethnography is detailed in his

The Ethnographic Interview (1979 ind Participant Observation (1980).

One key to unlocking useful information about students' or staffs'

"cultural scene" is conveyed to the investigator (school social worker)

by means of language. It is also useful, of course, for the worker to

observe the cultural scene in a systematic way where possible. Though

the focus of this chapter is on ethnographic interviewing, which is one

important technique of the ethnographer, readers are encouraged to read

both texts by Spradley, as well as other sources on doing ethnography

(e.g., Hammersley & Atkinson, 1983; Lofland & Lofland, 1984; Woods,

1986), and selected ethnographies, such as those written by Spradley

(1970) and Spradley and Mann (1975).

School social workers enter schools as practitioners (who also

evaluate practice and program effectivt;.ess), whereas sociologists and

anthropologists enter as researchers. The DRS method was developed for

the social science researcher, but it has utility for practitioners.

.Tactitioners are sanctioned to enter schools, visit with staff, inter-

view parents and students, attend meetings, and intervene in the lives

of selected atudents and their families. The social science researcher

role may range from complete participant to complete observer.' The

researcher is not expected to intervene or effect change, though that

person's very presence may influence others, and the researcher's

written report may impact on system change (e.g., Spradley, 1976).
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Practitioners, however, can engage in "opportunistic research" (Riemer,

1977), that is, to view their work in schools as a "research setting".

The practitioner, unlike the social science researcher, "already 'fits'

into the setting by having a legitimate purpose for being there"

(Riemer, 1927, 474).

One way to combine practice and ethnographic interviewing is to

hegin with "informant-expressed needs" (Spradley, 1979, p. 14) or with a

specific human problem such as teenage pregnancy or early school

leaving. This latter approach is called "Strategic research" by

Spradiey (1979, p. 15). Both approaches are compatible with an

ecological perspective and assessment processes employed by school

social workers (see Allen-Meaies, Washington, & Welsh, 1986, pp. 211-231

for a comprehensive student, school, community assessment).

The Developmental Research Sequence

The Developmental Research Sequence (DRS) consists of 12 major

tasks: Choosing an informant, interviewing an informant, making an

ethnographic record, asking descriptive questions, analyzing ethnograph-

ic interviews, making a domain analysis, asking structural questions,

making a taxonomic analysis, asking contrast questions, making a compon-

ential analysis, discovering cultural themes, and writing an ethriography

(Spradley, 1979). These tasks will be briefly reviewed.

Choosing an Informant

An informant is not a subject, client, respondent, or patient.

Informants are "native speakers .... [who] are engaged ... to speak ii

their own language or dialect" (Spradley, 1979, p. 25). They are also

students, professionals, and staff in schools. Each group possesses

"exclusive cultural knowledge" (Spradley & McCurdy, 1984, p. 3). It is

this distinctive cultural knowledge that is sought. informants will

likely be the people with whom school social workers interact and stu-

dents who are rostered as clients. Obviously the information that is

obtained will be only as "good" as the informant gives. To understand a

school it is desirable to choose a student who has attended the school

or a specific program (e.g., self-contained class) for at least a year

and who is willing c.o be a "teacher" or informant--to share his or her
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school and community world. In a personal conversation with the senior

author, Spradley recommended that children under five years of age

should not be used as informants due to their lack of verbal skills.

If, for example, one wanted to tap into the cultural knowledge of

school social workers or principals, one would want an informant who has

worked in the schools for at least four years. Excellent informants are

those who are accessible and willing to grant "six to seven one-hour

interviews" (Spradley, 1979, p. 51). They should be genuinely interest-

ed in the cultural scene that they would describe, verbal, relatively

uninhibited, and would generally not censor their thoughts and feelings.

They also should be nonanalytic, that is, "they do not analyze their own

culture from an outsider's perspective" (Spradley, 1979, p. 54). It is

important to establish and maintain a relationship of trust and confi-

dence with the informant and to be clear and specific about the purpose

of one's study or intended use of such information.

Interviewing an Informant

Ethnographic interviews are unlike others forms of communication

with friends, clients, rispondents, patients, though such interviews may

be viewed as "friendly conversations into which the researcher slowly

introduces new elements to assist informants to respond as informants"

(Spradley, 1979, p. 58). Informants need to In educated regarding their

role. The interviewer must be clear and explicit regarding purpose,

offer "ethnographic explanations" (p. 59), and employ ethnographic ques-

tions. Three main types of questions. with many variations, are used:

Descriptive, structural, and contrast questions. Each will be discussed

below.

Interviews may be formal or informal. The second author, for

example, has interviewed over The last 18 months a few school social

workers in one area education agency in Iowa to develop an ethnography

of their world. Formal interviews have been conducted and have lasted

between 45 and 90 minutes. Permission was secured to use a tape record-

er. The transcription of these interviews provides a literal record or

the "native language" of school social workers. Transcription is time-

consuming; for each ten minutes of recorded interview, the interviewer
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needed an hour to transcribe. Informal interviews can occur at any

time, for brief periods and usually without a recorder.

Making an Ethnographic Record

A record of interviews, impressions, feelings, future directions,

hypotheses to be checked, artifacts, forms, and reports need to be col-

lected, cataloged, and recorded. Traditionally anthropologists have

created field-work notebooks to write up their interviews, observations,

And analyses. Writing up of notes during the interview or shortly

Lnereafter is absolutely necessary, otherwise much will be lost if a few

hours or days elapse. A tape recorder solves the problem, but even

brief notes should be taken in the event the recorder malfunctions or

human error occurs. It is necessary to obtain a verbatim record of what

informants say and to clearly distinguish between native terms of the

informant and the language used by others, including the investigator.

In addition to Spradley (1979), there are rImerous accounts of how to

organize one's field notes and interviews (Sc2 Bogdan & Biklen, 1982;

Lofland & Lofland, 1984).

Asking Descriptive Questions

Ethnographic questions are used to elicit the knowledge or concerns

of the informant with regard to a particular cultural scene. Descrip-

tive questions are the first type used. They facilitate a reduction in

tension or apprehension for both the informant and investigator. They

allow informants to describe a familiar scene, encourage informants to

talk, and offer the investigator a beginning understanding of the

cultural scene without imposing the interviewer's values or beliefs.

Let us suppose we are interviewing a junior high school student in the

midwest. We would begin by asking very general, descriptive questions,

typically starting with one of four types of "Grand Tour" questions

(Spradley, 1979, p. 86). An example of a "Typical Grand Tour" query

would be: "Would you describe a typical day at school?". Another vari-

ation is the "Specific Grand Tour Question", such as, "Could you tell me

what happened yesterday from the time you left for school?". Another is

the "Guided Grand Tour Question", for example, "Could you show me around

your school?" or "If you were to show me around your school, what would

I see?". The fourth variation is the "Task-Related Grand Tour Ques-

tion", for example, "Could you draw a map of how you come to school?"
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A second set of descriptive questions is the "Mini-Tour" questions

which are identical LU the four variations of the Grand-Tour questions.

Mini-tour queries are intended to describe a "much smaller unit of

experience" (Spradley, 1979, p. 88). For example, Would you describe

what happened yesterday at school from the time you arrived until you

left?"; "Would you describe what you and your classmates did over lunch

yesterday?"; "Would you show me around your classroom?"; "Could you draw

a map of your classroom?".

Analyzing Ethnographic Interviews

At this point, the researcher searches through his or her field

notes for meaningful symbols. These symbols give meaning, structure,

and knowledge to the cultural world of the informant. One important way

to tap into these structures of knowledge is to understand them as

systems of meanir.g. In the Ethnographic method, these systems of

meaning can be understood as domains of knowledge. A domain is a way to

organize the informants knowledge through linguistic classification.

One crucial skill in doing this variety of research is the recognition

of such categories of knowledge. Combing through one's field notes of

the interview for such categories is a way to elicit cultural

domains.

Making a Domain Analysis

We can define a cultural domain as a category of knowledge that

shares a single semantic relationship. In other words, it is a way of

categorizing the folk knowledge of the informant by using his or her own

native language terms. What does it mean to say that domains share only

a single semantic relationship? First, let us say that there are only a

finite number of semantic relationships in any language. Remember that

semantic relationships are ways of organizing knowledge. Spradley

(1979, p. 111) argues that every language contains at least nine

semantic domains. They are as follows:

1. Strict inclusion: X is a kind cf Y.

2. Part-whole: X is a part of Y.

3. Cause and effect: X is a result of Y.

4. Rationale: X is a reason for doing Y.

5. Location: X is a reason for doing Y.
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6. Purpose: X is used to do Y.

7. Means-end: X is a way to do Y.

8. Sequence: X is a step in Y.

9. Attribute: X is a characteristic of Y.

At first glance these semantic relationships may seem to bear

little relationship to our interviewing process. Yet each cultural

domain we discover will fall under one of the above categories. In

fact, good ethnographic research will cover cultural domains that

involve all of the above categories. Let us be more concrete about the

matter. The most common variety of semantic relationships one would

find in ethnographic research is strict inclusion. A student of the

senior author (McKay, 1984) studied the cultural life of a "Dirthead",

which we could call a rebellious :Junior High School student. Figure 1

gives us a cultural domain as eiicited by the student. Note well that

it is based on the principle of strict inclusion.

Figure 1. Kinds of Teachers (Cover term or label)

1. Nice ones

2. Pretty decent ones (Included terms)

3. Son of a bitches

4. Lard asses

This colorful cultural domain with its rather graphic native terms

is a simple example of what we are discussing. Note that each domain is

characterized by a "cover term", which labels the category we describe.

In this case, it is "Kinds of Teachers" (X is a kind of Y). Then we

find the included terms to be all the characteristics that fall under

this common semantic relationship. Ethnographic thinking requires that

we formulate questions in terms of these single semantic relationships.

The second author discovered over 50 cultural domains during the

course of his interviews with a few school social workers. For example,

cover terms included Kinds of AEA Forms, Kinds of AEA Support Staff,

Kinds of Adaptive Behavior Scales Used in the AEA, and Ways to Identify

Children for Evaluaticr. These cover terms would be obvious to most AEA
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employ :)es. The included terms for each cover term could be identified

by questions and by analysis of typescripts of interviews.

The simple descriptive question "What did you do yesterday?" could

result in an extended reply--perhaps 15 to 30 minutes--and include such

comments as "I interviewed a mother and completed an adaptive assess-

ment". During this or a subsequent interview questions such as "How do

you complete an adaptive assessment?", "Do you or other social workers

use different scales or screening measures?", and "Do other support

staff conduct adaptive assese,ments?" could be asked. From these and

related questions omulo emerge an understanding of types and uses of

adaptive assessment instruments; who completes them; why, when, where,

and how they are completed; how they are scored; how information is pre-

sented; and beliefs about and feelings associated with completing this

task.

Asking Structural Questions

At this point in our study, we attempt to elicit as many cultural

domains as possible. Literally dozens of these domains should emerge

when we ask questions of a descriptive nature. In later interviews, we

continue to ask "Grand tour" and other sorts of descriptive questions.

Beyond this, however, it becomes appropriate to ask structural questions

as well. What is a structural question? Two examples may suffice.

First, there is the "Domain-Verification Question". This question would

ask our "Dirthead" informant this sort of query: "You mentioned teach-

ers at your school. Are there other sorts of people at your school

besides teachei'sr. What we have done here is to use the cover term as

the basis for formulating our structural question. Another sort of

structural question would be an "included Term Verification Question".

An example here would be: "Are other people besides teachers 'Son of a

Bi*ches?'" Another kind of included term verification question would

be: "You mentioned four kinds of teachers. Are there any other kinds

you can think of?"

Making a Taxonomic Analysis

A taxonomy is simply a system for classifying knowledge. As we use

..he term, it refers to a further refinement and breakdown of the know-

ledge given us by our informants. Let us suppose that Jr informant

r., -.1
239 AL Lil i



told us that besides teachers at the school, there are other kids, the

"Super", the Principal, secretaries, janitors, and, o:casionally, par-

ents. When we ask a question that refines these categories, we create a

taxonomy, or rather, our informant creates one. As an example here,

McKay asks her informant this question: "You said that there are kids

at your school. Do Dirtheads talk about different kinds of kids?"

Indeed, her informant does tell her that these are different kinds of

kids as seen by "Dirtheads" (see Figure 2).

riyure 2. Kind of Kids at School as 'seen by the "Dirts".

1. Smart Apples a. Super smart apples

b. Not so bad smart apples

2. Jocks a. Really good at sports

b. Not so gc "d at srirts

3. Dirts Always get in trouble

4. Shrimps a. Little kids

b. Seven or Eighth graders

5. Half in Halfs Don't fit in any category

6. Fags Boys that should be girls

Here we see the included terms, "kids" turned into a cover term or

label, as our informant becomes more precise with his information.

Informants will generally have more precise kinds of knowlf_dge about

those categories of information that are important to them. In large

part, the information from informants breaks down into skill: that one

must have to be in a cultural scene.

To further illustrate the creation of taxonomies, the second author

developed a taxonomy of one Iowa Area Education Agency school social

worker's activities (see Appendix A). This taxonomy was chosen for con-

struction after it was decided that school social worker activities

seemed to "organize most of the cultural knowledge...[the] informant has

learned" (Spradley, 1979, p. 136). It was constructed only after first

identifying cultural domains, including cover and included terms, exam-

ining all the cultural domains, and then deciding on the criterion of

"organizing domains" (p. 136) of school social worker activities. The
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next step was to select all those cultural domains that included activi-

ties of the school social worker. This taxonomy, though extensive, does

not exhaust all the possibilities. It also does not necessarily reflect

accurately all the activities of another school social worker.

Asking Contrast Questions

Thus far in our study we have attempted to gain knowledge about

the cultural scene in a junior high school by collecting a number of

cultural domains from our informant. We have asked both descriptive and

structural questions, and we have gained a large number of domains and

taxonomies. There is yet another way to direct our questions to elicit

more information about the cultural scene that we wish to study and that

is by asking "contrast questions". A contrast, question adds another

dimension of our knowledge of the informant's world by "decomposing" the

cultural domains. Spradley (1979, pp. 160-172) cites a number of ques-

tions to break down the included terms of cultural domains. This is

done by asking questions such as the following:

1. "Contrast Verification Questions". This question allows the

interviewer to contrast two or more Intl 'ed questions in terms of the

differences and similarities of folk terms. We might ask our Dirthead

informant how "shrimps" and Half in Halfs" are different, for example.

2. "Directed Contrast Questions". Here we would begin with a

known characterization of one of the included terms and contrast it with

another. Thus we might ask our informant to tell us if "Dirts" are

treated efferently by teachers than "Jocks".

3. "Rating Questions". These questions ask our informant to rate

characterizations of the included terms by a numerical standard or by

degrees of difference. For example, we could ask our informant to rank

the kinds of kids from the most popular to the least.

Making a Componential Analysis

The final task in our series of interviews is to order the informa-

tion given to us via our contrast questions. This "Componential Analy-

sis" results in the creation of a paradigm that is a two-dimensional

representation of our informant's knowledge. McKay (1984) has asked her

informant what kinds of kids go to junior high. She contrasts this by

asking about different ways to get in trouble in class. We show the
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resul,s of this question in this slightly simplified table (see Figure

3) .

Figure 3. Ways to Get: in Trouble in Class.

Smart
Apples

Jocks Half in
Halfs

Dirts Shrimps

1. Talk in class x x x x x

2. Don't do work x o x o

3. Use dirty words x o x o

4. Be late 0 0 o x o

5. Give teachers
a bad time 0 x 0 X

6. Throw stuff
at teachers x

7. Fight x x x

8. Stana by teachers'

Desk 0 0 0 0 0

KEY: x = do this a lot; o = do this sometimes

Parad'gms are useful ways to describe similarities and differences

among a contrast set, for example, activities of AEA support staff. 0)e

paradigm constructed by the junior author contrasts the activities of

the support staff for one AEA (see Appendix E. Note that this paradigm

represents the beliefs of one school social worker and one way of

constructing reality.

This paradigm was contructed by using a technique, the "Contrast

Set Sorting Questions" suggested by Spradley (1979, pp. 168-169). The

second author wrote each folk term (e.g., school psychologist) on 12

cards. These cards were spread out on a table and the informant was

asked: "Would you place these cards into two or more piles as to how

support staff are alike or different". This process can be repeated as

many times as the informant can make differentiations. In this case the

informant made 13 differentiations. Subsequent analysis reduced the

contrasts to 10.
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Discovering Cultural Themes

After one has gone through the necessary interviews to complete all

of the domains, taxonomies, and paradigms that we have discussed, it

becomes necessary to ask oneself about the meaning or usefulness of the

ethnograph. The development of a cultural theme attempts to answer that

question. In one sense the cultural theme is a unifying principle

that holds the cognitive world of the informant together. It is often

based on hidden or tacit assumptions which are not fully articulated by

the informant. Cultural themes often revolve around power or conflict.

Sometimes themes emerge as a contradiction between what people say and

what they, in fact, do. The development of a theme is akin to that of a

scientific theory, in that it attempts to explain and predict the

future. Cultural themes, unlike many varieties of social theory, always

emerge only after the data are collected. From the examples given earl-

ier in the paper, McKay elaborated the theme that for the culture of

"Dirtheads", the central idea is that instit-tions such as schools deal

unfairly with individuals that are not in popular croups. The theme of

this "unfairness" colors much of the perceptions and actions of the

rthead subculture.

Writing the Ethnography

The method for writing up the Ethnographic report will be deter-

mined by the needs of the researcher, and these needs may vary greatly.

For the school social worker involved in such research, sharing ideas

with colleagues and other professionals would be, of course, extremely

useful. If thi_ is the case, it would follow that one would need to

produce Ethnographic research that is accessable and free of all jargon

with the natural exception of the native language terms of one's inform-

ant.

In addition to the chapters in Section Four of the handbook,

readers are encouraged to study Spradley's (1979) chapter on "Writing an

Ethnography" and to read the relevant portions of Bogdan and Biklen

(1982), Hammersley and Atkinson (1983) and Lofland aid Lofland (1984).

Conclusion

A brief description of the Developmental Research Sequence has been

presented. Applications have been applied to a school setting and to



the specialty of school social workers to provide examples of output

resulting from different levels of analyses. For the school social

worker, the ethnographic interview can reveal a great many things of

import in understanding the cultural world of students. It does not

directly delve :nto the emotional life of the child but it is an excel-

lent tool for understanding the cognitive patterns and norms of

students, especially those parts of it which is shared with other

children and kept secret from adults.

In sum, the ethnographic interviewing technique can best be learned

by practice. We recommend Spradley's The Ethnographic Interview as an

excellent sourcebook in learning the techniques and methods of the

interviewing process.
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Appendix A

Figure 3. Taxonomy on The Activities of One Cch,-...ol Social Worker in an Iowa Area

Education Agency*

ESTABLISHING MYSELF IN THE SCHOOLS' WITH EVERYBODY

I. Working with Teachers

A. Building Relationships

1. Give teachers a lot of feedback when worker does observation

2. Put myself kind of one down by letting teachers know

a. how difficult it is for me to handle groups

b. how I respect their skills

c. how I feel they can manage the kids better than I can

d. ask her advice with problems I had during a group

B. Establishing Credibility

1. Share insights that they might not have about their students

2. Give teachers ways to respond to different unusual situations

a. child has a grandmo.her die

b. parents going through a divorce

c. child exhibits bizarre behavior

d. child has a crazy parent

e. child comes from a family where there's alcoholism

f. child has parent laid off

II. Ways to Have a Good Relationship with the Secretary in Every School

A. Be courteous and nice

B. Think about their needs

C. Let them know

1. Where you are in the building

2. When you come in and when you leave

3. Where you are going to be

III. Getting Respect

A. Be professional

1. Dependable or reliable

a. on the job on time

*Completed by James G. McCullagh.
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b. complete work on time

(1) your report will be in when it's needed

c. present at staffings if you said you would

2. Quality interactions

a. knming what's confidential

b. knowing what's appppriate with given people

3. Professional expertise

a. strong interpersonal skills

(1) go to a home and get "stuff"

B. Values as a person

1. Having some character

2. Care about children

3. Your honest

4. Sincere

C. Willing to put yourself out by

1. Coming to a meeting to be with parents late

2. Following through on something that's really on your own time

3. Spending your own money

D. Do a good job

1. Come up with a program that turned the kid around

E. Be predictable

F. They can count on you

G. Have some skills for dealing with people

H. Understand the dynamics

I. Have insights that other team members do not have

J. Be empathic toward team "You're there struggling with everybody else to get

through it"

K. Be hard-working

L. Be busy

IV. Responding to schools that want my services

A. Positively

B. Give them their fair amount of time

C. May even cheat, take time from some place where they don't seem quite as nice
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V. Responding to schools that don't utilize my services and/or don't appreciate me

A. They don't get their fair amount of time or short change them out or

reallocate your time a little bit

B. Brings reports to write from other buildings

VI. How I elicit work in school that have special classes

A. Develop relationships with special class teachers

B. I do things for them

C. I make home visits

D. I go to parent-teacher conferences

E. May do marginal tasks

VII. Getting included and involved when given a new school assignment

A. Teach the principal and special class teacher what to expect from the social

worker

B. I':' the social worker should be on the referral then let them know

VIII. Adjusting to principals' styles

A. Try to figure out what principals wants and needs from me and then basically

try to give it to them

B. Try to avoid conflict

1. Don't do what they don't want me to do

2. Recognize what some of their needs are

a. handle difficult situations with parents

(1) keep parents happy

(2) make parents comfortable

b. prepare the principal for what's (an upset, irate, concerned parent)

coming in the door

c. let the principal handle everything with parents

(1) avoid having principals feel jealous of your relationships with

parents

3. Let them know that you have an understanding of community agencies

a. be able to state appropriate agencies without hesitation

b. know telephone numbers of agencie- and be able to say them

c. know names of key staff

d. get on the phone right away and get the job done
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DOING THE WORK I'M PAID TO DO

I. Prereferral work

A. Attend prereferral meeting

B. Talk about problem

C. Make suggestions to teachers

D. Make suggestions to parents on how to manage problem

E. Meet again if necessary

F. Go to formal referral if necessary

II. Formal Referral Evaluation Activities

A. Attend referral meeting

B. Evaluate

1. Observe child

a. structured

(1) wear head phones

(2) every 20" look at student and record his behavior

(3) then over next 20" record events

(4) repeat b and c

b. unstructured

2. Interview parent(s)

a. in home

b. at school

c. other (e.g., restaurant)

3. Complete adaptive assessment

a. with parent(s)

b. with teacher(s)

c. with teaching associates

4. Interview child, if appropriate

5. Interview teacher(s)

6. Interview agency staff

7. Send for agency file(s)

8. Review agency file(s)

9. Develop diagnostic opinion

C. Write report

1. Write it out

2. Dictate

3. Type
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4. Use a word processor

5. Write using a printed outline

D. Attend staffing meeting

I. Make a team decision

2. Fill out forms

3. Develop IEP goals

4. Put kid on support roster

III. Make referrals to:

A. Family doctor

B. Department of Human Services (DHS)

C. Private counseling agency

D. Mental health agencies

E. Specialized Child Health Center in Waterloo

F. Child psychiatry in Iowa City

G. Child psychiatry in Rochester, Minnesota

H. Social Security Administration for SSI

I. Private residential school

J. Head Start

K. Preschool programs

L. And so forth

IV. Provide Ongoing Services

A. Counseling directly to the student

B. Counseling to the parents

C. Consultation or behalf of the student to the teacher

I. Meet with teacher

2. Listen to problem

3. Imagine problem

4. Elicit their ideas and get them to come up with solutions

5. Make suggestions

6. Give them things to read

7. Provide them with materials

D. Group counseling

E. Coordinate services in the community

V. Reevaluation

A. Make sure kid is still eligible
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B. Read the kid's file

C. Determine what changes need to be made in the kid's program

D. Interview parent

E. Complete adaptive behavior assessment

F. Observe child

G. Speak with teacheris)

H. Write report

I. Attend staffing

COPING: THE UPSIDE AND DOWNSIDE

OF BEING A SCHOOL SOCIAL WORKER

I. How to ignore the rules, help children, change systems, and still keep your job

A. Ways not to complete forms

I. Wait tilT reeval to take care of busines_

2. Just put it off

II. Ways to kill time out in the field when there are no clients to see and no meet

ings to attend

A. Take longer lunches by self or with support staff

B. Start later

C. Leave earlier

D. Talk to teachers and provider staff about

1. Personal selves

2. Sports

3. Families

4. Children in program

E. Informally observe classrooms

F. Interact with children in classroom

G. Observe children during recreation

H. Drive around

III. How school social workers pass time driving around to and from home, schools,

client homes, meetings, main office, community agencies

A. Think about work

B. Day dream about God knows what

C. Listen to music, talk shows, news

D. Recite prayers

E. Stop for
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1. Gas

2. Lunch

3. Snacks

4. Directions

5. Us. of a toilet

F. Watch for the highway patrol

G. Ride with another team member

H. Look at others in cars that are passing or being passed

IV. Where school social workers do their paper work

A. Car

B. Main office

C. Secondary office

D. Classroom

E. Meeting room in 'chool tuilding

F. Teacher's lounge

C. S.orap room

H. At staffings

I. At home

V. Ways you know you're an outsider

A. Identify you all as a group "You're the AEA people"

B. Really don't get to know you that well

C. Conversations change when you're present

D. They have their own part!es

E. They have their own bulletin boards

F. You're not encouraged to be a part of their activities

G. Whatever space I have is what is absolutely left over

I. No space

2. Little store room

3. Resource room

H. Se retaries will resent you you ask them to do too much

I. They don't put your salary in the same bag with theirs

J. There's a certain reseAment

VI. Rewarding thing about my job

A. Positive reinforcement from

1. Team members

2. Teachers
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3. Parents

4. Chilaren

B. Principal really depends on me

C. Principal wants my services

D. I have so much power

VII. Negative feelings about my job

A. All the forms that have to oe filled out

1. Forms get on my nerves

2. I feel resentment about the forms

3. I have this internal rebellion and I think everyone does

4. Frt-+riting

B. Reports that have to be written

C. Routines they have to go through

VIII. Getting Burned Out

A. Staying in the same assignment and request to change is denied

B. Get bored

C. Do the same old thing; quit being very creative

D. Low morale

1. Can't net excited about anything

2. Never say anything nice

3. Will absolutely not involve themselves in anything

E. Same old people working together for many years

F. Mentality of being cut back

G. More work every year

H. Basically the same money every year

I. More and more expectations

1. Mary more forms

2. More written procedures for how you are going to du something

3. More time lines

4. More staffings

IX. Ways to be lazy

A. Shirk work

B. Try to get out of everything

C. Never volunteer for anything

D. Not be where you're suppose to be

E. Never say anything in staffings

254

2 6 Z



Figure 4. Paradigm: Kinds of Support Staff in one Iowa Area Education Agency

Support Staff Dimensions of Contrast*
1.0 2.0 3.0 4.0 5.0 6.0 7.0 8.0 9.0 10.0

1. Home Bound Teacher 1.3 2.2 3.2 4.1 5.2 6.1 7.4 8.3 9.3 X

2. Itinerant Vision Teacher 1.3 2.2 3.2 4.2 5.2 6.1 7.4 8.3 9.3 X

3. Itinerant Hearing Teacher 1.3 2.2 3.2 4.2 5.2 6.1 7.4 8.3 9.3 X

4. Social Worker 1.1 2.1 3.1 4.1 5.1 6.3 7.2 X 9.1 10.1

co 5. Psychologist 1.1 2.1 3.2 4.3 5.1 6.3 7.2 X 9.1 10.1

6. Consultant 1.1 2.1 3.2 4.2 5.1 6.1 7.3 X 9.4 10.1
in

w
c
a

7. Audiologist 1.3 2.2 3.2 4.3 5.1 6.2 7.4 8.1 9.1 10.2 in
0,,

aa 8. Special Ed Nurse 1.3 z.2 3.1 4.1 5.2 6.2 7.4 8.? 9.2 10.2

9. Physical Therapist 1.2 2.2 3.2 4.2 5.1 6.2 7.4 8.2 9.2 10.2

10. Educational Strategist 1.1 2.1 3.2 4.3 5.2 6.1 7.1 X 9.1 10.1

11. Speech Clinician 1.3 2.2 3.2 4.3 5.1 6.2 7.4 8.1 9.1 10.2

12. Occupational Therapist 1.2 2.2 3.2 4.2 5.1 6.2 7.4 8.2 9.2 10.2

*See key on next page.
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Dimensions of Contrast

1.0 Observe child in classroom

1.1 Most commonly

1.2 Sometimes

1.3 No

2.0 Interview child

2.1 Yes

2.2 No

3.0 Interview parent above for data gathering

3.1 Yes

3.2 No

4.0 Home Visits (School age programs)

4.1 Usually

4.2 Sometimes

4.3 Almost never

5.0 Likely to be on a team planning the program of a child in a special class

5.1 Yes

5.2 No

6.0 Primary focus of upport staff

6.1 Instructional services

6.2 Services to physical (external, bodily) needs of student

6.3 Work with behavior

7.0 Basic team

7.1 First level only

7.2 First and second level

7.3 Second level only

7.4 Not a core member

8.0 Extent of Other Support Staff InvJlvement with Basic Team

8.1 More often

8.2 Less likely

8.3 Unlikely

9.0 On a first level evaluation

9.1 Most likely
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9.2 Next likely

9.3 Somewhat likely

9.4 Can't be

10.0 Interview teache-

10.1 Yes

10.2 No
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SECTION THREE

RESOURCES FOR RESEARCH
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USING THE LIBRARY IN PRACTICEBASED RESEARCH

Stanley P. Lyle

ABSTRACT: Suggestions to busy practitioners on how to make
affective use of library services and collections such as

reference, document delivery, and government publications are

p,',Isented. Also discussed is the library research process,
ircluding use of tools to identify pertinent books, journal
arc.icles, dissertations, and other publications. A final sec-

tion explains how to use libraries to identify experts.

Libraries of all types, whether school, university or public, work

to meet the needs of their clients by providing appropriate printed and

computerized materials and services to access these materials. Practi-

tioners who fully utilize the various library systems will find a wealth

of information to help them do a better job in working with their clien-

tele. Through tools found in libraries one can identify instruments and

methods used in the past to study a particular problem; given the cumu-

lative nature of research, such a review of published literature can

make for a more efficient and effective study of a current problem.

Libraries provide tools for identifying relevant studies as well as

the studies themselves in some cases. However, no library collection

includes all source documents. Therefore, practitioners will want to

understand how to use their local library's services and resources to

identify and obtain publications and experts beyond the local community.

Practitioners also will want to recognize the existence of other librar-

ies in their metropolitan areas or regions which may be of great value

in work on a given research project.

This chapter starts with an overview of selected library services

and resources. Next 's a discussion of guides to the literatures of

social work and the socal sciences in general. The bulk of the chapter

describes how to find various kinds of information and types of publica-

tions and how to obtain copies of desired source documents (not always

an easy or convenient task).
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Selected Library Services and Resources

Practitioners should be sure they fully understand and utilize

their own organization's services and resources. After all, their own

library will be moss sympathetic to and understanding of their particu-

lar needs, and their own organization may pay for some or ail of the

expenses associated with library research.

Reference

Most libraries have a reference desk or librarian designated as

reference librarian. Practitioners should turn to this service when

experiencing difficulty in finding specific information or in locating

materials within the library. Reference librarians can be most ilelpful

when approached with a specific, clear request for information. Depend-

ing upon the nature of the library and volume of inquiries, the refer-

ence librarian may be able to find an answer to a question, but in other

cases may be able only to refer to particular reference books, indexes,

and abs.racts--leaving the digging to the researcher.

Many libraries, particularly those at colleges and universities,

offer computerized literature search services; these are often housed

within the reference department. Such services usually involve working

with a librarian, but some libraries provide access to "do-it-yourself"

search services offered by database vendors such as BRS and DIALOG.

Some finding aids are available only in print, but others, like ERIC,

are available in print, in an online, computerized format, and in a new

laser disk format called CD-ROM. Smaller libraries may have access to

particular indexes only in computerized format and not in print. While

computerized searching is most common in academic libraries, libraries

of other types are involved, too. A fee is usually charged for online

searches; fees are less common for searches of a given database on CD-

ROM. University and other libraries may allow researchers not affili-

ated with the university to utilize their online search service. Access

and charge policies vary, so checking around is a good idea: Some

organizations pay for online searches conducted by their members or

employees.

7 vernment Publications

Whether issued by international, federal, or state units,
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publications of the executive, legislative, and judicial branches can be

vital information sources for the ,ctitioner. United States documents

depositories usually occupy a separate section in university and public

libraries. Publications in such depositories typically are arranged not

by Dewey or Library of Congress call numbers but instead by the Superin-

tendent of Documents classiFication scheme. This scheme arranges publi-

cations by issuing agency so that items produced by the Department of

Health and Human Services, for example, are shelved together.

Practitioners should recognize that more and more federal govern-

ment publications are distributed in a microfiche format. Practitioners

also should note that many government data files are available in floppy

disk and tape formats for computer analysis. Various finding tools,

described later in the chapter, aid in identifying pertinent sources,

regardless of format.

Document Retrieval

After identifying pertinent articles, dissertations, and other pub-

lications with the help of indexes, databases, and other reference

tools, the next step is to obtain the cited documents. Most libraries

produce a list of periodicals to which they subscribe. If the local

library does not subscribe, one might ask the reference or interlibrary

loan librarian for lists o, periodicals held by other libraries in the

metropolitan area or region. Perhaps, for example, the local university

library does not have a given school social work journal; maybe another

university library nearby does subscribe. Before making a special trip

to use another library with which the practitioner is not affiliated,

s/he may wish to call the librarian there to ask permission and to ask

if the desired journal issue or other publication is available.

Guides to the Literature of Social Work

Guides to the literature of a given field serve to list and

describe it: fundamental research sources. Mendelsohn (1987), for

example, has written a guide to social work sources which explains how

to use dozens of research tools. For the various subject areas of the

discipline, he discusses reference books, journal and newspaper

articles, computerized literature retrieval, government publications,
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statistics, and books. Other important guides or bibliographies are by

Webb (1986), by Ccnrad (1982), and by McCullagh (in this handbook).

Practitioners beginning work in an unfamiliar area might keep in

mind the role played by textbooks. These publications summarize and

synthesize findings and as such serve to provide quick overviews and

references to classic studies.

Beginning Research in the Library

Literature guides and textbooks point to relevant finding tools and

source documents. Practitioners may dish to consult such reference

books peculiar to their discipline when beginning work in order to

obtain an overview of a new or unfamiliar topic. Tools like The Social

Work Dictionary (Barker, 1987) provide short, specialized definitions of

terms used in the discipline. Specialized encyclopedias like the

Encyclopedia of Social Work (NASW, 1987) provide articles, with

references, on social work topics written by experts in the field.

Literature guides cite classic works and bibliographies of such

works. Other important tools such as Bibliographic Index: A Cumulative

Bibliography of Bibliographies (3 per year) list bibliographies by sub

ject which have appeared as parts of articles or books or which have

been published separately. Another way to identify bibliographies

available in the local library is to check the card catalog or online

public access catalog (computerized card catalog). Book-length biblio-

graphiLs are listed under the appropriate subject heading with a biblio-

graphy subheading (e.g., Child Abuse--Bibliography).

At any time during the course of a research project a n,ed for

statistical data may arise. The first stop for many statistical

questions is the Statistical Abstract of the United States: National

Database and Guide to Sources (annual), produced by the United States

government. Statistical Abstract reprints tables or parts of tables

which have appeared in various U.:, government publications. The

rqurces of the information are indicated at the bottom of each table;

the original source may have more detail, Statistical Abstract covers

virtually all subject areas; other statistics tools such as Digest of

Education Statistics (annual) provide tables and charts on particular

subject areas. In addition to compilations of statistics are reference
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works whose purpose is to help the practitioner locate statistical data

published in federal government and private sources. Such statistics

finding tools include American Statistics Index (monthly) and Statisti-

cal Reference Index (monthly)

Identifying Pertinent Books and Similar Publications

As mentioned above, books available in a local library are listed

in the card catalog under author, title, and subject. Online public

access catalogs where available are a powerful new searching tool which

indicates books held by the local library, and, in some cases, books

held by cooperating state universities, community colleges, public

libraries, or similar institutions in other parts of the state or

region. Some libraries with online catalogs allow dial access to their

database; this means that an individual with a terminal and a modem,

even though hundreds of miles from a large state university library, for

example, may be able to use the telephone to gain access to the

library's database and determine what books are available there.

To identify pertinent books which are not available locally the

practitioner may wish to consult regularly published booklists, as well

as previously mentioned bibliographies, which list books by author, sub-

ject, and sometimes by title. Such reference tools include Books in

Print (annual) and Cumulative Book Index (monthly). These and similar

booklists are also available in computerized formats.

Identifying Pertinent Journal and Newspaper Articles

If the practitioner already has pertinent article citations in

hand, the research task becomes one of calling or visiting an area

library or utilizing other delivery services provided by the practition-

er's employer. University libraries produce lists of their periodical

holdings which can be checked. As mentioned earlier, libraries within a

given metropolitan area or region may have traded lists of perioaicals

or produced a "union list" showing holdings of particular libraries in

the region. Such a list can help researchers to make the most of their

time when planning trips across town or elsewhere in the region.

If the practitioner does not already have pertinent article cita-

tions in hand, s/he will want to consult indexes and abstracts, whether
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in paper or computerized format. Indexes and abstracts usually list

publication citations by subject and by author. Abstract services,

unlike indexes, include summaries of listed publications. Important

tools for social work practitioners include Social Work Research &

Abstracts (quarterly), Sociological Abstracts (5 per year), Social

Sciences Index (monthly), Current Index to Journals in Education (month-

ly), Psychological Abstracts (monthly), and Criminal Justice Periodical

Index (3 per year). Library collections also usually include indexes to

major national and local newspapers. These and more specialized indexes

and abstracts are likely to be available at any university library,

whether in print, online, or CD-ROM formats.

Identifying other Publication Types

Government Publications

Indexes such as Monthly Catalog of United States Government Publi-

cations list thousands of government documents by subject, author, and

keyword. Other important indexes are CIS Index to Publications of the

United States Congress (monthly) and Index to U.S. Government Periodi-

cals (monthly). As with periodical indexes, interesting citations from

these must be checked against library records, such as the "shelflist,"

to determine if held locally. These and other indexes are available as

online databases through national database vendors like DIALOG and BRS.

Other government data files and "bulletin boards" of potential interest

to social workers may be available through direct dial computer access.

Use of a documents depository collection can be a daunting prospect;

consult your documents librarian for assistance.

Dissertations

Dissertations are listed by subject in numerous specialized biblio-

graphies and indexes. The standard source for identifying doctoral

dissertations on a given subject, though, it dissertation Abstracts

International (monthly). Finding dissertations on a specific topic can

be a very time consuming process. Practitioners may wish to consider a

computerized search, which allows searching tor specific words and

phrases in titles and abstracts.

Legal Materials

University libraries, particularly those associated with law
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schools, are likely to have strong collections of federal and state

si-.a....es, regulations, and case decisions. However, if the university

library does not have a needed court case reporter, the practitioner may

wish to contact other organizations in the area. The county courthouse,

for example, may house a legal collection which can be used by the

public.

Obtaining Source Documents

A large university library is likely to have a high percentage of

publications identified with the help of reference tools. However, no

library has it all. As mentioned earlier, utilize all libraries in your

area. Practitioners will also want to investigate document delivery

services available through their employer. Some organizations such as

the Iowa Area Education Agencies provide convenient, well-developed

delivery services (see the chapter in this handbook by Schrader).

An alternative is the interlibrary loan service offered by most

libraries. To use this service, practitioners typically must complete a

form indicating details for the desired publication. A source of refer-

ence usually is requested. Turnaround time is likely to be two weeks or

more. Some libraries around the country offer "express" services for a

fee which may range from a few dollars to $20 or more depending on the

delivery company and courier service utilized.

Price and eligibility policies vary from library to library and

from organization to organization. Practitioners are certainly eligible

to use their own organization's and their public library's service.

Practitioriers who are not enrolled students are not likely to be e'igi-

ble to use a university's loan service, but might want to check anyway.

Most types of publications can be obtained through interlibrary loan.

Difficulties may be encountered, though, in trying to borrow reference

books, new books, dissertations, and other "special" forms.

Finding Experts

Busy practitioners may wish to interview experts over the telephone

or in person to speed up the research process. Library reference col-

lections include tools that can help to identify experts and their

addresses and telephone numbers.

267 4 (-)i



Government Officials

Most library collections i oirc ;es of state and federal

gove nment agencies and personnel. Dime::, adiffesses, and telephone num-

bers are usually provided in such sources. Important federal director-

ies are United States Government Manual (annual), Congressional Yellow

Book (quart,ITly). and Federal Yellow Book (quarterly). Middle level

employees are sometimes listed. Ask your reference librarian about

state directories.

Professional Associations

Thousands of associations exist tr, serve the interests of pe ,e

and organizations working it particular areas. Associations may sponsor

or conduct research; in any case, a given national association is likely

to have on staff a researcher who is knowledgeable about the associa-

tion's general Irea of interest and able to identify experts, key pibli-

cations, and other resources tie practitioner may wish to tap. Hu foes

one identify such associations? A standard reference source is Encyclo-

pedia r) Associations (annual). Each organization's entry in this

source includes a one paragraph oescription of the organization, its

address and phone, the head of the organization, and a brief list of its

publications.

Other Experts

Reference collections include other tjpes of directlr*.s which give

addresses and phones for various categories of people arid organizations.

Ask at the library's reference desk for assistance.

Conclusicl

Whether tracking down experts, searching online databases, or plow-

ing through print indexes, practitioners should approach the research

task with the attitude that the needed information can be found. While

the expenses ,nd time delays associated with research can be frustrat-

ing, persistent, thorough, and creative work can yield serendipities as

well as the expected.
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CONDUCTING RESEARCH THROUGH ONLINE

COMPUTER DATABASES

Susan I. Schrader

ABSTRACT: This chapter serves as a practical resource guide
for conducting research through online computer databases.
The Area Education Agency Media Centers provide access to this
research to school social workers and other educators in Iowa.
Research can be conducted for current awareness, problem solv-
ing, surveying literature, etc Twenty -one databases that

have information relevant to school :ccial work are summar-

ized.

Mention the word "research" and many educators think of the hours

spent in a university library looking through indices, going to a shelf

to find a periodical, and then looking through the indices again because

the periodical wanted is checked out, lost, or at the bindery. Mention

the words "computer" and "research" together and many educators become

uncomfortable with the idea of using new or unfamiliar technology. Men-

tion the words "online 'computer database searching. and many educators

shrug their shoulders and say, "What?"

For an educator, practitioner, o: researcher, online computer data-

base searching is a sophisticated and efficient way to do research. You

need not spend hours in the university library looking at indices and

card catalogs. In fact, you don't need to even go to the library.

Research can be done for you by contacting your Area Education Agency

(AEA) Media Center or university library.

Why Do Research?

The primary reason for doing research is to avoid "reinventing the

wheel." If you want to implement a new program in the high school for

potential dropouts, it would be helpful to do some research to find out

what dropout programs are already in and which ones have been suc-

cessful. If you want to find out how one-parent families are affecting

children's social interaction in school, why not do research to learn

what studies already have been done. To answer specific questi.ns or
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problems, to find background information, or to survey the literature,

you should always consider doing a computer database search first.

What Is Online Database Searching?

Let's define some terms. Online means that a microcomputer is con-

nected to another computer, in this case a mainframe, through telephone

lines. A modem and communications software are needed so that the

microcomputer can dial the telephone and "talk" with the mainframe.

Database refers to the information that is stored by subject area in a

computer (e.g., ERIC). Searching refers to the interaction between the

person at the microcomputer and the mainframe.

There are hundreds of databases available and dozens of companies

or vendors that sell access to these databases. Databases are produced

either for profit by various companies or as part of a government agency

or university. DIALOG, Inc., based in Palo Alto, California, is the

largest computer vendor in the world with over J00 databases available

for searching. BRS (Bibliographic Retrieval Service), based in Latham,

New York, is another large computer vendor. Some databases such as ERIC

(Educational Resources Information Center) are available through both

DIALOG and BRS.

Advantages of Online Searching

Online computer database searching allows you to search through

resources not available locally. Specialized indices, international

papers, conference papers, research studies, etc., are often not pur-

chased by many university or public libraries or AEA media centers

because they are either too expensive or would not have broad enough

usage. However, they are available online.

Online searching reduces the time spent look 19 through print

indices. A 15 minute manual search can be done online in two or three

minutes. More of your valuable time can also be saved by having the AEA

media specialist who is trained in online database searching do the

searching for you. A review of the literature can be in your hands in

just minutes!

How To Request a Search

Call the Area Education Agency Media Center in your service area to
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ask for an online computer database search. A call is preferred over a

written request because the media specialist will have specific ques-

tions to ask about the search topic during the reference interview. For

example, the topic may be substance abuse. Here are some questions the

media specialist may ask: What age chile? Drug or alcohol abuse?

Which drugs: crack, marijuana, speed? Treatment programs? Psychologi-

cal characteristics of abusers? Community programs? Family responsi-

bility? Violent behaviors? Abuse prevention programs? Impact on the

family or siblings? Environmental or genetic influences? School's

role? Effect on learning, attendance, socialization? Hospital out-

patient programs? Followup-studies? Current information from the past

year or older information?

When requesting an online computer database search, the media spe-

cialist will need to know exactly what you want to know. The topic will

be discussed so that the broadest and narrowest interpretations of the

topic will be defined in the search strategy. Identifying the two

ext-emes of the topic is important because there may be too little

information on the topic and the search strategy will need to be expand-

ed or there may be too much information and the topic may need to be

narrowed.

Databases can be searched using controlled vocabulary terms such as

desciptors or free-text language. The media specialist will choose the

descriptors or terms. If there is jargon or new terminology, let the

media specialist know.

Computer database searches provided by the AEA Media Centers are

free of charge to Iowa educators when the research is directly related

to improving teaching and the classroom experience. Computer database

searches are also available at university libraries and at public

libraries for a fee.

Search Strateg,

The search strategy is usually formulated by the AEA media special-

ist. The separate comporents oF the search topic are identified. The

search strategy itself includes appropriate descriptors or free-text

terms, special commands unique to the database being searched,
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limitations such as year, and commands that allow the use of Boolean

logic (to be explained later).

The following illustration shows a sample search strategy for the

topic of prevention programs for teen runaways. The chart lists the

terms and descriptors that will be combined using the Boolean logic

operators, AND, OR, and NOT.

RESTRICTIONS: ERIC database--for the period 1980 to the present

SEARCH STRATEGY:

programs runaways

prevention

delinquency
prevention

programs

runaways

Boolean Logic

Besides the time saved by online searching and the unique types of

information available in a computer database, there is the advantage of

using Boolean logic. Unlike a print index, several terms or concepts

can be searched in rapid succession and then set aside and combined by

using the commands: AND, OR, NOT. The topic in the previous section

would use this strategy: (prevention OR delinquency prevention OR pro-

grams) AND runaways. Teenager is an implied concept (most runaways are

teens) and is not used as a search term because the seart results would

he too limited.

Sample Search

Here is the same topic run in the ERIC database. Note the number

of "hits" for each individual term and the final number of "hits"

retrieved after combining the terms with Boolean operators. The 53

"hits" refer to individual documents, papers, reports, journal articles,

etc.
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Set Items Description

? SS (PREVENTION / DE,ID OR DELINQUENCY PREVENTION OR PROGRAMS/DE,ID) AND

RUNAWAYS/DF,IF

S1 4913 PREVENTION/DE,ID

S2 496 DELINQUENCY PREVENTION

S3 98019 PROGRAMS / DE,JD

S4 150 RUNAWAYS

S5 53 (PREVENTION/DE.ID OR DELINQUENCY PREVENTION OR

PROGRAMS/DE,ID) AND RUNAWAYS

Wilat You Will Receive

All records retrieved have a citation that includes author, title,

journal, publisher, sponsor, date, pages, etc. Many records also

include a short abstract that summarizes the entire document. Abstracts

will be sent if available. The search results are sent in a packet that

includes the following: an information sheet for ordering full text of

documents, an order form, a description sheet for each database search-

ed, and a cover letter listing the descriptors or free-text terms used.

Turnaround Time

Turnaround time ranges from 10 minutes to one week. If information

is needed immediately, a search can be conducted and the citationb oc

abstracts or complete documents will be printed online and given to you

while you wait. Search results can also be sent to your school or

office the same day through the Iowa electronic mail service, EDCOM

(EDucational COMmunications in Iowa). In addition, you can request a

search and have the citations and abstracts sent to you in the U.S. Mail

or AEA van delivery.

If information or research is not needed immediately (within a

week), citations and abstracts are ordered offline from DIALOG or BRS

and then delivered in the U.S. Mail. It is cheaper to order offline

than to print the abstracts while online. The mail delivery from DIALOG

and BRS is about one week. The media spec; fist who conducted the

search then has the opportunity to review the search and indicate which

documents can be obtained through the AEA Media Center and which docu-

ments need tc be ordered through interlibrary loans. Instructions and

order forms for requesting documents are included with each search.
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Document Retrieval

After reading the abstracts and determining which complete docu-

ments are required, there are several routes that may be taken depending

upon the nature of the documents. For example, many searches will be

done in the ERIC database. Nearly all ERIC documents are available on

microfiche from the Iowa Department of Education (DOE) at no charge.

Many AEA Media Centers will loan you a portable microfiche reader.

Nearly all ERIC journal articles are available from the AEA Media Center

or the Department of Education at no charge. Fill out and return the

order form included with the search to request copies of documents on

microfiche or paper copies of journal articles. If documents or

articles are not available from the DOE or AEA, interlibrary loan

through the AEA Media Center, public or university library can be used.

In addition, there are occasions when copies of the microfiche may

be needed in paper copy. Paper copies may be obtained from the follow-

ing sources: (1) The AEA Media Center may make copies from microfiche

(there may be a limit on the umber of pages that may be copied); (2)

Paper copies of entire documents may also be requested from the ERIC

Document Reproduction Service, 3900 Wheeler Avenue, Alexandria, Virginia

22304-5510. There is a charge for copies from either source.

Dozens of organizations will copy articles or supply documents for

a fee. University Microfilms International iUMI), 300 N. Zeeb Road,

Ann Arbor, Michigan 48106 is the primary source for copies of

dissertations/master theses and journal articles. Many specialized com-

puter databases have their own suppliers of documents, again for a fee.

These copy and delivery systems are so sophisticated that ycu can order

the documents needed while still searching online -no forms to complete

and no phone calls to make. The turnaround time is just a few days.

Databases

The databases listed in Appendix A contain information ielpful to

school social workers. The databases are available either through the

DIALOG or BRS vendors. These databases are available for searching at

the AEA Media Centers and university libraries.
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Conclusion

In today's Information Age it is difficult to keep current with the

research in the social work field. So, .al workers need to be knowledge-

able in such diverse areas of psychology, sociology, educational psy-

chology, and medicine. How can a social worker keep up? There are no

easy solutions, but online database searching will help you find specif-

ic information to fit a specific situation. The key is to know where to

go when you need information or research and how to ask for it.
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Appendix A

Oatabeces

AIDS

1983 to the present; 2,000 records; updated monthly

Producer: Bureau of Hygiene and Tropical Diseases, United Kingdom

This is the first database to specifically cover the medical research related to

AIDS. Nearly every record c,ntains an abstract. Over 50% of the database is from

American research and literature.

CHILD ABUSE AND NEGLECT

1965 to the present; 15,693 records; updated semiannually

Producer: National Center on Child Abuse and Neglect, U.S. Department of Health and

Human Services, Washington, D.C.

Included in this file is information of use to program planners, policy makers, and

the general public relating to the identification, prevention, and treatment of child

abuse and neglect. Some of the major areas covered are: definitions of abuse and neg

lect; reporting procedures, etiology; training programs; social and economic factors;

policy making; service programs; research projects; laws; court decisions; and audiovis

ual materials.

DISSERTATION ABSTRACTS ONLINE

1861 to the present; 921,000 records; updated monthly

Producer: University Microfilms International, Ann Arbor, Michigan

This file is a definitive subject, title, and author guide to virtually every

American dissertation accepted at an accredited institution since 1861. Masters theses

have been selectively indexed since 1962. Abstracts are included, not the entire disser

tation. Dissertations may be ordered directly from University Microfilms International.

DRUG INFO AND ALCOHOL USE AND ABUSE

1968 to the present: updated quarterly

Producer: Drug Information Service, College of Pharmacy, University of Minnesota,

Minneapolis

This database covers the educational, psychological, and sociological e.ec.',.s of

drug use and abuse and alcoholism. Articles, monographs, pamphlets and instructional

guides are included.
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EDUCATIONAL TESTING SERVICE TEST COLLECTION

1984 to the present; updated quarterly

Producer: Educational Testing Services, Princeton, New Jersey

ETSF is an ideal source for locating tests, evaluation tools and assessment/screen

ing devices to be used in measuring skills, aptitude, interests, attitudes or achieve

ment.

EMBASE

June 1974 to the present; 2,999,000 records; updated every two weeks

Prei.ucer: Excerpta Medica, Amsterdam, Netherlands

EMBASE is one of the leading sources for literature on human medicine. It consists

of abstracts and citations of articles from over 4,000 biomedical journals published

throughout the world. An outstanding feature of this file is its complete coverage of

articles on drugs.

ERIC (EDUCATIONAL RESOURCES INFORMATION CENTER)

1966 to the present; 605,000 records; updated monthly

Producer: National Institute of Education, Washington, D.C., and ERIC Processing and

Reference Facility, Bethesda, Maryland

ERIC is the complete database of educational materials and research. ERIC consists

of two subfiles: (1) Resources In Education (RIE), which includes documents; and (2)

Current Index to Journals in Education (CIJE), which includes indexing to 750 journals.

All records include informative abstracts. Subject coverage: adult, career, and voca

tional education; counseling and personnel services; elementary and early childhood edu

cation; educational management; handicapped and gifted children; higher education; infor

mation resources; junior colleges; languages and linguistics; reeding and communication

skills; rural education and small schools; science, math, and environmental education;

social studies/social science education; teacner education; tests, measurement, and eval

uation; urban education.

EXCEPTIONAL CHILD EDUCATION RESOURCES

1966 to t! present; 62,100 records; updated monthly

Producer: fhe Council for Exceptional Children, Reston, Virginia

This is a comprehensive database concerned with published and unpublished literature

on the education of handicapped and gifted children. The following types of materials

are abstracted: books, monographs, literature guides, legislative documents, journal

articles. administrative policy manuals, newsletters, curriculum guides, program
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descriptions, teaching guides, research reports, conference reports, nonprint profession-

al media, and some doctoral dissertations.

FAMILY RESOURCES

1970 to the present (non-journal items), 1973 to the present (journals); 87,000 records;

updated monthly

Producer: National Council on Family Relations, St. Paul, Minnesota

This database covers the psychosocial literature related to the family, including

the disciplines of medicine, psychology, sociology, and education. Subject areas

include: marriage and divorce, family trends and changes, organizations and services to

families, family relationships, sexual attitudFs and behavior, and therapy and education.

Over 1,200 journals, books, audiovisual materials, government documents, newsletters,

instructional materials, and directories are indexed.

LEGAL RESOURCE INDEX

1980 to the present; 277,000 records; updated monthly

Producer: Information Access Company, Belmont, California

Over 750 law journals and six law newspapers and legal monographs are indexed cover-

to-cover. It provides subject, author, case name, and statute name. For attorneys and

lay persons.

MAGAZINE INDEX

1959 to March 1970, 1973 to the present; 1,791,000 records; updated monthly

Producer: Information Access Company, Belmont, California

More than &Jo popular American and Canadian magazines are indexed. Over 100 of

these magazines have the actual full article available online. Subject areas covered:

current affairs, performing art_ sports, recreation and travel, consumer product evalua-

tions, science and technology, cultural events, business, education, science and technol-

ogy, health, medicine, social science, environmental issues, regional news, economics.

MEDLINE

1966 to the present; 5.2 million records; updated monthly

Producer: U.S. National library of Medicine, Bethesda, Maryland

MEDLINE it.dp:es articles from over 3,200 international journals and covers virtually

every subject in the broad field of biomedicine. Subject areas covered: clinical and

experimental medicine, communication disorders, psychiatry and psychology, public health,

behavioral and mental disorders, nutrition, anatomy, etc.
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MENTAL HEALTH ABSTRACTS

1969 to the present; 469,000 records; updated monthly

Producer: National Clearinghouse for Mental Health Information, National Institute of

Mental Health, Rockville, Maryland through 1982; IFI/Plenum Data Company,

Alexandria, Virginia from 1983 to the present

This international database abstracts articles from over 1,500 periodicals, books,

research reports, and program data. All aspects of mental health and mental illness are

covered: aging, child development, crime and delinquency, epidemiology, manpower and

training, mental health services, psychiatry, psychology, psychopharmacology, sexology,

and social issues.

MERCK INDEX

1900 to the present; 10,071 records; updated semiannually

Producer: Merck and Company

Concise descriptions of chemicals and drugs are given. Topics include preparation,

physical and biological properties, pharmacological actions, toxicity, and medical and

nonmedical uses for chemicals and drugs.

NATIONAL NEWSPAPER INDEX

1979 to the present; 1,241,000 records; updated monthly

Producer: Information Access Company, Belmont, California

Front-page to back-page indexing is done for the following newspapers: Christian

Science Monitor, Los Angeles Times, New York Times, Wall Street Journal, Washington Post.

All articles, news reports, editorials, letters to the editor, obituaries, product evalu-

ations, biographical pieces, poetry, recipes, columns, cartoons and illustrations, and

reviews are included.

PAIS INTERNATIONAL

1972 to the present; 270,000 records; updated monthly

Producer: Public Affairs Information Service, Inc., New York, New York

his database covers the full range of the social sciences with emphasis on contemp-

orary public issu,s and the making and evaluation of public policy and economic or polit-

ical problems. It is international in scope and indexes periodicals; books; pamphlets;

federal, state, and local government documents; yearbooks; directories; and publications

of public and private agencies.
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PSYCINFO (PSYCHOLOGICAL ABSTRACTS)

1967 to the present; 551,500 records; updated monthly

Producer: American Psychological Association, Washington, D.C.

Over 1,300 journals, technical reports, monographs, and dissertations are indexed

that cover the areas of psychology and related disciplines. Subject coverage: personal-

ity, physical and psychological disorders, intervention, psychometrics, social processes

and issues, treatment and prevention.

SOCIAL PLANNING/POLICY AND DEVELOPMENT ABSTRACTS

1979 to the present; 20,000 records; updated biannually

Producer: Sociological Abstracts, Inc.

SOPODA is a unique database offering practitioners and social problem researchers

access to detailed abstracts that offer solutions to problems. The materials abstracted

here are not theoretical or methodological. Topics addressed: population explosion,

decision-making processes, quality of life, social welfare services and professionals,

family therapy, child development, etc.

SOCIAL SCISEARCH

1972 to the present; 1,666,000 records; updated monthly

Producer: Institute for Scientific Information, Philadelphia, Pennsylvania

This is a multidisciplinary database indexing the 1,500 roost important social sci-

ences journals and 3,000 additional journals 1 1 the natural, physical, behavioral, and

biomedical sciences. Articles indexed in this database have been carefully selectea in

order to provide the most impirtant literature in the social sciences published world-

wide.

SOCIAL WORK ABSTRACTS

1977 to the present; 37,000 records; updated quarterly

Producer: National Association of Social Worke-s, Inc.

Over 150 social work journals are abstracted along with many dissertations. Topics

include aging, alcoholism and drug abuse, crime and delinquency, economic security,

employment, family and child welfare, health and medical care, housing and urban develop-

ment, mental health, mental retardation, and schools. Also included are social policy,

social work service methods, and social wnrk professional issues.

SOCIOLOGICAL ABSTRACTS

1963 to the present; 177,766 records; updated three times a year

Producer: Sociological Abstracts, Inc., an Diego, California
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This database corresponds to the print °d index of the same name. Over 1,200 jour

nals are indexed. Subject areas include: methodology and research technology; history

and theory of sociology; group interaction; cultural and social structure; social change

and economic development; mass phenomena; social differentiation; rural and urban sociol

ogy; the family and social welfare; community development; studies in violence and power;

women's studies; welfare services; social development; and evaluation research.
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SCHOOL SOCIAL WORK:

A BIBLIOGRAPHY OF BOOKS

James G. McCullagh

The literature on school social work begins in the early twentieth

century with the emergence of the first visiting teachers in New York

City, Boston, and Hartford, Connecticut in 1906-1907. There is a rich-

ness to the literature as it has developed and been disseminated through

books and pamphlets, journal articles, dissertations and theses, confer-

ence proceedings, and governmental reports. Considerable work has

already been done in compiling school social work literature as noted in

the oibliography of bibliographies that follows.

Practitioners can build on the work of others by awareness of the

literature on school social work and knowledge of how to access relevant

sources (see chapters in this handbook by Schrader and Lyle) that per-

tain to their research and writing. The bibliography of bibliographies

lists various documents that taken together include much of the school

social work literature. Bibliographies that are not readily available

can be obtained through interlibrary loan. Recent journal articles can

be accessed by using such abstracts as Social Work Research &

Abstracts.

This chapter also includes a listing of books, categorized by type

of publisher, pertaining to schooi social work in the United States,

though a few sources are included that relate to Great Britain. Though

not comprehensive this listing provides immediate access to many pub-

lished sources. This bibliography excludes chapters on school social

work found in standard textbooks on social work, social services, social

welfare, and pupil personnel services. Such sources are numerous and

easily obtained. Similarly excluded are articles in yearbooks and

encyclopedias in social work, education, and the social sciences. Some

government documents are included, but for a more complete listing see

Fisher (1979, 1981), Sutherland (1960), and Bilger, DeTore, Maida,

Sylvestre, and Waddell (1964). Considerable effort was made, however,

to include local and state documents and especially Iowa monographs
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published in recent years. Finally, only sources that the author could

review are included in this bibliography.

Some documents in this bibliography are available through the Edu-

cational Resources Information Center, or ERIC system. Each document

has a unique ED number (e.g., ED 123 456). One only needs to know the

ED number to obtain a microfiche copy at any library that subscribes to

ERIC.

Citations to book reviews have been included for many of the books

on school social work. Reviews ideally provide accurate description and

analysis. Such information may be useful in determining whether a book

is relevant and should be obtained. Brief or unsigned reviews were

excluded.

For those interested in locating book reviews for related areas of

interest, a number of social work journals regularly publish reviews,

including Social Work, Social Service Review, Clinical Social Work Jour-

nal, Social Casework: The Journal of Contemporary Social Work, Social

Work in Education, and School Social Work Journal. Two disciplinary

journals that only include book reviews are Contemporary Sociology and

Contemporary Psychology. A number of indexes also can be consulted:

Book Review Index, Book Review Index to Social Science Periodicals,

Chicorel Index to Mental Health Book Reviews (previously the Mental

Health Book Review Index), The National Library Service Cumulative Book

Review Index, Combined Retrospective Index to Book Reviews in Scholarly

Journals, 1886-1974. Education Index, and the Book Review Digest.
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A BIBLIOGRAPHY OF RESOURCES FOR RESEARCH

James G. McCullagh

ABSTRACT: This bibliography includes a listing of research
methods textbooks for the social and behavioral sciences,
social work, and education, as well as readings in the areas
of statistics and statistical programs, grant and research
proposals, clinical research designs, evaluation, methods,
tests and measurements, ethics and research, and qualitative
research.

This bibliography is intended to be a companion to the reference

lists found at the end of chapters in this handbook. Collectively they

represent a valuable resource for further study and access to other

reference lists. The literature of the facets of the research process

is extensive. This bibliography suggests additional sources to facili-

tate the review of material previously studied and to explore topics of

interest. Readers should feel free to browse among the various collec-

tions in a university library using the references found in this hand-

book as a starting point.
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data analysis. New York: McGrawHill. xx, 519 pages.

Rubin, H. J. (1983). Applied social research. Columbus, OH: Merrill. viii, 502 pages.

Shontz, F. C. (1986). Fundamentals of research in the behavioral sciences: Principles and

practice. Washington, DC: American Psychiatric Press. xvi, 323 pages.

Social Work

Arkava, M. L., & Lane, T. A. (1983). Beginning social work research. Boston: Allyn and

Bacon. vi, 245 pages.

Atherton, C. P., & Klemmack, D. L. (1982). Research methods in social work: An introduc

tion. Lexington, MA: D. C. Heath. xviii, 330 pages.

Bloom, M. (1986). The experience of research. New York: Macmillan. xii, 401 pages.

Grinnell, R. M., Jr. (Ed.). (1988). Social work research and evaluation (3rd ed.).

Itasca, IL: Peacock. xx, 544 pages.

Reid, W. J., & Smith, A. D. (1981). Research in social work. New York: Columbia

University Press. xii, 417 pages.

Schuerman, J. R. (1983). Research and evaluation in the human services. New York: Free

Press. xiv, 224 pages.

Wechsler, H., Reinherz, H. Z., & Dobbin, D. D. (Eds.). (1981). Social work research in

the human services (2nd ed.). New York: Human Sciences Press. 358 pages.

Grant and Research Proposals

Behling, J. H. (1984). Guidelines fcr preparing the research proposal (Rev. ed.). Lanham,

MD: University Press of America. vi, 82 pages.

Holm, D. H. (1984). Iowa directory of foundations. Dubuque, IA: Trumpet Associates. iv,

108 pages.

Krathwohl, D. R. (1988). How to prepare a research proposal: Guideline. for funding and

dissertations in the social and behavioral sciences (3rd ed.). Syracuse, NY:

Syracuse University Press. 302 pages.

Lauffer, A. (1977). Grantsmanship. Beverly Hills, CA: SAGE. 120 pages.

Lee, L. (1981). The grants game. San Francisco: Harbor. viii, 177 pages.

307 3 I I



Lefferts, R. (1982). Getting a grant in the 1980s: How to write successful grant propos-

als (2nd ed.). Englewood Cliffs, NJ: Prentice-Hall. viii, 168 pages.

Quarles, S. D. (Ed.). (1986). Guide to federal funding for social scientists. New York:

Russell Sage Foundation. xii, 382 pages.

Shellow, J. R. (Ed.). (1985). Grant seekers guide (rev.). Mt. Kisco, Niw York: Moyer

Bell. x, 550 pages.

Clinical Research/Single Subject Design

Barlow, D. H., & Hersen, M. (1984). Single case experimental designs: Strategies for

studying behavior change (2nd ed.). New York: Pergamon Press. xii, 419 pages.

Bloom, M., & Fischer, J. (1982). Evaluating practice: Guidelines for the accountable

professional. Englewood Cliffs, NJ: Prentice-Hall. xii, 512 pages.

Jayaratne, S., & Levy, R. L. (1979). Empirical clinical practice. New York: Columbia

University Press. xv'ii, 340 pages.

Kazdin, A. E. (]'32). Single-case research desigrs: Methods for clinical and applied

settings. New York: Oxford University Press. xiv, 368 pages.

Rosenblatt, A., & Waldfogel, D. (Eds.). (1983). Handbook of clinical social work. San

Francisco: Jossey-Bass. xxx, 1181 pages. See especially Section IV, New Applications

of Research in Clinical Practice, pages 549-720.

Tawney, J. W., & Gast, D. L. (1984). Single subject research in special education.

Columbus, OH: Merrill. xiv, 433 pages.

Tripodi, T., & Epstein, I. (1980). Research techniques for clinical social workers. New

York: Columbia University Press. x, 255 pages.

Evaluation

Many of the listed sources comprise the nine volume Program Evalu-

ation Kit developed by the Center for the Study of Evaluation, Univer-

sity of California, Los Angeles and published by SAGE Publications. See

also Appendix A for selected excerpts from the NASW Standards for Social

Work Services in Schools regarding evaluation of services.

Brinkerhoff, R. 0., Brethower, D. M., Hluchyj, T., & Nowakowski, J. R. (1983). Program

evaluation: A practitioner's guide for trainers and educators. Boston:

Kluwer-Nijhoff. xxviii, 385 pages.
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Cronbach, L. J. (1982). Designing evaluations of educational and social programs. San

Francisco: Jossey-Bass. xxvi, 374 pages.

Fitz-Gibbon, C. T., & Morris, L. L. (1987). How to analyze data (Vol. 8). Newbury Park,

CA: SAGE. 162 pages.

Fitz-Gibbon, C. T., & Morris, L. L. (1987). How to design a program evaluation (Vol. 3).

Newbury Park, CA: SAGE. 168 pages.

Henerson, M. E., Morris, L. L., & Fitz-Gibbon, C. T. (1987). How to measure attitudes

(Vol. 6). Newbury Park, CA: SAGE. 185 pages.

Herman, J. L., Morris, L. L., & Fitz-Gibbon, C T. (1987). Evaluator's handbook (Vol. 1).

Newbury Park: SAGE. 159 pages.

Isaac, S., & Michael, W. B. (1981). Handbook in research and evaluation (2nd ed.). San

Diego: EdITS. vi, 234 pages.

King, J. A., Morris, L. L., & Fitz-Gibbon, C. T. (1987). How to assess program implemen-

tation (Vol. 5). Newbury Park, CA: SATE. 143 pages.

Morell, J. A. (1979). Program evaluation in social research. New York: Pergamon Press.

xvi, 193 pages.

Morris, L. L., Fitz-Gibbon, C. T., & Freeman, M. E. (1987). How to communicate evaluation

findings (Vol. 9). Newbury Park, CA: SAGE. 92 pages.

Morris, L. L., Fitz-Gibbon, C. T., & Lindheim, E. (1987). How to measure performance and

use tests (Vol. 7). Newbury Park, CA: SAGE. 164 pages.

Patton, M. Q. (1987). How to use qualitative methods in evaluation (Vol. 4). Newbury

Park, CA: SAGE. 176 pages

Rossi, P. H., & Freeman, H. E. (1982). Evaluation: A systematic approach (2nd ed.).

Beverly Hills, CA: SAGE. 351 pages.

Rutman, L. (1980). Planning useful evaluations: Evaluability assessment. Beverly Hills,

CA: SAGE. 208 pages.

Stecher, B. M., & Davis, W. A. (1987). How to focus an evaluation (Vol. 2). Newbury PPrk,

CA: SAGE. 94 pages.

Theobald, W. F. (1985). The evaluation of human service programs. Champaign, IL: Manage-

ment Learning Laboratories. xii, 170 pages.

Worthen, B. R., & Sanders, J. R. (1987). Educational evaluation: Alternative approaches

and practical guidelines. New York: Longman. xiv, 450 pages.
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Statistics

Most research textbooks include one more chapters on "Data

Analysis and Statistics". They are useful for review, especially if one

is conducting survey research or performing less complex statistical

analyses. Included also are a few basic statistics textbooks and two

that were written for social workers. For determining statistical and

practical significance of client change using single-system design

research, readers may refer to the section below, "Data Analysis:

Single System Designs".

Researchers who need to analyze data and perform statistical opera-

tions will use a statistical package such as SPSSX on a computer. SPSSX

is a highly sophisticated program. "The SPSSX Irformation Analysis

System is a comprehensive tool for managing, analyzing, and displaying

information. It can take data from almost any type of file (or combine

several files) and turn them into meaningful information: tabulated

reports, plots of distribution and trends, and results from a wido vari-

ety of statistical procedures. SPSSX brings together data management,

report writing, and statistical analysis in one comprehensive system

with a single language" (SPSSX users guide, 1986, p. 1).

Other software packages include (1) SAS (Statistical Analysis

System), (2) BMDP (biomedical computer programs), and (3) MINITAB.

References listed below--from the most basic to advanced--are for SPSSX.

It is possible to self-instruct but one or more university courses are

recommended. Again, such statistical programs are best used for large

data sets and extensive or complex statistical analysis.

Textbooks

Besag, F. P., & Besag, P. L. (1985). Statistics for the helping professions. Beverly

Hills, CA: SAGE. 375 pages.

Christensen, L. B., & Stoup, C. M. (1986) Introduction to statistics for the social and

behavioral sciences. Belmont, CA: Brooks/Cole. x, 566 pages.

Craft, J. L. (1985). Statistics and data analysis for social workers. Itasca, IL:

Peacock. vi, 160 pages.

Downie, N. M., & Heath, R. W. (1983). Basic statistical methods (5th ed.). New York:

Harper & Row. viii, 371 pages.
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Hinkle, D. E., Wiersma, W., & Jurs, S. G. (1988). Applied statistics for the behavioral

sciences (2nd ed.). Boston: Houghton Mifflin. xx, 682 pages.

Horiitz, L., & Ferleger, L. (1980). Statistics for social change. Boston: South End

Press. xiv, Xi pages.

Lutz, G. M. (1983). Understanding social statistics. New York: Macmillan. xiv, 530 pages.

Weinbach, R. W., & Grinnell, R. M., Jr. (1987). Statistics for social workers. New York:

Longman. xii, 212 pages.

Statistical Packages: SPSS

Baker, T. L. (1988). Doing social research. New York: McGraw-Hill. Appendix C, pages

443-453, is a basic introduction to SPSSX.

Hedderson, J. (1987). SPSSX made simple. Belmont, CA: Wadsworth. xvi, 253 pages.

Jacques, J. M. (1986). A learner's guide to SPSSX. In E. Gabble, The practice of social

research (4th ed.) (pp. 497-552). Belmont, CA: Wadsworth.

Norusis, M. J. (1986). The SPSS guide to data analysis. Chicago: SPSS. xiv, 402 pages.

Norusis, M. J. (1Si5). SPSSX advanced statistics guide. New York: McGraw-Gill. vi, 505

pages.

Norusis, M. J. (1983). SPSSX: Introductory statistics guide. Chicago: SPSS. xii, 276

pages.

I

SPSS. (1984). SPSSX basics. New York: McGraw-Hill. x, 214 pages.

SPSS. (1986). SPSSX user's guide (2nd ed.). New York: McGraw-Hill. xiv, 988 pages.

Data Analysis: Single System Designs

Behling, J. H., & Merves, E. S. (1984). The practice of clinical research: The single

case method. Lanham, MD: University Press of America. See especially Chs. 6-7,

"Methods of Data Analysis" and "Statistical Techniques for Data Analysis".

Bloom, M., & Fischer, J. (1982). Evaluating practice: Guidelines for the accountable pro-

fessional. Englewood Cliffs, NJ: Prentice-Hall. See Chs. 19-22, "Basic Principles of

Analysis", "Visual Analysis of Single System Design Data", "Statistical Approaches

to the Analysis of Single System Design Data", and ".electing a Procedure for

Analyzing Data".

Gingerich, W. J. (1983). Significance testing in single-case research. In A. Rosenblatt &

D. Waldfogel (Eds.), Handbook of clinical social work (pp. 694-720). San Francisco:

Jossey-Bass.
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Kazdin, A. E. (1984). Statistical analyses for single-case experimental designs. In D.

H.Barlow & M. Hersen Single case experimental designs: Strategies for studying

behavior change (2nd ed.) (pp. 285-324). New York: Pergamon Press.

Methods

Babble, E. R. (1973). Survey research methods. Belmont, CA: Wadsworth. xiv, 384 pages.

Berdie, D. R., Anderson, J. F., & Niebuhr, M. A. (1986). Questionnaires: Design and Use

land ed.). Metuchen, NJ: Scarecrow Press. xiv, 330 pages.

Brenner, M., Brown, J., & Canter, D. (Ed.). (1985). The research interview: Uses and

approaches. Orlando, FL: Academic Press. xiv, 276 pages.

Bromley, D. B. (1986). The case-study method in psychology and related disciplines.

Chichester, England: Wiley. xiv, 351 pages.

Cooper, H. M. (1984). The integrative research review: A systematic approach. Beverly

Hills, CA: SAGE. 144 pages.

Frey, J. H. (1983). Survey research by telephone. Beverly Hills, CA: SAGE. 208 pages.

McKillip, J. (1987). Need analysis: Tools for the human services and education. Newbury

Park, CA: SAGE. 143 pages.

Stewart, D. W. (1984). Secondary research: Information sources and methods. Beverly

Hills, CA: SAGE. 135 pages.

Yin, R. K. (1984). Case study research: Design and methods. Beverly Hills, CA: SAGE. 160

Pages.

Ethics and Research

Assessment and Ethics

Helton, G. B., Workman, E. A., & Matuszek, P. A. (1982). Psychoeducational assessment:

Integrating concepts and techniques. New York: Grune & Stratton. See Part I, "Legal

and Ethical Considerations", pages 43-117.

Rekers, G. A. (1984). Ethical issues in child behavioral assessment. In T. H. 011endick &

M. Hersen (Eds.), Child behavioral assessment: Principles and procedures (pp. 244-

262). New York: Pergamon Press.

Social Work Practice

Loewenberg, F., & Dolgoff, R. (1988). Ethical decisions for social work practice (3rd

ed.). Itasca, IL: Peacock. xvi, 174 pages.

Reamer, F. G. (1982). Ethical dilemmas in social service. New York: Columbia University

Press. xviii, 280 pages.
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lamer, F. G. (.987). Values and ethics. In NASW (Ed.), Encyclopedia of Social Work (Vol.

2) (pp. 801-809). Silver Spring, MD: NASW.

Rhodes, M. L. (1986). Ethical dilemmas in social work practice. Boston: Routledge & Kegan

Paul. xiv, 200 pages.

Rosenblatt, A., & Waldfogel, D. (Eds.). (1983). Handbook of clinical social work. San

Francisco: Jossey-Bass. See Section VI, "Values, Ethics, and Legal Issues", pages

845-972.

Yelaja, S. A. (Ed.). (1982). Ethical issues in social work. Springfield, IL: Charles C.

Thomas. xiv, 451 pages.

Social Work Research

Gilchrist, L. D., & Schinke, S. P. (1988). Research ethics. In R. M. Grinnell, Jr. (Ed.),

Social work research and evaluation (3rd ed.) (pp. 65-79). Itasca, IL: Peacock.

Gillespie, D. F. (1987), Ethical issues in research. In NASW (Ed.), Encyclopedia of

social work (Vol. 1) (pp. 503-512). Silver Spring, MD: NASW.

Jankovic, J. (1982). Human subjects and the ethics of school social work research. In R.

T. Constable & J. P. Flynn (Eds.), School social work: Practice and research

perspectives (pp. 369-374). Homewood, IL: Dorsey.

Steiner, J. R., & Pastorello, T. (1982). Differential ethical orientations to practice

and research in school social work. In R. T. Constable & J. P. Flynn (Eds.), School

social work: Practice and research perspectives (pp. 309-321). Homewood, IL:

Dorsey.

Yelaja, S. A. (1982). Human subjects for research and experimentation. In S. A. Yelaja

(Ed.), Ethical issues in social work (pp. 312-337). Springfield, IL: Charles C.

Thomas.

Counseling

Corey, G., Corey, M. S., & Callanan, P. (1988). Issues and ethics in the helping

professions (3rd ed.). Pacific Grove, CA: Brooks/Cole. xx, 441 pages.

Van Hoose, W. H., & Kottler, J. A. (1985). Ethical and legal issue in counseling and

psycotherapy (2nd ed.). San Francisco: Jossey-Bass. xxiv, 258 pages. Annotated

bibliography, 221-231.

Social and Behavioral Sciences

American Psychological Association. (1982). Ethical principles in th. conduct of research

with human participants. Washington, DC: Author. 76 pages.
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Beauchamp, T. L., Faden, R. R., Wallace, R. J., Jr., & Walters, L. (Eds.). (1982). Ethi-

cal issues in social science research. Baltimore, MD: The John Hopkins University

Press. xii, 436 pages.

Bower, R. T., & de Gasparis, P. (1978). Ethics in social research: Protecting the inter-

ests of human subjects. New York: Praeger. x, 227 pages. Includes extensive

annotated bibliog-aphy on literature primarily published between 1965 and 1976, pp.

85-220.

Cassell, J., & Jacobs. S. (Eds.). (1987). Handbook of ethical issues in anthropology.

Washington, DC: American Anthropological Association. iv, 104 pages.

Reece, R. D., & Siegal, H. A. (1986) Studying people: A primer in the ethics of social

research. Macon, GA: Mercer University Press. x, 221 pages.

Reynolds, P. D. (1979). Ethical dilemmas and social science research. San Francisco:

Jossey-Bass. xxii, 505 pages.

Reynolds, P. D. (1982). Ethics and social science research. Englewood Cliffs, NJ:

Prentice-Hall. xiv, 191 pages.

Schuler, H. (1982). Ethical problems in psychological research (Trans. by M. S. Woodruff

& R. A. Wicklund). New York: Academic Press. xviii, 269 pages.

Chapters in Texbooks (For full citation see "Textbooks")

Babbie. The practice of social research. Ch. 19, "The Ethics and Politics of Social

Research".

Bailey. Methods of social research. Ch. 17, "Ethics in Social Research".

Baker. Doing social research. Ch. 3, The uses and abuses of social research ".

Drew & Hardman. Designing and conducting behavioral research. Ch. 3, "Ethical issues in

conducting research".

Jung. The experimenter's challenge. Ch. 15, "What are the experimenter's ethical dilem-

mas?". Ch. 16, "What alternative., do we have?".

Kidder & Judd. Research Methods in Social Relations. Ch. 18, "Ethical implications".

(Written by S. Cook)

Monette, et al. Applied social research. Ch. 3, "Ethical issues in social research".

Rosenthal & Rosno4. Essentials of behavioral research. Ch. 14, "Ethics and values in

human research".

Rubin. Applied social research. Ch. 2, "Organizational research and ethical dilemmas".
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Tawney & Gast. Single subject research in special education. Ch. 14, "Ethical Principles

and Practices ".

Ethical Codes (For full citation see appropriate section)

American Anthropological Association. (1983). Professional ethics: Statements and proce-

dures of the American Anthropological Association. Washington, DC: Author.

Bailey. Methods of social research. Appendix C, "Code of Professional Ethics and

Practices of the American Association for Public Opinion Research".

Bower & de Gasparis. Ethics in social research. Appendix A, "Ethical codes of Profession-

al Associations".

Loewenberg & Dolgoff. Ethical decisions for social work practice. Appendix B includes

codes of NASW, National Association of Black Social Workers, and National Federation

of Societies for Clinical Social Work.

National Association of Social Workers. (1980). Code of ethics. Washington, DC: Author.

See Appendix B for selected excerpts.

National Federation of Societies for Clinical Social Work. (1987). Code of ethics.

Clinical Social Work Journal, 15, 81-91. See Appendix C for selected excerpts.

Reynolds. Ethics and social science research. Appendices include codes of the American

Anthropological Association, American Political Science Association, American

Psychological Association, and the American Sociological Association.

Rubin. Applied social research. Page 44, "Summary of the Ethical Code of the Evaluation

Research Society (1981)".

Schuler. Ethical problems in psychological research. Appendix includes numerous codes for

psychologists.

Van 'loose & Kottler. Ethical and legal issues in counseling and psycotherapy Codes are

included in the appendices for the American Psychological Association, American

Association for Counseling and Development, American Association for Marriage and

Family Therapy, and NASW.

Yelaja. Ethical issues in social work. Appendix B includes codes for the Alberta Associa-

tion of Social Workers, British Association of Social Workers, Canadian Associatioi

of Social Workers, and NASW.

Tests and Measurements

Introduction to Measurement and Testing

Arkava, M. L., & Snow, M. (1978). Psychological tests and social work practice: An

introductory guide. Springfield, IL: Charles C. Thomas. x, 100 pages.
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Corcoran, K. J. (1988). Selecting a measuring instrument. In R. M. Grinnell, Jr. (Ed.),

Social work research and evaluation (3rd ed.) (pp. 137-155). Itasca, IL: Peacock.

Corcoran, K., & Fischer, J. (1987). Measures for clinical practice: A sourcebook. New

York: Free Press. See Part I, "Measurement and Practice", which includes chapters on

"Basic Principles of Measurement", "Advantages and Disadvantages of Rapid Assessment

Instruments", "Selecting Measures for Practice", and "Administering the

Instruments".

Gabel, S., Oster, G. D., & Butnick, S. M. (1986). Understanding psychological testing in

children: A guide for health professionals. New York: Plenum. x, 184 pages.

Hudson, W. W., & Thyer, 8. A. (1987). Research measures and indices in direct practice.

In NASW (Ed.), Encyclopedia of social work (Vol. 2) (pp. 487-498). Silver Spring,

MD: NASW.

Love, H. D. (1985). Psychological evaluation of exceptional children. Springfield, IL:

Charles C Thomas. viii, 123 pages.

Wodrich, D. L. (1984). Children's psychological testing: A guide for nonpsychologists.

Baltimore, MD: Paul H. Brookes. x, 196 pages.

Basic Reference Sources on Tests

The Buros Institute of Mental Measurements, named in honor of Oscar

Buros, and now housed at The University of Nebraska-Lincoln, has contin-

ued the work of Buros, who was a leader in editing and publishing numer-

ous books on testing. Listed below are works edited by Buros and his

successor James V. Mitchell, Jr., who is now the Director of the Insti-

tute. These works, considered standard basic reference sources for

information on tests, are classified into three categories:

Mental Measurements Yearbooks (MMY). Nine have been published

since 1938; only the two most recent are cited below. In July, 1988,

The Supplement to the Ninth Mental Measurements Yearbook will be

published.

Buros, O. K. (Ed.). (1978,. The eighth mental measurements yearbook (2 vols.). Highland

Park, NJ: Gryphon Press. xliv, 1155 pages.

Mitchell, J. V., Jr. (Ed.). (1985). The ninth mental measurements yearbook (2 vols.).

Lincoln: University of ebraska Press. xxx, 2002 pages.

Tests in Print (TIP). Three have been published and are cited

below.
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Buros, O.K. (Ed.). (1961). Tests in print. Highland Park, NJ: Gryphon Press. xxx, 479

pages.

Buros, 0. K. (Ed.). (1974). Tests in print II. Highland Park, NJ: Gryphon Press. xl, 1107

pages.

Mitchell, J. V., Jr. (Ed.). (1983). Tests in print III. Lincoln. University of Nebraska

Press. xxxii, 714 pages.

Separate Monographs. Only two of about 14 monographs are listed

below.

Buros, 0. K. (Ed.). (1970). Personality tests and reviews. Highland Park, NJ: Gryphon

Press. xxxii, 1659 pages.

Buros, 0. K. (Ed.). (1975). Personality tests and reviews II. Highland Park, NJ: Gryphon

Press. xxxi, 841 pages.

How to Use the Buros' Collection on Tests. The reader may refer to

the latest editions of the MMY and TIP, which provide specific instruc-

tions on their use. One might assume, for example, that one is inter-

ested in using an instrument to assess adaptive behavior of preschool

children. If one knows the name of a specific instrument, such as the

Developmental Profile II (DP II), the reader could turn to the ninth MMY

and rind on pages 466-469 a brief description of the DP II, including

the publisher and two reviews of the instrument. A publishers' direc-

tory is fond in volume II of the MMY9. The reader is also referred to

TIP III (T3:698), which includes a list of references. If one were

uncertain on which instrument to use or wanted to compare different

adaptive assessment instruments, one could turn to the Classified Sub-

ject Index in volume 2 of the MMY9 and find the subject category

"Developmental". TIP III also serves as a master index to previously

published tests in the eight MMYs.

An online cumputer database is also available through Bibliographic

Retrieval Service (BRS) with the search label of MMYD. If one is uncer-

tain of a specific instrument to use or wants current information on a

scale, an online search can be productive. The reader might also con-

sider using the Educational Testing Service Test Collection database

through BRS. (See Schrader in this handbook for a discussion of data-

bases.)
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Assessment

Goldman, J., Stein, C. L., & Guerry, S. (1983). Psychological methods of child

assessment. New York: Brunner /hazel. xvi, 396 pages.

Haynes, S. N., & Wilson, C. C. (1979). Behavioral assessment: Recent advances in methods,

concepts, and applications. San Francisco: JoseyBass. xviii, 526 pages.

Helton, G. B., Workman, E. A., & Matuszek, P. A. (1982). Psychoeducational assessment:

Integrating concepts and techniques. New York: Grune & Stratton. xviii, 364 pages.

See especially chapters on "Assessment of Social/Emotional Functioning", "Assessment

of Adaptive Behavior", and "Assessment of Environmental Influences on School

Coping".

011endick, T. H., & Hersen, M. (Eds.). (1984). Child behavioral assessment: Principles

and procedures. New York: Pergamon Press. x, 277 pages.

Settler, J. M. (1988). Assessment of children (3rd ed.). San Diego: Author. xxviii, 995

pages.

Shapiro, E. S. (1987). Behavioral assessment in school psychology. Hillsdale, NJ:

Lawrence Erlbaum Associates. xiv, 255 pages. See especially chapters, "Assessing

Behavioral and Emotional Problems" and "Assessing Adaptive Behavior".

Simeonsson, R. J. (1986). Psychological and developmental assessment of special children.

Boston: Allyn and Bacon. x, 437 pages.

Taylor, R. L. (1984). Assessment of exceptional students: Educational and psychological

procedures. Englewood Cliffs, NJ: PrenticeHall. x, 389 pages.

Preschool and School Children

Barnes, K. E. (1982). Preschool screening: The measurement and prediction of children

atrisk. Springfield, IL: Charles C. Thomas. x, 255 pages.

Bettenburg, A. (1985). Assessment: Instruments and procedures for assessing young child

ren. St. Paul: Minnesota Department of Education. xi, 236 pages.

Cohen, L. (1976). Educational research in classrooms and schools: A manual of materials

and methods. London: Harper & Row. xvi, 426 pages.

Compton, C. (1984). A guide to 75 tests for special education. Belmont, CA: Fearon Educa

tion. x, 341 pages.

Goodwin, W. L., & Driscoll, L. A. (1980). Handbook for measurement and evaluation in

early childhood education. San Francisco: JosseyBass. xx, 632 pages.
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Iowa Department of Public Instruction. (1985). Iowa criteria for preschool handicapped.

Des Moines: Author. iv, 42 pages.

Johnson, H. W. (1979). Preschool test descriptions: Test matrix and correlated test

desciptors. Springfield, IL: Charles C. Thomas. x, 293 pages.

Johnson, O. G. (1976). Tests and measurements in child development: Handbook II (Vols. 1

& 2). San Francisco: Jossey-Bass. xiv, 1327 pages.

Johnson, O. G., & Bommarito, J. W. (1971). Tests and measurements in child development: A

handbook. San Francisco: Jossey-Bass. xvi, 518 pages.

Lichtenstein, R., & Ireton, H. (1984). Preschool screening: Identifying young children

with developmental and educational problems. Orlando, FL: Grune & Stratton. xii, 306

pages.

Southworth, L. E., Burr, R. L., & Cox, A. E. (1980). Screening and evaluating the young

child: A handbook of instruments to use from infancy to six years. Springfield, IL:

Charles C. Thomas, xiv, 201 pages.

Wood, F. H., Smith, C. R., & Grimes, J. (Eds.). (1985). The Iowa assessment model in

behavioral disorders: A training manual. Des Moines: State Department of Public

Instruction. vi, 261 pages.
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Appendix A

NASW Standards For Social Work Services in Schools*

STANDARD 17: All School Social Work Programs, New or Long Standing Shall be Evaluated on

an Ongcing Basis to Determine their Relevance, Effectiveness, Efficiency, and Contribu-

tIon to the Process of Public School Education.

Through ongoing program evaluation the social work staff demonstrates its accounta-

bility to the school population served, the system of public school education, the

public, end the standards and ethics of the social work profession.

The method used in program evaluation shall be reassessed periodically. Whenever

indicated, consultation shall be scught to improve the setting of objectives related to

pupil problems, the identification of appropriate tasks to be performed to meet those

objectives, and the measuring of outcomes of the service.

Staff reporting forms and other forms of record keeping shall be reviewed periodi-

cally to be sure they are consonant with the job to be done. The social worker must

establish a clear and rational basis for choice of approach, and must know to what extent

that approach has been tested by research. Models of school social work practice should

be developmental, not static.

STANDARD 21: School Social Workers Shall Keep Records, Including Reports of Accurate and

Meaningful Statistics, as Needed for the Management, Evaluation, and Planning of the

School Social Work Program.

The utilization of records and statistics is one way for social workers to demon-

strate their accountability to school administration and the community. Therefore it is

necessary for social workers to quantify and analyze their activities. Moreover, a study

of program statistics and activity reports can lead to revisions in school social work

practice to ensure the best possible use of time.

STANDARD 22: School Social Workers Shall be Responsible for Identifying Individual

Pupils and Target Pupil Populations in Need of Social Work Services. This Identification

Shall Come About Through a Process of Needs Assessment That Includes Planned Consultation

With School System Personnel, Lommunity Representatives, and Pupils and Their Parents.

*Copyright 1978, National Association of Social Workers, Inc. Excerpts reprinted

with permis,ion.

3o,(3
324



Assessment includes a study of psycho-social factors that interfere with children's

adjustment to school, and a study of the interaction of pupil characteristics with school

and community conditions. More specifically, this means assessing:

1. personal characteristics, developmental health and family history, attitudes and

behavior of the child who has been referred;

2. interpersonal problems within the family or peer group;

3. reoorts un the child's problem by teachers or other pupil specialists;

4. institutional factors that may affect children's behaviors;

5. the type of organizational structure and relationship between school Lard,

school administration and community;

6. group patterns of pupil achievement and adjustment at critical points of stress

in the pupil life cycle;

1. existing community resources for children and young persons;

8. formal and informal school policie

9. problems and stresses in the educational process as perceived



Appendix B

Code of Ethics of the National 1,ssociation of Social Workers*

I. The Social Worker's Conduct and Comportment as a Social Worker

E. Scholarship and Research--The social worker engaged in study and research should

be guided by the conventions of scholarly inquiry.

I. The social worker engaged in research should consider carefully its possible con-

sequences for human beings.

2. The social worker engaged in research should ascertain that the consent of parti-

cipants in the research is voluntary and informed, without any implied depriva-

tion or penalty for refusal to participate, and with due regard for participants'

privacy and dignity.

3. The social worker engaged in research should protect participants .rom unwarrant-

ed physical or mental discomfort, distress, harm, danger, or deprivation.

4. The social worker who engages in the evaluation of .ervices or cases should cEs-

cuss them only for the professional purposes and only with persons directly and

professionally concerned with them.

5. Information obtained about participants in research should be treated as confi-

dential.

6. The social worker should take credit only for work actually done in connection

with scholarly and research endeavors and credit contributions made by others.

II. The Social Worker's Ethical R?,ponsibility to Clients

. - Primacy of Clients' Interests--The social worker's primary responsibility is to

clients.

I. The social worker should serve clients with devotion, loyalty, determination, and

the maximum application of professional skill and competence.

IV. The Social Worker's Ethical Responsibility to Employers and Employing Organizations

L. Commitments to Employing Organization--The social worker should adhere to cmit-

ments cede to the employing organization.

*Copyright 1980, National Association of Social Workers, Inc. Excerpts reprinted

with permission.
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1. The social worker should work to improve the employing agency's policies and pro

cedures, and the efficiency and effectiveness of its services.

V. The Social Worker's Ethical Responsibility to the Social Work Profession.

0. Development of Knowledge--The social worker should take responsibility for iden

tifying, developing, and fully utilizing knowledge for professional practice.

1. The social worker should base practice upon recognized knowledge relevant to

social work.

2. The social worker should critically examine, and keep current with emerging

knowledge relevant to social work.

3. The social worker should contribute to the knowledge base of social work and

share research knowledge and practice wisdom with colleagues.
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Appendix C

Code of Ethics*

VII. PURSUIT OF RESEARCH AND SCHOLARLY ACTIVITIES

In planning, conducting, and reporting a study, the investigator has the responsi-

bility to make a careful evaluation of its ethical acceptability, taking into account the

following additional principles for research with human subjects To the extent that

this appraisal, weighing scientific and humane values, suggests a compromise of any

principle, the investigator incurs an increasingly serious obligation to seek advice and

to observe stringent safeguards to protect the rights of the research participants.

(a) In conducting research in institutions or organizations, clinical social workers

obtain appropriate authority to carry out such research. Host organizations are given

proper credit for their contributions.

(b) Ethically acceptable research begins with the establishment of a clear and fair

agreement between the investigator and the research participant that clarifies the

responsibilities of each. The investigator has the obligation to honor all promises and

commitments included in that agreement.

(c) Responsibility for the establishment and diaintenance of acceptable ethical prac-

tice in research always remains with the investigator. the investigator is also respons-

ible for the ethical treatment of research participants by collaborators, assistants,

students, and employees, all of whom, however, incur parallel obligations.

(d) Ethical practice requires the investigator to lAform the participant of all fea-

tures of the research that might reasonably be expected to influence willingness to par-

ticipate, and to explain all other aspects of the research about ,.,rich the participant

inquires. Failure to make full discllsure imposes additional force to the investigator's

abiding responsibility to protect the welfare and dignity of the research participant.

After the da',0 are collected, the investigator provides the participant with information

about the nature of the study in order to remove any misconceptions that may have

arisen.

(e) The ethical investigator protects participants from physical and mental discom-

fort, harm, and danger. If a risk of such consequences exists, the investigator is

*Copyright 1978, Human Sciences Press. Excerpts reprinted wito permission from the

Code of Ethics, National Federation of Societies for Clinical Social Work. Clinical

Social We Journal, 15(1), Spring, 1987, pp. 81-91.
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required to inform the participant of that fact, secure consent before proceeding, and

take all possible measures to minimize distress. A research procedure must not be used

if it is likely to cause serious or lasting harm to a participant.

(f) The methodological requirements of the study may necessitate concealment, decep

tion, or minimal risk. In such cases the investigator is required to justify the use of

these techniques and to ensure, as soon as possible, the participant's understanding of

the reasons and sufficient justification for the procedure in question.

(g) Ethical practice requires the investigator to respect the individual's freedom

to decline tr participate in or withdraw from research, and to so inform prospective

participants. The obligation to protect this freedom requires special vigilance when the

investigator is in a pisition of power over the participant, as, for example, when the

participant is a student, client, employee, or otherwise is in a aual relationship with

the investigator. It is unethical to penalize a participant in any way for .sithdrawing

from or refusing to participate in a research proj,xt.

(h) Information obtained about the individual research participants during the

course of an investigation is confidential unless otherwise agreed in advance. When the

possibility that others may obtain access to such information exists, to protect confi

dentiality, the participants will be informed that it is part of the procedure to obtain

informed consent.

(i) Investigations of human participants using drugs are conducted only in conjunc

tion with licensed physicians.

(j) Research findings must be presenteJ accurately and completely, with full discus

sion of both their usefulness and their limitations. Clinical social workers are

responsible for attempting to prevent any distortion or misuse of their findings.

(k) Clinical social workers take credit only for work actually done in scholarly and

research endeavors and give appropriate credit to the contributions of others.
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INFORMATION TECHNOLOGY IN SCHOOL SOCIAL WORK:

NEW CHALLENGES FOR PROFESSIONAL PRACTICE

Marilyn L. Flynn

ABSTRACT: This chapter examines trends in the development of
computer anu communications technology from the perspective of
core school social work functions. Implications for school-
community networks, individual educational planning, and clin-
ical interventions are explored, particularly in light of new
potential for research and moroved information management.
Limiting factors which inhibit use of computer systems in the
schools are identified, as are consequences of failure to
innovate.

This chapter will summarize trends in the development of informa-

tion technology and examine implications for systems with which social

workers in the schools typicaliy interact. Emphasis is placed on broad

functions of automated equipment such as communications, information

management, and socio-educational interventions. The chapter will also

discuss how social workers can intensify the impact of their change

efforts in community, institutions while improving--even inventing new

forms of--information management.

Trends in Computers and Information Technology

The primary rationale for use of computers is the same as for all

other previous technological innovations in history: to enlarge the

capacity of human beings for control, communication, and personal

expression. For example, the telephone has amplified the range of human

speech and hearing, while television has greatly extended the reach of

human vision. In this same sense, computers will expand human memory

and individual capacity for organization or reorganization of informa-

tion. Some authors even visualize a future partnership of computers and

humans in which machines will calculate and remember, while humans focus

on analytic, interpretive, and intuitive understandings which cannot be

easily emulated by machines (Birnbaum, 1985).

Within the next few years, school social workers will be faced with

a fresh technical landscape in the schools. Especially in larger,

331

334



prosperous districts, many professionals can expect to have direct

access to their own personal automated system in the workplace. The

standard computer configuration will consist of a powerful desktop com-

puter with a large memory, rapid computing power, and a few features to

promote usability (e.g., touch sensitive screens). The system will be

networked to other computers within the organization and potentially

elsewhere in the community. This "loose" rather than tightly central-

ized computing structure will offer a nearly ideal combination of

computer and communications technology to address individual, or'aniza-

tional, or inter- organizational problems.

The term ''information technology" today usually refers to this

integration of computer and communications devices. By itself, t'ie con-

outer is merely a device for increasing the speed and accuracy with

which manipulations of text and data can be performed. A computer

linked to a network of other computers, either within or beyond the con-

fines of the school, provides a novel and powerful pathway for the

exchange of knowledge. New forms of communication and conceivably

higher levels or social integration are among the most exciting positive

results if the technology is successfully employed in the context of

well-defined aims and with positive leadership from the profession.

This integration of computer and communications technology may in fact

be the single most salient long-term development in its implications for

school social work.

The networking of computers is rapidly replacing "stand-alone"

operations. The experience of private i dustry after nearly two decades

of experimentation is that sharing of information is vital to organiza-

tional productivity. The use of computer-mediated communications, such

as electronic mail and computer conferences, does not require familiar-

ity with complicated software languages, and represents a means of main-

taining interpersonal contacts--a window through which otherwise techno-

logically inexperienced or aversive professionals quickly enter the

world of computer-supported activities. School social workers should,

as a result of their professional training and experience, be able to

exploit the communications potential of computer networks better than

many other professions.
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Applications of Information Technology for Macro-Level Change
and Research in the Schools

Computer-Mediated Networking and Communications

One of the central, time-honored social work roles is organization

of community networks for the exchange of resources and information. In

school social work, these networks are particularly important for the

empowerment of clients, case management, and program coordination. Net-

works are painstakingly built and frequently vulnerable to worker turn-

over. Research on network characteristics in the schools is minimal.

However, conventional wisdom holds that successful networking correlates

with experience, geographic centrality, and knowledge of community

organization techniques. It is time--onsuming and jeopardized by fiscal

retrenchment, which reduces resources for inter-agency ,00rdination.

Electronic communications or "computer-mediated communications

systems" presents a fascinating opportunity for unprecedented expansion

of professional interconnections. Because computers record and store

transactions automatically, social workers can closely monitor the con-

tent and direction of network transactions. Moreover, the communica-

tions system is consummately democratic. Provided a computer has been

equipped with the appropriate peripheral equipment, anyone can set up a

"computer conference" or send "private" mail which is read only by the

person on the network to whom it is addressed. Entire "files" can be

exchanged--case records, for example, or text of any kind. Mail can be

read, deleted, stored, printed out, analyzed with bibliographic soft-

ware, and studied in terms of frequency, timing, psychological orienta-

tion, or network properties.

Computer-mediated communications produce different patterns in

interaction and behavior than do face-to-face groups (Kerr & Hiltz,

1982; Markus, 1984). Research has shown that people who are separated

by physical distance sharply increase the total amount and frequency of

communication when linked by computer (Panko & Panko, 1981). Thus, com-

puter networks appear to stimulate interchange and attitudes of coopera-

tion among people or groups which otherwise might have minimal contact.

A second effect of relevance to social workers occurs within organiza-

tions--an increase in both the total amount of communication and the

average number of persons with whom network users stay in touch (Hiltz &
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Turoff, 1981). Higher levels of involvement and self-expression by mem-

bers of any organiz?tion may open chanrels for change and mutual support

which otherwise might be absent.

Another interesting outcome of computer-mediated communication is

that the relative power of individuals sometimes shifts (Hiltz & Turoff,

1978; Kerr & Piltz, 1982). In computer networks users have physical

anonymity. The gestures and movements by which people try to assert

dominance in face-to-face groups (e.g., interrupting, shouting down,

adopting facial expressions of displeasure or boredom) are absent. Cur-

rent technology affords no aural cues. As a result, influence among

individuals in computer-mediated groups is more equalized. One study

has also suggested that males are more likely to adopt expressive and

feeling-oriented modes of interaction in computer-based exchanges than

in face-to-face groups (Flynn & Zimmer 1, 1986). Research findings

have also indicated that top-down communications give way to more team-

based exchanges, in which short-lived groups form and support each other

around specific themes or issues. Consequently, people who have never

previously collaborated with each other can be seen working in small

groups through the network around tasks in which they have discovered a

common interest (Turoff & Hiltz, 1978).

For school social workers, computer networking can link people who

have never met in oerson, produce more positive and productive interac-

tions in the school/community environment, and foster novel group struc-

tures. With reduced lag time in communications, efficiency in social

action projects can be stepped up. Social participation throughout all

levels of the organization can be expanded beycnd traditional hierarchi-

cal patterns.

Should the profession fail to exploit this technology and leave to

others the initiative for its implementation and extension, school soc-

ial workers may find some of their influence in the school and community

network eroded. Unfortunately, as computer-mediated communication

becomes more widespread in the society, new "electronic elites" are

forming (Perrolle, 1987). Those who are members of computer conferences

and regularly use electronic mail have the ability to communicate better

and more quickly over a wider area than do those who rely only on mail,
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telephone, and person-to-person meetings. This is an advantage which

social workers must not relinquish.

Computer-Managed Educational Information Systems

One of the most widely accepted functions of computers is the stor-

age, sorting, and retrieval of data. Large quantities of data can be

processed with accuracy and rapidity, then organized or reorganized in

complex ways. Advances in word processing and graphics software also

mean that data can be visually presented in forms which are more readily

intelligible. In effect, computers present the helping professions with

a new vehicle for information control and dissemination. This gives

fresh scope to school social workers who are striving both to anticipate

and alter events in school and community life. There is no question

that computers are already affecting social change by modifying the way

individuals and groups understand and interact with their environment.

Computerized information systems in the schools have been intro-

duced so far for two major purposes: (1) collection and feedback of

data to support administrative functions of the institution; and (2) as

"shells" which permit staff to generate more standardized educational

plans for students. While some school districts routinely provide feed-

back to special education departments based on monthly reports by staff,

there is no research which indicates whether there are any consequences

for productivity or role performance. Research in the mental health

field suggests that feedback from a computerized management information

system to social workers can have significant positive effects cn total

number of cases carried. the number of actual contacts per case, and the

number of staff hours in direct client contact (Kowalsky & Cohen, 1985).

Similar productivity effects have been obtained in the military and the

private sector, although the less sophisticated systems appear to gener-

ate the most direct benefit to professionals (Danziger & Kraemer,

1986).

Pressures for expansion of services to meet the needs of individu-

als and groups in the school has been unrelenting in the 1980s, while

the relative adequacy of resources for specialized programs has declined

in most communities. Social workers have responded by struggling to

increase productivity, often at the cost of lowered morale and chronic
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over-extension. Increased utilization of automated technology to manage

information requirements is one remedy for the problem, especially when

combined with the word processing and communications capabilities of

computers.

One of the philosophical difficulties of information systems is

that they are most often perceived as instruments for administrators and

are not generally considered to be meaningful or useful to professional

staff. School social workers argue that quantitative measures only

partially or inaccurately reflect the quality and importance of inter-

ventions. Practitioners would support the argument that social work is

still more art than science.

Lanyon and Johnson (1980) characterize this point of view as "pre-

technological" and identify a set of characteristics associated with

pre-technological work settings, such as school social work. In these

settings, professionals carry out almost all of the work themselves,

avoiding standardization where possible, favoring experience rather than

a scientific knowledge base, training new members by the apprenticeship

system, and applying few or no sophisticated tools to achieve outcomes.

In the case of social work, this takes the form of emphasis on relation-

ship-building rather than a concern for performance outcomes, cause-

effect relations, development of data for prediction or estimation, and

other formal considerations (Buckingham, 1961; Lanyon & Johnson, 1980;

Murray, 1976).

This is not to say that school social workers are oblivious to

accountability issues and the importance of knowledge-ased practice.

But there are many forces in the traditional school social work setting

which favor a "pre-technological" stance and make computerized informa-

tion systems seem alien. Recent research has suggested that social

workers and other practitioners appear to resist information technology,

but actually most are inhibited simply by their lack of experience and

inability to conceptualize how automated information systems could genu-

inely facilitate the accomplishment of normal work routines (Levitan &

Willis, 1985).

There is perhaps another explanation for the glacial slowness with

whict school social workers and others have adapted automated

333ni
336



information systems for professional uses. Computer programs which

flexibly sort and combine data hav, been designed by ::.ompanies which, in

general, are preoccupied with keeping software costs down relative to

program capabilities (Perrolle, 1987). Making machines work rapidly to

produce outputs has taken highest priority among engineers and program-

mers. The usual ways in which people make abstractions or the wide

range of individual differences in how people think about problems have

not been we'l accommodated. Considering the unexploited design capabil-

ities of hardware and software engineering, there is little genuinely

"user-friendly" software despite much publicity to the contrary (Webster

& Robins, 1986). Training is still necessary to become adept; extensive

documentation in reference manuals remains essential. Time requirements

for mastery are high. Eventually, these impediments will disappear as

superior computer designs cover up details and complexity from users,

and machines become more "natural" in the ways thPv interact with

humans.

For the time being, the empirical issue is how school social

workers can take advantage of existing software for information manage-

ment even in the face of limited experience, learning time for mastery,

poor computer architecture, and primitive software design. Some reason-

able steps may in fact be taken. "Integrated" software--which combines

several programs each performing specialized tasks like data management,

word processing, and other related functions--somewhat simplifies the

amount of specialized knowledge necessary to operate the system. Equal-

ly encouraging are the changes in microcomputer hardware and software

which render the equipment responsive to a touch on the screen or the

human voice and can accept instructions in natural language. These

developments reduce user reliance on a keyboard or the necessity for

remembering formal artificial commands and procedures.

One application of automated information systems which may have

universal appeal to school social workers is preparation of Individual

Education Plans (IEPs). While each IEP is intended to reflect the

unique needs and potential of the child, collectively this instrument

can be crucial to the overall effectiveness of service delivery. Unfor-

tunately, conventional wisdom indicates that IEPs are widely regarded by
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school social workers as a dreary administrative requirement which fails

to serve a valuable purpose. Although theoretically the IEP should

serve as the foundation for decisions, assessments for progress,

reports, and final evaluation, the current manual systems for setting up

and maintaining these records are usually time-consuming, too "lengthy

for quick analysis or comparison, and unsuitable as a shared reference

document in conferences with parents, staff, or others (Romanczyk,

1985).

What assistance might the computer provide? Assuming that social

workers begin with service definitions and behavior outcomes which can

be codified, the computer can "draft" the first version of the IEP on

the basis of code numbers entered by the social worker. Goal priori-

ties, progress milestones, and time projected to reach goals can be

added using the same format. A standard computer-generated narrative

from these numerical entries can be produced, with individualized text

entered at any point the worker chooses. Experience has shown that this

method may combine the best of both worlds: standardization and unique

interpretation (Hedlund, Vieweg, & Cho, 1985).

In addition to this simple, straightforward mechanism for drafting

the IEP narrative, computers can also present information on individual

students in the form of bar graphs and charts which display such data as

the distribution of goals over various types of outcome, distribution of

priorities for the academic year, and the interaction between short-term

and long-term goals. This facilitates a better focused discussion of

necessary revisions in the IEP. Depending on the software design, com-

puters can use the same files of text and numbers to output reports

which are widely divergent in length and presentation mode.

Much more ambitious schemes are also feasible which include comput-

erized goal plan specification, monitoring of progress, and impact eval-

uation. As in the previous example, important time savings may be real-

ized by transferring parts of these processes to the computer for man-

agement. Perhaps the most striking gains can be made in the analysis

and report generation connected with monitoring progress toward goals.

Again, the social worker need only enter numeric codes for such items as

evaluation dates, interventions used, staff responsible, and so on. In
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turn, depending upon the software, the computer then could assemble a

variety of reports which would describe the total history for any stu-

dent at any point in time. The overall status of children and families

receiving social work service could also be characterized to address

accountability issues, serve as a basis for advocacy efforts, or review

questions of intervention strategy.

A considerable body of literature hac evolved over the past decade

on successes (and far more pervasively, the failures) of attempts to

computerize client records in human service organizations (Ryback,

Fowler & Longabaugh, 1981; Sherman, 1981; Soforenko, 1974; Weed, 1969).

The lessons to be learned from this mounting body of experience are as

follows: (1) Demonstrable time-savings through reduction of administra-

tive tasks can be achieved by professionals who use computer support for

planning and decision tasks. (2) Efforts to automate all aspects of a

client record in any institution do not seem to survive very long in

most settings. (3) Automation of information is a slow process and

should be introduced gradually over a 5-year period in small increments

which do not make prodigious demands on time of professional staff. (4)

Professional productivity does appear to rise in institutions with well-

accepted sjstems, and without apparent jeopardy to quality of service.

Using Information Technology for Micro-Level Interventions
in the Schools

Computer-Assisted Instruction

Since the mid-1960s, computer-assisted instruction (CAI) has

gradually been introduced in the nation's primary and secondary schools.

Although actual instructional applications remain much more limited and

less integrated into the total teaching environment than proponents had

expected, dedicated equipment and software are nonetheless operating in

learning laboratories in many institutions (Pogrow, 1983).

The application )f CAI to meet the learning needs of special educa-

tion populations has been attractive to some professionals. Computer

equipment can be modified to compensate for physical and cognitive

impairments which otherwise present formidable problems in the normal

classroom environment. For example, students with severe cerebral palsy

who may struggle to produce clear speech can use specially designed
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computers to communicate with parents, counselors, teachers, and peers.

Where children or youth must be homebound for extended periods, a combi-

nation of CAI and electronic mail markedly enhances homebound teacher

services. And for those who are educationally disadvantaged and lag-

ging behind their peers, CAI is perhaps the most effective means of tar-

getted compensatory education yet devised. Many studies have repeatedly

supported the finding that CAI is motivating and stimulates rapid learn-

ing gains most in those learner populations win the greatest initial

deficits (Dence, 1980; Hallworth & Brebner, 1980; Lautsch, 1981; Molnar,

1972; Murphy & Appel, 1977).

Because behavioral and learning difficulties interact, the school

social worker might wish to advocate expansion of CAI for special popu-

lations. Computer-assisted instruction is an excellent compensatory

tool. But there are also applications which might directly attack prob-

lems most often seen by social workers.

The use of CAI to educate childreo, or their families around issues

of peer relations, parent-child interaction, pregnancy prevention, work

skills, and other social behaviors has had extremely limited develop-

ment. The conspicuous exception is in automated career guidance soft-

ware which has a history almost as loog as CAI in reading, math, langu-

age, and other standard subjects. Une of the foremost impediments to

CAI applications in social work has been lack of software on the educa-

tional market, since private software vendors have not perceived a suf-

ficiently large demand to make production of such software profitable.

A few federally-funded projects have demonstrated that social (and nc,

just cognitive) skills can be taught or more accurately, rehearsed, with

CAI if careful attention is given to software content and design (Flynn

& DiBello, 1985). Une firm has recently put out software that seeks to

train professionals in better interviewing techniques. some public

domain software teat !-.c., relaxation and desensitization techniques. A

few medical school:, and nursing programs employ CAI that explcres seyu-

ality, birth control, pregnanc, and childbirth. These examples orly

reinforce the picture of spotty and fugitive software availability.

Computer-Assisted Counseling

With leadership from psychologists, computer-assisted assE Tient
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and counseling applications have mushroomed. There are now more than

200 psychological tests which have been automated for delivery and scor-

ing by computer. Experimentation with diagnostic systems has also pro-

ceeded with a view toward enhancing the way in which clinicians make

judgments. Of most direct relevance to school social work is the use of

commercially available computer games as an adjunct to work with chil-

dren and adolescents. A small amount of evidence indicates that comput-

er games can help strengthen the commitment of adolescents to participa-

tion in tree ', and help smaller children work through internal con-

flicts (Allen, 1984; Clarke & Schoech, 1984). The clinician can play

several roles, interpreting the child's strategies, commenting on con-

nections between the game and real-life situations, assisting the child

in connecting the emotions they feel with their actions in the game, or

discussing typical patterns of "timid" or impulsive oehavior which the

child may display.

The potential connection between computer-assisted counseling and

behaviorally-oriented therapies is particularly strong. Proceduraliza-

tion and other elements in behavior modification theory are well sup-

ported by the logic and process of computerization. For example, pro-

grams have already been written which teach progressive relaxation,

weight control, and stop-smoking strategies (Biglan, Villwock, & Wick,

1979; ftigler & Wolpe, 1967). Because these are topics with an appeal in

commercial markets, access to software of this type might become gener-

all., available to school districts at acceptable prices.

A striking new development has been the use of widely available

commercial spreadsheet programs such as LOTUS 1-2-3 for tracking and

evaluating client progress in treatment (Brower & Nurius, 1985).

Spreadsheets lend themselves well to single subject design research.

With some reasonably simple up-front programming which might be done for

low ccst or by workers themselves, these spreadsheets become a valuable

mechanism for observing results of intervention. The report generation

features of programs like LOTUS also allow the sharing of results with

clients as a form of therapeutic intervention.

Summary and Conclusions

Information technology is a tool which can transform many of the

341 344



school social worker's functions in system change, public education,

case planning, and direct intervention. Social workers can and must

learn to intervene in new ways which shape organizational communications

and commun;ty networks. They can enhance the quality of information

about children's social-educational needs and add to the repertoire of

replicable, effective clinical interventions. Failure to seize leader-

ship poses a serious voblem because new elites are being created with

the introduction of computers; work roles are subtly, but pervasively

being redefined.

Trends in the development of information technology suggest that

with relatively few exceptions, school social workers should expect

access to personal desktop computers in their sOools or special

education departments within the next five years. These systems will

open up wide avenues for network linkages among individuals and groups

and should offer a range of computing applications from word processing

to database management, while requiring less specialized knowledge to

operate tilan in the past. Computer-mediated communications offer one of

the most exciting opportunities for the exercise of traditional social

work skills in a new medium. Computer-managed educational plans repre-

sent a second fertile ground for more effective practice, notwithstand-

ing the numerous barriers which impede implementation of educational

information systems. Computer-assisted instruction, computer-assisted

counseling, and word processing applications for clinical recording also

offer interesting alternatives at the micro-level.

Perhaps the most compelling issue for school social workers is not

whether they should or should not use computers. Rather, the question

remains how the profession can best achieve the ends of greater social

justice, social integration, and human well-being. Information technol-

ogy is one force which can be marshalled to serve--or undermine--those

aims. Ir the hands of social workers with humane visions of children

and the schools, new forms of social interchange and understanding can

be discovered.

ABOUT THE AUTHOR

Marilyn L. Flynn, Ph.D. is an Associate Professor at The University

of Michigan in Ann Arbor, where she teaches graduate courses in program

343
342



design, information technology, and social policy. Her areas of

research interest include the use of computer-assisted instruction with

disadvantaged populations, computer-mediated communications, and Lhe

processes of technology diffusion.

343 343



References

Allen, D. H. (1984). The use of computer fantasy games in child therapy. In M. C.

Schwartz (Ed.), Using computers in clinical practice: Psychotherapy and mental

health applications (pp. 329-334). New York: Haworth.

Biglan, A., Villwock, C., & Wick, S. (1979). The feasibility of a computer controlled

program for the treatment of test anxiety. Journal of Behavior Therapy and Experi

mental Psychiatry, 10, 47-49.

Birnbaum, J. S. (1985). Toward the domestication of computers. In J. F. Traub (Ed.),

Cohabiting with computers (pp. 75-96). Los Altos, CA: William Kaufmann.

Brower, A. M., & Nurius, P. S. (1985). A teaching mockl for the use of computers in

direct practice. Computers in Human Services, 1, 125-131.

Buckingham, W. (1961). Automation: Its impact on business and people. New York: Mentor.

Clarke, B., & Schoech, D. S. (1984). A computerassisted therapeutic game for

adolescents: Initial development and comments. In M. D. Schwartz (Ed.), Using com

puters in clinical practice: Psychotherapy and mental health applications (pp. 335-

354). New York: Haworth.

Danziger, J. N., & Kraemer, K. L. (1986). People and computers: Thn impacts of computing

on er, users in organizations. New York: Columbia University Press.

David, E. E., Jr. (1985). Modern computers: A force for diversity or conformity? In J. F.

Traub (Ed.), Cohabiting with computers (pp. 59-74). Los Altos, CA: William

Kaufmann.

Bence, M. (1980). Toward defining the role of CAI: A review. Educational Technology, 20,

50-54.

Flynn, M. L., & DiBello, L. V. (1985). Promoting private sector employment of the elderly

through new computer uses in local agency networks (HDS Control No: 13.634).

Washington, DC: Office of Human Development Services.

Flynn, M. L., 7 Zimmerman, P. (1986, September). Usilig computermediated communication

with severely disturbed adolescents. Paper presented at the annual meeting of the

American Orthoplychiatric Association, Chicago, IL.

Hallworth, H. J., & Brebner, A. (1980). Computerassisted instruction in the schools.

F;imonton: Alberta Education, Planning, and Research. Hedlund, J. L., Vieweg, B. W.,

& Cho, D. W. (1985). Mental health computing in the 1980s: I. General information

systems and clinical documentation. Computers in Human Services, 1, 3-33.

344
3 4 7



Hiltz, S. R., & Turoff, M. (1978). Electronic networks: The social dynamics of a new com-

munications medium. Paper presented at the annual meeting of the American Sociologi-

cal Association, San Fransisco, CA.

Hiltz, S. R., & Turoff, M. (1981). Studies of computer-mediated communications systems: A

synthesis of findings (Final Report to the National Science Foundat'nn). Newark, NJ:

Computerized Conferencing and Communications Center.

Kerr, E. B., & Hiltz, S. R. (1982). Computer-mediated communication systems: Status and

evaluation. Now York: Academic Press.

Kowalsky, R., & Cohen, S. H. (1985). The effects of two types of automated feedback on

the performance of a community mental health center staff. In L. W. Frederiksen & A.

W. Riley (Eds.), Computers, people and productivity (pp. 123-140). New York:

Haworth.

Lanyon, R. I., & Johnson, J. H. (1980). Technology in mental health: A conceptual over-

view. In J. B. Sidowski, J. H. Johnson, & T. A. Williams (Eds.) Technology in mental

health care delivery systems (pp. 17-24). Norwood, NJ: Ablex.

Lautsch, J. C. (1981). Computers and education: The genie is out of the bottl?. Technical

Horizons in Education, 8, 34-39.

Levitan, K. B., & Willis, E. A. (1985). Barriers to practitioners' use of information

technology utilization: A discussion of results of a study. In C. R. Figley (Ed.)

Computers and family therapy (pp. 23-33). New York: Haworth.

Markus, M. L. (1984). Systems in organizations: Bugs and features. Boston: Pitman.

Migler, B., & Wolpe, J. (1967). Automated self-desensitization: A case report. Behaviour

Research and Therapy, 5, 133-135.

Molnar, A. R. (1972). Computer innovations in education. Washington, DC: National Science

Foundation.

Murphy, R. T., & Appel, L. R. (1977). Evaluation of the PLATO IV computer-based educa-

tional system in the community college (Final Report). Princeton, NJ: Education

Testing Service.

Murray, G. B. (1976). Psychiatry and technology. Psychiatric Annals, 6, 494-499.

Panko, R. R., & Panko, R. U. (1981). A survey of EMU users at DARCDM. Computer Networks,

4, 45-56.

345



Perrolle, J. A. (1987). Computers and social change: Information, property, and power.

Belmont, CA: Wadsworth.

Pogrow, S. (1983). Education in the computer age. Beverly Hills, CA: SAGE.

Romanczyk, R. G. (1985). A cost study of micro-computer utilization and staff efficiency:

A five-year analysis. In L. W. Federikson & A. W. Riley (Eds.), Computers, people,

and pros. 'y (pp. 143-154). New York: Haworth.

Ryback, R., Fow , 0., & Longabaugh, R. (Eds.). (1981). The problem-oriented record in

psychiatry and mental health care (2nd ed.). New York: "rune & Stratton.

Sherman, P. S. (1981). A computerized CMHC clincial and management information system:

Saga of a mini-success. Behavior Research Methods and Instrumentation, 13, 445-453.

Soforenko, A. Z. (1974). Computer client-data programs. Mental Retardation, 12, 40-49.

Turoff, M., & Hiltz, S. R. (1978). Development and field testing of an electronic infor-

mation exchange system: Final report on the EIES development project (Research

Report No. 9). Newark, NJ: Computerized Conferencing and Communications Center.

Webster, F., & Robins, K. (1986). Information technology: A luddite analysis. Norwood,

NJ: Ablex.

Weed, L. L. (1960). Medical records, medical evaluation and patient care: The problem-

oriented record as a basic tool. Cleveland, OH: Case Western Reserve University

Press.

346

3 4J



THE APPLICATION OF MICROCOMPUTERS

IN SOCIAL WORK RESEARCH

William P. Callahan and Sharon E. Smaldino

ABSTRACT: This chapter overviews the application of microcom-
puters in social work research. It includes information re-
lated to computer accessibility, training, and software utili-
zation (word processing, databases, spreadsheets, and
computer-assisted instruction). Also included is information
on available equipment and software resources with a special
section on public domain software. All of these areas focus
on the applicability of microcomputer software in the social
work research process as well as using microcomputers for data
collection, storage, analysis, and graphic display.

Accessibility to Computers

During the past ten years there has been a rapid increase in the

availability of computers in public schools. This has been accompanied

by the suddell availability of computers in the home, for small business-

es, and in almost all components of our daily lives. The accessibility

to computers has increased dramatically and can be best illustrated by

the fact that all schools in the state of Iowa now have access (either

directly in their school or through their local Area Education Agency)

to microcomputer hardware and software. Many schools in the state of

Iowa have extensive computer labs available for use in instructional

programming and hardware and software available to serve administrative

applications as well. This recent increase in the availability of

computer hardware and software has made accessibility much less of an

issue (Zenor, 1987).

However, accessibility is more than just availability. It also

includes the opportunity for an individual to gain the necessary prere-

quisite skills to effectively use the hardware and software. For with-

out these skills the availability of the hardware and software will not

necessarily guarantee accessibility. One of the purposes of this

document is to demonstrate the broad based accessibility of computer

software and hardware to all those involved in rr',s related to school

social work. Additionally, references to suppoi, materials as well as
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individuals should increase the likelihood that accessibility problems

related to sk4lls and knowledge will be less restrictive.

This chapter will focus on three major areas: (1) software related

to word processing, data base management, and numerical manipulations;

(2) computer assisted instruction; and (3) miscellaneous applications of

specific software. Additionally, the areas of resources and applica-

tions will be covered.

Computer Usage

Initially, computer utilization was restricted to a few individuals

who were able to spend the time necessary to learn difficult programming

languages. Also, the availability of hardware was further limited by

the tremendous cost of early machines. Today usage has increased drama-

tically due to the decrease in costs of hardware and software, and an

increase in "user friendliness" of computer systems. It no longer

requires a high degree of skill nor a large sum of money to become an

efficient computer user. Although some uses of the computer (i.e.,

solving very specific scientific, or complex business tasks) may require

extensive programming knowledge, most individuals can benefit from read-

ily available software and become quite competent computer users in a

relatively short time. The applicat.!on of computers to save the kinds

of problems or to do the kind of tasks that most of u. encounter on a

day-to-day basis has been made much easier through the development of

"user friendly" software.

Training

As with anything that is new and different, there seems to be so

many things that need to be done with the computer. Learning to use the

computer is relatively easy for the new user if done in a systematic

way. Classes and workshops on learning how to use the computer will

help ease the day into becoming a user. Once trained, the new user can

begin to appreciate she many ways in which computers can simplify the

processing of information.

There are several different ways in which a person can obtain

training in the use of hardware and software. There are classes and

courses available from many different sources. Area Education Agencies
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(AEAs) and univorsities in Iowa offer workshops and courses that teach

general use of specific applications. Local hardware and software deal-

ers can offer assistance, either individually upon request or in the

form of an orientation class.

There are computer sofcware programs that will train the new user.

These programs teacH the person how to use the computer generally and

programs that teach specific applications. For example, when purchasing

a copy of AppleWorks, the publisher includes a computer disk that

instructs the new user how to use the AppleWorks program. Prior to us-

ing the program, the new user can insert the tutorial disk into the com-

puter and learn how to use the program. This saves a lot of time and

effort in trial-and-error learning or in looking through the rather

large documentation that accompanies the program.

There are also print materials available to the user. There are

man, different books and guides that explain generally how to use the

computer or specifically how to use a particular software application.

These are available in local bookstores and libraries. They are also

available from the various user groups and special interest groups

locally and nationally. An example of this is AppleWorks for Educators:

A Beginner's Workbook (Rathje, 1986). This book comes with a computer

disk to let the new user practice some of the steps being taught in the

book.

Software

Word Processing Programs

Word processing programs allow the user to create an electronic

version of written language. This is very similar to any other type of

writing but has some major advantages. These advantages include the

ability to store for future use one's efforts in a quickly access ble

and mailable form that requires little physical space.

Most word processing programs have a variety of features that per-

mit easy modification. The feature most often discussed in terms of

word processing program is the ease of revision. Changes can be made as

easily as backing up and reentering new information, eliminating the

unwanted text. Movement of sentences or blocks of materials is also
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possible (for example, lifting one paragraph out of a given page and

putting it onto another). Using word processing, materials can be easi-

ly selected, reviewed, revised, and restored, given the specific

characteristics of the desired application. Word processing has not

only changed the ease of writing but also the way we think about the

process of writing. It has moved as well beyond old limits of typing.

One of the significant features to using the computer is the speed in

which information can be managed. There are several kinds of utility,

or information processing programs that can be used to help the

researcher. Included in these utility programs are programs that out-

line information as a step preceding the actual entry of text.

Word processing uses the computer to manipulate text. With a word

processor, the writer can not only put words onto the "page" (in this

case the screen), but can make corrections and cut and paste the whole

document. This can all be done prior to making a "hard" (or printed)

copy.

A word processing program allows the user to easily edit, revise,

and format the textual material without having to retype the entire
document. Most of the mechanical problems associated with typing are

eliminated when using a word processing program. Mistakes, such as

typographical errors, can be located and corrected without having to

retype the entire page. Many recent word processing programs contain a

spell checking component. The spell checker an scan the entire docu-

ment and identify possible spelling or typing errors. The user can then

quickly correct the error. Gone now are the tedious proofreading ses-

sions. There are even grammar checking programs available allowing the

writer to concentrate more on meaningful content and less on editorial

considerations.

Beyond checking the document for spelling and grammar problems, the

word processing program helps the user within the editing process.

Additional text or changes within the document ,:an be entered quickly

and easily by selecting where to put the text and inserting it. Word

orocessing program allows the user to do more than hove text about with-

in a document, but expands opportunities to transport it to another doc-

ument. The organization of text can be alter,d with only a few
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keystrokes. Text can be adjusted to better convey the message intended

by the writer.

There are some things that the writer may wish to do but the type-

writer does not permit them to be done. For exuple, manipulation of

the margins, subscripting, and superscripting require only a few special

commands. the user will see on the screen how changes affect the

appearance of the document. Boldface, underlining, or other print

styles can easily be incorporated into any or all of the document. Page

layout can also be controlled by the user prior to the final printing of

the document, even incorporating graphics into the text. Now, electron-

ically, the writer can produce a manuscript that meets his/her personal

reeds.

The use of word processing programs in the development of survey

1.1struments, instruction sheets, or related evaluation materials can

expedite the process considerably. Not only are the evaluation materi-

als easy to revise following the beta test, but they can also easily be

stored or transmitted to another site using an electronic network.

There are a wide variety of available word processing programs.

Each has unique functions and the user will need to decide which of

those are appropriate for individual needs. The general purpose word

processing program will suit the needs of most writers. There are many

word processing programs available for all of the computers. Some are

even compatible with several different computers or will accept docu-

ments that were created on different computers. As the user becomes

more familiar with the use of a word processor, s/he will recognize the

benefit to the writing process.

Database Programs

Software that allows you to develop a database of information could

be called an electronic "Rolodex." Material can be classified by a

given characteristic (for example, alphabetical classification) and then

entered to include a student's name, address, telephone number, parents'

names, and practically any other additional information. Data can then

be organized using any of the fields that were entered (for example,

alphabetically by student's last name, or alphabetically and within a

specific town, etc.). Once the material is organized and included in
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the database, the database can be searched using any of the fields that

were originally identified and entered.

The database can be constructed for individual students, and also

for materials or resources necessary to solve specific problems. For

example, all community mental health center locations and services could

be included in the database and then searched by a specific client need

for a particular service. As can be seen, extensive use of database

software can assist in the management of, but also speedy access to,

required resources.

Other features of database systems are the ease in which the

information can be organized into tables and charts. These allow the

researcher to organize information in ways that help communicate the

manner in which the information is related. The data stored in the fil-

ing program can also be printed out in a wide array of different ways.

Each entry can be printed or the user can designate which files need to

be printed. Further, the user can specify which parts of the informa-

tion in the files need to be included in the printout. All of this is

done electronically, as the user chooses and specifies what information

needs to be identified.

Spreadsheet Programs

Another type of information management program is the spreadsheet.

The spreadsheet allows the user to easily manipulate numerical data. A

spreadsheet program can be described as a very large sheet of ledger

paper. What makes this "paper" so unique is the size and the way in

which the columns can be manipulated. The user is free to set up the

ledger in a way that is unique for a particular application.

The spreadsheet not only displays the information in the way the

user has chosen, but can also do complex and interrelated calculations

across the rows and columns. The user can define specific types of num-

eric calculations that are appropriate for the data that has been enter-

ed. The computer will complete those calculations quickly and accurate-

ly. One feature that makes the spreadsheet valuable is when a data

entry is changed that might affect some of the calculations. Once the

entry is changed, the computer automatically makes all of the
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calculation changes. The user does not need to scan through the entire

ledger looking for places that changes need to be made in recalcula-

tions.

This application has been most extensively used in businrss for

financial modeling while its utilization in the field of education for

planning purposes has been limited. However, with the introduction of

integrated soltware programs where word processing, database management,

and spreadsheets are combined, increased opportunities for more exten-

sive utilization are created. Appleworks is an example of such a

program.

Numerical Manipulation

The utilization of a spreadsheet to support the research process

can occur in a variety of ways. For example, budget preparation for

proposal submission, data analysis not supported by specific statistical

packages (see section on statistical packages) or finally for specific

research or data collection activities. Using the spreadsheet for data

collection can be accomplished by preparing templates of questions and

opportunities for the subject to titer appropriate responses. Upon

entry the synthesis of individual responses could be accomplished auto-

matically by the spreadsheet. Following the response from the subjects

the experimenter can easily produce reports and generate output to use

in the analysis process. A desirable feature of spreadsheet software in

this regard is that the calculations and report generation component can

remain transparent to the subject while presenting to the subject only

the information necessary for response purposes.

Computer Assisted Instruction

Computer assisted instruction can be divided into drill and prac-

tice, tutorial, and Simulation Software. Drill and practice software

allows the student to receive constant oppo) inities for independent as

well as guided practice in a nonthreatening and carefully structured

environment. Tutcrial software provides the opportunity for students to

gain or acquire new information and to be tested over that information

with the opportunity for remedial input based on student response. Sim-

ulation software allows the student to simulate a particular environment

353



and to calculate the logical extension of changing variables in that

given environment. For example, simulations of an ecosystem can be

created and the effect of the elimination of one of the elements of th_

ecosystem can be calculated once the adequate data Sias been provided to

the computer.

Many of these programs can be created using existing software known

as drill and practice "shells" or authoring langLages. Using these pro-

grams the developer need know little about computer programming and need

only input the instructional information necessary for student learning

Lo take place. Once this information is entered the computer program

itself will restructure the information in ways that allow the student

Lo use it for drill and practice or tutorial applications.

Miscellaneous Software

Additional software is available to support very specific applica-

tions of computer hardware. ror example, grade book programs to assist

teachers in the collection and analysis of student performance informa-

tion. Experts system software allows the user ,.so simulate the thinking

of an "expert" in the field and then '-..o answer questions based on the

way the "expert" thinks about ana would answer those questions.

Specialized software for the development of ,--inted signs, posters,

cards, and certificates is also available. These can be used as motiva-

tional devices for students or simply as an opportunity to become famil-

iar with microcomputer hardware. There also exists an abundance of

computer games that allow students to use microcomputer hardware for

purely recreational or leisure activities which may or may not show

benefit for the student depending on the therapeutic application of such

prcgrams.

Software Resources

Statewide

Software can h2 obtained from a vat ety of resources. Many schools

cannot afford to obtain and maintain a large library of computer soft-

ware on limited school budgets. There are several alternatives avail-

able for obtaining software. Among those alternatives is to obtain

software through a centralized system.
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In Iowa one form of the centralized system is the Area Education

Agency system. There are fifteen AEAs, each serving a region within the

state and each AEA is centrally located for the population within the

region. The AEA provides both consultative services and a lending lib-

rary of software. The AEA system allows a member of a school staff to

borrow software for a limited period of time. The school does not have

to purchase the software in order to be able to use it.

The lending library approach to using software has its advantages

in that there is little or no expense involved with obtaining the pro-

gram. The user can select from a larger possible list of selections

than if limited to the programs purchased by the school district. Addi-

tionally, the software package may have been used by more people, pro-

viding a large resource base from which to obtain assistance.

This type system has its limitations also. Among the most obvi-

ous is the availability of the software. The user has a limited time

period in which to use the materials, thus limiting the possible appli-

cations for a particular package. Further, the software may not he

available at the time it is needed. And since a large number of people

use the software, it can become damaged or additional materials, like

program documentation, may be lost.

Another type of state-wide computer software system is through the

Iowa Computer Consortium. The consortium is less structured than the

AEA system. The amount of software and assistance available is limit-

ed.

Public Domain/Shareware

Public domain software has been in existence since the early stages

of microcomputer use. This category of software refers to the programs

that were generated or created using public funds, Either state or fed-

eral. Because of the public funding sources, these programs must be

made available to anyone who might be interested in using them without

charge or a minimum cost charge.

The advantage of using this kind of software is that there is

little expense involved in obtaining the program. Also, since there are

no copyright restrictions it is possible for the user to change the pro-

gram to meet individual needs. This is usually not very difficult, but

may require some assistance from a more experienced user.
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Another type of software available is shareware: user-supported

software. The difference between shareware and public domain software

is that the authors of the programs have elected to market their soft-

ware directly. Any copies or changes that the user wishes to make will

need the approval of the author. By having the authors directly market

their software, it is possible to obtain the software at a reasonable

price.

The advantage of shareware over public domain software is largely

in the amount of assistance the user will find available when using the

program. Generally speaking, when using public domain software the user

will find little or no documentation or assistance from the developer.

With user-supoorted shareware software, the authors of the programs are

available and will work with the user. Documentation usually accompan-

ies this type of software.

While there are a large number of computer programs that fall into

these two categories, locating them can be rather tedious. There are

some resources available to assist in locating shareware and public

domain software. These sources generally serve as clearinghouses,

making 't possible to obtain a copy of many programs. Some possible

resources for obtaining public domain software and shareware include:

1. The Public Domain Exchange, 2074C Walsh Ave., Santa Clara, CA

95050. This organization has published a book, ThP Best of Apple Public

Domain Software, edited by Judy Rosenthal. This book lists the avail-

able software for the Apple Computer. There are many categories of

software listed, including Education, Tutorials, Utilities, and Communi-

cat'on, to name a few.

2. EDUCOMP Computer Services, 742 Genevieve, Suite D, Solana

Beach, CA 92075. EDUCOMP is a Macintosh users group. The catalog pro

tided by EDUCOMP lists the public domain software available for

Macintosh computers.

3. Zephyr's Exclusive Software, Zephyr Services, 306 S. Homewood

Ave., Pittsburgh, PA 15208. Zephyr offers a limited array of software

for both the Apple II series and the IBM PC/XT/JR series. The catalog

is organized into categories: Home & Office, Personal Use, Astronomy,

and Education.
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4. The PC-SIG Library, PC-SIG, Inc., 1030 E. Duane Ave., Suite D,

Sunnyvale, CA 94036. The PC-SIG Library offers a large collection of

user-supported and public domain software for the IBM-PC. There are two

categories of software listed, Applications and Utilities.

5. The IBM-PC Public Domain Software, Vclume 1, edited by Gary

Phillips, is a _atalog available for locating public domain materials

designed for the IBM-PC. It is available from Ashton-Tate, 10150 West

Jefferson Blvd., Culver City, CA 90230. There are a wide array of pro-

grams listed including communications, utility packages, graphics, etc.

Also included are lists of PC-User Groups, Bulletin Boards, and a sec-

ticn on curing the common PC problems.

Suroski Center

The Suroski Center at the University of Northern Iowa develops and

distributes microcompu_er software related to education. During tne

past five years ov2 fifty disks full of educationally related software

have been developed at the Suroski Center. Thousands of copies of these

disks have been distributed throughout the state of Iowa at a cost that

covers the duplication charges. All programming for the software has

been done by work study students under the direction of full-time

faculty members. The original ideas for most of the software came from

practicing te2r.hers in various disciplines. This software is constantly

under revision and is available to any teacher in the state of Iowa who

sends a blank computer disk, a postage paid return envelope, and tne

appropriate identifying information for the desired software. The

center receives no ongoing support and is housed in the Faculty

Eevelopment Center, College of Education, University of Northern Iowa,

Cedar Falls, Iowa 50614.

Sofiwre includes database progiams containing information on

adapted instruction materials for use by special students, adaptation

technique software for accommodating the needs of special students, and

a variety of specialized instructional software. Instructional software

may include the development of arithmetic, spelling, keyboarding, or

computer literacy materials. Additionally, using the FrEd Writer

program there are a variety of data disks containing over 1000 pages of

instructional materials for use by special students in a variety of
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areas ,.cluding daily living skills and social skills instruction. Also

available is software to teach problem solving skills as well as

assessment and programming information in leisure education.

The Suroski Center also supports the distribution of print materi-

als but only until those materials can be converted to electronic

format. An example of such print materials would be Work Experience

Coordination modules or the Community Based Vocational Training materi-

als.

Available Consultative Services

It is when first learning the computer that a new user appreciates

the availability of knowledgeable resources. Human resources include a

wide array of possible people, most very conveniently located. The Area

Education Agencies have a computer resource person to help in any way.

Many of these people have developed workshops and training programs for

new users to learn to use the different types of software available.

They are readily available to the people within their region to help

with computer application. A listing of consultants and t'eir addresses

can be found in Appendix A.

There are other resources available to the new user. Nearly every

computer sales store has personnel who are familiar with the software

that is specific to their particular product line. These people are

generally very happy to help their customers learn to use hardware and

software more efficiently. Saxe computer stores have expanded to

include computer training classrooms within their store and teach spe-

cific software applications. These classes tend to be very short in

duration, but do at'empt to teach the basics so that the new user can

begin to work independently.

In addition, there are people available at the universities within

the state of Iowa. Both of the authors of this chapter, Dr. William

Cdllahan and Dr. Sharon Smaldino of the University of Northern Iowa, are

available for consultation. Both have had ext_nsive experience in using

the computer within the research process and can provide assistance in

many different ways. They also offer courses at the university that

will teach some of the basic and more complex procedures on the compu-

ter.
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Another resource is the local users groups that may exist within

your region. The members of the users groups tend to have a variety of

experiences with computer use. Most of the people involved are very

interested in learning lore about the computer and the variety of appli

cations. Nearly all of tte members are very willing to help a r,lew user

if possible. The user groups are usually organized according to a spe

cific hardware choice, i.e., MacUsers, IBMPC users, etc.

Finally there are telecommunications networking resources. With

the use of a modem it is possible to inect the computer through a

network system, like Compuserve, to anyone else's computer anywhere.

The system even allows the user to connect with several different peo

ple. The possibilities for connecting with resources becomes nearly

endless.

Using Computers for Data Collection

Specific application of microcomputers for use in the data collec

tion process could include information on types of errors students make

as well as frevency of those errors. Additionally, microcomputer soft

ware or management software can be used to collect information on fre

quency of response or frequency of assessment as well as to measure the

correctness of a given response. An example would be the program called

Spelling from the Suroski Center. This program presents words (entered

by the teacher) to sl .dents and then asks the students to enter the word

after a specific delc.,. As the student attempts to enter the word the

computer software determines whether or not the entry is correct, pre

vents th- inclusion or the opportunity for erroneous practice by pre

venting the student from entering anything but the correct response, and

can be modified to record the incorrect response that the student

attempted to make. In this way the teacher can collect specific data on

student performance.

Additionally, computer software is available for the development

and presentation of specific questions to the student, the opportunity

for the student to respond in a Likert Scale fashion to the data, and

then the collection and storage of that data for future use. This could

be used in survey research where a single disk could be used by hundreds

,f subjects, and the data collected and organized as the subject

responds.
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Programs are also available that allow the subject to enter a writ-

ten narrative response and then store that response for future

analysis.

Using Computers to Store Information

The use of computers to store large quantities of information is

well documented in a variety of applications not only in public school

settings but in business and military settings as well. Large databases

can be accumulated, stored, and easily transmitted from one point to

another either through the use of disk material or the electronic

transmission of information. An example of a practical application for

using computers to store educational information is the daily living

skills materials available from the Suroski Center. Contained in these

materials are learning activity packs in six different areas varying in

length from four to twelve pages. These materials account for some 600

total pages of information and can be stored easily on three computer

disks. These disks also contain the access information and a narrative

documentation on how to effectively use the word processing program in

which all the materials are stored. Also stored on the same disks are

instructions to the teacher on assessment and delivery of materials in

this content area.

The storage of either qualitative or quantitative research informa-

tion can be facilitated through the use of any number of microcomputer

programs. For example, database programs or word processing programs

could both be used to store or develop a database for research purposes.

(See database and word processing for examples of those types of pro-

grams.)

Using Computers to Analyze Data

When a researcher has collected the data related to the study, it

is necessary to examine that data to identify its importance. A statis-

tical package can very quickly and easily manipulate numerical entries.

There are several types of computer programs available for the

researcher to use for statistical analysis.

One program that is available that falls into the category of

public domain is the Steinmetz Statistical ,,ackage. The program is

t)c -.
l...:,'10
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designed to work on the Apple II series. The program has several types

of data analysis available including t-tests and Analysis of Variance

tests. Several commercial programs also are available for micro-

computers and are written for the purpose of analyzing data.

Statistical analysis packages are available on the very large,

mainframe computers. The two most commonly used are the Statistical

Analysis for the Social Sciences (SASS) and the Statistical Package for

Social Sciences (SPSS). Both use the large mainframe computer and are

capable of more complex and interrelated statistics. The three Iowa

regent universities have mainframe computers with one or both of these

statistical packages available.

Using the Graphic Display Options

Information that is presented graphically helps to convey the

intended message. One problem is when the writer has to produce these

types of charts by hand. Not only is this tedious, but it is very time-

consuming.

There are an array of computer programs available that will make

this process easier for the user. As mentioned previously, the

database programs often have a report formatting component. Thus, the

data that is stored in the database files can be efficiently and quickly

compiled into a chart or table.

But there are other types of graphing programs available that do

more with the data than list information in charts or tables. There are

programs available that will reorganize the data into plotted displays

such as line charts, bar charts, and pie charts. The data is not chang-

ed, but the program uses the numeric information to display it in a way

that will graphically represent the information. These types of pro-

grams tend to be very easy to use and are generally menu-driven, which

means that the program directs the user as to the steps involved in

creating the particular type of display chosen. It is also possible to

use these types of programs to "try out" several different graphic

charts to decide which best displays the information being communicated.
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Conclusion

The microcomputer may appear to be a very complex and difficult

tool for the individual to use, but it can really make the research

process very efficient and easy. It can remove some of the drudge and

difficulty out of the research process and open up the possibilities for

the researcher. Now the individual can concentrate on the research

process rather than having to deal with issues that the computer can so

quickly and efficiently handle. By using the computer to do some of the

more routine and repetitive jobs, as well as complex computational and

graphic tasks, the researcher is using the computer effectively.
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Appendix A

Area Education Agency Consultants

AEA 1

Clem Steele

1473 Central Ave.

Dubuque, IA 52001

319-556-3310

1-800-942-4668

AEA 2

Larry Niebur

Clear Lake, IA 50428

515-357-6125

1-800-392-6640

AEA 3

Keith Dwire

PO Box 38

Cylinder, IA 50528

712-424-3177

1-800-242-5100

AEA 4

Gaylen Roskens

102 S. Main Ave.

Sioux Center, IA 51250

712-722-4378

AEA 5

Bill Ashby

James Buddehagen

1235 5th Ave. S.

Fort Dodge, IA 50501

515-576-7434

1-800-362-2183

AEA 6

John Cook

210 S. 12th Ave.

Marshalltown, IA 50158

515-752-1578

. AEA 7

Patricia Achey Cutts

3712 Cedar Heights Drive

Cedar Falls, IA 51613

319-273-8217

AEA 9

Ed Cranston

729 21st St.

Bettendorf, IA 52722

319-359-1371

1-800-292-0076
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AEA 10

Jay Rayer

Jim Schieb

Bob VanDuesen

4401 6th St. SW

Cedar Rapids, IA 52404

319-399-6734

1-800-332-8498

AEA 11

Berry Pitsch

6500 Pioneer Parkway

Johnston, IA 50131

515-270-9030

1-800-362-2720

AEA 12

Dr. Mary Berry

1520 Morningside

Sioux City, IA 51106

712-274-6080

1-800-352-9040

AEA 13

Don Tischer

RR 1, PO Box 1109

Council Bluffs, IA 51502

712-366-0503

1-800-432-5804

AEA 14

Gilbert H. Noble

Green Valley Road

Creston, IA 50801

515-782-8443

1-800-362-1864

AEA 15

Connie Julius

R 5, Box 55

Ottumwa, IA 52501

515-682-8591

1-800-622-0027

AEA 16

Dr. William Wise II

1200 University Place

PO Box 1065

Burlington, IA 52601

319-753-6561

1-800-582-2381



THE ART OF PREPARING AND SECURING GRANTS

Nora S. Gustaysson

ABSTRACT: An easy to read guide to the complexities of grant
procurement. The chapter outlines the steps involved in the
actual writing of a grant with particular attention to organ-
izational variables, budget, needs assessment, goals, and

methods. Also provided is a comprehensive directory of grant
resources. The directory lists information sources for pri-
vate foundations and government grants.

Grant money is still available from hundreds of private foundations

and the federal and stage government. The trend at the federal level

(since 1981) to reduce domestic spending has resulted in a decrease for

funding of government grants. Nevertheless, in 1986 the National Insti-

tutes of Health (NIH) reported approving, thus making eligible for fund-

ing, 16,763 of the 18,675 applications for research project grants in

fiscal year 1985. NIH funded 6,247 (about 37%) of the approved applica-

tions: a 14% increase in the number of grants Funded from fiscal 1984.

This chapter is organized into three areas and describes the pro-

cesses involved in the pursuit of grants. First, the researcher needs

to examine organizational variables. Grant activity is expensive in

terms of indirect as well as direct costs. In an era of declining

resources, organizations may not be able to afford the costs of pursuing

grants. Second, the grant seeker needs an understanding of the grant

writing process such as developing goals and preparing a budget.

Third, the grant seeker needs to know how to obtain information on the

many private and public agencies which fund research grants.

Organizational Variables

Resources are a major organizational characteristic which will

influence the pursuit of grants. In an era of declining resources

organizations may be less willing or able to encourage grant activity.

Contrary to popular opinion, applying for grants can be expensive. The

costs associated with grant applications are indirect as well as direct,

and can total hundreds of dollars per grant application. You must

consider whether your organization can afford the costs of pursuing

grants.
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One significant indirect cost is time. Depending on the type of

grant, weeks of planning may be needed. Clerical staff will have to

allocate their time to support the grant seeking activity. These

indirect costs may not be recoverable.

Even grant proposals which are funded require the organization to

allocate resources. Many grants require cost sharing or matching funds.

The government and most foundations will not assume the total cost for

your project. Foundations and the government view the grant as "seed"

money. The percent your organization will contribute depends on the

funding source and the length of the project.

Your organization may contribute anywhere from 10 to 60 percent of

the cost of your project. If your project is funded for two or more

years, your organization will be expected to pay an increasing percent

of the costs each year. You may want to consider the long-range funding

capacity and the mission of your organization before applying for

three- or four-year grants.

You might also need to be wary of longitudinal studies if your

organization is in the process of serving changing populations and

needs. The field of education is subject to constant change. There is

little value in applying for a three-year grant to study the effects of

college preparatory courses on student self-esteem if the school has

committed a substantial part of its future resources to developing voca-

tional programs. Your research interests must serve both the long- and

short-term goals of your organization.

While money is an essential resource, you may need other resources

in order to purfue your proposal. For example, if you apply for a

demonstration grant, you may need people with special expertise who are

not part of your organization. Demonstration grants vide funds for a

feasibility study. If you wanted to test whether a newly developed

treatment for adolescent substance abuse is effective you might need

specialized personnel who are not part of your organization. You will

then have to allocate additional time and money in order to recruit

specialists.

Organizations are subject to political pressure from the environ-

ment. If you 're interested in research in a politically sensitive area
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other variables will need to be considered. For example, you might be

interest. , evaluating the effect of school based health clinics which

distribute contracepti'es on the pregnancy rate of adolescents. After

researching foundations you find that grant money is available for this

purpose. Before applying for the grant you will need to determine if

your organization can and will support your research project.

These organizational factors should not be overlooked since they do

influence grant activity and should be considered by reseachers. The

failure to recognize the importance of the organizational environment

can result in the loss of the grant or in the inability to complete the

research.

Writing The Grant

After analyzing the organizational context you will be ready to

begin writing the proposal. Begin the first draft as soon as possible,

and well before the deadline for submission of the grant. Keep in mind

that you are working on a first draft. You need not be concerned with

syntax, statistics, or references for this draft. The first draft will

be a starting point that will help you focus and refine you ideas.

After obtaining the application form and instructions from the

funding agency be sure to read them. This sounds simple, but failure to

check the forms for accuracy and currency could cause a delay in the

processing of your proposal. Application forms are frequently revised

since there are a number of federal departments which fund research

grants. Standardized application forms and sets of instructions would

make the application process easier, but standardization is not a real-

i ty.

Failure to complete forms or follow instructions could result in

losing the grant. If instructions appear confusing call the funding

officer for clarification. The instructions usually include the name

and telephone number of a funding officer. Do .ot be afraid to call

this person since part of their job is to help applicants and explain

procedures.

Note the deadlines for submission of grant proposals, and the num-

ber of pages you will need to send to the grantor. Some grant
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propcsals to foundations COII:is. of two pages while grant proposals to

some federal departments consist of 75 pages. So- ederal agencies

as researchers to send a letter of intu-t to app' fur a grant by a

specific date (ttsuaHy shortly ?fter the alnouncemcnt is released)

although the applftatkfl my not be due For months. Be sure to send the

letter of intent anc rite all deadlines.

Applications I desLrioe any c coe o- LO iii requirements for

funding. For exet1o, some ur(i,ntu uvcr proDosals which use a multi-

discinlinary rese,a'cr, ',.eam, while othEA's ui nly fund non-profit

organizations. H ichrcititions :-tfl,:-,;1ications to have cmmun-

ity support. 'lot: r,c1 rued to sHHT, sthpc-,oL fr,_,11 other

organizations:, or 11, tht , HS sPrvP a ofcr-

ral sourcos or w ide o Lin:e,os. A 'e32at'.h ,rant (which is

designed 4-c, oinat; tle I or L -ThL ridlviduals)

from NIH, fo, r ur x,zL1or to free al

the applicant's t

The vc;%---c] .7 '-- i LraHrr arcli

enhe. For , 5' talent2o

teachers ri. Y,11 Jove-

op other ru
1 by cLi'lic

schools tht,

jectives

pose of th,

will follow.

method refc,,, to h.' j'H y1: athit.Y,e

01;

r y I '-'02Pri (-,jjr'CtiVt:

ile, orici otolitical while

If your .72r:erred in ol of reducing the

number of add sc- oH lea%;k -t ho: l. ore otje:t 1 v mignt Hi, to reduce

this numbnr by 31H durg the firs: your t tue rwoject. This is a

measurable, time-sort fic or time-o,-iented c*Ject've uiich requires

knowledge of the current dropout rate. The current ,ate is a baseline

which can be used to measure the objective. A meth Fr achieving t'

goal mif't. be counseling sessions.

Before identifying some of the common areas in most grant propos-

als, it is neces.,ary to say a few words about writing style. Grant

368



applications will ask for a description of the proposed research. This

narrative section gives the researcher the opportunity to communicate

clearly and dynamically with the reviewer. Write in a coherent sty-1,

using Lhe active voice and simple sentence structure--avoid jarnon and

rhetoric. A number 'Jf people will review your application ana some of

them may not be familiar with technical terms. The narrative should

emphasize that people will benefit from the re_ ..rch. Try to keep the

reviewers' interest by using descriptive language.

Review the Literature

Neither '.he government nor foundations are interested in funding

research that is a replication of already existing or currently funded

projects. One way to avoid the rejection of your proposal is to make

sure that no one else has researched your specific topic. This requires

an extensive review of the literature. You may wish to check with the

foundations or government departments which fund projects on your topic

to find out what is currently being researched.

NIH (1986) suggests researchers thoroughly review the literature to

identify weak areas in theory, practice, or method. Lack of knowledge

about the relevant research in your area may cost you the grant. Let

the reviewers know you have done your homework and include a list of

references with '_he application. Some foundations require a reference

list, although an enumerative bibliography is not necessary. Simply

list the most relevant and recent references.

Do not neglect to mention how you will share the results of your

research. Most federal departments require an annual report. Other

federal departments are interested in research that can be replicated in

other parts of the country. If this is a requirement (read the instruc-

tions), you will have to have a plan for sharing your results with a

broad audience. Some foundations want to know their money is being

spent to serve the public good, therefore dissemination of your findings

will be expected.

Findings can be shared in a variety of ways. You can publish a

book or article, present your findings at a regional or national confer-

ence, or set up training sessions at lotions '7,h-oughout the state or
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country. The dissemination of your findings is a valid cost which you

should include in your proposed budget.

The Needs Statement

Grant proposals usually ask for a needs statement. This statement

should clearly explain why your research is important and needs to be

done. Funding agencies have prioricies based upon the needs they have

identified. There may well be urgent social needs which are not defined

as such by those with money. Your needs statement should match the

needs identified by the funding agency.

In order to submit the needs statement you may have to do a needs

assessment. Needs assessments can take a variety of forms. Some types

of needs assessmants aie inexpensive and quick (the key informant

approach, the community forum, rates under utilization). Other needs

assessments are more methodologically sound and valid but expensive and

time-consuming (the survey method).

If you are unsure of how to do a needs assessment there are a num-

ber of helpful resources available. In 1976, the National Institute of

Mental Health published a manual for program evaluation which included

an easy-to-read, yet comprehensive chapter on needs assessment. Most

texts on social welfare planning include chapters on needs assessment

and most libraries will have these materials.

Preparing A Budget

All grant proposals require a budget, and application forms usually

provide instructions on how to prepare a budget. The budget is a state-

ment of how much money you will need in order to complete the research.

Some researchers assume that grantors reduce proposed budgets and

therefore inflate the budget to insure the availability of sufficient

funds to complete the research. Other researchers assume that underest-

imating the budget makes their proposal more competitive and increases

the likelihood of funding. Grantors advise researchers to resist thc,e

temptations.

Your proposal may be rejected if you seriously underestimate the

cost of your research. Keep in mind that reviewers are ;mowledgeable
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ab ')ut costs as well as your area of interest. Reviewers may wonder if

you understand the requirements of your research or whether you have

committed a simple oversight.

If it is funded, you could be in worse trouble. Trying to complete

research that is underfurded is difficult, if not impossible. Someone

will have to assume the additional costs. You will constantly be

reminded of what you cannot do because of your mistake. The results .;')u

hoped to attain through your research may not materialize.

Likewise, your proposal may be rejected if you seriously overesti-

mate the costs of your research. Reviewers have an idea of what your

research should cost. Outlandish charges will catch the attention of

the reviewers and they may wonder if you know what you are doing. They

may wonder about your motivation in applying for a grant.

Your budget will include both direct and indirect costs. Some

gra'ts include a third category of costs if the grant you ar3 seeking

requires cost sharing or matching funds. Direct costs are those associ-

ated directly with your research and include 'tems such as salaries and

fringe benefits for the principal investigators and assistants, cquip-

ment, supplies, and travel. The costs for salaries should include any

changes (especially if your proposed research will take more than 12

months to complete) such as merit increases or cost-of-living adilst-

ments.

It is difficult to know exactly what these costs will be so develop

three levels of estimated costs: low, medium, and high. These

estimates establish 4hat can be done at various funding levels. In

order to increase the probability of'being ab'e to complete the research

without having to constantly focus on expenses, use the high range of

costs in the proposed budget.

Supplies and equipment costs can m,er14. If you will be using

equipment in your research, obtain estimates f,om at least twc companies

and include the estimates in your application. For example, if you plan

co use aversive conditioning in a project to reduce alcohol consumption,

you may need to rent or purchase a machine that will deliver electric

shocks. Office supplies (file cabinets, chairs, typewriters) may also

fall into the equipment category. Supply costs generally refer to
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expendaule equipment which costs less than $500 and has a useful life of

less than two years.

There are other direct costs which may be incurred if your research

requires the use of community based offices. Be sure to explain to tre

grantor why the research cannot be conducted in the facilities available

through your organization. If the office is not furnished, equipment

will have to be rented or purchased. Communication costs such as tele-

phone and postage are direct costs which should be included in the pro-

posed budget.

Consultants and outside services should not be overlooked during

the budget process. If you will need legal services, medical consulta-

tions, or bookkeeping services, obtain estimates and include these costs

in the budget. If the grant you are seekirg requires cost sharing, it

may be prudent to have these services donated.

Indirect costs are more difficult to calculate and are easily over-

looked. For example, if your research is conducted in your work loca-

tion it would be impossible to calculate the cost of electricity, water,

or heating used to support your research. If your agency will be handl-

ing the disbursement of checks for equipment, salaries, and Supplies, or

providing janitorial service, then your agency is contributing indirect-

ly to the cost of your research.

Many grantors require cost sharing. This does not mean that you or

your agency must contribute cash. Indirect cost sharing is acceptable

to most foundations and the federal government. Examples of indirect

cost sharing include contributions such as donated legal advice,

volunteers, or donated facilities and equipment. Your agency can con-

tribute to cost sharing by reducing your usual work load thereby giving

you time to pursue your research. A talk with the funding officer list-

ed in the grant app'ication can help you identify and quantify these

costs.

Review the proposed budget carefully sinrn one misplaced decimal

point could result in a rejection of your grant. Try to locate errors

by comparing the budget and the proposal. Ask a colleague who has

received a grant to review your proposal. You may wish to ask someone

who is not familiar with your unique field of practice to review the
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application. This person can locate jargon and ask relevant questions

about your purpose, methodology, and objectives.

If your grant application is rejected write a letter thanking the

organization for considering your application. Also ask the organiza-

tion to share with you the reasons for the rejection. You can use the

rejection as a learning experience.

Now that you have some understanding of the grant process, obtain a

grant application. This will help you to think in terms of grant writ-

ing and familiarize you with the language of grant applications. For

example, the Department of Justice (DOJ) in July of 1987 was interes,Ad

in funding research which would develop, assess, test, and disseminate

community approaches to juvenile gang problems ("Juvenile Gang," 1987).

Potential applicants were given tho names, addresses and telephone

numbers of two officials in the Office of Juvenile Justice and Delin-

quency Prevention. Researchers were expected to review the literature

in order to determine the extent of youth involvement in gangs, estab-

lish a program advisory committee, and to evaluate existing approaches

to this problem. The announcement listed the maximum award at $500,000

and the initial budget period was two years. Public and non-profit

organizations which had some experience with juvenile gangs were eligi-

ble to apply.

Applications had to include a statement on the goals and objectives

of the research, a method for achieving the objectives, and a budget.

The deadline for submission of the application was identified and the

arrative was not to exceed 70 pages. Most federal grants provide the

same type of information and instruction as did this announcement from

the DOJ. Read as many grant annuuncements as you can until you become

comfortable with the language and requirements for grants.

Grant Resources

One decision you will have to make when you consider funding is

whether you want public money or private money. Private money generally

offers the researcher more freedom. Grant applications to foundations

usually consist of less than five pages. However, public money supports

more research than private money. Since private money represents fewer
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restrictions, some researchers will pursue fourdations first. If foun-

dation money is not available or not sufficient for the goals of tLe

research, then they will pursue federal money.

Foundations receive about a million requests for funding annually

and fund about seven percent of these requests (Kurzig, 1980). In order

to use your time productively and limit the indirect costs of applying

for a grant, research the foundations and try to match your project with

their interests. Foundations clearly state their purpose and priori-

ties.

The most useful source of information about foundations can be

obtained through The Foundation Center, 79 Fifth Avenue, New York, New

York 10019. This organization collects and distributes information

about foundations. The Foundation Center has four libraries and

maintains 140 regional collections. There may be a regional collection

in your state. Your local public library should be able to direct you

to a regional collection. The Foundation Center has a toll-free number

800/424-9836 or you may call the New York office at 212/620-4230.

The Foundation Center is supported by more than 300 charitable

institutions and publishes a number of books useful for researchers.

The Foundation Directory (1985) provides information on more than 4,000

foundations. They are listed by state and each entry describes the pur-

pose of the foundation, activities, directors, application procedures,

and contact person. The directory costs approximately $60 and a supple-

ment is usually available for about $30. This book may also be avail-

able in your local library.

The free publication from The Foundation Center is the "Information

Packet." It lists publications and locations of libraries with Center

materials. Annually the Center publishes the Foundation Grants Index

which describes the grants of 300 of the largest foundations. The index

is updated every two months in the Foundation News.

There are other directories of funding sources. The Annual

Register of Grant Support (198E) organizes foundations by topic, not

geographic location. Some of the topic areas in the report are humani-

ties, international affairs, s)ecial populations, urban and regional

affairs, and education Under each of these broad areas specific topics
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are listed. For example, under education there are topics such as

elementary and secondary education and educational projects and

research. Under the urban and regional affairs section are topics such

as children and youth, crime prevention, social welfare, public health,

and community development and services.

One of the more expensive sources of information about foundations

is available from The Taft Corporation, 5125 MacArthur Blvd., NW,

Washington, D.C. 20016. They publish the Taft Foundation Reporter and

two monthly newsletters, the Foundation Giving Watch and the Foundation

Update. They provide information on 500 major foundations. These pub-

lications cost $347. The telephone number of The Taft Corporation is

202/966-7088.

The Grantsmanship Center, located at 1031 South Grand Avenue, Los

Angeles, California 90015, publishes the Grantsmanchip Center News.

This periodical costs approximately $20 a year and offers the reader

information on grant writing as well as a listing of available grant

opportunities. Their toll Free telephone imber is 800/4?1-9512.

Information America (1983), while not devoted to grants, may be a

resource for researchers who are unsure of the latest developments in

their fields. The book lists sources of material from organizations,

industry, and government. The material is organized by topic. For

example, under education organizations are listed which provide informa-

tion services for handicapped students, curriculum development for

. exceptional children, and training and resource directories available

for teaching social studies. Information America is published three

times a year and an annual subscription costs $80.

There are two periodicals which contain current information on

grants. Grants Magazine provides examples of grant applications which

have been funded. These examples help the reader to identify the ele-

ments in a successful grant app-,ication. Try to read proposals which

have been funded. The second periodical is expensive. A subscription

to Federal Grants and Contracts Weekly also contain current information

but costs $280 a year. Many libraries carry this periodical.

Federal Grants and Contracts Weekly is an easy-to-read list of fed-

eral grants currently available. There are two especially helpful
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features in this magazine. The "Grants Alert" section lets the reader

know quickly which federal agencies are funding research and in which

areas, the deadline for submission of applications, the amount of

grants, a narrative describing the scope of the program, and the name

and telephone number of a contact person. The "Grants Calendar" section

quickly alerts the reader to the deadlines for applications.

Directory of Federal Grants

Locating information on foundation money can be time consuming.

Locating information on federal grants can require great perseverance

since there are hundreds of federal offices which administer grants.

The bask source of information at the federal level is The Catalog

of Federal Domestic Assistance. Try to obtain a copy of this publica-

tion. This catalog consists of about one thousand pages, and it

describes almost all federal programs designed to help the public. The

programs are listed alphabetically and it takes time to learn how to use

it. The Catalog is usually published in the Summer and costs about $20.

It can be ordered from the Superintendent of Documents, U.S. Government

Printing Office, Washington, D.C. 20402, or call 202/7L-3238. This

book is also available at any of the more than 1400 depository libraries

and any of the 50 regional Federal Depositories. For a list of librar-

ies which carry government publications write to Library, Public Docu-

ments Department, U.S. Government Printing Office, Washington, D.C.

?0402.

For a list of more than 500 subscription services that are publish-

ed by more than 40 federal agencies, write to the Superintendent of Doc-

uments and request Government Periodicals and Subscription Services,

Price List 36. It is free.

While an excellent source of information, the Catalog can be out of

date. For the most current information, consult the Federal Register.

The Federal Register is published daily and is available in many

libraries. A subscription costs aboui. $50 a year. It contains much

information that is not directly relevant for the researcher. Neverthe-

less, federal regulations require that funding rules be published in the

Register. Eligibility requirements, application procedures, and
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deadlines for submission of research proposals are published in the

EttiLtE.

For information on federal contracts up for bid, you may wish to

look at the Commerce Business Daily (CBD). However, it is difficult to

read and much of the information is not of direct value to potential

researchers. Grant announcements are published but you will have to

muddle through pages of difficult reading. A yearly subscription to the

CBD costs about $100. Reference copies can be viewed in many libraries.

You may wish to write directly to the federal departments working

in your field. Most of the departments maintain a mailing list for pro-

gram announcements. They wi',1 send you material free of charge if you

are on their mailing list,

If you require additional sources of information on federal fund-

ing, there are a number of publications which may be of help. The Con-

gressional Quarterly Weekly Report which is published privately, will

provide current information on pending legislation. A subscription

costs more than $500 a year. For about $300 a year you can subscribe to

the Federal Contracts Report which is available from the Bureau of

National Affairs, 1231 25th Street, N.W., Washington, D.C. 20037.

Computers have helped to make the process of locating information

easier. A database has recently been developed which permits computer

searches of the Catalog of Federal Domestic Assistance. The Federal

Assistance Programs Retrieval System (FAPRS) was developed by the U.S.

Department of Agriculture. For information on how to use the database,

write to FAPRS Administator, Rural Development Service, USDA,

Washington, D.C. 20250.

Summary

The process of writing and securing research grants requires skill

and perseverance. To increase the probability of funding, submit your

application to an organization interested in your research and carefully

prepare and review the grant application.

Remember, do not give up. It may take time, but you will find a

match between your research and a funding organization.
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WRITING FOR THE PROFESSION:

DISSEMINATION OF RESEARCH AND PRACTICE KNOWLEDGE
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OVERCOMING OBSTACLES TO PUBLICATION

James G. McCullagh

ABSTRACT: Practitioners who want to publish need to be aware
of and overcome obstacles to writing for the profession. Rea-

sons for publication and suggestions for overcoming specific
obstacles are proposed. Advantages of coauthorship, support
groups, and a joint work program are discussed as strategies
to facilitate writing efforts and to offset the frustrating,
time-consuming, hard work that is required to break into

print.

School social workers practice in the field but often don't write

about it. Professors write but usually don't practice. The solitude

offered to the academic is far removed from the reality of school social

work practice. While some practitioners conduct research and write for

publication and some faculty do not, different performance expectations

exist for both. The "publish or perish" cliche is often true, especial-

ly for the non-tenured academic on many campuses. Both faculty and

practitioners experience tension between writing and doing, but the

practitioner primarily is expected to provide professional services and

not research and write. While neither the opportunity nor the necessary

release time from practice is normally provided to school social work-

ers, the practitioner who wants to write for professional publication

must surmount a variety or obstacles.

Writing for Publication: Is It Worth It?

Why Write for Publication?

For the academic--the scholar--"publication is a need, a natIral

activity flowing inexorably from the work in wnich he is enmeshed

absored. He is his own motivation to learn and to publish" (Stephens,

1976, p. 198). Fox (1985) stressed that "sustained research and writing

form a vocation, a calling, as much a choice of how to live as how to

work" (p. 13). For the scholar "writing and publishing are not simply

responsibilities; they constitute a great opportunity. They allow one

to participate in, contribute to, and receive recognition from the dis-

cipline" (Fox, 1985, p. 14).
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Life for many academics is the pursuit and communication of know-

ledge. They feel a need, a burning desire, an urge to learn and to

know and then to communicate understanding to others. Berger (1988, p.

287), however, suggests that "a pr'mary motivation for publishing is

that it enables the academician to keep his or her job and to advance in

it. Publication is the cornerstone of a system in which the academician

struggles to retain a position of power within the profession ". The

academic, nonetheless, is provided time in the academy--the university-

to be a scholar. Such oportunities are rare for practitioners.

Why then should practitioners publish? The NASW Code of Ethics

(1980) recognizes the responsibility of social workers to develop know-

ledge. They "should take responsibility for identifying, developing,

and fully utilizing knowledge for professional practice" (p. 9). The

Code further indicates that "the social worker should contribute to the

knowledge base of social work and share research knowledge and practice

wisdom with colleagues" (p. 9) The NASW Standards for Social Work Ser-

vices in Schools (1978) also provides strong support for a research

based practitioner. Williams and Hopps (1987) rote that "insufficient

attention [is given] to intervention research" (p. 374) by the "most

active writers [who] are academicians" (p. 374). They stress that "more

practitioners must view publication as a normal part of their practice

role" (p. 374) in order to achieve "better balance in professional soci-

al work literature" (p. 374).

The motivation simply may be that one believes that one has some-

thing to say that is unique, worthwhile, new, or different and that will

contribute to knowledge development or practice understanding for pro-

fessionals. One may wish to share one's knowledge, research findings,

or practice wisdom. The searcI for fame, status, acknowledgement, pro-

motion, change of positions, a new challenge, or an increase in salary

also can be motivators. Ideally we seek to publish because we have

something to say--but we also realize that additional benefits may

accrue to the author and especially to academicians.

Social work journal editors want practitioners to publish. For

example, one journal published by the National Association of Social

Workers, makes a constant appeal to practitioners. To illustrate, in

the Spring, 1987 issue, the following advertisement appeared:
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PREACH WHAT YOU PRACTICE

Although Social Work in Education will continue to publish

outstanding articles dealing with theory and research, the

journal's Editorial Committee rants particularly to encourage

school social workers--including new authors--to share their

practice experiences with their colleagues. ("Preach,", 1987,

p. 168)

Are there any rewards? Perhaps there is the professional satisfac-

tion that comes with the feeling of "a job well done." The commitment

and contribution to advancing professional knowledge on behalf of chil-

dren, families, and communities may be sufficient rewards. Rarely prac-

titioners may accrue direct financial rewards, though opportunities for

advancement and leadership positions more typically reinforce the writ-

er. One practitioner who reviewed an earlier version of this chapter

suggested additional reasons for writing: "Publications do enhance the

resume and image of practitioners. When an article is publishd it is

presented to the Board of our agency. Publication is one way for prac-

titioners to 'stand out'. It is also one of the most concrete ways to

'shuw' what you have done" (C. Struckman, personal communication, May

15, 1988).

Obstacles to Publishing

There are considerably more obstacles to publishing and too few

extrinsic rewards for the practitioner. Practitioner-publishers need to

consider some organizational and personal obstacles and barriers that

apply to many .rho seek to publish. When one is aware of the many

obstacles that one is likely to encounter, it becomes easier to plan,

prepare, and be ready for problem-solving.

Recognizing and Challenging Organizational Barriers

Practitioners are rarely expected or encouraged to publish by their

employers--school boards, special education cooperatives, area education

agencies. It is important that organizational barriers be recognized

and, where possible, removed. For example, state or local school

authorities could offer competitive grant awards to school social work-

ers who have developed a plan for research or professional writing.

Such grants might include funding for clerical support, expenses,

reduced work assignments, research consultation, and credit for inserv-

ice training (at least one Iowa Area Education Agency allows staff to
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attend conferences and inservice progr..,6 and receive a corresponding

reduction in their work assignments). To the extent that there is

organizational support for research and writing, personal barriers

become less significant.

Overcoming Rejection

Fear of rejection by journal editors may be a major roadblock for

some who aspire to publish. The word "no" comes with the territory but

so does the word "yes." Journals vary in their acceptance rate. Some

journals may only accept one in ten submissions while others have higher

acceptance rates. Expect and accept rejection notices but recognize

that this does not mean failure; it does almost always suggest that

additional work on th(1, manuscript is needed.

Makiny Time

One can expect to research and write on one's "own time", which

may mean evenings, weekends, and summers. Setting aside time after a

40- to 50-hour week is often difficult. Summers and holidays are often

the best time to plan new interventiur programs or strategies for imple-

mentation the following school year or to write papers in final form for

submission. Weekends can be used to do some writing and rewriting,

library research, and reading. "Writing can [also] be done in snatches"

(Penaskovic, 1985): while eating lunch, between meetings or interviews,

early in the morning, or when there is a canceled appointment.

Achieving Balance in Your Life

Personal and family life usually suff,_,. At the least the writer

has less time to enjoy leisure time activities. The commitment to write

calls for a realistic plan of action and a disciplined schedule in order

to achieve research and writing goals.

Friends, family, and perhaps colleagues should be gently told about

one's plans to embark on a "dangerous" course. They may see less of the

aspiring writer and that person will not always be in good humor. More

meals may be eaten out each week. A room will be set aside that is just

for the writer (if you're lucky enough to have a room) and a No Tres-

passing sign can alert all family members to stay out. Few school

social workers are fortunate enough to have their own office where they

can work and have quiet time to think! Sometimes the whole project is

386

3S3



just simply put in a box and dragged out periodically (and hopefully

frequently) to be spread all over the kitchen table. The project can

occupy much of one's thinking and conversation until friends and loved

ones kindly let it be known that there are other things in life besides

the "d--n" research or writing.

A major obstacle can be overcome by letting significant others know

what one's plans are, how one will carry out the project, where one will

think and write, and how one will manage one's life. Communication is a

two-way process; negotiation and accomodation will be necessary!

Healthy, positive communication with family members about the various

chores and requirements for writing is a sure way to head off potential

problems.

Developing New Skills

Doing research and writing for publication requires re-learning

what was taught in graduate schools of social work and, very often,

learning new skills. Practitioner-scholars need to be expert in know-

ledge and intervention in their claimed area of practice. In addition,

knowing how to conduct research is frequently another area of needed

skill development.

Out-of-Pocket Expenses

One can expect to be out-of-pocket for a variety of expenses

depending on the type of research one conducts and the kind of writing

one does. Possible expenses include developing a good library of pro-

fessional books, subscribing to journals, attendng conferences, photo-

copying articles, having one's paper typed, and conducting computer

searches. Sometimes it is possible to obtain a grant or rEceive support

from one's school system to defray some expenses.

Expect Frustration and Disappointment

If something can go wrong, it will. Clients sometimes miss

appointments, meeting rooms are periodically unavailable, emergencies

can occur and prevent one from doing some essential task, data may be

lost, data collectors may not undertand how to observe or record, and

the data collected may not be in a usable form. The list is endless.

One should plan for one's efforts to go awry and to take longer than

ever anticipated! With this in mind, the writer won't be too
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disappointed. And if things go right, one can be much happier about

being "ahead of the game."

Seek Criticism

Try to find friends ano colleagues who are willing to apply "red

ink" to "the masterpiece." It is useful to "park-your-ego" when sharing

one's work with colleagues and subsequently reviewers. Look for those

who know the subject matter and who have excellent writing skills. The

author is typically thankful though perhaps slighty bruised.

Be Alert

There are other challenges awaiting the writer. For example,

school administrators, parents, and teachers may not allow the practi-

tioner to conduct research (Wilson, 1985). Important documents, notes,

data, or references may be misplaced, lost, or accidentally thrown away.

Obstacles may differ from those suggested in this chapter; nevertheless,

they all must be addressed and overcome.

Managing Success

If the writer becomes a published author, one may find that not all

one's colleagues are as enthusiastic as exp cted about one's accom-

plishment. The author may have become a "rate-buster" and exceeded the

expectations for staff in a particular school district or area education

agency. Many in the school will not know or care, while a few may be

slightly envious. In time they will forgive and forget if the author

allows them. Some will be proud of the writer's success.

Finding Support

Will You Solo or Coauthor?

The decision to coauthor is an important writing strategy ripe with

opportunities but also risks and frustrations. One may decide that one

is not ready to write alone--go solo--but that there is someone else who

is willing to share :n the struggle. Consider a coauthor.

Doing research and writing is a lonely and time-consuming effort.

A coauthor may increase the chances of completing the paper. One can

share the work and learn from the other while receiving support, under-

standing, and acceptance in the process. One author may also comp',ement

the other by bringing different areas of expertise and skills to the
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research and writing adventure. A good idea is to select a mentor, per-

haps one who has previously done research and published. This person

may contribute the know-how, which is a springboard for the practice-

related research idea. Consider teaming with a colleague from another

profession. Colleagues from psychology, counseling, special education,

nursing, and school administration offer unique opportunities to bring

the perspectives of two professions to important areas of research and

publishing. This can also expand the possibilities for publishing in

journals other than social work. Coauthors are not uncommon and should

be considered if it will improve one's chance of success. In recent

years between 33 and 40 percent of the articles published in Social

Work, Social Work in Education, and the School Social Work Journal were

coauthored (McCullagh, i press).

There are also disadvantages to coauthoring a paper and conducting

team research. Eve-y advantage can become a disadvantage. The work may

not be shared equally. One may be more talented than another. Finding

time to get together, different styles of functioning, and agreement on

what to do and when may all cause conflict, lack of support, and even

the permanent loss of a friend.

Precautions help insure success. Find a coauthor or coauthers teat

complement and are compatible with each other. For example, to mention

an obvious potential conflict, if one writer doesn't smoke and the other

one lights up all the time, problems are .ikely to occur. Develop a

written plan for division of labor. Decide on criteria for who will be

the senior author. Usually the senior is the one who makes the major

cootribution to the project, including writing the article, but coauth-

ors need to decide this important question (see, e.g., American Psycho-

logical Association, 1983; Winston, 1985).

Be honest with each other and communicate concerns as the needs

arise. Many problems can be avoided if concerns are addressed quickly.

Fox and Faver (1985) discuss intellectual and personal factors in

selecting partners, management of the project, and interpersonal skills

and personal characteristics critical to successful work.

"Joint Work Program"

Valian (198), an academic, after denial of tenure, started a work
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discussion group and then began a "joint work program" with a member of

that group. She details the work program they developed to accomplish

their work and especially their "many semicompleted projects" (p. 103).

The work program consisted of five interrelated components: (1) "dis-

cussing work with an ally", (2) "keeping a work log", (3) "making a

schedule", (4) working at least two hours a day, and (5) working on one

project aL a time (pp. 103-108).

Valian's personal example of a work program was created from a per-

sonal crisis to solve a problem in managing time and completing pro-

jects. Her experience may have application for school social workers.

The Valian work program may be instructive for those with similar inter-

ests and needs who are committed to writing and publishing. Allies

working together, supporting, monitoring, and exnecting creative per-

formance may be impetus to accomplish agreed-upon goals.

Writing Support Groups

Related to the ally joint work program is a support group for writ-

ers. Young and Glenn (1987), Ostrowski and Bartel (1985), and Hood

(1985) present models, guidelines, tasks, and benefits of effective sup-

port groups. Hood challenges the "Lone Scholar Myth." She notes that

"even the most productive and well-established researchers and scholars

need appreciation, enouragement, and nurturing. Simply being excellent

is not enough" (p. 112). Mutual support groups should develop an agreed

upon structure (when, where, and how often to meet), meeting focus or

agenda, group tasks, and member goals.

Groups may focus on or address such issues as

finding time to write..., balalcing work and family responsi-
bilities, getting started on a project that one has been
avoiding, coping with manuscript rejections and negative
reviews, seeking out criticism from experienced autdors in

one's professional network, setting reasonable goals for one's
productivity, and letting go of a project one has been working
on 'forever'. (Hood, 1985, pp. 117-118)

Support groups are appropriate for school social workers and may include

other professionals such as psychologists, counselors, and educators.
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Conclusion

Practitioners are not often afforded the structural opportunities

or resources that are provided to academics. Research contributions by

practitioners are essential for the continued growth of the profession-

to test, develop, and validate knowledge for school social work practice

and to assess effectiveness of interventions and delivery of services.

Overcoming organizational barriers, if possible, and obstacles unique to

each writer is essential. Finding reasons for writing are critical.

Ways to share the burden of writing are suggested.
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A GUIDE TO PROFESSIONAL PUBLICATION

FOR SCHOOL SOCIAL WORKERS

James G. McCullagh

ABSTRACT: This chapter addresses decision and action steps in
selecting a 'ournal for publication of one's work, highlights
selected journals, and reviews manuscript evaluation. Other
forms of publication are briefly reviewed to help practition-
ers choose the most appropriate vehicle for their written
work.

The usual vehicles for professional communication include confer-

ence presentations, journal articles, books, and reports for school

boards, governmental agencies, and foundations. One can also write

articles for newspapers, professional ana consumer newsletters, profes-

sional magazines, yearbooks, and encyclopedias. What form of publica-

tion is most appropriate for one's proposed study or written work? Pub-

lication :,let should be considered prior to writing and prior to con-

ducting research in the schools or community.

Journal Publication

A good starting point is to write a paper for journal publication.

The chances of success are greater when compared to writing a book for

scholarly, trade, or commercial publication. It is sometimes easier to

write a book review, a short note for a newsletter, or a chapter in an

edited book. The fot..us here, however, is to provide guidelines to write

a paper for publication in a refereed journal.

Many opportunities exist for journal publication. At least three

specialty school social work journals exist: Social Work in Education,

School Social Work Journal, Iowa School Social Work Journal, and a jour-

nal for pupil personnel workers: The Journal of The International Asso-

ciation of Pupil Personnel Workers. Other social work journals that

occasionally publish articles pertaining to school social work are Soci-

al Work, Social Service Review, and Social Casework: The Journal of

Contemporary Social Work. Numerous other journals in social work,

related disciplines (e.g., psychology, sociology), and professions
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(e.g., special education, school psychology, counseling) may also be

considered for publication.

Selecting a Journal: Decision Steps

Identifying the Pr%posed Audience. Target the audience--the

intended readers. Who ideally can benefit from reading the paper? Ima-

gine that a specific person in the targeted audience is reading the

paper. Write the paper for that person. Be aware of their needs--new

knowledge, practice skills and techniques, applications of behavioral

and social science theory, applications of models of practice--and one's

own goals. One must find a match between one's own goals and audience

needs.

Target readers could be school social workers, social workers with-

out regard to specialty, social workers in another specialty (e.g.,

child welfare workers), related service providers (e.g., psychologists),

university faculty, school teachers in regular or special education,

parents of children with hendicapping conditions, students with special

reds, school administrator:, (e.g., building principals), school boards,

decision makers at the community, state, or national level, or the gen-

eral public. In addition, one may also target minorities, women or men,

or a specific educational level--preschool, elementary, junior, or

senior.

Determine the Necessary Qualifications. Does one have the neces-

sary methodological, statistical, or theoretical knowledge or profes-

sional practice experience to write for the intended audience and

selected journal? Does the writer need consultation, technical assist-

ance, or a coauthor? Should the project be modified or perhaps delayed

until one can obtain the needed expertise or knowledge or haN,- access to

resource assistance?

Review the Genres of Writing. Journals vary in the type of paper

they accept for publication. For example, Social Service Review gives

priority to 'research -based articles dealing with subjects central to

social welfare research, practice, education, policy, and history"

(Mendelsohn, 1987, p. 131). Social Work, "the most prominent voice of

the profession" (Meyer, 1983, p. 3), offers "readers a balance among
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practice, policy, and research interests; an equitable distribution

among fields of practice; and a spread in focus among processes, problem

areas, hard data, philosophy, and politics" (p. 3). The Editorial Board

of Research of the journal Social Work Research & Abstracts

is particularly interested in manuscripts that relate to social
work technology, research strategies and methods of research as
applied to problems faced by social workers, theoretical articles
that have relevance to social work research activities, and analy-
tical reviews of research. (NASW, 1985a, p. 10)

One must classify the kind of paper one plans to write. Is the

inter. to conduct an empirical study, write a book review or a review

essay, or compile a bibliography perhaps with annotations? Is the work

an historical or biographical paper? Carol R. Meyer, Editor-in-Chief of

Social Work. comments that articles "may be descriptive and information-

al. analytical, empirical, theoretical, historical, or philosophical"

(1983, p. 3). She continues:

Even so, empirical and analytical articles are more relevant and
generalizable than are purely descriptive articles in that they
stimulate readers to apply what they have learned in the articles
to their own thinking and practice. (p. 3)

Consider the Length of the Paper. Journals typically publish

full-length papers, usually from 14 to 16 double-spaced, typewritten

pages, but some journals will accept longer and also shorter papers.

Short papers (1,0fl 1,500 words) are titled, for example, "Briefly

Stated," "Practice Notes," "Research Notes," and "Research Briefs."

Does the writer need to write a full-length article or can a brief

report suffice? One may increase one's chuges of success if one writes

a shorter paper that meets journal guidelines.

Assess Rejection Tolerance. One is best advised to decide one's

tolerance for rejection and desire for fame. Typically, the more

prestigious the journal, the higher the rejection rate of submitted

papers. A few journals are often referred to as the "major, national

social work journals." Publication in a "biggie" is usually accorded

more status and prestige than appearing in print in a "lesser" journal,

but this involves greater risk of rejection.

The acceptance rate of selected journals, as reported by Mendelsohn

(1987), follows: Social Work, 14%; Social Work Research & Abstracts,
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25%; Social Service Review; 30%; Child and Adolescent Social Work

Journal, 40%; Clinical Social Work Journal, 40%; School Social Work

Journal, 50%; and, Journal for Specialists in Group Work, "67% with 2

revisions" (p. 72).

The editors of the Journal of Sociology and Social Welfare report

an acceptance rate of between 40% and 50% but also "try to provide

suggestions for revision or resubmission rather than rejecting

&manuscript outright. Most articles go through at least one revision.

On occasion, members of the editorial board volunteer to work directly

with the author on revisions" (Mendelsohn, 1987, p. 105).

An important but related issue is the length of time that journal

editors take to accept or reject submitted papers and then to publish

(Manniro, 1983; Stoesz, 1986). If the journal of first choice rejects

one's paper will one's ideas, database, or conclusions become outdated?

Will subsequent reviewers reject the paper for lack of timeliness.

Selecting a Journal: Action Steps

Target Professional Journals. Countless journals exist that may be

appropriate for submission of one's work. Targeting journals can be fun

but also difficult, especially if one is a first-time author, writing in

a new area, or seeking different journal outlets. Remember that the

first task is to identify a number of journals that publish articles

similar or related to the type of research or writing that one plans to

do. Do one or all of the following:

1. Scan personally favorite, most useful, or enjoyable journals.

2. Review the school social work journals highlighted in this

chapter. They may represent the best source for papers that address

issues of interest to school social workers.

3. Review Mendelsohn's (1987) An Author's Guide to Social Work

Journals. It contains relevant publishing information such as editorial

focus, acceptance rate, review and publication lag time for more than 60

journtls.

4. Review recent issues of Social Work Research & Abstracts. The

Journal includes abstracts of articles previously published in more than

175 journals of interest to the social work profession. Abstracts are
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categorized by "Fields of Service" including "Schools," "Social Policy

and Action," "Service Methods," The Profession," "History," and "Relat-

ed Fields of Knowledge." Scan categories of interest and especially

"Schools." One should note the journals that publish in one's interest

are

5. Review the Reference or Bibliography listings of the literature

that have been obtained. Note the journals that are referenced.

6. Review the American Psychological Association (APA) Publication

Manual (1983, pp. 173-178) for a listing of APA approved journals.

7. Review the following sources for journals in education: Cabell

(1984), Collins (1988), Levin (1983), and Manera and Wright (1982).

8. Numerous abstracts and indices that may relate to one's inter-

Est area should be reviewed. Scan the relevant sources and note journ-

als indexed or abstracted that pertain to the topic.

Select the Most Promising Journals for Review. It is helpful to

visit a university library and review the journals that have been iden-

tified (perhaps between 10 and 20) as falling within one's area of

interest. In addition, one may wish to skim other journals in social

work, education, psychology, home economics, sociology, and other fields

and disciplines. A major university library will maintain a collection

of hundreds oF journals related to the social and behavioral sciences

and the helping professions. Some universities also have a number of

specialty libraries (e.g., health sciences, education, social work, psy-

chology) that may have to be visited. Even a cursory review of current

journals cannot be doHc in a morning. One must be selective. Start

with identified jour ,..'s Scanning journals can be overwhelming and

should be done over a ..: Lf time.

Sort the reviewer, journals into three categories: probable,

possible, and unlikely. For a variety of reasons some journals will not

be appropriate. Perhaps journals are too statistically oriented, metho-

dologically too sophisticated, review unfamiliar literature, address an

audience other than one's targeted group, represent a discipline or pro-

fession not shared by an author or coauthor, or is a publication which

specifically invites authors to submit papers.
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Recent issues of "Probable" journals should be reviewed with the

specific goal of selecting three journals that appear appropriate for

one's topic and represent one's "best chance" for getting a paper

accepted (consistent with decisions previously made--e.g., one's toler-

ance for rejection versus a joL:rnal's rejection rate). One should read

the journal's editorial policy and guidelines for submission. One

should become comfortable with the variety of articles published.

Recommended length of articles, types of papers most often accepted, and

topics that are covered then can be determined.

Choose the "Best Bets". Ore should narrow the list of journals to

the top three and rank order them for submission. One might write for

the first journal on the list. If warranted, a query letter may be

written (see Dorn, 1980b). Journal guidelines must be followed, using

the appropriate style guide. Most sccial work journals require authors

to follow The Chicago Manual of Style (1982), though some use the Pub-

lication Manual of the American Psychological Association (1983). It

helps to skim articles and then study those that appear to have a format

similar to one's proposed article.

Submit the Paper to a Journal. A paper can be submitted to only

one journal at a time for review. If the paper is not accepted, the

reviewer will often send the author comments that can be helpful for

revision and then submission to another journal. If a paper is not

accepted, one should not give up. With additional work the paper may be

appropriate for another journal. Sometimes papers are accepted condi-

tionally, pending changes as suggested by the editor. The process can

be frustrating, discouraging, and time consuming. Rewriting the paper

to satisfy journal editors may appear overwhelming and perhaps cannot be

done without making major changes. Only the author can decide if the

effort is worth the reward--to see one's,name in print and one's talents

acknowledged.

Selected Journals Highlighted

Four journals that represent primary sources for literature relat-

ing to school social work will be highlighted. They should be seriously

considered if one's target audience is school social workers, if one is

a first-time author, if one's paper is practice focused, and if one is

looking for a decent acceptance rate.
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Social Work in Education. The journal, published quarterly since

1978, by the National Association of Social Workers, publishes full-

length articles (14 to 16 typewritten pages), Practice Notes, Trends and

Issues papers, and an average of two book reviews each issue. The

journal focuses on

practice and theoretical developments in the field of social work
service in elementary and secondary education. It includes an
emphasis on evaluation and accountability as well as on the impli-
cations of law and policy.

Manuscripts are welcome that address general or specific mat-
ters involving social work and education, including descriptions of
practice, innovation, research, legislation, policy, and planning.
(NASW, 1985a, pp. 11-12)

See Information for Authors About NASW Publications (NASW, 1985a) for

further details regarding policies for Social Work in Education, and

also Social Work, and Social Work Research & Abstracts.

The current Editor-in-Chief, Robert T. Constable, in a recent

editorial on "Building the Literature in School Social Work," commented

on the review prr'.7?ss:

Social Work in Education reviews about 60 articles a year and pub-
lishes 20.... Although both authors and readers often believe that
writers whose manuscripts get published are well connected or have
some magic touch, the reality is quite different. The reviews are
completely blind; if a reviewer has an inkling of the identity of
the author, he or she declines review of the manuscript. About
half of the manuscripts have been accepted only after some revi-
sion. (1987, p. 206)

School Social Work Journal. The journal has been published twice

yearly by the Illinois Association of School Social Workers since 1976.

The editor, Kathleen J. Moroz, in a recent editorial outlined important

objectives for the Journal:

We especially want to encourage new and beginning writers to

develop their ideas and encourage them to get their ideas in

writing.... [The] Journal will publish articles primarily aimed at
improving social work services in the public schools....

In addition to full-length articles, the journal would like to
establish a new department, "Brief Reports," for shorter pieces
related to new innovations in school social work practice; current
legislative and policy concerns affecting social work in the

schools; and trends in social work practice, licensure, or social
work education that related to school social work, as well as news
about school social work from other states and state associations.
(Moroz, 1987, p.45)
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Iowa Journal of School Social Work. The Iowa School Social Work-

ers' Association in 1986 launched the Iowa Journal of School Social

Work. Also published twice yearly, the Journal is "dedicated to extend-

ing knowledge and improving practice of social work in educational set-

tings." The editor, Sallie C. Verrette, a school social worker, is

seeking manuscripts from the "many 'out there' with either ideas for

articles that you haven't gotten around to writing or with articles

written for which you haven't yet found a publisher" (1987, p. ii).

IAPPW Journal. Published quarterly by the International Associa-

tion of Pupil Personnel Workers (IAPPW) since 1956 (and earlier as a

Newsletter), the IAPPW Journal "provides information and research find-

ings relating to school attendance and other topics and issues that

impact on children, youth, and families" ("Editorial," 1987). In the

Winter issue, 1987, the Journal's editorial staff urged its readers to

"share information about innovative programs, legislative initiatives,

and educational reform" (1987, p. 306). Manuscript guidelines may be

found on the inside back cover of each issue or one may write the cur-

rent editor: Janice A. Chmela, P.O. Box 32028, Chicago, Illinois 60632-

2028.

Manuscript Evaluation

Manuscripts submitted to most professional journals undergo peer

review. The review is "blind," that is, the reviewers do not know the

author's identity nor does the author know who is reviewing the paper.

Typically, two or three readers (reviewers or consulting editors)--more

in cases of split recommendations--review each submitted paper. For

example, papers submitted to Social Casework are "reviewed by at least

three Editorial Advisory Committee members and perhaps by other

authorities in the manuscript's topic area" (Burant, 1988, p. 57).

Recommendations are forwarded to the editor or editor-in-chief who makes

the final decision. The review process varies, taking between two to

six months from the time a paper is submitted to the time the author is

notified.

Journals also vary in the criteria used to determine the publish-

ability of manuscripts. Journals often indicate general criteria either

in a journal article or in a separate publication. For example, the
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National Association of Social Workers has published Information for

Authors About NASW Publications (1985a), which is available upon

request. The editor of Social Casework, Ralph J. Burant, stated the

criteria employed to evaluate manuscripts: "Style and readability,

relevance, evidence of scholarship and expertise in social work theory

and practice, and values" (1988, p. 57).

If one knows the criteria that reviewers consider when evaluating

manuscripts, one can be guided by such criteria and become one's own

critic first. The criteria or factors for evaluating manuscripts that

consulting editors for Social Work in Education use, ls revised by the

Journal's Editorial Committee (NASW, 1985b), is presented:

1. Reviewers should be aware that good writing alone can be

misleading and can veil flaws in content and conception.

2. An article should have application to practice.

3. The dates of references are important in determining the value
of an article; therefore, an article should have an adequate
"reference trail."

4. Research articles should include some method of evaluating
outcomes.

5. In research articles, reviewers should check statistics and
arithmetic.

6. The reviewer should determine if the author clearly stated the
purpose and maintained a focus in the article consistent with
this purpose.

7. Excessive length alone is not grounds for rejection of an
article; reviewers can ask authors to cut or can suggest

specific cuts. (p. 3)

Earlier criteria enunciated by Lela Costin (NASW, 1982b), then

Editor-in-Chief of Social Work in Education, still appear to be

relevant:

1. Do not give too much credence to statements and claims made in
the author's abstract; authors do not always accomplish what
they set out to accomplish.

2. A strong opening is a good sign. If the first few pages of an

article are rambling and confused, it is unlikely that the
balance of the article will be well written.
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3. Loose organization is a serious problem because--unlike prob-
lems such as missing data and awkward phrasing--it is seidom
easily remedied.

4. Data-based research articles must follow sound statistical pro-
cedures....

5. In research articles, authors must not merely present the data
but must interpret it.

6. A research article may be valid even if its data are not con-
clusive. The author must, however, qualify his or her conclu-
sions appropriately.

7. Try to develop a consistent individual attitude in rating manu-
scripts and do not be too concerned if your ratings do not
always agree with those of other reviewers. Do not let an
interesting topic sway your judgment concerning the quality of
the writing.

8. Reference lists must support the text adequately. A source
must be cited for every quotation. Be on the alert for the use
of secondary sources, which are unacceptable. Except in the
case of surveys of the literature, ling reference lists should
be examined suspiciously as a possible indication of unorigin-
ality--particularly when u few sources are repeatedly cited.
(p. 4)

For other recent discussions on the manuscript evaluation process

see Gambrill (1985), Editor-in-Chief of the Editorial Board of Research

of Social Work Research & Abstracts. Regarding Social Work, see discus-

sions by Meyer :1983) and Gottlieb and Berger (1984).'

Other Publication Outlets

Book Review Writing

Writing book reviews presents another opportunity for journal

publishing. Numerous social work journals publish reviews and editors

need book reviewers. However, "faculty primarily publish reviews in

such journals as Social Work, Social Service Review, Social Casework,

Social Work in Groups, and Administration in Social Work" (McCullagh, in

press). Most reviewers for the School Social Work Journal are "practi-

tioners from Illinois," and for Social Work in Education they are "often

Consulting Editors or members of the Editorial Board" (McCullagh, in

press).

A letter to the editor or the book review editor outlining one's

qualifications and one's specific areas of expertise and interest may
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result in opportunities for review (see, for example, Verrette, 1986 and

Hoops & Demone, 1988). If one is chosen, journal editors will provide

guidelines, but one may also profit by reading the following: Dorn

(1980a), Kamerman (1978), and Wolper (1985).

ERIC Documentation

The Educational Resources Information Center (ERIC) system current-

ly sponsors 16 subject-oriented clearinghouses (see inside back cover of

a recent issue of Resources in Education). These clearinghouses

acquire, select, catalog, abstract, and index accepted documents. One

should submit one's paper or report to the clearinghouse most appropri-

ate to one's topic or, if in doubt, to the ERIC Processing and Reference

Facility. ERIC is particularly interested in unpublished documents

dealing with "education or its aspects" such as technical reports, pro-

gram or project descriptions, evaluation studies, manuals, conference

papers, and proceedings. If one's work is accepted, one will be noti-

fied and then sent a copy of the microfiche containing one's document.

It will be given an identification number (e.g., ED 123 456) and an

abstract will appear in a subsequent issue of Resources in Education.

ERIC documents are an excellent resource for a variety of reports and

papers that are not appropriate for journals.

Making Conference Presentations

Writing abstracts for conference submission is also another excel-

lent way to break ir the publishing game or, at least, to begin the

competitive process of being recognized. Often conference planners will

select a theme and solici'. papers by issuing a Call for Papers that

address the chosen theme, although a variety of proposals usually are

accepted. Abstracts from 100 to 1,000 words, usually following a speci-

fic format, are reviewed anonymously.

School social workers can submit abstracts to conferences held at

the state, regional, and national levels. The Midwest School Social

Work Council holds an annual conference. In 1987 the twentieth confer-

ence was held in Des Moines and the twenty-first was held in Louisville

in the fall, 1988. The International Association of Pupil Personnel

Workers also sponsors an annual conference. The conference theme in

1988 was "Transmitting Success Through School Attendance".
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In addition to the many state conferences sponsored by the state

chapters of the National Association of Social Workers (NASW) and state

school social work associations (approximately 22), NASW sponsors a

national conference that brings together concurrent specialty confer-

ences. In November, 1988, the School Social Work Conference was held in

Philadelphia.

Conference planners typically want presenters who can offer a work-

shop--one to two hours--on timely topics of high interest to practition-

ers. Workshops that focus on skill development for experienced practi-

tioners are eagerly sough. Sometimes papers will be selected for

inclusion in a book on proceedings of the conference. NASW, for

example, has published papers from recent national conferences on school

social work (Hawkins, 1986; NASW, 1982a).

Book Publishing

One can author, coauthor, or edit a professional book. The hook

could be published by a university press, a trade publisher specializing

in professional books, a vanity press, federal and state government

agencies, or professional organizations such as NASW. Books pertaining

to school social work have been published since the 1920s. The United

States Department of Health and Human Services and the Department of

Education, state departments of education, and other state departments

have been excellent sources for publication. Governmental agencies usu-

ally underwrite costs related to printing and distribution. In recent

years there has been a decided increase in publications re-ating to

school social work.

Book publishers try not to lose money on the venture, hence they

need to know that there is a market of persons who will buy the book.

Textbooks and scholarly works that appeal to professional practitioners

are usually excellent risks for publishers. The market often can be

identified and the financial risk minimized. Edited books offer oppor-

tunities for practitioners to publish. For example, the Iowa Department

of Education recently published School Social Work Interventions with

Behaviorally Disordered Children: Practical Applications of Theory

(McCullagh & McCullagh, 1987). Most of the 21 chapters were written by

practitioners!
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NASW, a major publisher of social work books, including school

social work, has developed a statement on "policies and procedures for

books" (1985a) that prospective authors should review prior to taking on

the major task of writing a book. Other publishers that one may wish to

target can provide similar information. For those who plan to write a

book, numerous sources for help exist: Alberti (1985), Applebaum and

Evans (1982), Belkin (1984), Brock (1985), Fischel ;1984), Freeman

(1985), Larsen (1985), Luey (1987), Mullins (1977), Persell (1985),

Powell (1985), Poynter and Bingham (1987), Topkis (1985), and Van Til

(1986).

Conclusion

Writing for publication is an important vehicle for dissemination

and communication of knowledge building and practice wisdom. Publica-

tion of journal articles and other forms of written communication is

both an opportunity and a professional responsibility but also demanding

and time-consuming. SubmiLting one's work for publication involves the

risk of resection, but by using the sources found in this handbook and

following the suggestions offered, publishing opportunities will be

increased.
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Footnote

'For further views of some Editorial Board members of Social Work

and a lively discussion of selected aspects of the Board's role first

see Beaver, Gottlieb, and Rosenblatt (1983), then Hagen (1983), Mannino

(1983), McQuaide (1983, and Martinez-Brawley (1984). Follow with

replies by Beaver and Gottlieb (1984) and Rosenblatt (1984).
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THE PROCESS OF WRITING JOURNAL ARTICLES:

A PERSONAL STATEMENT

James G. McCullagh

ABSTRACT: The author shares his approach to writing papers
for journals. Steps include getting started, selecting and
developing topics, finding ideas, and choosing specific pur-
poses. Topic folders and keeping a journal are two strategies
to organize the creative process. The personal aspects of
writing, from ways to begin to endings, are explored. Guides

to mechanics and style are suggested.

Researching and writing have been part of my working life since

the early 1970s when I first believed that I could publish. I did not

have the writing skills nor any awareness of how to break into print,

but I did have some ideas that I thought were worthy of publication. I

was a school social worker while also taking evening and summer courses

that would eventually lead to a doctorate in education. I began to

couple papers I was writing for courses with actual practice in a junior

high school. The school psychologist assigned to the junior high where

I worked had already published a few articles. I shared my ideas with

him and the possibility of collaboration. We published four co-authored

articles.

Topic Selection

How does one start? Belief in oneself and commitment to the kind

of process of research and writing that leads to professional publica-

tion are essential. A constellation of factors will lead to one's topic

and to ideas for publication. Practice as a school social worker cou-

pled with one's personal inclinations and background, formal and

informal education, and other factors suggested below will lead in one

direction more than another. The topic chosen should be personally and

professionally important and rewarding to the writer. One may have an

interest in school phobia, adolescent suicide, transitioning from high

school to the world of work, parenting strategies, teaming, or an array

of personally successful interventions. How can one get started with

topics that have strong personal interest? Consider the following

factors.
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Finding Ideas

Where does one find ideas to write about? First, writing is not a

mystical realm open only to the chosen few! Second, one does not need a

great idea, a once-in-a-lifetime inspiration, or something that will

revolutionize the practice or the lives of school social workers (but

wouldn't it be great to write a seminal work). A review of related pro-

fessional literature may suggest that most articles add (at best) just a

little to our understanding of some phenomenon.

Sources for ideas are unlimited: journal, magazine, and newspaper

articles; chance encounters; attendance at team meetings and staffings;

contacts with children and parents; writing and reading social histor-

ies; discussions with teachers, support staff, and administrators. Be

alert to personal feelings and thoughts. Begin to "experience" profes-

sional life from a reframPd point of view--to research and to publish.

Current or Past Practice

What one does in one's practice as a school social worker repre-

sents the best source for topics and ultimately ideas for research and

publication. Write about the new, unexpected, unique, special, true;

what you do best; unanswered questions for which you have answers; what

has not been done before or quite the way you are doing it, or with a

slightly different group; and what yet needs to be done. Have you

developed strategies, interventions, techniques that work with specific

individuals, groups, families? Write about a successful intervention

applied to a different setting or population. If it works with

adolescents (adults, children, males, females), can t be applied to

another population or ethnic group? If it works in a small group, can

it be applied to a classroom situation?

Personal factors

The "private troubles" that we directly or indirectly experience

may be important "public issues" to be explored. Our family of origin,

current family, self, friends, or neighbors may have had experiences

with substance abuse, unexpected death, poverty, violence, delinquency,

mental disabilities, and numerous other challenges. Exposure to and

interaction with these "private troubles" may be a motivating factor to

do further exploration.

414

4 1 4



Workshops

Do you give workshops on your favorite topic? Next time tape your

workshop! Combine your professional expertise, knowledge of the litera-

ture, handouts, presentation (now audiotaped and transcribed), and par-

ticipant feedback, and you may already have the material for a first

draft! Review your handouts; they can suggest a tentative outline of

your paper.

Conference Presentations

Speakers often are expected to have written an abstract and then a

paper to be summarized and highlighted at a conference presentation.

That paper or perhaps a detailed outline (contained on 3X5 or 5X8 cards)

may need just a few rewritings to be ready for publication. NASW, for

example, encourages presenters to submit their final papers for publica-

tion in one of their four journals. Indeed, NASW (1988, p. 1) "holds

the right of first publication on material presented at its conference

until one year after the close of the conference. This means that, if

you intend to have your paper considered for publication within that

period, you must submit it to NASW first".

Graduate Papers

Consider recycling your thesis, term papers, research projects, and

reports. We all wrote many papers in graduate school and completed a

major paper, project, or thesis. Some have been turned into journal

articles or reworked considerably to become doctoral dissertations!

Consider your legacy of writing. Was there a paper you thought valuable

that could be refocused or restructured? Modified and updated papers

usually will require an additional literature review and may be enhanced

by your current practice knowledge and skills. You now also may have a

wealth of experience with a variety of clients and systems that could be

incorporated into the revised paper. Perhaps a graduate paper could

present a new beginning, a starting point for additional study and writ-

ing. Examine your graduate work; a di:mond-in-the-rough may be waiting

for you.

Community and Professional Service

As a member of a professional, consumer, advocacy, or community

organization you may be involved in developing new and innovative
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programs, creating new alliances that lead to solutions to important

social problems, or writing issue or position papers. The unique work

that you and others in your organization have done may suggest opportun-

ities for publishing. Some years ago I was a board member of an adop-

tive parent group in Kentucky. An opportunity occurred that allowed me

to mount a campaign to influence state legislators and ultimately state

government human services leadership to make special needs adoption a

high priority. The effort succeeded and an article detailing the case

advocacy approach was written (McCullagh, 1981).

Developing Topics

An author needs to know his or her topic very well. One must begin

or continue reading relevant literature, examine one's practice and per-

haps the practice of others, and to think and reflect on personal exper-

iences. Creating a Topic Folder and maintaining a Journal are two tools

for organizing personal experiences with chosen topics.

Topic Folder

The Topic Folder becomes a storage bin for specific topics (e.g.,

school phobia). Begin collecting everything that relates to that topic.

The folder may include copies of journal articles, ERIC documents, hand-

outs and notes from conferences and workshops attended, newspaper and

magazine clippings, and book citations. As the information collection

increases one may want to differentiate a general topic into subtopics,

thereby setting up two or more sets of file folders. Perhaps the first

set will consist of intervention strategies for school phobia, while

another set will include factors contributing to phobia. One folder may

contain only copies of articles. Another folder may consist of practice

documents (reports, social histories, notes). Folder creation and main-

tenance is one way of organizing ideas.

Journal

A journal can be used to jot down interesting ideas, experiences,

feelings, and notes from literature reading. The journal then presents

an opportunity for one to chronicle one's reflections and interactions,

both personal any professional experiences. C. Wright Mills, author of

The Sociological Imagination, and a journal user suggested that a

journal
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encourages you to capture "fringe-thoughts": various ideas which
may be products of everyday life, snatches of conversation over-
heard in the street, or, for that matter, dreams. Once noted,
these may lead to more systematic thinking, as well as lend intel-
lectual relevance to more directed experience. (1959, p. 196)

As a source for entries, the journal can be used at anytime. Periodi-

cally one should read what is contained in the Topic Folder. Review

jottings, notes, and ideas. As one reads, one should engage in dia-

logue. Question, ask, ponder, relate what is read to what is already

known and understood. To some extent this is like putting a puzzle

together. The writer-detective is looking for missing pieces. Ideas

that are generated from this "interaction" with oneself also should be

written down in the journal. Use the journal to write--to maintain a

flow, a readiness, an awareness that writing is not so hard.

Be ready! An inspiration may come at any time. Be inquisitive.

Ideas will come as you involve yourself with your topic. Tney will also

come when you least expect ideas to flow--but your mind is always at

work. I keep a handful of 3X5 sheets nearby to capture ideas. Later

they are rewritten, and perhaps expanded and further developed, in my

journal. I also use my journal to write action plans, library work to

dc, literature to read, and work to do.

Ideas flow when I have been or plan to work on a project or paper.

ideas, impressions, half-formed thoughts, questions, literature to read

or re-read, titles, purpose statements, approaches to consider, and num-

erous other aspects of the project have come at almost any time--when

I'm taking a shower, walking, going to and getting up from bed, while

I'm reading, when I am talking to my wife or a colleague, while I am

watching television, when I am teaching or sitting in my office, and

especially when I have been actively working on the project. Often

those ideas are valuable and can be incorporated at some point

somewhere.

Searching the Literature

I almost always do a thorough literature review. A partial review

often precedes the selection of a theme and continues throughout the

refinement process. I do on-line searching of a variety of databases,

use indexes and abstracts, scan journals that are likely to publish in

417

, V

., 417



my area of interest, browse among the library shelves, and, when neces-

sary, interlibrary loan or buy relevant documents. Reading related lit-

erature is also an excellent source for ideas that should be explored.

The literature review may lend support to the validity of your idea or

suggest a new or different direction to take.

Fermenting

Then comes a time of ferment--a catalytic growth of purpose and

specificity from the stewing of the enzyme contents in the topic folders

and journal notes. Activities include literature reading, analyzing

one's practice, reviewing prior research, note taking, journal writing,

interacting with documents and notes, and thinking--seeking out that

which has not been done or thought about before. Writers who ignore

this essential process--which may take various forms--usually end up

with work that is shallow in some respect, or at the least, not well

written or well organized. One must allow time for this fermentation

and growth to occur.

Choosing the Purpose

Inspiration comes; a theme or purpose for a paper or study is

found. Very often this is the life thread of a work and eventually ties

a paper together as a unified whole by means of a few strategically

placed thematic sentences. This time is always exciting but must be

tempered with caution. There is a tentativeness to the discovery. It

must be examined, explored, studied, considered, tested. Is the project

feasible? Time, cost, available resources, talent, and knowledge are

considered. How important is it compared to other projects? How does'

it fit with other priorities?

Case Example. In recent years I have become very interested in

gaining bibliographic control of the literature pertaining to school

social work. This interest, in part, developed out of a need to under-

stand the history of the visiting teacher/school social work movement

and the history of the National Association of School Social Workers. I

became interested in school social work history when I began teaching

courses on social welfare history and social services and social work.

Fisher (1979, 1981) has already compiled much of the school social

work literature. I discovered, as I began collecting literature, that



copies of the Bulletin of the National Association of School Social

Workers, published between 1924 and 1955, were found in few libraries.

Fisher (1979, 1981) had not been able to obtain the complete collection

to include in his compilations. I thought a bibliography of the Bulle-

tin would fill a gap or unmet need (McCullagh, 1986, 1987b, 1988). Sim-

ilarly, a bibliography of doctoral dissertations pertaining to school

social work was completed to fill another gap in the literature

(McCullagh, 1987a).

Both projects were time consuming and expensive. I had never

thought that I would write either paper. When the ideas came to me, I

asked a number of questions: Could I obtain all issues of the Bulletin?

How could I locate and eventually obtain over 100 dissertations? Would

anyone be interested? Would these papers be published? Was I willing

to devote the time and effort and pay the necessary expenses? Could

such efforts serve other purposes for me? There was potential for at

least two and perhaps additional publications. I now envision one or

two more specialized bibliographies, a history of the Association, and

critical literature reviews. As I write I learn more about that

subject.

Ask similar questions. Will one's specific idea be worth the

effort, time, expense? Will the work to complete a paper have applica-

tion to other professional activities such as enhancing one's own prac-

tice or conducting workshops? Perhaps one can generate related ideas

that may be worthy of study, research, and additional publications.

WRITING: BEGINNINGS, MUDDLING THROUGH, ENDINGS

The articles and books that we read are often the result of many

revisions by the author and critical readings by colleagues and editors.

Writing is rewriting, revising, reorganizing many times--but that is a

private activity. Only the final product is seen. There are many ways

to begin, even when one is not exactly sure what is going to be written.

In fact until it is written we don't know exactly what will be said.

Beginnings

A major idea or purpose begins to evolve after one has thought

deeply about one's topic. One may have ideas swirling around in one's
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head and still remain uncertain of the direction to take. As suggested

in the previous chapter, already a number of journals have been scanned,

one to three journals have been selected for submitting the article, the

length of the paper has been decided, and many articles have been

reviewed not only for content but for structure--that is, the parts

(headings and subheadings). You are now ready to write. Remember there

are as many ways to start and finish a paper as there are writers.

Techniques that I use to focus my thoughts and begin writing are detail-

ed below.

Brainstorming Titles. Generate a list of working titles. The list

will probably be similar to the chosen topics, reflect personal concerns

and experiences as a school social worker, highlight important ideas or

themes, and suggest the primary and secondary purposes of a proposed

paper. Now, after reviewing this list of titles, group similar ideas or

themes. This process may suggest questions, additional titles, and new

ideas. Write all the titles, ideas, purposes, and questions in your

journal. Select two or three primary purpose statements for further

development. You may be ready to begin writing at this point.

During the 1987-1988 school year I worked one day each week ab a

school social worker in preschool for an Iowa Area Education Agency. It

was exciting to be back after a 10-year absence. I can also better

appreciate what school social workers now do, as compared to my earlier

school social work practice, which occurred prior to the implementation

of P.L. 94-142.

I generated the following working titles or possible articles based

on my recent experience. This list reflects my awareness of some cur-

rent concerns and practices of school social workers. The themes (as

suggested by the titles) could, with considerable work, eventually lead

to papers. Choices must be made regarding which themes to develop. A

variety of factors require consideration: author's interest, time,

importance of theme, likelihood of getting published, and relative

importance to other projects currently being considered.

Use of Forms in the AEA: Needed, Useful, Helpful? or Use of Forms

in the AEA: Do They Detract from Service Delivery?
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Teaming: Joys and Conflicts or Teamwork: Spreading the Work

Around

Decision-Making at Evaluations: What say the School Social Worker?

Social Histories: Are Social Workers Ready for Automation?

Reduction of Acting-Out Behavior in the Classroom: An Application

of a Multiple Baseline Design

Group Work with Adolescents with Behavioral Disorders

Parent Education with M:Ahers (Parents) of Preschool Children

Consultation Strategies and Techniques That Work with the Classroom

Teacher!

Writing Purpose Statements. Most journal articles include a state-

ment of purpose. Sometimes the statement is included in the journal

abstract. More often the purpose of the article is found in the paper's

second or third paragraph after the author has presented necessary back-

ground or rationale. Select one topic, again review your folders and

journal, and then begin to write purpose statements. Just complete the

following sentence: "The purpose of this paper is to . . . ." Write as

many as you can. Don't censor yourself. This brainstorming process may

take from 10 minutes to an hour. The best statements may come an hour

or days and weeks later. Don't worry; this is a start. Brainstorming

working titles can also lead to purpose statements.

A listing of recent purpose statements from a few journals follow.

Note similarity to titles included in the Reference list. These purpose

statements tell the reader what to expect. They also are a guide for

the author, for the purpose statement and title should accurately

reflect the content of the paper.

This article presents a discussion of the laws which have
relevance to the discipline and control of behavior disordered
students in public schools. (Schrage, 1986, p. 64)

This paper delineates the characteristics of school phobia,

contrasts psychodynamic and behavioral approaches to the etiology
and intervention of the disorder, and illustrates specific behavi-
oral interventions based on behavioral assessment findings. (Thyer

& Sowers-Hoag, 1986, p. 86)

This article proposes that a specially designed systemic

approach is necessary to treat children's behavior problems at
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school and presents a model treatment program--the Special Educa-
tion and Treatment (SET) Program--and its theoretical underpin-
nings". (Dicocco, Chalfin, & Olson, 1987, p. 209)

This paper examines and describes three critical roles in

school social work practice with retarded children: 1) intervention
with parents and family; 2) consultation and education with key
school personnel, and: 3) community development and education.
(Monfils, 1986, p. 31.)

"I plan to write about . . .". Finish the sentence. Write as many

sentences as possible but don't rush it. Review what you have written.

Look for the main themes or ideas. Make an outline of these points.

Write some more using each idea as a starting point. Continue this pro-

cess until you begin to see the paper taking shape.

Creating Outlines. I consider my outlines to be tentative--a first

approximation. Identify the main points you wish to make. Then list

the ideas that support each point. Continue this process until you have

exhausted the possibilities. If you are conducting a research study

then you should review a style manual such as the APA Publication Manual

(1983) for the "Parts of a Manuscript." Reports of empirical studies

tend to follow a more or less standard outline. See Carver (1984) for

guidelines and examples of writing research studies.

Outlines may range from the completely developed to a partial out-

line consisting of some to all of the main points to be covered. For

example, a partial outline for this chapter was written in about an

hour. Subsequent mini-outlines were an outgrowth of thinking, reading,

and reflection. Outlines may be used at any time. After you have writ-

ten one or more sections of the paper, new ideas will be generated.

Outlines can be written for these new sections.

Free Writing. Find a quiet place and begin to write whatever comes

to mind. Don't censor, rewrite, correct misspellings, or correct bad

grammar. Just write for as long as you can. Perhaps you will write for

five minutes or an hour or longer. Maybe you will write in spurts but

the main point is to keep writing. Then put it aside. Return after an

hour or day and read what you have written. Look for main themes and

arguments to support your themes. Look for ways to organize what you

have written. Take each idea and write it on a file card or sheet of

paper. Group your ideas. Look for ideas that go together, that seem to
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fit. Play with the ideas by rearranging them a number of times until

you have a fit. Keep extra cards or sheets of paper available. New

ideas will emerge and should be written down. When you are finished you

will have a working outline from which you can begin writing again.

Writing in Blocks. Choose a section of your proposed paper--any

section from the easiest to the hardest and begin writing. Perhaps it

is the literature review or a component of the methods section or a

write up of an interesting group meeting. Sometimes writing the con-

clusion gives one some fairly good ideas of what to write about. Just

continue to write sections until you have a sense of the paper's organi-

zation.

Combining Approaches. I use all of these approaches for almost

every paper. While writing I may generate additional ideas and create

new headings and sub-headings. New ideas also come from reading and

rereading a range of literature, from professional and personal experi-

ences, and from dialogue with colleagues. Writing is a creative proc-

ess. The act of writing will spur you to new ideas that may be examined

for inclusion in the paper. Each new idea may be developed using any of

the approaches previously mentioned. Writing strategies or procedures

to help authors to write are plentiful. To examine a potpourri of

strategies review the following sources: Barzun (1986), Becker (1986),

Belkin (1984), Bradbury (1980), Cappeto and Kauffman (1983), Elbow

(1973, 1981), Fisher and Smith (1976), Mullins (1977), Stott (1984), Van

Til (1986), Zinsser (1985). Find your own approach to writing by

writing and using those strategies that work for you.

Muddling Through

Initial enthusiasm now has become hard work. Writing and rewriting

are ongoing. Staying with the project becomes harder but increasingly

necessary. Time seems slow and progress at times is minimal. Some days

little is done, creativity is absent, and there are moments of despair.

But there are also productive sessions! The paper is finally finished

and ready for review by peers; and, then the work begins again. The

struggle to just finish--to be rid of--and to write an excellent paper

may dominate your thoughts. Will the desire for quality prevail?

Getting It On Paper. Many ways exist to get ideas and words to
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paper. When you write and where you do it is your choice. Perhaps it

is easiest to say: Write any way you can anywhere you can and at any

time, but do it and do it often! You can write on a yellow or white

pad, in a notebook, on slips of paper, or on 3X5 or 5X8 cards. Will

you use a pen, pencil, typewriter, word processor, or your favorite

combination? You can lecture or dictate and later transcribe or have

someone else transcribe. The possibilities are endless.

I do not use a typewriter since I discovered computers. I was

initially hesitant and fearful of computers, but now the word processor

is my preferred method of writing, supported by my written outlines and

notes. I like to think while sitting in front of the screen and then

write and rewrite. It is also ideal for editing and rearranging words,

paragraphs, and sections of the paper. Wnen I am struggling with an

idea or where to begin, when I am not sure how to proceed, I often use

pencil and paper to jot down thoughts, ideas, reminders, outline, some-

times sentences and paragraphs.

Getting words to paper varies among authors and types of writing to

be done. Discover your writing style but seriously consider a word pro-

cessor. They are now commonplace in homes, schools, and offices. The

converted will not revert to the typewriter. One can see and play with

words on a screen--for your eyes only--until the paper is ready. The

advantage to this method far outweighs bothering a typist a dozen times

and feeling the typist's accompanying but unspoken remark "Can't you get

it right?". It also has distinct advantages over using bottles of

"Wite.Out" and reams of paper.

Personal testimony abounds among those committed k.3 word process-

ing. Becker (1986), Van Til (1986), and Zinsser (1983, 1985), for

example, extol the advantages for writers while presenting personal and

readable accounts of the cognitive, physical, and psychological changes

that have occurred since their conversion.

Rewriting and Revising. I continue to add sentences, paragraphs,

and sections until I have a complete first draft. At some point I

seriously begin to revise and reorganize, rearrange. Editing is an

ongoing process. I will add and delete sentences, rewrite sentences,

substitute words, rearrange paragraphs, move sections and continuously
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rewrite until it is finished. The paper is put away when a draft is

finished. When I return I have distance, emotional neutrality and

objectivity--a "fresh" perspective. Again I rewrite, revise, rearrange.

I may go through this process a dozen times before I can let go.

Months may go by before I have a complete draft. Often my complet-

2d first draft may be a near final draft. I write in sections (e.g.,

Methods and Procedures) and revise while I am working on new sections.

When I finally finish the paper I am usually into a foLrth or fifth

draft on most sections and just a second draft on the last sections that

were written.

Staying With the Project. I am totally committed to the project

and must stay with it. 1 try to work at it daily in only for 15 minutes

but, more often, for two-:our or longer periods. Each day that I don't

work on the paper I remind myself and often scold, question, and then

insist that I make time and return to the task. I cannot let the

project get away from me until the complete draft is finished and ready

for someone else to critique.

Dealing with Feelings. I become obsessed with completing the wet'

and think about it most of the time. Somewhere in the middle I usually

get depressed and irritable, anxious and impatient. More time is devot-

ed to the project. I feel overwhelmed. Will it ever get done? It

becomes drudgery. It sr tic the more I get into writing the more I need

to know, to do, to read, to think, to check out. I often do more liter-

ature searching and reading until finally I think I have exhausted most

possibilities and am satisfied

ShariA. Finally, 1 have a paper thaL. is finished. I share it

with selected others. Often my wife, a school social worker who has

excellent editorial skills, is the first to critically review it. I

then share with colleagues who are willing to seriously read the paper

and provide specific suggestions for improving the paper. Usually a

week or two elapses before it is returned. I consider the reviewers'

comments and then rewrite and revise once more.

Endings

Finally, the paper is completed (at least for now). Relief, fee'-

ings of success and accomplishment, renewed energy to finish and submit
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to a journal, perhaps some 'ingering doubts about its quality--a rush of

feelings surface. Much work has been expended, yet uncertainty awaits

the author.

Submitting to a Journal. The journal has been chosen. Instruc-

tions for submission are reviewed and the paper with multiple copies is

mailed. Now I wait for the editor's letter. I become aware of the

months that have passed. My clock runs. I make inquiries if too much

time passes. I am told it is still under review or a reviewer hasn't

gotten it back yet; or they have had a split decision and it is current-

ly under review by others; or sometimes the editor (or a staff person)

realizes that a reviewer has kept the paper too long and a reminder is

sent. I wait some more, get anxious, remain hopeful but grow weary of

the waiting. I begin to second-guess myself.

Acceptance and Rejection. The editnri s letter finally comes.

Sometimes the result is rejection and sometimes it is acceptance.

Almost always it is accompanied by a request, expectation, or demand for

revision. Sometimes the proposed requested changes seem impossible. I

read over the comments and suggestions a few times and then put it aside

until my hurt feelings subside and my mind takes over and begins to pro-

cess possible solutions. Phone calls to the editor usually help after I

have digested the reviewers' and editor's comments.

Days, week, or months may pass before I tackle the paper. It all

depends on how dejected I feel and how hard it will be to make the
changes. I have waited as long as six months to make changes or, on

occasion, ext-nsive revisions, wondering if I would ever make them. The

changes are made and returned to the same journal or resubmitted to
another one. The wait, begins again.

When papers are rejected I decide if the paper still has merit.

Editors indicate if they will allow the paper to be resubmitted. If

not, I consider other journals. I have, after reading the reviewers'

corments, sent the paper to another journal on the same day without mak-

in;,, one revision. But, more often, I revise and submit to the next

journal on my list.

Seeing the Paper In Print. Finally the paper is an article; it is

in print. A nice, quick, good feeling. It is listed on my vita; a copy
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is sent to my personnel file. I share with others and then it is over,

though there is recognition from the university (e.g., salary increase)

and other colleagues.

Repeating the Cycle. The writing, researching, publishing cycle is

ongoing. New projects are started while others are in process. Papers

may be submitted but not yet considered, accepted but not revised, or

ready to be published. I maintain an extensive filing system, collect

numerous documents, and write notes, while trying to anticipate new pro-

jects and next steps for current projects.

Mechanics and Style

Effective writing communicates to its intended audience. It is

clear, organized, coherent, readable, and jargon free. The title and

stated purpose accurately reflect the content. I am not an expert on

writing but am dependent on others. Let me suggest some guides that may

be useful. One, use the style manual recommended by the journal that

you have targeted. Typically, the manual will be The Chicago Manual of

Style (1982) or the APA Publication Manual (1983). Journal editors may

instead send style sheets, suggest that you follow the journal's general

style, or include instructions to contributors in recent issues. Two,

follow a guide on nonsexist wricing (e.g., Miller & Swift, 1988).

Three, select one or more sources on writing style, perhaps the classic

by Strunk and White (1979). Cook (1985) has written an excellent book

Lo help authors edit their own writing. Four, be familiar with guides

to word usage (e.g, Follett, 1966; Fowler, 1965; Hayakawa, 1968; Jordan,

1976; Runkel & Runkel, 1984). Five, keep a handy but simple and precise

handbook of English (e.g., Corbett, 1987) by your side. Six, use a good

dictionary (see Stainton, 1982, for a discussion of uses and a list of

dictionaries).

Numerous sources have been suggested on writing strategies, mechan-

ics and style and authors' tools of the trade. There is content over-

lap among these multiple sources. Browse among them. Find your tools

and keep them nearby. Additional references are listed in these

sources, but look especially at Stainton (1982) for books on language,

style manuals, and manuals on literary skills, and grammar and format.
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Conclusion

Writing for professional publication is difficult for most but it

is possible to become a successful author. Obstacles to writing need to

be overcome. Sacrifice is necessary. If you have a viable idea, plan,

commitment, tenacity, and kn, !ledge of the publishing "game", then suc-

cess is likely. Begin and continue writing and rewriting! Writing a

paper or book is an ongoing process, lasting weeks, months, and some-

times years. When you are ready, submit your paper. Don't give up if

it is not accepted. Work some more and resubmit again. Authors also

need to "let go", to finish, and move on.
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