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FOREWORD °

A

The Council on Social Work Education is pléased to present its final,
cument in the series "Re$earch Utilization in Social Work Education." -This
is the culmination of a project established in 1976 by the Council with support
from the National Institute of Mental HeaTth. We are deeply indebted to the
authors who contributed articles to this final volume as well as to the many
individuals who actively participdted in the project, including an outstanding

- advisory committee. .. A .

We hope tH%t this collection of materials will be we]]-uti]izéa in the
ongoing effort to enhance the quality of social work education in the nation.

L] 0 .

Few York City ' k Arthur J. Katz
June 1981 oL s
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; THE. PROJECT..ON RESEARCH UTILIZATION
: R "IN SocIAL Work EDUCATION
3 ol . [}
( S -
y SCOTT BRIAR .
[ . - .

fession, usés the tools and results of research in shaping its practices can, be
expected to have a profound impact on the profession's growth and development.
The profession that bases its credibility on faith or ideology:.alone will have

a hard tim&, even though believers and followers can sustatn their efforts for
a time. Although a research-generated empirical knowledge base does not guaran-
tee the effectiveness of public acceptgnce of a profession, the absence of such
a base and of vigorous efforts to expand it will, in the long run, erode the
profession's credibility. . \ .

In an age of accountability, the,eg:ent to which social.wbrk, or any pro-

. Ip recognition of this reality, in 1926 the Council on Sociad Work
Education (CSWE) established a Project on Research Utilization in Sgcial Work
Education. The project was supported by a grant fgom the National Institute of
Mental Health. The broad goalsof the pro;ect‘wer to (1) analyze the dynamics
of research utilization in socia rk, (2) identify the obstacles to.research
utilfzation; especially those that may exist in social werk education, and
(3) recommend ways ograchieving effective research utilization in social work.

. [} . L4

This votfme is the concluding report of the project. Two previous reports,

—

Sourcebook on Research Utilization and Teaching Social Work Re : Alternative

Programs and Strategiee, contain materials on various aspects\of the project.
» ( . .- 4 *

»

THE PROJECT PLAN - o .
The project {nitially operated under the direction of Aaron Rosenblatt, who
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.served as director for the first half of the project and then left to accept
another position. He was succeeded by Allen Rubin, who served as director:until -
the end of the project. Much of the credit for the achievements of the project
must be given to the imaginative and effective leadership of Rosenblatt” and Rubin.
In ition, the work of the project was guided throughout by-an advisory commit- .
tee consisting of educators, researchers, and practitioners.

»

. ) ,Theimajor work of the project consisted of six subprojects:

J+ The idehtificatjon and description of selected educational programs re-
lated to research-uti]ization in social work. Seventeen such programs.
- in schools of social work and educational programs across the country
were selected for study, and nine of them eventually were described in
" +detail.Z This-volume includes an analysis bf these programs.
. 7 v ‘
2. A survey of social work students to determine their knowlédge of re-
search and attitudes toward it. The first repbrt of that survey is
_published in this volume. S

T 3. A National Conference on Research Utilization in Social Work Education
. convened in October 1977 in New Orleans. The papers presented at the
.conference were published in a previous report issued by the project.
. 4. A replication of the 1972 survey of the MSW research curricullm con-
ducted by the Council on Social Work Education. A report of this study -
¢ - %~ is presented in this volume* .. . :

5. Four regional conferences--in ‘the East, West, Midwest, and Southwest-- -
conducted for research and practice faculty./ This volume contains a

L review of these conferences, which attracted more than 250 faculty mem-
bers and practitioners. - ' .
4 - ~ . .
} " 6. “A set of recommendations formulated by the project's Advisory Committee. '
2. ) on the basis of the conferences and studies conducted as part of the

project. These recommendations are presented in the last chapter of
this volume. | ) ‘

y > 1 ' - - -
- OVERVIEW | . | K

In Chapter 2, Allen Rubin and Sidney Zimbalist review the delelopment of re-

. -search curricula in a number of social work degree programs over the decade ending .
with 1979. Drawing on their replicatiom of CSWE's 1972 survey of MSK research
curricula, Rubin and Zimbalist emphasize two important points. The/first is that
althdugh schools of social work say they attach greater -importance to research

"and have more ambitious research:objectives for their students than they did in

1972, few devote more time to research in the MSY cyrriculum and some devote less,
thus raising the queg&ion of whether the increased commitment to research is more .
than vembal. . V ) . : -

.  The second-point is that practitioners have developed a narrow conception of
what research is, and therefore do not always recognize it when they see it. A
good example-is that many practittoners errdneously believe that the word

. "empirica1" refers only to quantitative rgsearch, whereas it actually refers to
« research in which data--qualitative or qE%nt tative--are evaluated. However,

! .
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.Rubin and’ Zimbalist found among the schopls widespread expressions of commitment
to the integration of research into other parts of the curriculum. This commit-

. ment, if it can be implemented; has positive implications for the future of the
\ professgon. - . ' : ‘ ’

- /4: Aaron. Rosenblatt, in Chapter 3, identifies five models of research in social

work and analyzes-their implications for focial work‘educ&tig;&_wlgase models, .

--most of which are identjfiable in the descriptions of socia WWOTK pragrams obtained
by the project, vary mainly according to the degree of integration attempted be-
tween research and pracfice. As Rosenblatt indicates, some professionals believe
that the roles of practitioner and researcher are incompatible in some funda- -
mental respects and ‘therefore cannot and should not be fully integrated. Others

. recognize the valid difference between these roles in their pure form, but do not
see these differences as incompatible and feel they can .and indeed have been in- /
tegrated in the same'person;., This debate, ne. doubt, will continue. ’

- ~

-

.t L
An initial report of a survey of sdcial work students designed to describe
. what they know and think about research is presefited in Chapteér 4. The findinos
reported by Kipk and Rosenblatt arei informative and deserve careful study by
« social work educators. Other reports based on this survey are expected to be
published in the future. . C

¢ L]
N !

. As noted earlier, the project obtained desqriptions of nine innovative , _

approaches to research instruction in social work education Nand ahese descrip- .
tions were reported in a previous volume prepared by the project.* In Chapter 5, -
Robert Weinbach analyzes thgse programs and tonsiders their implications f
research preparation jn social work. The variations in research instructio &

- among the nine programs identify a number of ‘options for.schools to follow ac- . -

- cording to their specific. predilections and resources. As Weinbach appropriately ° .

observes, the variations raise at least as many-questioms ‘as they answer. Never-
theless, "the wide variations described clearly indicate efforts to develop and
test bold and imaginative new approaches to the proiNem of integrating research
into the preparation of practitionegs*for a profession that-traditionalQy/has .

been ambivalent about reseirch.
. L] . ,
Another strong indication of the interest in research utilization among : \Y
. secial work educators was the\large number of educators amd practitioners who
+  “attended the regional conpferences sponsored by the project. In Chapter 6, Rubin
summarizes some of the major themes that emerged in these gonferences. He notes
that the issue which dre the most interest in all the conferences was the valye
and limitations of si -subject researth designs. Advocates of these designs
were accused, of presenting them as a panacea, but detractors sometimes were theh-
selves givef to exaggeration by, for example, erroneously asserting that single-
subject designs are applicable only to behavioral practice or that they cannot
be applied to practice that relies on envirommental manipulation or on ecological , .
approaches ‘to social treatment: Whatever their benefits or.limitations, single- -
_ subject designs already have-stimulated an impressive and growing body of research
- " on practice, and much of this research has been conducted under conditions that m
previously were thought to preclude rigorous research. .These achievements repre- .
sent a dramatig deparggye from traditiomal models of research in social work. )

The project freqlently encountere) the persistent controversies that sur-
round quantitative research. Some sdbﬁil workers feel that quantificatigp of
search observations/is dehumanizing and oversimplifies the*complexity o
human and social pheromena. Reseffchers cannot ignere this issue because they’

L4

{

~ /
Y. .

o ' ’ "q”t - . . C ,
ERIC e N R




-

-4 " | .

-

. .
4 . . -
-~ ‘ ~ - . . \ /
5 - . B - . .
! c \K > . - i ~ . —
.

£ N

. L

recognize that quantification 1s v1rtua11y indispensable in research conducted to

rigorously validate‘proposit Researchers also recognize, of course, that

quantification in skillful hands does not dehumanize or oversimplify. The atten-

tion given to this issue, - however, often means that too little attention is paid
[‘to qualitative metmods, and especially to the valuable role they can play in ex-

ploratory research. In Chapter 7, Harold Weissman attempts to remedy that neg1ect

for this project 1n a “discussion of qualitatiwe research methdds:

The f1na1 chapter in this vdlume probably is the most irportant, but also
the one least likely to be read with care. A Tist of recommendations seldom
makes fascinating reading, and the recommendations-of thi's prOJect do not en-
tirely escape that problem. . Nevertheless, they deserve a careful reading since™ .
implementation of even a few of  them could facilitate collaboration between re-
vearchers and practitioners ahd promote the integration of research in pract1ce

-
- v

/ '

FUTURE DIRECTIONS ' ‘ 2 .

The'most str1k1ng and promising ffndinq%g?“tﬂe prOJect was the widespread
support project members found for the dev ent of empirically based models of
social work practice. This may seem innocuous unles§é one recalls that until“only
a few years ago the ‘preference was for models based on theory. These two ap-

‘ proacHes are not incompatible, but-a commitment to theoridoes not necessarily ’
entail a coomitment to the deve]opment of .an embirical base for practice.

-

Even more important, reliance on the development of empirica]ly,based prac-
tice models carries with it a commitment to scientific research as a means to .
develop an empirical foundation for practice. Thu$ the adoption of empirically.
-based models for practice moves the profession another step toward implementation
of the profession's long-standing cogmmitment to base its practices on a body of .
scjentific knowledge. v

The increasing interest in research among social work educators fortunately
coincides with two related and supportive development¥ One is.the devellopment
of a flexihle array-of research méthods and tools that readily can be adapted to
the practice realities and problems confronting social workers. The second is

"the substantial, although small, increasé in the number of social workers prepared .

to conduct .research. This has been illuétrated by the dramatic Increase in the
' number of graduates from sdcial work and social welfgre doctorql programs

The convergence of these developments appear to forecast a period of in
creased reseairch activity in social work education programs, provided the re-
sources needed to support such activities aresavailable. Further, it can be
expected that interest will grow in finding ways to bring practice "and research
‘Into a close and mutudlly beneficial relationship. If these predictions prove to
be correct, the beneficiaries will include not only social work education and the
social work professign, but also the persons they exist to serve, who have a
right tofexpect the best service that social work practice research can discover
and deve '

oo “’ ) | ! ~
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“Allen Rubin and Aaron Rosenb'latt,‘ eds., Source on Research Utiliaation
(New York: Council on ‘Social Work Education, 1§ ), and Robert W. Weinbach-’
- gnd Allen Rubin, eds., Teachwg Soeial Work Reéserch: Altermative Progmms ‘
and StrategBes (New York:: Couricil on Social Work Education, 1980)

2 . Weinbach and Rubin, op. cit.

* 3.

4:

Rubin and Rosenb]att, op. cit.

Weinbach and Rubin, op. ett.
\ \




2

: ' ISSUES IN THE
" MSW ResearcH CURRICULUM, 1968-1979
— . _ / ' :

ALLEN RUBIN AND
SIDNEY E. ZIMBALIST

The last two decades have seen many revisions in social work education.
-Change has been pervasive--in accreditation standards, in prolifgrating BSW and
doctoral programs, in the kinds ef concentrations offered, and in experimentation
with the length of graduate education--to cite just a few examples. The research
component of the MSW curriculum is an area of change that has been the focus of
much controversy during this p&riod. Prior to 1968, research requirements were a
major. feature of master's-level social work education,as ref}gcted in the Council

on Social Work Education's accreditation standard that required the completion of
a thesis or group research project as a prerequisite for'graduation. Despite
this curricular emphasis on research, evidence began to accumulate in the 1960s
_ that, after graquation, social work practitioners tended to ignore research in

their practice.' Concerns:over this phenomenon coincided with- the tone of the
times, calling for more relevance in education. Students clamored for the reduc-

. tion- of curricular requirements that did not appear to have immediate applica-
bility to practice. Research was one such area. Moreover, the thesis or project
requirqpent often delayed their graduation.

In response to these concerns, the Council on Social Work Education (CSWE) .
in 1968 dropped the thesis or group research project from its accréditation
' . standards. lh 1969, in its- revised Curriculum Policy Statement, the Council re-
laxed general expectations regarding research.Z ‘ The. avowed rationale- for these
revisions was that a reduction in Pésearch requirements would lead to curriculum
experimentation and innovation and result ultimately in a greater integration
of researth and other curricular areas. This, it was believed, would enhance
students' 1é8ming and attitudes about.research, since they would be more 1ikely
to ‘see. its applicability to practice--its relevance. It thus was argued that the
research compgnent could be strengthened and integrated by reducing research
_requirements.’ This rationale spoke of deleting separate research requirements,

14
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but did not specify alternative provisions for achieving the’integrative innova-
tions it sought to promote. : ' -,

I

Revising €urriculum policy and accreditation standardE involved a political,

democratic process, and many social work educators welcomed the reduction in re-

search requjrements. Others, however, foresaw that these revisions would not
lead to a greater integration of research and other curriculum areas, but would
provide many schools not oriented to research with an opportunity simply to re-
duce requirements. ' '

In 1972, to observe the impact of these'changes in curriculum policy and
accreditation standards on the research content of the MSW currjculum, CSWE au-
thorized a canvass of all MSW programs to develop a profile of their formal
research content. The results of this survey reinforced fears of an eroding
research component. Of particular concern were the findings that most schools
no longer required experience with a research project and that most required
only one or two research courses.? In view of these findings, some educators
deplored the "demise" gf research in social work education and urged a return to
research requirements.”’ QOthers pointed to the evidence that even géfore research
reqzﬁrements were reduced, MSW graduates rarely utilized“research.® Rather than
rethgn to previously separate requirements, they contended, research content
should be infused into other areas of the curriculum, especially the practice and
fieldwork components. ‘Schuerman, a proponent of this approach, argued as follows:

The models. of practice that ame taught in clase and field ought to be
researbh-based. Bmpiricql studies should be an -integral part of the
pragtice system and, insofar as possible, the intervention gperations-
that are discussed should be investigated in systematic ways. The
primary materiale throughywhich studente learn practice ought to_be
research studiee and deseriptions of empirically based practice.

While not recommending that 'separate research courses be eltminated entirely,’
Schuerman maintained "that- if practice teaching became empirically oriented ther
would be 1ittle left for the research sequence'to worry about [emphasis added]."

Although the debate regarding the best ways to strengthen the MSW research
component is far from resolved, new opportunities are emerging. Expanding em-
pirfcal content in social work education was a theme stressed at two recent
national conferences: one on Research Utilization in Social Work Education was
convened by CSWE, and another on the Future of Social Work Research was-convene
by the National Association of Socdal Workers (NASW).% A concrete opportunity
for strengthening the researéh~component has emerged as the Council's Commission
on Educational Planning has undertaken deliberations on the development of a new
Curriculum Policy Statement. These developments led CSWE's Project on Research*
Utilization in Social Work Education to replicate the Council's 1972 survey of

.the MSW research curriculum. This replication, conducted between the fall of .

1978 and the winter of 1979, was expected to provide information for the
Commissfon on Educatjonal Planning as it considers the research. compogent in the

.new Curriculum Policy Statement, Th?omethodology and detailed findings of this °

replication were reported elsewhere.

The remainder of this article highlights the major changes that have occurred
since the curriculum policy revisions of the late 1960s. ‘It also relates those
changes to the material presented elsewhere in this volume and assesses the im-

plications those changes have for the future direction of the MSW research component.

-
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TRENDS SINCE 1968 . o “ SR

A comparison of ,the findings of the 1972 and 1978-79 surveys of the MSW
research curriculum identifies four key dimensions along which to examine trends
since 1968: (1) research curriculum objectives, (2)the prevalence of a required
empirical research project experience, (3% the proportion of graduation credits
dssigned to required, research courses, and (4) the integration of research with
other areas of the curriculum. "The discussion that follows exam{pes each of
these dimensions. ’ . ' . . S

e , .
Research Curriculum’ Objectives . N

< Why are We teaching research to students preparing for roles as practitioners?
vHow one dnswers this question strongly- tnfluences what kinds of educational expe-
riences are selected for the research curriculum. For example, an intention to .
prepare practitioners to be capable of ﬁ}g’ucing research, as opposed to the more
limited objective of preparing research consumers, will bear on the extent and
nature of the research curri¢ulum. In discussions of the most appropriate objec-

, tives for the educational preparation of MSW practitioners, four possible objec-
tives, of varying degrees of importance, are commonly identified. The typical
student could be trained to (1) wunderstand research, (2) utilize research studies,
(3) participate ‘in research studies,.or (4} produce rq'earch.

There has long been a strong conégpsus among schools of social work that com- -
petencies associated with research consumption, that is, understanding and uti-
11zing research, are important objéctives of the MSW research curriculum. In

. both the 1972 and 1978-79 research curriculum surveys, almost all schools assigned
at least moderate importance to these objectives, and 85 to 97 percent assigned
high ‘importance to them. There is much less agreement, and apparently some re-
cent shifting, in regard to training students to participate in or to produce
research. for many Years the dominant view was that the preparation of research
producers was not a realistic goal of.the general MSW curricu1qm. This view was -
espoused by Mencher in the 1959 Social Work Curriculum Study. Findings in the
1972 research curriculum survey reflected the prontinence of this position. Most
schools did not assign high importance t6 the research participation objective,
and only 9 percent assigned high importahce to the production objective. More-

- over, a majority assigned low importance td research production. In the 1978-791

- survey, however, 29 percent of the schools assigned high importance to the pro-
duction objective, an additional 42 percent assigned it moderate importance, and

- a majority assigned high importance to the objective of preparing students to
participate in research studies. - , :

The increased importance assigned to objectives’?gc;lving,research partici-
pation and production provokes some critjcal questions. What accounts for this
" increase? What developments explain why/more schools now believe research pro~— =
duction o be a feasible objective of tﬁg,general MSW curriculum? Some pre-
liminary, speculative answers. to these questions can be generated partially from
the Lourse syllabi and other supplementary materials gathered in the 1978-79 T
w surjey and telephone interviews with research faculty in six schools that
\' payticipated in the survey. _ ' )
e -Two basic themes that emerged during the 1970s seem to account for the in-
- creased importance schools are attaching to preparing students to participate in -
and produce research. One is the growing emphasis’ on accountability. According
to faculty from several programs, the priority on accountability has led many

-
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agencies to expect the MSW pract1tioners they employ tJrcontribute to aqency
evaluation activities and to know how to supply and 1nterpre; data associated
with service delivery. A second factbr has. been the recent emergence of single-
sdbject research designs. As evidenced in recent issues of social work research
‘journals, an increasing number of social workers ?ie advocating the use of idio-
graphic research designg and proclaiming their high applicabjlity to direct
service practitioners. These designs are seen as a tool that direct service
practitioners can incorporate into the practitioner role to produce research that
evaluates -their-own practice. The 1978-1979 research curriculum survey, showed
that five of the twenty-one schools that currently assign h¥gh importance to re-
search production teach idiographic research designs geared ta the practitioner-
\  researcher model.. ) . =

Although the emergence of accountability and single-subjgct designs helns to
explain the rdationale for an increased emphasis on research p duction in the
”\ riculum objectives, it does not resolve the question of feasibility nar. fully .
icate whether these elevated expectations are matched by a greater emphasis of
research as jmplemented in the curriculum. In Chapter 3 of this volume, for
example, Rosenblatt argues that-despite the emergence of idiographic de51gns and
’ the practitioner-researcheremodel, the research production objective is not .
feasible &5 an objective of the generai MSW curriculum

\\ Skepticism about the feasibility of the research production objective war-
rants a comparison of the researth curriculum requirements in different schools.
Schools assigning high fmportance to research production tended to have more
separate research requirements than other schools’. For example, all but 2 of the

‘21 sc s assdigning high importance to research required that all students
comp] an empirical research project; less than half the other schools did so.
The 21 schools assigning high importance to research required a Jmean of 2.9 re-
search courses, compared to 2.1 in the other. schools.

This, of course, does not mean that the schools assigni high, importance to
research production were doing enougif to attain that objective. No guideposts
exist to make that determination. Also, the fact that the schoois with the.

~ highest expectations tended to require a more extensive course sequence on re-
search doeg not necessarily mean;that they had more research content or a more

/

fecti esearch curriculum. The extent of separate research requirements does *

indicate how much students may learn about research ﬁ“ other sequences.

, In. Schuerman’s hypothetical model discussed earlier, for example, the entire
curriculum would be research-oriehted, but with few separate research require-
ents. Also,-in some schools that use the practitioner-researcher model, which
s also known as the clinica} scientist model, the productfon of idiographic re-
search 1s taught in direct practicé courses as well ag in required research
courses, .,

‘\ Further clouding the determination of feasibility was the notion expressed -

by several respondents that the number of courses and credits assighed to sep-

arate research requirements underestimates the effort and time students spend

on those requirements. They noted’ that the empirical research project, in par-

ticular, requires far More work than other requirements with the same credit

hours. Whether preparinhg the general MSW student to be a producer of research

is feasible, and whether schools assigning h?Sht;mportance to this objective are

really doing enough to attain it--or even more attain it than other schools--
. cannot be answered without additional research. In the meantime, however.j
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educators concerned about the plight of the MSW research curriculum may find
some encouragement in the general elevation of research curriculum ebjectives
since 1972. The extent to which this elevation in expectations is accompanied by
a more extensive research curriculum, however, is illuminated further in the dis-
cussfon that follows.

-

Extent of Research Requirements ¢

€ Among the findings on trends in research requirements since 1968, twg indi-
»~ Cators stood out: required experience in an empirical research project, and
minimum percentage of graduation credits rgquired in research courses® The 1972
study showed that since 1968, when all schools had required a thesis or reseaych
project, the proportion of 'schools with this requirement had dwindled to 47.8
percent. By the 1978-79 academic year, this percentage had risen to 57.5.. This
increase since 1972, however, came primarily in schools that included the project
as part of-a course, pot as a separate course or exercise unto itself. In fact, .
the pfbportions requiring the project as a separate component- declined slightly
. “after 1972, from 43.3 to 42,5 percent. This raises three questions: s

«

1. How meaningful arg the learhing experiences associated with project§
4Ancorporated into Preexisting courses, as- compared to separate
project experiences? . . ‘

2. When the project is incorporated into required research courses,
is this achieved at the expénse of content formerly covered
in those courses, and if so, what content is displaced?

3. What is the content, quantity, and quality of those projects

that are a part of courses?

One indicator of whether the increase in required courses that include
research projects reflects a net addition to the overall reseaﬁﬁh requirement or
merely replaces some technical content is,the total proportion of graduation
credits assigned to required research cou‘eis»\\]{rs is a truer indicator than
the number of research courses required, which conld be misleading because dif-
ferent courses can require different amounts of course time via crpdit hours;
moreover, numbers of courses or credits are not always equivalent from school to.
school. In 1972, the average proportion of graduate credits related to research
requirements was 12.1 percent. By 1978-7 this had fallen to 10.5 percent. A
drop occurred in schools that required the research project (from 13.8 to 11.5
percent) as well as in those that did not (from 10.3 to 9.0 percent).

The increase in the project requirement, therefore, is contradicted by the
proportion of credit hours allotted to cover this additional component. Conse-
quently, the net research increment achieved by adding the project requirement
may often‘be nil, in effect replacing previous technical content. A question can
be raised as®to how desirable or effective the replaced content was, particularly
in view of studies indicating that MSW graduates, by and lafge, neither compre-
hend nor use research as much as the profession would wish. Also, it is not®
known whether including the project requirement in research courses, especially in

the context of relatively fewer credit hours, is more desirable or effective than
// the Jost contnt. A few research faculty who were interviewed expressed the be-
1ief that the number of credit hours assigned to courses-with the research
project may underestimate the amount of student effort in them. The validity of
that notion is another unknown factor.

‘ - 18
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Research in Other fequences

In interpreting thecodt{;;ed diminution of credit hours required in the
research component, a most important consideration is to what extent the
* research content is covered in other parts of the curriculum. This was the
avowed intention in the decision to relax research standards a decade ago.. An
-entire curriculum survey could be devoted to studying this issue fully.

_The 1978-79 research curriculum survey asked each school whether any provi-
sions were made for integrating research content into sequences\ other than
research, and if so, how this was done. Of the.73 schools that responded, 38
(Sz\gercent) answered affirmatjvely. The rest indicated that they had no such
provisions. About half the 38 that answered affirmatively reported specific pro-
visions that attempted to integrate practice content into the research component
but reported no specific provisions for infusing research content into-other’ \
sequences. Among the schools that reported having specific provisions for in- .
fusing research content into other sequences, 5 reported only minimal, unsys-
tematic efforts, such as "encouraging," "relying on," or "expecting" some
instructors to include research studies among their assigned readings. ’

These efforts contrasted markedly with systematic provisions in 6 other
schools, such as offering electivés on empirically oriented practice in selected
problem areas or requiring all course bibliographies to include research studies.
(In the latter case, of course, it is not possible to know the extent to which
inclusion of research studies on a bibliography means that students read them or
instructors cover them.) Apart from promoting the coverage of empirical 1itera-
turg, the schools' provisions for infusing research content into other.se puences
focused on the required research project. “Specifically, 8 schogls providéd *for
the research project to be conducted in the field practicum setfing. and 3
"encouraged” students to report their projects \in practice or policy courses.

The most striking finding, however; was that almost half the responding pro-
.grams reported that they had no provisions for infusing research content into
other sequences. Fewer than one out of.5 reported any systematic provisions in
that regard. In view of the hope that reduced research curriculum requirements
would-result in a greater infusion of research content into gther sequences,
what do these proportions mean? Perhaps it is unreasonable %o expect that all
schools, or even most schools, would respond within ten years by systematically
infusing resgarch content into other sequences. Nevertheless, that only a small
minority of“schools were. attempting to do so implies that the assumption made a
decade ago needs to be reconsidered.

One other finding of the 1978-79 survey bears on whether the absence of
specific accreditation guidelines regarding research promoted the integration of
research content with the rest of the curriculum. This finding involved compar-
ing the research sequence requirements of schools that have provisions for in-
tegmating research and other curriculum areas with the requirements of schools
that have no such provisions. Of the 38 programs that claimed to have sUth
provisions, the average proportion of research credits required for graduation
was’11.7 percent; 23 schools (61 percent) required a project and course content
on statistics. Of the 35 programs with nd integrative provisions, the average
proportion of research credits required for graduation was 10.2 percent and only
13 of Lhese schools (37 percent) required a project and statistics content.

[

Ironically, then, the schools reporting integrative efforts appeared also to
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“have had the most extensiie distinct-research requirements, including traditional

emphases on research projects and statistics. It appears, therefore, that those
schools which were research-oriented,to begin~with tended to. apply this orienta-
tion across the board, theough reQuired courses, projects, and integration. Those
not ‘inclined toward reseakch tended not to pursue this interest Famin any
direction, including integration., In.short,.most schools appeared to have re-
duced thei research component without adding systematic provisions for infusing -
empirical content elsewhere. Those schools that attempted to 4integrate research

-with other curriculum areas usua]ly d1d s0 without significantly reducing their

separate research requirements
A . -a}

¢

xwucmous AND UNRESOLVED ISSUES oL, ,

“Social work education in the 1970%, has been bes1eged by criticism and recom-
mendations from diverse segments of the profession seeking a greater share of the
curriculum for their @ncerns.' fach area contains timely content pertinent to
social work, such.as eéthnic diversity, women's issues, variqus underserved target
populations, and a host of other concerns associated with governmental service °
priorities or emerging socia] issues. Without discounting the-importance of \
these concerns, however, some social work educators have responded to their pro-

‘ponents by arguing that the MSW curriculum already attempts to cover too many

disparate topics in too litt1e~time, resulting in a broad, but superfici edu-
cational expérience. .

.

In view of this dilemma, the authors will resist merely recommending, in re-

sponse to the diminution of research reqirements, an, expansion of the MSW research

component. Although“we believe that an empirical orientation shou]d pervade the
entire- curriculum and that the research.component needs to be éxpanded, it is not
the purpose of this articTe to weigh the research compopent against other compo-
ngnts and indicate what it should rep]ace There presently exist no outcome data
to show exactly what is the optimal percenfage of time that should be allocated
to research tontent--regardless of whether it is structured in separate require-
ments or infused into aqther sequences. . '
‘ \4 P

. However, the findings of the.two research curriculum surveys reported here
raise serious questions about the impact of the 1968-69 curriculum poligy revi-
sions pertaining to research. One thing that apparently has not changed as much
as was anticipated is the integration of the research curriculum with the rest of
the curriculum. Instead, the absence of specific gquidelines concerning the re-
search curriculum has frequently resulted in a diminution of separate research
requirements without any systematic infusion of research content into other se-
quences. Moreover, the schools that have experimented with integrative provi-
sions tend to be the ones that were research-oriented and that have typically
kept the Tevels and kinds of research requirements they had before 1968.

N .

It appears, therefore, that the current policy of encouraging the integra-
tion of the reseac%h component with other parts,gf the curriculum without
establishing speci ic standards and guidelines for that component may need to be
revised. If CSWE's standard-setting bodies wish to promote a stronger or
more integrated research component, it is recommended that they articulate pre-
cise standards and guidelines to ensure systematic implementation of the desired
research provisions. This is not necessarily a call for more regsearch content
or for any particular way of distributing that content, whether, for example,
separately or by integration. Rather it simply recognizes that current policy

<0
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regarding the research component has_led most schools toward fewer separate

research requirements, without any systematic implementation of alternativé pro-

visions for covering or infysing research content into other parts of the
curriculum. s . - e

Some basic issues related to future directions for the research curriculum
remain unresolved. Is research production a feasible objective for the typical
MSW student? Comparative studies are needed to show under what conditions stu-
dents graduate with competence to produce acceptable research anq under what
circumstances they actually do so in their practice, Regardless of tHe feasi-
bility of the research production objective, it is important”to distinguish it
from student participation in an experiential project to produce research.
Participation in such projects is a means, not an objective) and some faculty be-
lieve that it is an essential requirement in attaining objectives associated with
research consumption. For example, experiencing the research production process

-is seen as a route to understanding research better and-therefore utilizing it

more wisely. Not all faculty see the research project "this eay. To some it is .

d):g,inappropriate means of preparing practitioners to be research consumers. The
e

d, therefore, is for comparative outcome studies on alternative curricula for
preparing students to understand and utilize research.

Other questions that remain-unresolved are, to what extent are separate re-
search requirements, including the project experience, helpful--or perhaps )
harmful--in preparing students to understand and use research? What s lost or
gained by taking alternative approaches, such as teaching- research only as part’

of nonresearch courses or offering courses on research consumption instead of .
research methods?

Although terms such as "integration" and "infusion" desigpate qualities
often deemed highly desirable in research curricula, they alse involve many un-
certainties. As discussed by Weinbach in Chapter 5, attempts to integrate the
research curriculum can take various forms. It can mean offering courses that

- engage students, in using empirical literature to develop personalized models of

practice or to Tearn of unmet needs or service delivery problems with target
populations. Used in this way, "integration" means introducing research content
in other sequences. The temm also can mean gearing the research sequence to
other sequences, such as by offering different sections of required research
methods coursés to correspond with the practice interests of concentrations of

‘;tudents. For example, students in direct practice concentrations may take

sections that focus on single-subject desigas—which can be implemented as part of
clinical practice, and students in management or planning may take sections that
focus on nomothetic designs associated with program evaluation, comunity needs
assessment, and so on. —

Faculty deployment is another component in.integrative strategies. For ex-
ample, some programs require research faculty to teach in other sequences, as
well, and one program uses practtce-research teams or parallel teaching in an
effort to prepare students to become clinigal scientists who will produce idio-
graphic research as part of their clinical practice. In short, there is a wide

“range in what is called integration--from encouraging faculty in other sequences

to cover empirical content-yto combining the content and teaching of research
and practice courses. What, then, do we really mean when we discuss integrating

m,fcsegtsh,an?sgthgr gurricula? What outcomes are associated with the different -

approaches?
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Related to the intagration issue is the ambiguity associated with infusing-

research content into other sequences. For example, there is the problem of

feasibility. Can instructors with 1ittle background #n research, who themselves

" may fear or dislike research, be expected to cover this content effectively? Co

What steps need to be taken before such an e§pectation could become realistic?

In seeking answers to these questions, it may be useful to survey a represen-
tative sample of curricula tq identify what research content currently*is being
taught in other sequences and to identify the criteria faculty use in determmining
what is research content. For example, one occasionally hears nonresearch facul
equate empirical studies with quantitative studies or with complex-statistical »
analyses. They therefore may underestimate the extent of researeh-related content
they teach. How often, for example, do these faculty overlook the fact that such

. Works as Street Comer Society and Tally‘s Cormer are based on empirical findings,
using the .research method of participant dbservation?16 To what extent, there- .. -
fore, is the problem not too little content, but rather insyfficient identifica-
tion of the research attributes.of that content? Conversely, to witat extent do
proponents of infusing more empirical content into other sequences give inade-
quate attention to the qualitative, exploratory studies that may already be
thef‘e? . " “b

‘3

&~

These are some of the unanswered questions that impede formulating simple
recommendations for more of this or that kind of curriculum. These issues re- . -
quire attention by the appropriate bodies of the Council on Social Work Education, .
by cg#laborative groups of faculty in research and other sequences, and by stud-

. fes on the social work curriculum, It is much easier tq pose these questions than
to answer them, espetially those that require outcome studies:

As Kirk and Rosenblatt epcountered in thei¥ study reported An Chapter 4,
many barriers to rigorous outcome studies exist in schools of social work., Even
research faculty, who should bé receptive to these studies, can be less than
fully cooperative when it comes to having outcome measyres done on their own
classes. The resistance experienced by Kirk and Rosenblatt perhaps serves to
illustrate that current problems in the teaching and learning of research con-
tent should not be attributed exclusively to any one segment of the faculty.
Rather than point the finger at each other, it is hoped that faculty from re-
search and other sequences can use the findings and issues reported in this
chapter as a springboard for constructive collaboration around the role of

-

research. '

-

-’
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1. Joseph W, Eaton, "Symbolic and Substantive Evaluative Research," h
Administrative Science Quarterly, Vol. 6 (March 1962), pp. 42-44; and Aaron
Rosenblatt, "The Practitioner's Use and Evaluation of Research," Social work,

Vol. 13 (January 1968), pp. 53-59. , - "

2. Manual of Acerediting Standards (New York: Council on Sjtial Work Education, Jf

April 1971). . . : .
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3. This rationale was_conveyed in a conversation with Harold Lewis, who chaired
the committee that formulated the research curriculum revisions. This intent
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1975) pp. 08-67.

23




Ve

16. William F. Whyte, Street Comer Society: The Soctal Structure of an Italian
) Stum*(Chicago: University of Chicago Press, 1955): and El1liot Liebow, ‘
Talley's Corner (Boston: Little, Brown & Co., }967)\ ' : -

bl

S

s N

,mﬂ




¥ h d [ *
T ‘ - »
_ o \Z J , . o
« < - st . . ;
®
o, : : )
I N L4 a 7
D i -
® ‘ t
¢ . . L e - 3
. ' RESEARCH MODELS.
, %, FOR SociaL WORK EDUCATION
.y ‘ A\ .
\ AARON ROSENBLATT
L}
An old tradition in social work is the uneasy relationshin between practi- b

tioners and researchers. Strains-of this sort were evident anproximately one !
hundred years ago. The profession was then developing its first natignal or- =~ = -
ganizations for disseminating information and exchanging views, and some leaders

~ -  Of the charity organization movement were proposing a scientific approach to
social welfare problems.

"Charity is a science,” D.0. Kellogg proclaimed. "The science of social
therapeutics . . . has its laws 1ike all other sciences."' Leaders of the
movement were optimistic. They assumed that once these scientific laws were -
discovered, rapid progress would be made in solving the social problems of the
_day. - :

?
§ From 1874 to 1879, social workers met together with social scientists as a
- constituent part of the American Social ‘Science Association. Their divergeqt in-
~ terests, however, were soon much in evidence. The socially minded reforme
*manifested a zeal for action. This stance clashed with the_"neutral scientific
objectivity" of the theoretically minded social scientists.? By 1879 the two
groups had decided to go their separate ways. It was the social workers who left
to. found a new organization of their dkn, one more in keeping with the émphasis
on caring.and on helping persons in need. That organization survives today as the
National Conference on Social Welfare. '

<: « These early strains are still present today. The social work profession
still manifests a strang interest in science and research. "It still makes use of

studfes..fo improve direct practice and socfal policy. Nonetheless, the profes-

sion stiTY finds it difficult to unite direct practice with scientific study.

-
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: Currently, social work practitioners ma choose among five different pre-
) scriptive models of research.3, The wide range of choice reflects the lagk of

to most .social work activities. At the other, it is an essential element ully |

informing direct practice. Between these extremes.are other variations. ’This .
-article identifies the essential features of thése diverse models and discusses !

some of their implications forsocial work “education. -

consensus in the profession. At one extreme, research is, at best, per1p:;2aT

[4
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~
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DIRECT PRACTICE AS S RESEABEH PROJECT : _
Sixty year§ ago Richmond stressed the céntra]ity'of reséarcﬁ for socjal’work ;

practice. In Sogigl Diagnosis, she propounded a view of direct service that

linked it closely to study, diagnosis, and treatment. ' /

- Indestigation, or thelgatheringsof evidence, bégins the process [of
social diagnosis], critical edwmination and comparison of evidence  »
follow, ahd last comes its interpretation and the definition of
the social difficulty. In common use, case workers often call all
of this "an invest¥gation.” . . . Investigation enters into diag- g
nogis, it entera into the laborious and learned seeking for truth
which deserves to be termed social research, and it forms an im-
portant part of the many inquiries into social cqnditions which do .
not meet the exacting requiremefits of research, but which may /

‘ properly be. described as social investigations.
Later in thé volume Ri 1gn1fic§nce of* inference,
hypethesis, and experiment for the social investigations3, Investigation became

so central to direct practice that social workers were often referred to as
social investigators. ©
The Richmon perspective on Fesearch and practice still remains a part of
T °  social work. In afore recent book on social work. research, Thomas presented
views that are dimilar to those propounded by Richmond. Both practice and re-
seprch are based on fattually verifiable information. Practitioners.should use
research methods to obtain hints about ways to obtain and process +nformation.
' They also should use these methods in interpreting findings, making decisions, _
. and reporting the results. - . -
’f;,the

-

Further evidence of the continued acceptance of this’moﬁeljappea}eq'
November 1978 issue of Social Work. In the tead article, Katherine Wood, a
clinician trained. in the use of research, echoed the views of Richmond:

The processes of casework . . . are exactly the same processes as
those of research. These include formulating the problem for study:
setting hypotheses: defining the dependent variable; defining the

independent variable; collecting and analyaing data; evaluating the ’f t
. outcome } 7nd drawing inferential conelusions that are supported by :
the data. . :

2

= t

. Furthermore, Wood argued, "Every case can and should be a research project =
for the practitioner."8 _The views of Minahan are complementary. Ater listing

a number of sifiilarities between researchers,and practitioners, she arrived at

this conclusion: "A11 practitioners should agfqlige researchers and all re:
searchers should act 1ike practitioners."d T N
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From this perspective,. research methods and the scientific approach are part
and parc$} of direct practice. The union of research and practice is almost
total. To learn about social work practice, one must also learn about social
work research.

\

Minahan- attempted to identify, for all three levels of social work education,
curriculum goals that flow from the similaritids between practitioners and re-
searchers. She proposed that education at every level emphasize both logical
and creative thinking and the use of empirical observation. Much of the content
already included in the curriculum is applicable. Specifically, she pointed to
an emphasis for all students on "social work objectives and perspectives, values,
data co}lection, assessment, establishment and measurement of goals and tasks,
and methods of involvement of consumers and people with different bases of in-
fluence."10 There would still be a need for special courses for researchers. In
the final analysis, both practitioners and researchers require a core education
that is similar if not identical.

RESEARCH TECHNIQUES AS THERAPY -

Here the integration of research into dire¢t practice has been extended one
step further. Certain basic techniques of .research--counting and measuring and
graphically,répresenﬁing change--can themselves become am essential part of the
practitioner's stock in trade.!l Specifically, the technique of having clients
monitor their own activities and record critical events in thei® 1ives becomes an
essential aspect of the therapeutic strategy. ;

\ .

« In a research study, investigators are wary about directing a subject's at-
tention to a specific behavior that is under study. This kind of attention can
sometimes cause the subject to change the behavior: Any reactivity.in a measure
causes 1t to he suspect as a source of bias in a carefully designed research
study. For researchers the best measures are nonreactive. They hasq no effect
whatsoever on the subject under study. - !

Direct service practitioners view reactivity from a different perspective.
When-they use self-recording for treatment purposes, the strategy is-to-maximize
the reactivity.of the measure. Research techniques and sources of bias-in re-
Search become techniq®es . for practice 1n1ervention.l .o C s

Also of great importance to those who advocate the use of research in
direct practice is the case-by-case measurement of outcome. Hydson and Fischer
of the Univérsity of Hawaii are among those strongly cofmitted this "perspec-
tive. Hudson has dramatized the importance of research in prac‘Ece by formu-
latYng axiomatic statements for practice. One is that, "If you ‘cannot measure
the cli s problem, it does not exist.” A Second one fs the statement of a_:
corollarf® "If you cannot measure the client's problem, you cannot treat it."13

The implications of this approach are receiving increasing attention. At

: the University of Hawaii, the faculty has accepted ppsearch as “a critical

componen¥ of the curriculum." Students are requirdy to enroll in four research
courses. |4 At the University of Mashington, students enroll in a course com-
bining "practice methods, clinical research and practicum experignce." The
results reported appear favorable. This type of integration is said to destroy
the "stereotypes of the .touchy-feely clinician who. felt practice was an art, and
the hard-hearted researcher who could not be bothered with anything not .

= -
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quantifiable . . . . With this approach the enmity of researcher and practi-
tione™ becomes a piece of ancient history."

[ 4

" THE CLINICAL SCIENTIST ' -

Briar is the person most identified with develoning the model of the
clinical scientist in social work practice. He finds it paradoxical that social
work, ‘d1though claiming to be a scientifically. based profession, has nroduced
few clinical scientists. The clinical scientist model thatshe pronoses seeks to
heal the split between researcher and practitioner. Resea and practice are
no Jekyll and Hyde phenomenon. Both are desirable. Both are to 1ive side by .
slge in the clinical scientist A thorough graiP of each comoonent enhances the
other. ’ .

C]inical scientists do much more than use the techniques of research in
practice. According to Briar, they do the foblowing:

1. Select the methods and techniques ‘that are knoum emptrtcally to be
the mod% effbctzve

2. Conduect rigorous: ongoing evaluations of their practice.

3. Participate in the discovery of effective ways of helping clients.

4. Uese untested and unvalidated practice methods cautiously and only
with adequate comtrol, evaluation, and attention go elient rights.

5. Commmicate ehe results of their investigations.

g

Y A
S\?\\thOne of the changes expected from this new breed of practitioner-researcher
¢ - 18

e accelerated development of knowledge utilization. Clinical scientists
will undertake small studies. They will be able to mount them easily. Ideally,
the’ results wilk have“djrect immediate utility for practitioners." Such )

tevaluations of practice can be incorporated into the routine practice of social
work clinicians."17 ~ -

Some social work practitioners but not all of them, are expected to hecome
clinical scientists.- -Briar suggested that a clinical scientist should be re-
tained.on the staff of every social agency employing several social workers
engaged in direct practice. Schools of social work, however, are 1ikely to
employ large concentrations of clinical scientists as members of their faculties'.

Presumably, the restrictive use of clinical scientists in social agencies
and their concentration in-schools of social work result from the heavy costs of
such endeavors. ‘First, there is the high expenditure of time. The caseload of
clinical scientists néeds to be smaller than that of other clinicians. They
need time to think and to conduct studies, thereby restricting their availability
for practice. Second, the autonomy of clinical scientists must be high. They
need greater control than other clinicians in the selection of "their caseload.
Third, their conformity to established agency procedures and practices is,

They must be able to experiment with new approaches. They must depart
tradition. As their task to question established procedures and toyevalu
their utilify.

Clinical scientists:also are to assume leadership in directing research and
development programs. They are to use research to devise and build practice
models. Feedback loops are used systematically for the purpose of making modi-
fications in models that are being developed. In this way practice and research
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joined together.19

~THE RESEARCH CONSUMER \

The consumer-of-research model is radically different from the other three.
It makes no attempt to incorporate the methods of reséarch into practice. Its
‘igvocates expect direct service practitioners to become consumers of research,
t research practitioners. Tripodi, Fellin, and Meyer from the University of
Michigan and Gilbert and Specht from the University of California, Berkeley, have
promulgated this point of view. ’

Many social work graduates learn little-more than the most elementary knowl-*
edge about research and its methods. At some schools of social work, students.
graduate who have completed only one course in earch. They are 111-equipped
to conduct a research study. Few employers harbor dany expectations about the
research capabilities of these graduates. Also, many are not equipped to
J¢onsume” research, that is, to read a report intelligently. Consequently, it is
difficult for practitioners to derive any of the benefits presumed to result from -
reading research studies that bear on clinical practice.

A major goal of the consumer model is to raise the research sophistication
of social workers. They should learn to read studies intelligently and to make.
appropriate applications of research findings. One of the chapters in the text
written by Tripodi, Fellin, and Meyer attempts to set forth principles and quide-

* 1ines that can facilitate the utilization process. The consumer model assumes a

- plaxg of limited importance in the research curriculum of students studying to
become direct practitioners. Research is considered much mgre essential for
students concentrating on public policy and program planning. . These students
must complete a sequence of research courses to prepare them for a.career in
planning: “students in the direct seryices, in which the knowledge of applied
research methods is less central to practice, would take a substantially dif-
ferent typeoof research course, designed mainly to nroduce intelligent consumers
or users.' ’ ’ :

LI
[

For Gilbert and-Specht, "knouledge-producing research : . . whether for the
direct and/or the indirect services--is the primary responsibility of those with
doctoral tsqfning in social work, social welfare, -and the related behavioral
sciences.” This model leads to the develophent of separate research courses
for indirect and direct service practitioners. The two types of students would
study different research reports and become acquainted with different areas of
research. They also require different amounts of research training. Students
interested in direct service would receive less training in'research.

Smith has challenged the value of this kigd of training. In contrast to
Gilbert and.Specht, he believes it is the responsibility of practitiggerS*to )
tontribute to the “knowledge-building enterprise of the profession."<cc - Other
social workérs join Smith in arguing that it is essential for practitioners te
.acquire research skills.in order to advance the profession.

*

| - . THE RESEARCH SPECIALIST

j . - .
The research specialist model requires 1ittle explanation. It accepts re-
search as a basic method of social work practice. Years of education and

Q . - - "
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practice are réquéred to become-proficient in research. Indeed, acquiring a
v mastery of research i3 as complex and demanding as acquiring mastery of any- of
o the other social work methods. C - ,

From this perspective, it becomes appropriate for schools of social work to
train-research specialists. Most schools of social work, however, generally as-
sign a Tow priority to the importance of this kind of training. A study
examining curriculum objectives shows that over two-thirds of the schools of
social work rate training students to assume responsibility for the design and
conduct of a research study as of "low importance." Almost all schools rate the
following two objectives as highly important: (1) to prepare students to
understand research (comprehend its basic principles and procedures); this goal
approximates the "direct practice as research" model; and {2) to prepare students
to utilize research of other® (analyze an lectively apply the results of gub-
lighed research); this ‘goal approximates the “consumers of {esearch" mode1 ., 2

1Y

The research specialist ‘model appears to foster a division between research
and practice. If some students are to become research specialists, the practice
specialists can reduce their commitment to research. Similarly, students elect-
ing to become research specialists often reduce their commitment to practice.

, The Council gn Social Work Educdtion is attempting to heal the split between
research and practice by achjeving .a better integration of curricular components:
"A better integration of research and practice would strengthen not only research
instruction, but also practice ingtruction. A’'small, isolafed research curriculum
has 1ittle influence on how students approach practice methods and substantive
problem areas.{24 For at least two decades, social work educators have struggled
~ with the task of integrating research and practice.25 One integrative effort re-

: quires students enrolled in methods courses to read research studies and to try

. to apply the resuTts to practice. Another effort requires students to conduct
researtgsstudies at their fieldwork plackment on subjects of interest to the
agency. . N K

50 Kolevzon studied one attempt to integrate research and practice. The re-
"sults were .negative. The .reseamch attitudes of students in the integrated.:
seminar were less'positivea§9an~those of the other students. The integrated
students also learned less.c. Scheurman made the following thoughtful comments
' about the .general problem: ,- .. -

Though such éfforts at integration are well:intentioned, I think that
they will fail to the exfent that they are efforts to bting together
tyo different content dreag without essentially affecting either
N ‘area. If in these efforts we continue to teach methods of interven-
, tion that are not empirically baged, and if we continué to teach
research approaches that' are not useful to the practitioner, thén .
more phygg'oal closenese in the qurriculum will not yield the desired
product, . T -
ComparativeNy. few students choose to specialize in social work research at
the master's level. In contrast, specialized training in research is a major
part’of doctoral training, where the problem of achieving an integration between
practice and research is manifested in the increasing movement to develop clini-

cal doctoral programs at schools of social work.29 .




DISCUSS ION - "“

Research and science are closely associated with rationality, logic, and
progress in gaining control over problems, either natural or social. Students in
psychiatry, psychology, nursing, and social work are expected to learn about the
use of scientific methods. Any practicing profession located in a graduate
school would lose support in the university if it withdrew its commitment to
scientific values. . '

A1l five models identified in this article acknowledge the contributions of
scientific research. They differ in the extent to which research is viewed as an
essential part of practice. The first three models propose an almost total inter-
penetration of research and practice. Résearch and practice are represented as
being fully congruent. As Wood argued, "every case can and should be a research
project for the practitioner.’ ’

Indeed, the ideal professional career is often presented as consisting
equally of résearch, practice, and teaching. Social work stu » however,
are unlikely to become well-grounded in both research and practice by the time "%
of graduation from the master's program. Not only would they need to acquire
extensive knowledge and skill in both methods, but they also must learn to carry
out different social rolés. Some years ago Merton identified three components of
the social roles assigned to persons engaged in scientific research:

The role of workers in basic research has distinetive characteristics:
(a) it provides thém with relative autonomy in gelecting the problems
on -which they will work; .(b) it gives them . . . latitude . . . to
8hift from these initial problems to others turming up in the gourse
of the inquiry, which they find more interesting.or promising; and (c)
in this role, the primary "reference groups” . . . are made up pri-

. martly of fellow scientists, with nonscientists entering only at a
digtant remove.

The role of social work practitioner was never designed to meet these
criteria. Itemakes little sense to talk of practitioners having autonomy<to
make degisions over the_problems they choose to study./ Typically, any clients
who appear at a social-agency needing help are assigned to them. Practitioners
have no-power to' refuse service to clients because they prefer to investigate
other problems. Neither does %inyone expect pmactitioners to abandon clients if
they should become more interested in working on other kinds of problems.

To pose such alternatives to social work practitioners is to show a lack of
famidiarity with their social.role. Their essential purpose is to help those in
need, not to study them. Following Merton, “study" for the purpose of heloing
is essentially different from study for the purpose of contributing to knowledge.
For this reason the priorities of research and practice often clash in social
agencies and clinics. '

The disinterestedness of basic scientists also marks them as separate from
social work practitioners. Such scientists_are content to work on a problem for
years. They are also iconoclastic. Einstein is reputed to have said, "I have
only two rules which I regard as principles of conduct . . . The f35st: Have no
rules. The second is: Be jndependent of the opinions of others." Thus the
typical stance of the scientist is to question all authority. This makes for
difficulty in an organization in which action is required to be helpful here and




© 28

Y

now, when the answers to questions may he unoroved., "When the chips are down, as
they generally are in professional practice, scepticism . . . is a luxury that
few can afford,*33 o

social agencies generally expend comparatively few of their resources on
knowledge bu11digg Administrators readily acknowledge the value of research,

‘but their budget$ show scanty appropriations in support of it. In part, this is
. 50" because most social work programs are rewarded for the intent, not the ef-

fectiveness of their performance. Social workers in this regard are like lawyers,
ministers, and physicians.- They do not possess a technology that consistently
ensures the success of their endeavors. For example, 50 percent of all legal
cases that go to trial are lost; prayers, although helpful, are not always an-
swered; some patients who consult physic¢ians grow worse or die. Since demon-
strating effectiveness is seldom of critical importance in many social aqenc1es,
research receives 1itt1e _support.

Quite apart from the policies followed in social agencies, a case can be

made against combining the roles of res r and clinician except under
- special conditions. When the emphasﬁz’%%‘ emonstrating effectiveness is qreat,

clinicians have a strong motive for misusing research. Under these circum-
stances, professionals are put in t e false position of gathering data that cap

be used against them. Unless they are adequately protected they would be saints .
or fools not to think about ways of measuriny progress that proved their
competence. .

In another place, I arqued, "No matter how tempted, a program administrator
should not try to evaluate his own program."34 The same holds true for clini-
cians. The inevitable temptation of clinicians is for them to view their work in
terms of their hopes and to avoid gathering information that produces dissonance.
This 1s especially. so when clinicians are expected to be accountable for defects

" engage in participant o

in their practice.” In these circumstances,.wheri they perform well as researchers
and identify flaws in their practice, they cause trouble for themselves as clini-

- - cians. This discussion is anything but academic. I can recall several occasions

when clinicians who conducted their own research made elementary errors that they
would have detected quickly if they had been reviewing the work of others.

At the start of this section, the following question was posed: Are clini- .

" cian and researcher likely to remain separate roles for most social workers? In

view of the discussion, my answer is that these roles should remain partially
separate. Clinicians should understand researgh and know how to conduct a study.
Preferably, they should evaluate the clinical work not of themselves, but of °
others. . - ,

earch in social work may be viewed as
elates primarily to immediate practice
jssues: What seems to work bes#” What do the clients say? What strains do
staff feel? How much time i3 needed? Seeking answers to these questions re-
quires staff to be famiyiay'with methods of data collection. They might need to
rvation, conduct research interviews, construct a
simple questionnaire, and so forth. The intent here is not to verify knowledge
or to prove anything conclusively, but to develop hypotheses and to gain enough
information to make informed judgments This is a professional practice role.

For purposes of this discussion,
presenting two different foci. 0

Certain professions, such as medicine, law, and psychology, have little
expéctation that practitioners will conduct practice research.” These expectations

»
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probably are .tied to the structure of service delivery, which is predominantly
private in these professions. Salaried professionals employed in the public
sector have a much greater stake in the development of practice, given their
dependence on public funding, as well as a much greater opportunity, given their
organizational‘bases to assist lin the development of knowledge. .

Eo

. The veriffcation of knowledge is and should remain an effort that exceeds
the resources of practitioners. What is true, what is the cause of certain
events, demonstrating the relationship between important variables should not be
part of the practitioner role.

_ Furthenmore researchers are enjoined by the norms of science to engage
in organized skepticism

The temporary suspension of judgment and the detached ecrutiny of
beliefs in temms of empirical and logtcal eriteria have pertodtcally
itnvolved science in conflict with other tnstitutions. Science which
asks questions of fact, tncludtng poténtialitiee, concerning every
aspect of nature and society may come into conflict with other atti-
tudes toward these same data which been crystallized and often
' - pritualized by other institutions. 5
’-

Researchers must remain skeptical. "“They do not preserve the cleavage between
the sacred and the profane between that which requires uncritical respect and
that which can be sbjectively analyzed."36 This stance often brings them into
conflicg~with practitioners and administrators. The goal of researchers is to
extend knowledge and to certify its truth. Climicians must suspend the orga-
nized"skepticism of the scientist in order to adhére to the practices of their
profession.

Certifying the truth and healing the 111 are both noble pursuits. Yet -y
scientists and practitioners within the same profession make invidious compari-
sons about the importance of each. Which should command higher respect? Whi
greater resources? Which eMort is more noble? Part of the strain between them
results from this kind of competition. Practitionérs should respect their ability
to remove pain and restore lost capacity regardless of whether results achieved
are fully explicable by science. They are certain to be at a disadvantage in

~ this debate if they value the ability to certify truth more than the ability to
heal.
/ 3
. But the entire debate is best avoided. Society needs the contributions of
both scientists and practitioners. Neither can replace the other. The issue
that should be debated by members of the profession is how to organize their
1imitéd resourtes in pursuit of their common objectives. The five research
. models for social work practitioners show that this issue needs continuing at-
tention from all members of the socia®work profession.

1
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AMONG SOCIAL WORK STUDENTS

STUART A, KIRK AND .. —

Research is receiving increasing attention in the social work profession.
Two new.research journals recently emerged; the number of journal articles on
researcﬁ\and research training has increased; many schools of social work are
attempting to integrate education in practice d research; and the National .
" Association of Social Workers (NASW) and the Cqﬂnci] on Social Work Education
(CSWE) recently sponsored national conferences’ on research. A1l these activi-
ties have the common objectives of improving the ways of generating social work
knowledge, of disseminating the results of research more effectively, and of

} equipging practitioners with the skills they need to utilize research in their

practice.

"~ Attempts to change the place of research in social work must begin with
faculty. They are the ones who admit students to social work programs.| They
. introduce them to the profession and provide them with the knowledge and skills
» needed for beginning practice. Moreover, they present substantive bodigs of .
knowledge and theory to students, and they orient them to the place of research
in practicer and in the knowledge-building process.’

At present, relatively little is known about the ways that students view
research, about their exposure to research and experience with it, 0{ about the
.knowledge of ‘research they derive from their professional education Further-
more, the studies available in the literature examine only students working
toward their master's in social work; they do not take into account either
bachelor's-level students or doctoral candidates in social work. A broad view
of professional education is important since BSW workers are full members of
NASW and since CSWE accredits undergraduate social work programs.

<" i ’ ———
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The présent study is part of a threé-year project on Research Utilization

of Mental Health. One goal of the project is to cdllect information about the
research experiences, attitudes, and knowledge of undergraduate, master's, and
doctoral students enrolled in socfal work programs in the United Stakes. This
article presents an initial analysis of the relationship between research orien-
tations,. research knowledge, and research education for BSW, MSW, and doctoral
students. ,

/

~ 7,
RESEARCH METHODS AND FINDINGS
The 15 social work programs in this study were selected solely-on the basis

of their willingness to participate. The programs are located in all regions of

the country. Some train only undergraduate students; others train students at
all three levels of social work education. S
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I The project director visited the 1iaison faculty member at each of the
&ﬁschools to discuss the goals of the project and to explain the use of the Kirk-

Rosenblatt Research Inventory (K-RRI). Despite these efforts, cooperation was
uneven. The range in the rates of response was much greater than expected. Two
sc¢hools suddenly dropped out when it was time to collect data. Despite the in-
terest of\the departmental chairpersons, the faculty refused to participate. -
The reason cited at one school is worth noting. The faculty feared that the
students would suffer and be unduly discouraged because they might not know the
~  answers to most questions about research knowledge. ‘

Initial work on the K-RRI began in the spring of 1977. Several members of
the iresearch faculty at the School of Social Welfare,, University of Wisconsin,
Milwaukee, reviewed and commented on an initial version of the inventory. The _
authors also used the results from a pretest on a group of 56 students in exten-
sively revising and shortening the instrument.2 The K-RRI contains items in the
follgwing domains: student background characteristics, attitudes toward the

- - rolé of researth in the profession, experiences in research courses, research
experiences in field placements, and experience in the conduct of research. The
final section of the inventory contains 60 true-false items about research and
statistics. Most students completed this 16-page inventory in 40-50 minutes.

. The design of the study called for the instrument to be adnjnistered to
;aidents during the early fall of 1977 and then again in the late spring of

78. The pretest and posttest data would allow for an analysis of change in
students' research orientation and knowledge ing an academic year.3 Un-
fortunately, the response ratgs in the sprin re too low at most schools to

permit.a longitudinal analysi¢ of change. Therefore, the data in this article
. are cross-sectional. B

Four groups of respondents participated.{% the study during the 1977-1978
academic year: (1) students who completed the K-RRI in the fall of 1977,
(2) those who completed it.during February and March 'of 1978 when three under-
graduate programs were added to the study, (3) those who completed the inventory
in the spring of 1978, and (4) those who completed the K-RRI during both the

fall and spring. For this fourth gr p,.only their responses in the spring are
used -in this article. " .

in Social Work Education sponsored by CSWE -and supported by the National Institute
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Response Rates ’ ‘ - -

Data were obtained from 1,127 students enrolled in 15 social work- programs
They consisted of 473 BSW, 552 MSW, and 102 doctoral students. - Table 1 presents
information by school, educational level, and response rate. The response rates
among the undergraduate programs ranged from 12 to 79 percent, among master's -
programs from 33 to 83 percent, and among doctoral programs from 15 to 86 percent.
The response rates were affected by the following: the inventory was not always
distributed to all students; some students who received the K-RRI refused to com-
plete it; some students, particularly doctoral students, were not on canpus when
the inventory was distributed; some inventories arrived at the university after
the semester had ended.

: TABLE 1
Participating Programs and Response Rates
L Students Studentsg Responase
Academic Level Enrolled,’ Completing Rate ,
and \Sehool 1977-78 ., KyRRI ! %
. . P 1 s
Undergraduate? y / ;
Universfty of Wisconsin-Milwaukee 194 153 - 79
Morgan State University . 333 39 12
Memphis State University . 235 67 29
University of Nebraska 200 47 24
Brigham Young University 150 13- 75
Colorado State University ’ 400 5" 14
1,512 K
Master'sd .
University of Hawaii 202 168 .~ 83 =
University of South Carolina 202 125 62
Howard University 205 . 157 77.
University of Washington 329 102 33
. 938 557 5
b 1
Doctoral -,
Florida State University . 21 18 86
. Washington University 42 26 . 62
‘University of Michigan ‘ 45 - 19 42
Columbia University ' 98 ° 30 31
Adelphi University : ) 59 g 9 - 15
265 102 38
\ o
3Undergraduate enrolliments were obtained from the programs and in- some cases are
approximate figures. , -

bMSH aNd doctoral enrollment data were obtained from Allen Rubin and G. Robert
Whitcomb, compe., Statistice om-Social Work Education in the Unmited States:
1977 (New York: Council on Social Work Education, 1978). '

Therefore the researchers compared the respondents in this study with cer-
tain selected characteristics of all BSW and MSW students registered in CSWE- \
. accredited programs in 1977-78, as well as doctoral students registered in social
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work programs.4 Among. the undergraduate students in the accredited Szograms, 79"
percent were women, and 64 percent were white. In this study, 83 percent were
women, and 75 percent were white. Among MSW students in accredited prqegrams; 71
percent were women; 81 percent were whjte; and 64 percent had concentrations in -

- casework, social treatment, or generic social work practice.- Among MSW students

R in this study, 72 percent were women; 50 percent were white; and 68 percent had
concentrations in the casework or-generic -areas. The higher proportion of -
minority students in this study was deliberate. Several schools with high
minority enrollments were invited to participate so_that the analysis could in-
clude comparisons between Black and white students.

Among doctoral students in social work programs, 53 percent were women; 72
percent were white. In this study, 56 percent .were women; and 75 percent were.
white. Thus the data on Sex, race, and area of social work suggest that students
in this study were similar to those enrolled in social work-programs. These. -~ '
similarities, however, are no guarantee that the students in this study were
representative of all social work students enrolled during the'1977-78-academic
year. Nonetheless, from the eviderice available, with the exception noted for
race, there js no reason to assume these were nat typical students enrolled in
typical programs. ) . ’ 4 ' &

Research Courses

Students acquire research attitudes, experiences, and kno&ledge in many ways.
‘They may learn about research from previous courses or field experiences or ’
from reading and studying on their own. Students-at all.levels of social work
education are required to enroll in research or statistics courses. At the more
advanced levels, they are required to complete more than one research course. A
strong positive correlation exists between years as a student (from college
freshman through doctoral student) and the total number of research and statis-
tics courses ‘completed (r = .65, p < .001). Furthermore, comparisons in the R
nunber of courses completed at the three edutational levels show significant ’
differences (F =304; df 2, 1124; p < .0001). The mean number of research
courses completed was .75 for BSW students, 2.25 for MSW students, and 4.66 for
doctoral students. 'Any comparisons among BSW, MSW, and doctoral students must
take into account this significandly different exposure to research.

Regearch Orientations .

Is research important to social work fractice? Is social work research
v useful to practitioners? Is social work research biased? , Answers to questions
- such @s these indicate the research orientation of students. Previous attempts
to measure the orientations of social workers toward research treated them as
ohe-dimensional, either favorable or unfavorable.6 This approach, however,
overlooks the multidimensionality of the research orientation. A student can,
for example, view research as critically important to the profession, yet fimly
- believe that much current research is not useful to practice. It makes 1ittle
sense to classify both bf these orientations under either a favorable or un-

S

favorable category. . . - . ’(

The K-RRI items measure three dimensions of research orientation--importance,
usefulness, and unbiased nature of research. Items were assigned to each of thg\
thtee dimensions on the basis of their face validity and their correlation with
the other items. Each item consisted of a declarative statement .to which the
student was requested.to respond on a 6-point Likert sg¢ale ranging from "st onglﬁ

~
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_agree* to "strongly disagree.” Reliability tests were to
items.. Items that significantly lowered the reliability j

. index. The value of negatively worded itgms was revers
score, the more favorable was the oriegtation of the’stu

for each group of_
opped from the
» the higher the
ard research

The firét index assessed the importance of Yesearch.to the profession (see
Table 2). Seven items comprise this index. Some are philosophical ("Social work
h more science than art'y. Others makepragmatic recofmendatfons
("Limited agency resources should not be spent to pay for evaluative research")
Scores ranged from 7 to 42; the mean was 28.1 with a standard deyiation of 5.4
for 1,070 students. The Cronbach's alpha reliability was .65.

TABLE %. ot :
Research Orjentation Index I tems o

Importance of Research ’ I -

1. Social workers should rely heavily ¢n knowledge gained from research.
2. Social work should be more science than art.

3. I think ‘that a major part of my professional education should COﬂSlSt
. of research training.

. - Program administrators should be required to establisharesearch units

° - ‘to evaluate their program's effectiveness.
‘, 5. 1 feel that sogjal workers shauld keep abreast of research in their\
. field. . *

- 6. The contihuation of a social work program should. be contingent on
‘effectiveness: demonistrated by research. .
7. “Limited agency;resources should not- be spent to pay for evalu -
research ‘ * -
Usefulness of Research .
1. .Social work researgh -is not particularly useful to the pnactitioner
providing difect services.
2. Ind4eneral, I am not persuaded that scientific research generates
useful social work knowledge."
- 3. In my opinion, research findings have limited applicability to
. ) complex practice situationsc- v
4. GeneraTly, a researcher's interests are not related to the pract1ce
needs of social work. °
Research is too time-consuming to use in practice
{
Unbiased Nature of Research

o
.

°

1 1. Much social work research s not valid.
2. Social work research often examines relatively insignificant questions
3. Researchers are not self-critical and objective when it comes to
. . assessing the importance of their own studies.
.4, Many research f1ndings are slanted in order to appeal to funding
sources. -
- 5. The conclusiqps of research, reports are seriously biased ip favor
g% ‘the ‘researchers' initial hypothesis.
6 ency research tends to legitimate programs instead of -providing
. -corrective feedback.
. 7. Statistical procedures tend to be used as a "smokescreen" to obscure
L .]F otherwise worthless or invalid-findings. .

\. - . - '
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.The second index, usefulness of ,research, consists bf five -items tapping the
practice-relatedness of research (for example, "Social work research is. not par-
ticularly useful to the practitioner providing direct services"). The index had

a range of scores from 5 to®0; the mean was 21.2 with a standard deviation of
4.3 for 1,074 students. The Cronbach's alpha reliabdlity was .71. :

Fhe third index, unbiased nature of research, consists of seven items indi-
cating the extent to which research results are valid (for example, "Agency
research tends to legitimate programs instead of providing corrective feedback").
The index had a range of scores from 7 to 41; the mean was 25.0 with a standard
deviation of 5.4 for 1,034 students. The Cronbach's alpha reliability was .78. -

RESULTS R

.

The goal”of social work education is to increase the knowledge of students
P about human behavior, social policy, practice methods, and research. The K-RRI
items are,designed to assess, in some elementary way, the khowledge of the stu-
dents about research and statistics. Initially, the developers of the K-RRI
collected a pool of 120 test items from .existing knowledge instruments and course
. examinations, as well as from talks with research instructors. The authors also
h\ -cre::;d :dditional items and converted multiple-choice items into true-false
Statements .-~

A pretest of the 120 ttems took place during the spring of 197%. Knowledge
items showing insufficient variance of response ?over 80 percent of respondents
; having the correct answer) in the pretest were dropped from the inventory. In
addition, four research professors read all the remaining knowledge items. Any
it on which they failed to agree about the correct response was eliminated from
the ibventory. At this point, several new items- were added to widen the coverage. °
. Finally, all the items were edited slightly. This process produced 60 true-false
1:3?;7\1tems that comprised the section on research knowledge.

* Correct answers were,scored "1" and incorrect "0." The knowledge score -
consisted of the sum.of.all correct responses. Any items that were skipped-uwere
treated as incorrect answers. The knowledge index had a potential range of
scores. from 0 to 60. The score was 31.7 with a standard deviation of 10.2.
The Cronggch's alpha for the Index was .88. o

L, Number of years jn school was related to the scores of students on the
,  knowledge index (r = .37, p< .001). As Table 3'indicates, the higher the
eﬂﬂcational level, the higher the mean scores of students. This finding is also
consistent with the relationship between research courses completed and knowledge
(r= .40, p< .001). In other words, the higher the level of social work edu-
cation, the higher the number of research courses completed and the higher the
acquisition of researth knowledge by students.

Table 4 shows the correlations between knowledge scores and the three re-
search orientations at the BSW, MSW, and doctoral levels. In addition, it shows
the correlation between the knowledge scores and the number of research courses
completed by students.” The patterns are somewhat different for each 'of these
variables, .

The correlation values between knowledge scores and importance-of-research
® orientation moved from -.07 for BSW Students to .07 for MSW students and then'to

\ -
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l35 for doctoral students. Clearly the correlations between knowledge scores and
the importance of research orientation increased steadily in a positive direction
from the BSY to the MSW and doctoral levels:

~

. TABLE 3 . ° -
Relationship of Educational Level
to Research Knowledge (Analysis of Variance)

Mean on .
Educgtional Knowledge .
- Level N Index S.D. d.f. F Ratio P
BSW 473 28.12 10.3 .
MSW - 552 32.9 8.0 2;1124 94.3 .0001
Doctoral 102+ 41.6 12.1 o

; X
3A11 groups were significantly different from each other, using.the
Tukey procedure of .SPSS. See N. Nie et al., Statistical Package for
the Social Sciences (New York: McGraw-Hill, 1975).

TABLE 4
Correlation of Knowledge with Selected Orientation
Variables at the BSW, MSW, and Doctoral Levels

T \ \ __Educational Level :
Orientation Variable BSW . MSW  Doctoral v
Importance of research '-.07a .07 .35:
Usefulness of research 160 ..07 § .33
Unbiased nature of research .10a -04, 175
Number of research courses 57 .27 .38
p< .001.
» : ‘ ,

The pattern was d1ffdtent for knowledge scores and the usefulness-of-
research orientation at the three educational levels. Table 4 shows no com-
parably steady change in the posjtive ection in the strength of the correla-
tions at the different educational levels\ s The correlatior between knowledge
scores and the usefulness of research orieptation was .16 for BSW students, but
dropped to .07 for MSW students before ri¥ing to .33 for doctoral students. At
the BSW level the correlation between the fulness-of-research orientation and
the knowledge score was more positive than that between the importance-of-
research and the knowledge score (.16 versus -.07). ) -

The correlations between knowledge scores and the convictions.about the un-
biased nature of research were the weakest 6f the three orientations. They also
showed the smallest increments from one educational level to the next. The
strength of the relationship betweep knowledge scores and conviction about the
unbiased nature of research was comparatively weak at all three educational
levels; its strength at the doctoral level (.17), for example, was.substantially
lower than that of the correlations for knowledge and the importance orientation

~
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( 35) and know]edge and the usefulness orientation (.33).

Both students and faculty should be gratified to learn that the strength of
the correlations between knowledge scores and the number of research courses
completed increased steadily from one educational level to the next. Furthermore,
each of these correlatjons was statistically significant at the .001 level. Also,
Table 3 shows that the mean knowledge scores at these levels grew consistently
larger. Perhaps even more gratifying to faculty was the additional information

. that-the knowledge scores at each educational Jevel were statistically different
) from one another. . ) . »

LIRS

DISCUSSION W .. ,

This article bresents data from a camprehensive sur¥ey examining the re-
search experiences, attitudes, and knowledge of. sséial work students. Jt is one
-of a series of papers to be based on this survey.

. By extending the study to include both ”e.rgraduate and doctoral students,
we were able to show a view of education tha®was omitted in previous ahalyses.
- The data from this study give reason for educators and students to believe in the
. cunulative effect of education. MSW students knew.significantly more about re-
search than BSW students, and doctoral students knew significantly more than MSW
students.

¥ .
L T

In addition, among doctoral stutlents there was a consistently strong: corre-
lation between knowledge of research and opinions about its importance and use-
. fulpess. An equally high correlation existed between the knowledge scores and
T the number of research courses. completed. ‘Research professors at the doctoral
level must be doing something right. At least they have not prevented advanced
students from acquiring hpowledge. T ‘

Also encouraging was the information that conviction about the validity of

(;\ " research showed a lower correlatiop with, knowledge than correlations between

knowledge and the importance\of reéearch ‘and knowledge and the usefulness of
research. The comparative/weakness of this correlation suggests that doctoral
students are learning to become sophisticated- judges of research. They know
that the validity of research findings varies .from study to study. One should
not gain conviction about-the validity of reséarch once and~for all. A healthy
dose of skepticism.is in order. .However, .doctoral students were as cynical
¢ ,?bout research resuits as BSW and MSW students. We shall return to this anomaly

ater. ) -

~

- > "

-~

Doctoral studepts knew more hbout research and thought 't was more impor-
tant and useful to the profession than did BSW and MSW students; but professdrs
who teach .research courses should not expect to encounter substantial anti-
research beliefs among BSW or MSW students, Undergraduates, although the least -
knowledgeable, did express positive beliefs about research in social work. Their
mean scores on the usefulness and importance {ndexes were above the midpoints. .
A majority ofsundergraduates thought that research was important and useful to
social wort practice.

At the master's level, an even larger matority of students expressed posi-
tive attitudes toward research. Efghty-four percent of MSW students had.mean
scores above the midpoint on the usefu]ness index. A similar proportion were

R .. S
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above the midpoint on the importance index. Among-social work students, then,
those at each educational level generally expressed posttive beliefs about the
importance and usefulness of research. Although undergraduate and master's
students might not have been as committed to research as doctoral students, they
were not negatively inclined toward it. ( ‘ ;

This finding of widespread belief in research appears to contradict what
research professors often assume about their nondoctoral students, namely, that
they are not research-oriented. A distinction needs to be made, however, between
having positive attitudss about research and having the research skille required
to use it. Many social work students do not or think they do not have the skills
to use research. For example, when students in this survey were asked what they
felt uas the primary factor 1imiting the usefulness of research, over a third of
the MSW and over 40 percent of the BSW students indicated that it was their in-
ability to understand research. It may be -that the anxiety among students that
is frequently encountered by research instructors stems much more from the stu-
dents' inab¥1ity to comprehend a subject matter that they believe is important
than from any disdain of research.

In sum, several preliminary findings were consistent J?th the general ex- -~
pectations of facuTty and students. ' The higher the educational level, the more
research courses completed. The more research courses completed, the more im-
portant and useful research was thought to be. The higher the educational level
and the more research courses completed, the more research knowledge acquired.

‘The direction of causality, however, can-only be inferred from cross-
sectional data. Nonetheless, in interpreting the data, it is tempting to
pronounce that completing more research courses had the happy result of contri-
buting substantially to the education of students. _ As they learned more, their
orientatfons changed. Students came to view research as important and useful.
Doctoral students, for example, appeared most affected by education. This in-
terpretation has important practical implications for social work -education,
since- the number of research courses is a matter of curriculum design and can be
changed easily. :

Other .causal processes may be’ operative and should be mentioned. For ex-
_ample, students who initially belieyed §n the importance of research may be
those who chose to enroll in reseaych courses. Their learning may have been a
resplt of their self-selection. It may have been their orientation to research
that led them to acquire more knowledge about research. [f this alternate in-
terpretation proves valid, it will direct -the. attention of faculty to the
‘ orientation of students at the time they are being selected for admission. This

. -model #s similar to that ysed by Jerome Frank, who sought to increase the ef-

fectiveness of psychotherapy by socializing patients about its value before they
bccane patients

A third possibiltty is that there.was an interaction effect among number of
research courses, attitudes about the importance and usefulness of research, and
knowledge scores. For example, students who believed research was important may
have enrolled in more undergraduate research courses. The cumulative effect of
these courses may have encouraged them to seek graduate education. Graduate edé-
cation, particularly doctoral education, required enroliment in more courses.
Strengthening convictions about both the importance and usefulness of research
may have led to greater knowledge about research.

-
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Conviction about the unbiased nature of vesearch was not highly correlated -
with number of research courses completed or knowledge scores. Students with
extensive exposure to research tended to be as cynical as those with virtually ne
exposure. Doctoral students, however, were most likely to think of research as
important and useful. On the face of it, these findings appear to be somewhat
-contradictory, or at least inconsistent. Is there an expJanation for this?

It may be that as students acquire more exposure to and knowledge about re-
search they learn to appreciate the potential importance of research and knowl-
edge building for the profession and the potential usefulness of research find-
ings. At the same time that their knowledge of research\{s increasing and they
are becoming persuaded about its potential usefulness, tgét also become aware of
the actual limitations of the research enterprise. Students learn that both the
methods of research and the results of research can be fallible. They learn that.

. researchers are human--that directors of social agencies often have good organi-
zational reasons for misusing research findings. (Consequently, students develop
a knowledgeable cynicism about research, which is different from one based on
~ 1ignorance of the subject. )

Undergraduate- students may acquire less positive attitudes about research
that are not based on research experience or research knowledge. Their cynicism
may stem from a lack of understanding about the role of research in the profes-
sfon. It is not known whether the orientation of BSW students remains the same
or changes as they pursue their undergraduate education, nor whether under-
graduate students with a negative orientation to research choose not to pursue
graduate education. This interpretation would imply that similar views are held
~for quite different reasons by social work students and, by extension, social
workers., The value of these alternative explanatfons will be explored in later
articles. ’

4
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NOTES — ‘

*This article is a revised version of a paper presented at.the Annual Pro-
gram Meeting of the Council on Social Work Education in Boston, March 1979. The
research for the paper was copducted as part of. the Research Utilization Project
of CSWE supported by NIMH grant #5731MH14311. The authors thank the faculty and
staff of the 15 participat1n$'schools,for their cooperation and Doris Hensley of
the Center for Advanced Studies in Humar® Services at the University of Wisconsin-
Milwaukee for assistance in the management and analysis of the data.
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pp. 60-67; Stuart A: Kirk and Michael S. Kolevzon, "Teaching Research _
Methodology from Z to A," Jowmal of Education for Soctial Work, Vol. 14
(Wwinter 1978), pp. 66-72; Aaron Rosenblatt, Marianne Welter, and Sophie
Wojclechowski, The Adelphi Experiment (New York: Council on Social Work
Education, 1975); Harris K. Goldstein and Linda Horder, "Suggested Teaching
Plans for Maximizing Resegrch Learning of Three Types of Social Wqrk
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Students ," Jowrnal of Education for Social Work, Vol. 10 (Fall 1974),

pp. 30-35; Stuart A. Kirk and Aaron Rosenblatt, "Barriers to Students'
Utilization of Research" (Paper presented at the Annual Program Meeting of
the Council on Social Work Education,'@hoenix, Arizona, March 1977); and
Sidney- E. Zimbalist, "The Research CoMBonent of the Master s Degree
Curriculum in Social Work: A Survey Summary," Journal of Eduaatzon for Social
Work, Vol. 10 (winter 1974), pp. 118-23..

Copies of the Kirk-Rosenblatt Research lnventory are avaflable from ‘the senior

author. "),

For a presentation of the analysis of change based on longitudinal data from
two MSW programs with relatively good pretest and posttest responses, see
Stuart A. Kirk, Joel Fischer, and Robert Weinbach, "Changes in Graduate -

- Social Work Students' Research Knowledge and Attitudes During an Academic

Year," unpublished manuscript (Albany, New York: 1980).

Allen Rubin and G. Robert Whitcomb, comps., Statistice on Social Work
Education in the United States: 1977 (New York: Council on Social Work
Education, 1978).
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'. Orientation: A Survey of Black and White Social Work Students," unpublished
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_VARIATIONS IN SocIaL WoRK
RESEARCH EDUCATION

ROBERT W. WEINBACH

The absence of specific accreditation guidelines regarding research content
in social work curricula might, Jogically, have two results. A school could pay
1ip service to the importance of research, state that an emphasis on the value of
research permeates the curricilum, and do 1ittle in the teaching of research knowl-
edge and skills. It is not my intention to document the existence of such a re-
action or o condemn it in an area df education in which vast amounts of content
must be forced into restricted amounts of time. The relative lack of guidelines
is probably a relief to those educators who feel research should have a low priority
im the curriculum. '

A second response to the Council on Social Work Education (CSWE) guidelines--
creative and innovative approaches to teaching research--appears to be more pre-
valent and will be the focus of this discussion. The variations in content that

* occur among the schools of social work and the changes that seem to be occurring
are well-documented in the repoTt by Rubin and Zimablist of follow-up research on
social work research curricula.” However, beyond the semeSter hour counts and
content areas addressed, theje exist variations in philosophy and degree of
comnitment to research that can only be uncovered in a detailed analysis of some
of the programs of research education that have evolved.

Early in the history of the CSWE Project on Research Utilization in Social Work %
Education, an effort was made by staff and advisory committee members to identify
- some of the innovative approaches to social work research education. As a result
of this brainstorming process, educators in 17 programs were invited by the project's
directors to conduct descriptfve analyses of their research components and to com-
pile written reports of their 'efforts for possiblé dissemination to other social
work educators. ‘This invitation produced nine sucQ reports that lent themselves to
- an tdentification of similarities and differences.“

48
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The nine descriptive profiles which form the basis for the analysis that
follows should not be considered more than a convenient sample of approaches to
social work research education. Representativeness cannot be assumed on any geo-
graphical, educational, or other demographic variable. The wide diversity in the
nine schools represented (Case Western, Chicago, Florida State, Hawaii, Howard,
Morgan State, South Carolina, University of Washington, and Utah) is little more
than a fortuitous accident for which neither the project directors nor the
author can take any credit.

An analysis of the different approaches reveals several identifiable varia-
bles that imply a philosophical position regarding the place of research in the
curriculum and highlight the major issues associated with social work research
education. I would propose that any of the present approaches to teaching social
work research could be identified in relation to these variables. Any group of
faculty members developigg or restructuring a curriculum must address these varia-
bles if a_unified curriculum that is reflective current faculty preferences and
practitféier needs is to be achieved. An explication of the variables and how
they manifest themselves in nine varying approaches to research education would
facilitate curriculum planning and might result in an educational package that is
commensurate with the needs and values of educators, of student consumers and,
ultimately, of clients.

A bit of prognostication is implicit in the program descriptions, By describ-
ing the kinds of research that will be emphasized in its research courses and the
values and ethics it wishes its students to adopt, a program (and its faculty)
makes a statement about both the present and the future place of research in social
work practice. What do the programs, individually and as a composite, propose as
the future relationship between those who offer gervices and those who seek to
serve the practitioner through research.

OUTCOME OBJECTIVES

What are the different characteristics that educators hope to foster among
their graduates? What attitudes toward research and what research skills and knowl-
edge are proposed as reasonable expectations for students? The nine program des-
criptions displayed onTy a limited consensus on outcome objectives,

One school proposed an understanding of research concepts and/methods as an
appropriafé objective at the undergraduate lével. In contrast, MSW programs that
tended to take traditional approaches to research education seemed strongly committed
to producing social workers who are intelligent consumers of research reports. This
may be a compromise obJecsive, perhaps a recognition of the realittes documented
by Rosenblatt and others.” It says, in.effect, that "since you probably will not
elect to do research as practitioners, let's see if we can't at least teach you to
read more of it, have a better attitude toward it, and, one hopes, apply it in your
practice." In fact, those programs that emphasized consumer skills also. tended to
place a high premium on the application of research findings in practice. The
tandem objective of consumer-implementer would seem to be logical laudable, and
realistic, given the orphan status that research often has held in the curriculum
and in social work practice. ¢ \

Programs that emphasized other objectives did not discredit the importance of
intelligent consuming and integrating of the research findings. They did, however,
emphasize the need for other types of knowledge and skill that they be]ieved to be

F'S
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of special relevance to contemporary social work practice., One doctoral program,
in a description of its research units, suggested that its graduates have a primary
+esponsibility for knowledge building as they assume leadership positions in the
field. Another program assumed ‘that students can be trained to glean from research |
literature the knowledge necessary to develop a personalized model of practice. |
Other programs perceived skills in evaluative research as essential for graduates
who will practice in an age when demonstrations of accountability are likely to be
critical to agency survival.

Although dissemination of student research findings was used to demonstrate
the. achievement of objectives, one follow-up study suggested that publication can
be highly supportive of such other objectives as establishing positive attitudes
toward research, fostering the utilization of research findings in practice sgttings,
and encouraging the continued use of research methodologies after graduation.
Whether publication is viewed as an objective or as a means to attaining objectives,
the implicit message is that reward and reinforcement for research efforts may be
vital to the assimilatio desirable attitudes toward research.

DESIGN FOCUS

. What are the research designs that are taught to tomorrow's practitioners?
What does this selected emphasis say about how educators expect practice and research.
to interface?

~ The skills and knowledge believed essential for the future practitioner were
clearly evident in the priorities assigned .to learning about survey research,
experimental designs, evaluative research, and many other design variations. Eval-
uation, in one or more of its forms, was emphasized in many of the program descrip-
tions examined. An area of practice such as mental health might suggest an eval-
uation desigl focus, or the emphasis might be on designs relevant to a variety of
direct practice interventions. Other students may be semsitized to the importance
of evaluative techniques in, such areas as training, téchnical assistance, or social

_planning. : . , . )

V4

- The single-subject design has emerged as an alternative that is thought to
provide an empirical apﬁé!é:h to the evaluation of individual practice. It inte-
grates practice and rese and stresses the appropriateness of a research orien-
tation to decision making in practice. Single-subject design is advocated as a
bridging technique, one that can be used equally well by the busy practitioner or
by the researcher primarily interested in knowlg?ge building. )

Traditional research designs also continue to be-emphasized in social work
curricula. A number of 'social survey approaches continue to be used in promoting
learning about research in both undergraduate and graduate stddy. Many master's
programs presented a wide array of empirical designs as integral to social work
practice. The designs were advocated as part of a range of approaches to knowl-
edge building, including evaluation, and were described as having specialized uses
based largely on situational factors and the state of knowledge in particular areas
of practice. A program that emphasizeé the need for skills in specialized research
designs, based on whether a student chooses a major in macro or micro intervention, ,
allows the student to focus on those research designs believed to be most appro-
priate tp the chosen form of interventive specialization. This approach carries
the suggestion that not all research designs are, or should be, used in all. areas
of socfal work practice. .

11
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COURSE CONTENT . \ .o

What are some of the dramatic variations that occur in standardizing and se-
quencing,units of learning? Although the program descriptions did not always pro-
vide detailed descriptions of course content, they nevertheless reflected different
values about two important\areas--the degree of structure needed in a research
teaching module and the most desirable sequence for acquiring the knowledge and
skills of research.

Research course requirements ranged from individualized with wide latitude
for student choice, to highly structured with few options. In one program, a stu-
dent choosing a particular specialization could find that 18 or more hours of the
program were committed to required research courses. Although course options were
related to the size of programs and their capacity.to offer a variety of electives
with sufficient enrollment, the opportunity to specialize in choice of research
courses seemed to occur in smaller as well as larger programs.

Research may remain an identifiable sequence, qr the teaching of research may
be totally integrated with other curriculum areas, most frequently social work .
practice. The issue of whether a separate identity for research within the turri-
culum is desirable is clearly not resolved at this time,

Another issue, the best way to sequence the components of research knowledge,
is similarly unresolved. Although there was some consensus that learning units
related to statistical analysis of data might be less-stimulating and more anxiety-
promoting for the student than contént related to research methods, programs disa-

.greed on which area of learning should occur first. 1Is it better to allow the stu-
dent to "get the worst out of the way" and to see that expectations in the mysti-
fying world of mathematics are usually minimal? Or should the student first be
seduced with those aspects of research methodology more closely aligned to practice
methods and thus be set in a receptive attitude for later research units?

Efforts have been made to teach the two areas concurrently and to emphasize °
only the less-intimidating descriptive statistics, but the debate remains with ad-
vantages and disadvantages inherent in whatever sequencing is tried.” Some of the
more tedious components of research education are disappearing from course syllabi--
the pencil and paper computation of standard deviations and chi-squares, for exam-
ple--but the spaces vacated are more than filled with newer content, Computer pro-
cessing and data interpretation have been added to many -programs, as have newer,
periaps more practice-relevant designs. Occasionally, such teaching innovations as
advisement to foster publication of findings are offered to students in an effort
to broaden both the appreciation of research and the sense of responsibility to'it.

!

TEACHING METHODS ' e

The curricular descriptions provided by the nine schools were replete with cre-
ative approaches to teaching research. Some were major innovations, paradigms ~
that lent themselves to duplication and further examination., Other.teaching inno-
vations, both in the descriptive profiles obtained by the prhject and others that
appear in the literdture and that surface regularly at annual conferences and sym-
posia, were'exciting and imaginative, but might be so tied to the personality and
style of the teacher that replication of their success by anyone other than a clone
of their creator is highly unlikely, New approaches variously reflected a belief
in didactic methods of education, in the value of participating in research to learn
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about it, or, in some instances, a combination of the two. As in most areas of.

education, the issue of whether, the didactic is superior Qg the experiential con-

tinues to be unresolved as educators seek better ways to teach research knowledge,
- skills, and attitudes. : .

One program description that reflected a high value placed on experiential
learning required students to gain experience in evaluation as project staff, whether
for course credit, through paid employment, or to meet dissertation requirements.
Although all nine programs seemed to encourage experience as participants in re-
search projects, some programs seemed to view direct experience as an application
or synthesis of learning achigved from didagtic approaches--that is, the thesis
model. Other programs viewed research experience as a learning device in its own
right to be employed almost from the outset. ) ~\\

The continued existence of didactic approaches to research education seemed tg
suggest that¥the classroom is still seen as an appropriate place to learn about
research. In at leasy one program, it actually was possible to substitute advan-
ced research courses fpr a second-year MSW practicum. Endorsement of some combi-
nation of both the didactic and experiential methods of research education seemed
almost the rule. Therd were wide differences on what constitutes an optimal mjx
between the didactic and the” experiential and on whether both learning approaches
might be offered concurrently, or 1rethef a system of prerequisites existed.

INTEGRATION WITH LEARNING IN OTHER CURRICULUM AREAS

How do v&‘ious programs seek‘f; keep research learning within the mainstream
of the curriculum? What methods are used to insure that the teaching of research
underlines the position that research is an integral part of effective social work
practice? - . .

* °  Some programs used logistical devices to insure that the teaching of research
remains in contact with the rest of the curriculum. One not overly subtle but
effective technique for insuring that faculty did not become~overidentified with
teaching and doing research to the exclusion of other areas of the curriculum was .-
the administrative edict that all faculty were to.teach in at least two course se-
quences. The appreciation for and understanding of other content areas is facili-
tdted 1f research teaching faculty have training arid experience in the delivery of
social work services rather than in other areas of behavioral science. Having
faculty teach>both practice and research to the same students and using team and
parallel teaching approaches are other ways of insuring the integration of research
faculty with the rest of a program.- .

The intention to integrate research education with other curriculum areas is -
probably universal. Methods to achieve this objective include agency sponsorship of
student research practica, student development of interventive models based on empir-
ical findings, structuring program :;gluation as a subspecialization of an admini-

" stration major, use of single-case lysis juxtaposed with-field and practice courses _
to break .down the barriers between research and practice learning, and the incessant
reiteration that social work researeh has no value until the final Step in the pro- -
cess has occurred--that is, implementation of findings jn the practice arena.

Although most attention has been focused on the integration of research learn-

ing with practice learning, the descriptive profiles also suggested a.continuing con-
cern with the integration of research yith other content areas. The knowledge-building
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emphasis in doctoral programs and especially the large number of dissertation top-
ics geared to understanding humans in their social environment suggested that re-
search has hot become divorced from learning about human behavior, Schools that
maintained a thesis requirement also gave evidence that students frequently selected
topics that reflected the relationship between research and human behavior,’

In one school, a research specialization was aimed at providing an understand-
ing and experience of research especially relevant for either the indirect practice
social worker or the policy-level administrator, The requirement for'numerous
courses in evaluative rese in another program underlines a position that policy
can only be“made and analyzed after certain research methodologies have been
applied. The thesis and dissertation topics se]ected by students suggested that
social welfare and policy, like knowledge of humah behavior, was viewed as closely
related to social work research, particularly evaluation.

It seems fair to predict that research methodologies will continue to be
linked closely to knowledge buiding in areas of human behawior and social policy.
A productive linkage with social work practice and the delivery of services may re-
quire a more concentrated effort.

CONCLUSIONS *

This sampling of how a small minority of social work programs teach research
does not, of.course, approach total description or understanding of either the pro-
grams themse]ves or of national trends in social work research education, At best,
it provides some insight into where some programs seem to have come from and where
they seem to be going. It also provides certain reference points whereby educators
can place in perspective their own efforts to teach research knowledge, skills,

and attitudes. a££/27

What are some of the key choices that f ducators who seek to provide edu-
cation for research which will suppQrt the social work practice of the 1980s and
beyond? Certain questions must be answered if meaningful and productive decisions
about the curriculum are to be made.

Outeome Objectivesg

‘1. 1Is it reasonable to assume that students can be taught to accept the be-
lief that research is an integral part of social work pract1ce and to
assimilate desirable attitudes toward it?

Do all social work graduates need to be knowledgable, skilled researchers?

Is the practitioner-researcher model desirable, or is there more value

in maintaining a distinction between persons who are practitioners and

those who are researchers?

4, 1Is it realistic to talk of producing intelligent consumers of research
who have not participated in and are not equipped to conduct independent
research?

5. Is a model of practice based heavily on empirical research knowledge
Tikely to produce more knowledgeable practitioners or practitioners con-
strained by the limits of know]edge within social work?

w N

Design Focus
-

X 1. Do the-state of the art in social work practice-and the continued shifting
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a . 7 ,
of social work activities into new areas where little is known make it

too difficult to justify the time spent in teaching future practitioners: *- , -
about the use of explanatory, experimental, and other sophisticated ‘:/
research designs and techniques of statistical analysis? '
Is evaluation truly a desired and necessary linkage between practice and"'
research or Wil its marketability fade as’ accountab4lity pressures

lessen? ' X ’

Are single-subject research designs the long-sought-after marriage be-
tween practice and” research or are-théy merely a lggical and- Jong-practic-
ed approach to practice, packaged as research in an effort to obscur ’

a continyed atmosphere of hostility between researchers #nd - =~ .
practitioners? , N .
Should single-subject research be presented as the priﬁS?y exposure’ to\ C ¢
research for future practitioners or as one of several possible designs :

of varying sophistication that Should be part of a wide rangd of knowledge-
building strategies? T . - ‘ -t
Are the designs of research equally suited to the needs of both students

preparing for micro practice and tfiose preparing for macro praetiggifgr :
should students have a selected exposure to those designs Jjudged mos K\
Jikely to be useful in their aréa of practice specialization? . .

. »

Course Content

1.

1.
< 2.

K - . N
Will students sselect those coursesfin’?3§:arch that are most likely to

be of value to them? Or is a highly structured~turriculum needed to T
insure that future pracgtitioners will emerge with desirable research
attitudes; knowledge,,and skills?- . S ' -

Can a major research thesis or practicum be justified in light of its
undocumented contribution to learning? ' ‘ * ‘

What sequericing of content will avoid creating in students either-dttitudes
of indifference or abject terror? What sequencing, is most likely to

convey a healthy respect for research and its place in practice?

Is an identifiable research sequence desirable or an encumbrance to
integrating research content into the curriculum? ",

How can content .about computerjzed data processing best be integrated

into curricula so that future practitioners will-possess both the ethical - ’/,——'
standards and technical skills necessary to use-modern data processing L

technologies to foster more effective‘serviqg delivery?™

- ., -

Teaching Methods — . : ' o N

What is the appropriate educational mii\Eifwéen didactic and\experiential
learning about research? ) . st '

Can the student be expected to benefit from involvement in research pro-
jects pnior to exposure to didactic instructjon in research- techniques £
and methods?_ . . o . -

Can students assimilate classroom learning about research without con- -
current or prior experience as doers of reseatch? -
Can teaching methods be found that will excite, the student to learn/£ﬁ§
knowledge and skills of research, or is this an unrealistic objective
given the type of student who generally selects social work education? 2
Is research best taught as a separate content area or when it is designed
to permeate other areas of the curriculum? .

-

.
, . .
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Int:egrat%on with'Legrning in Ot¥er Curriculum Areas

1. "How necessary is it that teachgrs of research be experienced in and
identified with social work practice? : .
2. What logistical techniquei will best avoid an unhealthy overspecialifﬁtion
- among ‘educators assigned to teach research?:
3. How can social work edubators‘foster student attitudes regarding the
dependence of practice on empirical research knowledge that are comparable
- to present attitudes regarding the relationship between research and N
social policy or human behavior? : R
4. How can future practitioners best be helped to accept the premise that
social work research is of 1ittle value in jtself apd is benefictal only
1f its findings are implemented in practice? ‘ .
5. How can future practitioners best be taught to use practice knowledge and
experience to identify Qw‘ties for the ‘use of scarce research resources?

- .The nine program descriptions examined suggested tenative, often conflicting
answers to, these questions and others that face the social work educator, The
choicgs that must be made by social work educators as individuals will similarly
reflect their individual perceptions and projections of what--based on experience
and common sense--is 1ikely to be the context of social work practice in the fyture.
Judging from the creatifl and innovative responses that have already emerged, it
appears that a relatively unconstrained edueational climate may be optimal for the
experimental and even trial and error approaches that will be needed.
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- ~ INTEGRATING 'PRACTICE AND
S~ ) RESEARCH CURRICULA:- A SYNTHESIS OF

Four REGIONAL CONFERENCES

ALLEN RUBIN

&

For’'several decades, social work educators have decried the research 1
curricula of MSW programs for not producing students who know and use research.
To ameliorate this problem,the educators have been calling for a reduction in
the compartmentalization of the research and practigz‘e components in social work
education--a stronger integration of the two areas.¢ This.was recommended by
Mencher in the 1959 Council on Social Work Education (CSWE) Curriculum Study,
and was the avowed int@ption behind deleting the research groject requirement
in th; 1968 revisions of the CSWE accreditation standards.® At present, however,
only & fraction of the MSW programs report any systemptic efforts to integrate
these curticulum components 4

JIn October 1977 the Council on Social Work Education convened a National
ConTérence on Research Utilizatioh in Social Work Educatign to explore the rea-
sons for low practitioner utilization of research and to discover how to increase
it. «The conference, which was held in New Orleans, was part of the Project on
Research Utilization in Social Work Education, and was supported by a grant from
the Social Work Education Branch of the National Institute of Mental Health. A
major recommendation emerging from the conferefice was a reaffirmation of the oft-
repeated need to injegrate practice and research curricula. Between June 1979
and February 1980, Ythe Council held four regional conferences to disseminate the
results of the national conference. Established as a-result of input from
regfonal faculty steering committees, the theme of each conference was integrat-
ing practice and research, primarily in the MSW curriculum. This article synthe-
sizes and reports the deliberations of the regional conferences.

.- N
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CONFERENCE FORMAT )

If conference attendance is indicative, integrating research and practice
curricula has become a high priority for many social work faculty. The four
conferences drew over 250 faculty members, who attended at their own or their
schools's expense. These participants were divided about evenly among faculty
representing research sequences and those representing other sequences. Many
from other sequences were chairpersons of micro practice, macro practice, and
. fieldwork sequences; their participation was requested in the 1nv1§;§lpna]
letters to schools. )

Although the participant characteristics and topicsSwere similar at all four
conferences, the conferences differed in length (one to two days), number of par-
ticipants (40 to 130), and nature of presentations (formal papers- or brief, in-
formal panelist comments to stimulate in-depth discussion). The conferences were
held in New York City, Berkeley, Austin, and Louisville. The deliberations of
the conferences, including both what was presented to participants and what was
brought up for discussion by partig%lgnts, tehded to fall into four major topics:

(1)-types of research-practice curficulum integration, (2) barriers to integrat-
ing the research and practice curriculum, (3) approaches to achieving research-,
practice integmtion, and (4) unresolved problems and issues.

TYPES OF RESEARCH-PRACTICE CURRICULLM INTEGRATION *

The material presented orally or in advance papers desciibed educational
arrangements for integrating practice and research curriculum.: These approaches
have been described elsewhere and will merely be summarized here.® Thé various
t{pes ?f research-practice currtculum integration can be compared on three
dimensions: <

1. Objeetive, whether students dre prepared to produce or utilize research.
2. Sequence, whether integration includes micro practfte, macro practice,
fieldwork, or some combination of these sequences.
3. Scope, how much of the educational program is covered by the integrative
- innovation, ranging from an elective course to an ¥ntire year of re-
quired courses and fieldwork.

Perﬁ?ﬁk the most comprehensive and ambitious integrative approach is the
clinician-researcher model . This model, which attempts to combine the roles of
researcher and direct service practitioner, received the greatest attention in
the questions and discussions by participants. It focuses on idiographic re= -
search  désigns, which are also referred to as single-subject experiments,
single-case studies, and single-system designs; these designs can be used in
assessing, monitoring, and evaluating individual cases or interventions. Pro-
ponents of this model recognize the 1imitations inherent in its inferential
character and in its potential for role conflicts, but nevertheless recommend it
as the best way to predispose studgnts toward using empirical studies or research
methods as part of their practice.

The curricular scope of this approach varies. At some schools it means
nothing more than including content on idiographic designs in the general re-
search methods course required of all students. At the University of Hawaii,
it means separating required research courses into two tracks,-one that teaches
* {deographic methods to direct practice”students and another that teaches

N * ‘
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nomothetic methods to macro-level students.7, Some programs teach both practice
and research courses in one instructional unit, This approach combines content
on research and practice by using team teaching (research and practice faculty)
or parallel teaching (the same faculty member teaches both the research and
practice content). At Rutgers, for example, two faculty members simply got to-
gether informally and-decided to begin team teaching their research and practice
courses.? At the Universities of Washington and Chicago, this approach is em-
ployed more systematically. @He instruction in research and practice, and the
fieldwork are‘comanﬁa‘Tﬁ{o a required educational unit covering an entire ygar.g

The remaining integrative approaches teach research methods as part of
macro-level practige, or they limit their focus to the utilization of research.
In one shch approach, students in a practice course use research findings showing
what is effective practice to construct personal.models of practice. This course
_ engages students in five steps of utilizing research to form a practice model, so
that students (1) identify studies with findings showing interventions that are
effective, (2) assess the quality of the supporting evidence, (3) develop general-as
izations from the findings, (4) deduce practice guidelines, and (5) spectfy an
evaluation plan.10_ Another approach is to incorporate research methodology into
macro practice courses and-identify useful techniques typically associated witip-
the research production objective, such as needs a%sessment,surveys, staff and
client monitoring surveys, and.program evaluation.!]

Not all these approaches to integration require massive revisions of curric-
ula; and many schools integrate research and practice éontent,without }abelling
it "integration.” The distinction between integrative and separate approaches
can be foggy. Any social work research, since it investfgates social wel fare
problems and programs, must to some extent integrated with practice. There
are many routes to ‘integration.=-To some, integration means nothing more than en-
couraging faculty in one sequence to use,examples applicable to another sequence.
The comprehensive, systdmatic-thtegrative approaches, such as combining research
and practice teaching, semetimes fneet resistance from faculty. Barriers to ac-

complishing the more ambitiouS~forms of integration received much attention at
the conferences. .

&
&

BARRIERS' TO INTEGRATING THE RESEARCH AND PRACTICE CURRICULIM

: Revising entrenched curriculum patterns is difficult, and many conference
participants had already encountered, or anticipated, stiff resistance to inte-
grating practice and research curriculum. Three types ‘of barriers to 1nte§ration

were identified: (1) incompatible instructor orientations or attitudes, (2) or-
ganizational or strudtural impediments, and (3) .resource limitations. ,

Research and practice integration is impeded by the now familiar stereotypes
that some instructors have of each other and of their respective competenties,
Apparently many practice instructors still think research only shows what is not
effective. These instructors also perceive research as negative toward practice
or uninterested in it, or they suppose that researchers are too obsessed with
research design caveats to involve themselves with the inelegancies of research
techniques or studies that practitioners find most useful. Some research in-
structors see practice instructors as being anti-intellectual--too concerned with
process, values, and ideological purity to be open to empirical scrutiny. No.
matter how invalid, these stereotypes complis:}é the task of bridging the two
areas. ;
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Organizational or structyral 1ﬁBéd1ments to integration pertain to consid-
erations of turf and to inadequate or competing inducements. Major curriculum
changes of any sort fdrce faculty to spend much extra time in curriculum devel-
opment -activities and in preparing for classes. Enthusfasm for this does not
come readily unless the changes carry special incentives. This is particularly
true at institutions where tenure and promotion hinge more on scholarly publi-
cations than on teaching or curriculum development. The task of gaining academic
prestige often requires faculty members to have priorities that can appear to
clgsh with the attributes necessary for integrating research and practice. Aca-
demic prestiige is often associated with research that is methodologically elegant,
cunulative lation to a particular problem area, and closely tied to theory.
Always doing research in collaboration with others, instead of alone, may lower
one's prospects for tenure. This does not bode well for research-practitioner
collaboration outside of teaching--at least to the extent that integration is
enhanced by coauthorship, by a deemphasis on theoretical development and metho-
dological rigor, and by an emphasis on immediate applicability to questions

| troubling practitioners. Integration can also frighten faculty because it may
mean teaching something they do not understand. It may mean no longer monopo-

- 11zing a particular area, but rather beginning to share in its planning with .
someone from an “"alien" technology and perhaps having one's weaknesses exposed':
in either area. Thig arouses fears of losing prestige, self-esteem, power, or
even of job security.

- > : /

Even if faculty welcomed intégrating practice and research, however, limi- .

tations in time and other resources often could pose problems. Team teaching
C) sometimes cuts faculty-student ratios in half. Coordinating a practice and

research class requires meetings*before and during a semester, and when things do
not go as planned, more time is required. Students who integrate ¢linical re-
search methods with their direct practice in fieldwork may become entangled with
human subjects review committees. Integration also raises basic questions about
the demands of other content in social work education. ®If research content is
added to practice courses or practice content is added to research courses, what
gets traded off? Is the curriculum already overcrowded with diverse content and
therefore superficial?

S

APPRQACHEﬁ,ID ACHIEVING RESEARCH-PRACTICE INTEGRAT ION

-

. Getting faculty to agree to curriculum changes is rarely easy, and the bar-
riers just enumerated are likely to make it particularly difficult to achieve an
integration of practice and research curricula. It was agreed at the four con-
ferences that the change process can.be facilitated by having a strong, supportive
dean; a pool of instructors, each of whom has competence and pr{gntations in both
research and practice; and access to faculty development funds.

pertain to the goal o ntegrating research and practice. For example, they may

have a strong dean, but one for whom this goal is not a high priority; or their

instructers' cohpetence_may 1ie primarily in only one of the two areas. In such

schools, implementing an integrated curriculum will require patience, persistence,

and creativity. Unfortunately, conference participants were able to {dentify only
. 2 few tactics that they had found useful in these situations.

Many schools of :Egial work, however, lack these‘resoﬁrces insofar as they

Theorists have identified three approaches to produciﬁg organizational
change: 1nd1v1dua1f group, and structural (or informational, normative, and
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coercive).]3 Individual approaches seek to change organizations by changing in-
dividuals, not organizational policy or structure. This can be done through new
information, training, counseling, and personnel selection and termination.
Group approaches use peer group interaction and feedback to change att{itudes and
behavior. Structural approaches attempt to alter systemic variables, such as the
division of labor, formal expectations associated with roles, decis{ion-making
processes, and reward structures. In most schools of social work, democratic
decision making implies that systemic changes usually will presuppose informa-
tional or attitudinal changes among individual faculty. Therefore, although all
three approaches were discussed at the conferences, the informational and nqrma-
tive approaches received the most attention.

An individual approach that was endorsed strongly at the conferences was the
identification and dissemination of studies that are highly applicable to prac-
tice and that show what worke, what can be used, not just what is ineffective.
This could, for example, be in the form of anpotated bibliographies of research
studies pertaining to particular practice areas. The rationale was that such
studies can show research faculty how research can be made useful to practice,
and can show practice faculty that research-exists that is useful and that builds
confidence in practice. Also, such studies can be assigned readings in either
research or practige courses as examples of.practice-relevant research.

A group or normative approach discussed at the regional conferences was to
engage research and practice instructors in dialogues that addressed their re- .
specgive priorities. One {dea was to identify problems of fnipoitance to practice
faculty that rfsearch could address. One school had a;bad experience with this
approach. Because of long-standing animosities between the two groups, an at-
tempt at dialogue resulted in each group tatking at or against the other. This
phase was not overcome, and the dialogue widened the schism between the two
groups. To guard against this, it was Suggested that care should be taken to
assure that neither side in such a dialogue is seen as more scholarly, correct,
or prestigious than the other side. Also suggested as a way to enhance dialogue
was the tactic of making the interaction task-oriented--focusing it on formulat-
ing research projects on which pairs of research and practice faculty could
collaborate as equals. A particular advantage in this strategy is that, in addi-
tion to being task-focused, it has the latent function of stimulating a potential
publication for the investigators. Faculty in schools where prattice instructors
are feeling lncreased pressures to publish find this strategy particularly

- 1ntrigu1ng.] - -

For faculty who are skeptical about or impatient with achieving broad cogni-
tive or attitudinal change among their peers, one tactic is simply "to go off in
a corner as individual faculty and prepare an integrated course." This can take
] various forms. At one school, a practice instructor informally approached a re-
L search fnstructor with this idea, and the two on their own combined their respec-
tive courses through joint teaching. It js not necessary, however, to have both
areas represented. -

For example, the research faculty in another school redesigned the research
curriculum to have more practice-relevant content and to be tracked according to
student practice concentrations; they did not wait for the practice faculty to
come on board. In addition to {ts -immediate benefits, this approach can demon-
strate the logic and efficacy of integration to the rest of the faculty. More
important, such experiments have found that students want to take the integrated
courses. Some believe that increased student demand for the innovation will be
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more influential in bringing about curriculum change than will all other strate-
gies combined. - )

Even in schools where faculty agree to integrate practice andiresearch,
there is the problem of integrating vesearch with practice in fieldwork agencies.
As long as students continue to see fieldwork as the most important element in

. their professional education, the value of including that sequence in the inte-

grative innovation is evident.15 Programs whose curricular integration already
extends to fie]duork‘pffered a few suggestions to other conference participants:
|
1. ldentify and setfegt field settings that understand the utility
of research and aphgreciate the need to include it in fieldwork.
2. Use field instructory who show the greatest interest in the
instructional process
3. Involve the field insthkuctors as early and as mqgﬂ as possible 4n
planning the entire inthgrative innovatfgn, not Jjust in the
field component. E
4. Gear student research projects to the information and service
delivery needs of the agency, and keep the priority focused
on those needs. Do not let student or pedagogical interests
displace the focus on agency needs.

Doing student research projects of direct use to the fieldwork agency not

. only promotes agency cooperation with the integrative curriculym, but also en-

" UNRESOLVED PROBLEMS AND ISSUES

hances students® appreciation of research. Students see that research ¢an have

a meaningful impact on agency programs, policy, and practice. As Flynn noted,
however, agency utilization of this_research "is no more guaranteed than the
utilization of any other resource."16 Conference participants suggested further
that these student research projects need not be complete studies in the

strict sense of the term. Instead, they could be limited to particular endeavors,
such as developing % management information form that ordinarily woyld be just

one aspect of a research project. ’

3

/

Y

Numerous issues that require further study were identified at the confer-
ences. Some dealt with the different research roles appropriate at different
levels of practice. For example, to what extent can MSW practitioners reason-
ably be expécted to contribute to knowledge building? What conflict arise when
the roles of researcher and practitioner are combined in one person? 7 What re-
search content, in what depth, needs to be taught at the BSW, MSW, .and doctoral
levels?

The relationship between research and doubt also was discussed. It is
widely believed among practice instructors that research creates doubt about the
efficacy of clinical practice, but some participants suggested that such doubts
exist prior to learning of research findings. Perhaps research can be taught
as a way of reducing doubt .about practice--by coqcentrating on findings that
show what ie effective and by giving practitioners scientific methods with which
to monitor client progress. On the other hand, one practice instructor asked,
“If there are so few research studies that identify effective interventions, then

-why all this emphasis on utilizing research findings in teaching practice?”

Another responded by reasoning that a dearth of positive outcomes would create 2
greater need to emphasize research utilization, not a lesser need. If
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interventions currently in use are not effective, then it is more important to
teach how to process information than to teach any particular existing mod¢1s of
practice. If research has already- documented the effectiveness of practice, then

perhaps there would be less need for teaching how to use it. It would only be
necessary to teach the practice found to_be effective.

Perhaps the most fitting questions about research to be raised at,the con-
ferences concerned the need to assess the gutcomes of the various integrative
curriculum-approaches. The limited evaluative research that has been done on
these approaches has had mixed results.18 Participants noted the need to do more
Sqat Just test experimental and control groups at the beginning and end of partic-

ar semesters or years. It also is necessary to look at whether students are
using research methods or findings in their practice after graduation, If re-
search is not being used, then to what extent does the problem have more to do
with the dichotomy of research and practice in agencies than with any schism in
education? Similarly, do the long-range benefits merit the investment of limited
educational resources in integration? The profession also must be mindful of
and assess the unintended consequences of integration. For example, if the in-
tegrative educational unit is Just an "add-on" in one part of the total practice
curriculum, then does this risk appear as just a special experience to students--
implying that practice in reality usually does not have to be empirical? Also,

what content would be deleted from the curriculum in an integrated approacﬁ}
”

IDIOGRAPHIC RESEARCH

The issue that drew the most interest in every conference concerned the uses
and limitations of idiographic or single-case research. ghis interest parallels
the recent spate of social work literature on the topic.19 A growing number of
social work educators see idiographic research as the key to integrating research
and direct practice. Enthusiasm for this approach is illustrated in the follow-
ing excerpt from the Introduction to a recent special issue of the Journal of
Social Service Research that was devoted to single-system research designs:

-~ - -

We would like to emphasize our underlying consideration in all that
follows: by use of single-system designs, every social worker has e
within his or her grasp the instruments to objectively monitor client
progress throughout every case, obtaining continuous feedback that

can enable workers to becoms truly scientific practitioners. And

this 18 a minimem capability! Inecreased rigor in the application of

this model can also provide information for program evaluation and
information that can be added to a geveloping knowledge base. This

8 a challenge of the firet order.?

Proponents of single-case designs were well-represented at the conferences.
Most participants tended to agree that single-case designs and group designs are
compatible, and not in conflict. The same student potentially can learn both
and use both. Single-case designs can provide some data, which may be better
than no data, and they can accumulate to build hypotheses to be tested in group
research designs, assuming sufficient dissemination vehicles and reportage of
single-case studies. Reciprocally, the findings of group research can be tested
in single-case studies for applicability to specific clients. Moreover, there
always has been room in social research for small formative studies. Such studies

. have been done in the“context of exploratory research, when more rigorous studies

have not been feasible, and they have been reported with the appropriate caveats.
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- signs apply only to behavioral modification. Participants seemed to understand
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Nevertheless, many social work educators are not yet ready to embrace idio-
graphic research.as a panacea for developing their knowledge base or ending the .
dichotomy between research and practice. The skepticism of some is a result, in
part, of their focus on macro-level practice. Despite some analogues between
single-case desfgns and time-series approaches to program evaluation, the needs
of macro-level practitioners are more in tune with nomothetic research.2l This .-
concerns the value of idiographic research to agencies. The informational needs
of agencies relate to larger groupings and are hard to meet by assessing idio-
syncratic change in each clienft. Many agencies, especially in the public social
services, deliver resources or”services that do not emphasize the kinds of
clinical or behavioral changes in clients that typify the clinical assessment
and monitoring emphasized in the idiqgraphic research literature. Direct service
practitioners in these agencies have their hands full just getting.through the

heavy daily caseload. Their agencies are not likely to create, in the forseeable

future, the structures needed to support practitioner investment in single-case
experiments. '

- .

On the other hand, some agencies may find idiographic research to be of value
for accountability purposes. Bloom et al., for example, proposed that an agency
can have practitioners do a single-case experiment with every client. It thef
could tally the proportion of cases in which individualized client goals were
achieved--sort of an agency, "batting average." Validity issues aside, agencies
with good batting averages might get some mileage from this approach. It also
might be possible to follow up the tally with a retrospective exp oratoxz study /
that attempts to_identify what distinguished the "hits" from the "outs."22 -

(Aﬂacro-IeveI instructors were not the only persons troubled by the idio- -
graphic approach to research; some micro-level practice instructors also were.
Their misgivings were not based on the old misconception that single-subject de-

_that treatment objectives can be specified in precise behavioral terms without

necessitating that treatment be behavioral. Rather, these micro-level parti-
pants were concerned about thdse forms of practice that do not try to change
clients as much as they seek to link clients with concrete, self-evident
resources.

For example, is it reasonable (or silly) to do a single-case experiment to
determine whether one has secured financial assistance or altermative housing
for a client? Bloom et al. argued that this makes sense--that it can build the
agency batting average.23 However, some participants remain unconvinced, main-
taining that tallying the proportion of requested services or resources deliv-

ered is a far cry from single-subject experimentation. Does the child welfare

caseworker really need to prove that he or she was effective in obtaining a
homemaker service? At what point does this become pretentious--"researching” .
truisms in order to meet social workers' needs to appear profound and sciemtific? - ——

More important, what latent effects might an emphasis on single-case ex-
perimentation have on orientatfons to practice? To what extent would such an
emphasis compete with ecologically oriented concerns in teaching direct practice?

'1f direct-service practitioners were to approach each case with the notion of

doing a single-subject experiment, might there not be some tendency to think in
tems of changing clients, instead of addressing the more mundane and less-
prestigious tasks associated with securing basic l1iving resources? In this con-
nection, one participant observed that this model of research struck him as

being more applicable to private clinical practice than to work with impoverished
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or otherwise disadvantaged clients, who typically need immediate resources rather
than therapy. !

~ )

To sum up, interest in idiographic research and enthusiasm for integrating
research and practice flourish in a climate of caution and a sense that much more
work is needed to determine where these trends are appropriate and under what
conditions they are feasible. Some wonder whether each is but another passing ,
fad--a pie-in-the-sky distraction from more. rigorous scientific inquiry. As more
schools evaluate the outcomes of their innovations in integrating curricula, per-
haps the uncertainty will diminish.

As for now, this paper, in attempting to synthesize four regional conferences,
has gone beyond regurgitating all* the conference deliberations. Instead, it has
filtered and developed conference themes in 1ight of the author's judgment and re-
- flection. Its content, therefore, should be viewed only as a springboard to fur-
ther thought and discussion.
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TEACHING QUALITATIVE RESEARCH-METHODS

HAROLD H. WEISSMAN

In some measure, this article on the roundtable discussion on Teaching Quali-
tative Research Methods represents a minority report .to the Conference on Research
Utilization in Social Work Education. It is a minority-report not in the sense of
disagreement with the majority report, but rather as a corrective to two signifi-
cant concerns that have been obscuréd in the other articles and generil d1scussions
emanating frun the conference. :

The first concern is that the agency in social welfare is the general locus of
research. It is the agency that decides what research shall take place, where it
shall take place, when it shall take place, and if it shall&ktake place. A-research
gffort that focuses on educating and training social work practitioners in the
skills and techniques of experimental research must inevjtably depend on agencies
to define jobs for practitioners in which they can utilize the1r exper1menta1
research skills.

The fact is that agencies do not define practitioners' jobs as research jobs
in which they are able to carry out experimental research. Thus the research skills
imparted td caseworkers, groupworkers, and community organizers must in the main
n%; beiutilized although increased use of single-subject designs may alter this
S tuat on

A second and related prob]gm is whether experimental technologies and methodol-
ogies are really suitable for agency-based researchi. The essence of the classical
research design is the control group, yet in the actual operation of social pro-
grams it is difficult to establish control groups. First, there is the problem

of denying service to certatn elements of the population that might need it. Second,
there is the practical problem of randomizggion, so that those who receive.service
and those who do "Et are sfmilar. Third, ¥here are problems in maintaining
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. confidentiality and-control over the subjects sp that-those in the expérﬁmental
group do not influence those in the control group ‘and vice versa. . Lastly there
, is a natural desire of program staff to alter their approach when they realize
fhanges need to be made, no matTer what the canons of research may call for,
- ) 4 ~
THE CONTEXT OF RESEARCH : '
Chommie and Hudson made the point thit the context -of research.-must be given
as mugh weight as the canons of research.” What has been discovered in relation to
a variety of fields of practice, from child welfare to drug addiction--that differ-
enttal treatment is reqwired for different types of clients--~has been discovered
for research. There is no one ideal design or methodology--of research that will
fit every situation. . Chommie and Hudson noted that the igformation needs of policy-
makers and funding agencies may require an outcome-focuse .strategy that attempts
to verify through measurement the relationship between the program and its speci-
fied outcomes or effects, However, such information concerning. program success
often arrives too.lgte to serye the immediate needs of program administrators,
clients, and staff. " S
Both qualitative and quantitative methods™are required to satisfy these equally
legitimate needs. Yet the need for timely information has most often not been met
by researchers, : - :
‘ If research is to be an aid in promoting better management--and\i;*::/daes*nbt
attempt to do this, it will not find a place jn agencies--certain politées” and pro-
cedures must be clearly “‘articulated: ) - -

A4 2

1. Researchers, staff, and adminietratiom must agree on the purposes °
and potential consequenc¥®® of the research prior to its being initiated.
2. Research should not begin wntil indicee of euccess and goal attainment
are adequately described. There i8 nothing more devastating to pro-
grame than evaluation showing that cliente are neither better off or
woree off for having been involved in the program. While such results
may often be true, at other time inadequate attemtiom to the validity
of the indices causes the erroneous view that resulte were poor. =
3. An overemphasie on the dgeire to establieh geientific proof, when
the requisites, both intellectual and organizational, are not pregent,
mugt be avoided. The mere fact that ome cannot establish cause and
effect doee not mean that it is valueless to gather information sys--'.
tematically,, in order that program judgemente may be based on the
best available informationm. .
4. It is absolutely essential that the impact model implicit in any
. 8octal program be completely explicated; that ie, how in fact the.pro-
gram 18 to achieve ite desired ends. For ea:amplgoif a counseling
program and a work training progran are designed help an adolescent
prepare for returm to his or her natural parents, how doees this occur?
What are the exact connections between changes of uttitude, behavior,
and program? It is crucial to know where in thie sequence of activities
the breakdown occurs, if there ie to be any impropement in the program.
Research must be concermed not only with the verffication of facte or
knowledge, but also must be concerned with the development of knowledge.
_, Evaluation mugt provide operating setaff with information not only about
how well or poorly they are doing their job, but much more significantly,
/ witz gnfor_'mation that will offer guidance on how they can improve their
wr .

r
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* Qda]ifativéttéghniques are important fs developing indices of success,
" specifying impact models, and describing process. If there was a prtamble to the
roundtable, it was that as long as social work continues to train its practitioners
‘solely with experimental methods, shen,nat much “research-will be done 4n ncies,

. and what is done will ingyitable by concerned mainly with verification O facts
~ . rather than the-generation of know qug, - 7
‘ .o N . T
KNOWLEDGE DEVELO_PMEN‘i \ ]
| Thomas made the Potnt that technological innovationg in social welfare derive
~ . from many other sources than basic or applied research, He listed-the transfer

N of technoTogy from other fields, realizations of values and ideology, interpre-
_tations of legal policfes, ang_experiential'syntheses of practice and experience.’
These sources of innovation dépend on-progesses and procedures quite different from
the classical scientific method. By training social mork students in only one set
of knowledge-generating techniques, the classic goal-displacement inadvertently
has been Set up. Problems are studied that fit the methodology rather than metho- - -
dologies selected to fit the requirements and needs of solving the problems.

Britan pointed out that contextual or qualitative evaluatiqnf'and experimental
approaches not only utilize different kinds of data, but also provide alternative
kinds of frameworks for understanding. Quantitative evaluation provides decision
makers with a precise basis for choosiag among: program a}ternatives, Yet since
experimental evaluations tend to ignore the details of treatment implementation,
they provide 1ittle” formative feedback for the develqpmentsof program improvements,
This is precisely the strong point of qualitative studies. - e .

: - Qualitative and Quantitative studies are not necessarily afitagoristic,. More
1ikely they are necessary complements. Qualitative research can define measurable .
. results for later ekperimental assessment, just as experimentation can test specific

_propositions. in the framework of a broader context. . . .

-

. " Britan created a typology of program situations in which one or the other or
a“ombination arée best suited: ~  ° - : R

A'_" -

1. Narrow-goals, clear theory, specific results. This type of program
“nearly approximates a laboratory ideal, and ie therefore the moet
- appropriate for experimental assessment; i.e., when a public health
program is testing the efficacy of a new vaceine. Supplementary
-~ - aeontextual résearch might also be used-tg verify treatmént occurr- .
. ence,. elicit alternative goals, or assce®uniniended results. . -
. .- 2. Broad goals, fyzzy theory, diffuse resylts, Focusing on discrete -
. ' ocauses and effects mdkes little sense when program operation ie 8o .
o poorly undergtood. When evaluating a commnity mental hedlth center, .
oo for example, a researcher faces multiple.goals, diveree under-
- . standings, varied treatments and results that range from-changes in
‘ individued- psychology to overall éffects on entire'neighborhoods. A
- detailed extrmination of program conmtext explains how these und other
*  factors interrelate in an ongoing program process. 'This would not,.
of ecourse, preclude the ude of later experimental validation if ~
elear definition £8 needed for logical inference. , o
g 3. -Broad goals, clear theory, specific results. School breakfast programe
b s¢ek/ to promoge ‘broad changes in hedlth, emotional adjustment and aca-
. v : . . : . B
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Lc adjustment of students. Before experimental research can pro-
L d, these broad formal and informal goals must be better defined.
. e this is done, actual results, such as declining illness rates,
can be experimentally vertified.. The reasons why gome 6ear:pected effects
-. & " b not ocewr would be a subject for conmtextual study. T

‘J ;J .
. v . -

. EPISTEMOLOGICAL CONFLICTS ~ ST -
Ongireason for the seeming coﬁ?h'gt between qualitative and quantitative °
. methods of research Ties in differences about the nature of social meaning, In the
. v="» main, social scientists in America, following Eu_aﬂe»Dur{ﬁeim, were concerned about
) social facts, the characteristics of groups of individuals that are viewed as
" external to individuals and as constraining them, Structuralists or positivists
/"use the simple physical analogy: . - : ’
: B v )
People are treated as_social atoms, while the social system i8 geen as -
the matter composed of these atoms. On the atomic or molecular level, -
there are only collections of these particles moving in any ‘and all
directions. But if ome looks. at the whole instead of its millions of
' parts, an entirely new world in its order appears. Thus, just as simple
. Laws governing the behavior of gases can be found without reference ta
' the "behavior of individual molecules 7hat made them up, why could not
’ the same be done for society as well?’ - ’ . :

From this point of view, sociolody is an attempt -to discover the s that
constrain individual behavior. The behavior of individuals is not 'so much what a
person thinks or feels about a situation, but is accounted for by ghe structural
wan organization or society that constrain an individual’s,actions, S
Thus™society's common economig systems, networks of relationships, and flows - *
of population exist as things with a 1ife and structure of their own, In fact, they
seem to exist somegh€: independently of the -individyals comprising them, This
way of thinking and talking about the rélationship between individuals ‘and society
~ came to'be known in sociotogy as "structuralism.” .
- Posed against this point of view is one that derives more from Max Weber, He
contended that.there was a possibility that social meanings which direct human
. behavior do not inhere in activities, institutions, or social. objects shemselves-
Rather, meanings are conferred on social events by interacting individual$ who must
first interpret what s going on from the.social context in which these events occur.
This emerging Gestalt [the definition of the situation ], is seen to -
) result from the interplay of biography, eituation, nom-verbal commini-
n cation, and linguistic exchange that characterizes all soeidl inter-
- action.. From this point of view, it is important for the researcher -
to understdnd the meaning of activities to partizipants and to wnder- 8
stand the patterns amongst these meanings of interrelated participants.

This came to be known as the symbo]ic igteractt’onist view of knowledge because
| it attempts to get at the meaning of action. Understanding the meanings of actions
. and situations is valuable for social workers because they. work directly with peo-
3 ple who are constantly responding to soctal work techniques, Socfal workers ree

quire operable variables that take the cl fent's response {nto account, whether the
variable relates to a way of helping or advocating for clients or merely offers an
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understanding what the potentfal levers -of change might be. : . e

) A great dea} of positivist: or structuralist thinking is not useful for social
workers. After § community organizer knows that the characteristics of partici-
pants in community councils represent x educational-level, x income level, x
commitment to an ethnic group, and sb on, the worker must either recruit people
who have these characteristics or CTOSE down the, organization if people with these
characteristics are unavailable or are alreddy committed to other organizations.

Thus.such structuralist concepts are not useful betause one cannot change a person 1
quickly enough to create a certain educational or income Tevel in time to keepign
* organization alive. ‘ ) .

o

The types of problems that social workers have to deal with, whether they are

working with groups or. individuals, often require knowledge that, to date, can .

- only be developed through qualitative methods. Whether this knowledge is only
half-verified or tenative is not the issue. First one must have an idea before one
can either verify or validate it, ’ = .

. b 'Yy
TEACHING QUALITATIVE METHODS ’

In g)s presentation to the roundtable’, John Conte-stated that students require

.

knowledge/ of both qualitative and quantative methods. ‘' For him, the profession has
had too long-standing a love affair with quantitative technology, This ogcurred
primarily because of the.desire to develop a scientific base and probably also v
grew out of a desire to be accepted into the academic community, which has given
strong support to experimental research and to the attempt to found a social science,

Roy Ruckdeschel and other discussants at the roundtable defined qualitative ”
methods ws participant observation, ethnomethodology, field studies, process analysis,
. and a variety of nonreactiver techniques for studying groups and individuals. These
methodelogies were seen as practicable for- individual practitioners because they
do not.require large samples or even agency sanction. They have the further advan-
tage of helping students learn what they wish to learn; that is, what the effects
of their interventions are and what various actions mean to clients,
Suzanne Osterbusch made the point that information is the energy for practiée.
The important thing for practitioners is not that they prove something, but that
~they discover something. Qualitative methodology is thé methodology of discovery -
. most suited for individual practitioners--most suited for discovery,,for developing
ideas, rather than for verigying them. - t

Diane Brannon made the point that social work practitioners are closer to
human problems than any other.group of professionals. Anthropologists, socidlogists,
and other social scientists would give their eyeteeth to have the access that social
workers have. She pointed out that it is important for individual practitioners
to forego clean measurement.for complicated understanding, 7The level of under-
standing and knowledge of much social work practice is at a point where this is a

necessity. |
L 9 :

" Brannon also contended that since social workers are already involved in
service and in dealing with social problems, their presence is not as disruptive
as that of formal researchers.. Because practice, 1ike the processes research
examines, goes on over time, practitioners are well-situated for doing regearch.

- -

4
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Even the nonjudgmental and empathic values and techniques of the practitioner
are similar to the values required of a qualitative researcher.

In the same vein, James Taylor contended that (1)‘;he insights and principles
important to social work practice have tended to come from the naturalistic re-
search tradition and not from the- positivistic one, and (2) the methods of natural-
istic research call upon skills and concepts inculcated by social work training.
Thus naturalistic research comes as a reasonable extension of the social work
student's interests and abilities’;, not as an alien body of stuff imported from the
laboratory.

. Taylor made the additional point that the courses in human behavior offered
in most schools of social work could be enlivened by teaching techniques of com-
piling ethnographtc and life Mistories as means of discovery about clients, These
+  techniques lend themselves to integration with such courses, Taylor further con-
- tended that the real dilemma is how to switch teachers socialized into quantitative
methodology and quantitative empirical frames of reference to the qualitative.

v Judith Nelsen concluded the roundtable by noting that outcome research may
not be suited to capture the complexity of ‘social work process, Nevertheless,
‘process research is difficult and requires a great deal more development and
experimentation. It is no easy matte? to develop indices from process or to demar-
cate variables that explicate goals.

L]

_ Nevertheless, qualitative research has a variety of potential uses for students.
Because the focus in process research is on behavior rather than ‘on‘diagnostic lan-
guage, it can both help social work students improve their recording and provide

a better.framewgrk for integrating theory with practice.

. The exact relation of qualitative to quantitative methods is still a subject.
of considerable dispute. Is there not a great deal of overlap in the skills re-
quired for each? Can qualitative methods be utilized to verify knowledge or are

K4 qualitative methods best seen as tools for necessary homework that must be dome
before experimental methods can.be utilized? Or are there different mixes and
matches for particular types of problems that do not relate to the supposed rigor
of one or lack of rigor of the other? .

Whatever the answers to these questions, as long as social work ties itself
to the experimental method, to quantitative techniques, it will miss the opportunity
to socialize thousands of practitioners jnto the possibilities of doing research
as a means of improving their practice. Also, it will considerably limit its
ability as a profession to develop the knowledge' and techniques that are sorely

[

needed to provide more effective service to clients.

3
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PROJECT RECOMMENDATIONS

KAY L. DEA

The purposes of this article are to. identify, discuss, and prioritize approaches
to enhancing research utilization in social work education and practice. The con-
cept of jzation implies that both the systematic procedures of research and the
findings obtained throu@ research are used tg inform and guide practice and educa-
tion. Consequently, this article is conc d with potential strategies both for
1ntegrating research methods and procedures into education and practice and for
assuring that research data and findings influence program development and practice

* technique. »

L

. The need for enhanced research utilization has been documented in the social
work literature. In 1968 Rosenblatt reported that caseworkers valued personal con-
sultation and supervision mpore than the use of .research findings in developing
treatmentaplans for practice. He concluded that practitioners must strengthen

. their comitment "to Aupport resgaréh, to cooperdte with researchers, and to pay

attention to research findings."” Duripg the past decade, the profession has been
charged repeatedly with the need to develop and utilize enhanced scientific proced-
ures to document the ngdd for social.services, demonstrateé the effectjfeness of
services, and certify/accountability in program and fiscal management. Likewise,, -
researchers have ackrowledged the need to share responsibility with practitioners

"in assessing the potential application of research information to practice, includ-

ing the development of better sygtems to communicate research findings and
factlitate research utilization. ; :

This interest in strengthening research utilization may be attributed to a
number of factors. Most important has been the pressure exérted by government
agencies; ‘and by the public in general, for improved accountability and cost effect-
iveness in service programs. Proposition 13 in California and the related tax re-
form programs' sweeping America canonly iritensify this pressure as social service
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agencies compete for scarce resourges,

" Developments in the profes ion’also have contributed to the need for sophis-
ticated research utilization. For example, during the past decade the growth of
baccalaureate social work education and practice has confronted the profession with
a variety of issues concerning the differential deployment of personnel, Data are
needed to determine how personnel at the baccalaureate and master's levels are
being deployed, to identify the competencies related to role assignments, and to
assess worker performance 'in these role assignments. Of related interest in terms
of research utilization is the need to identify the research skills necessary for
effective practice at each level.

Similar.needs must be addressed as the profession moves to credential practice
specializations. Unless the profession can §;11d into the emerging specializations
a research orientation capable of assuring the systematic study of practice by
researcher-practitioners, there is 1ittle chance that the specializations will en-
hance social work practice significantly, Research must be an integral part of pro-
fessional specialization. The generation and utilization of empirical data in
support of practice techniques must be the hallmark of professional practice.

Another major factor contributing to the need for improved research utilization
is the proliferation of new human service technologies and disciplines that has
occurred over the past ten year§. Increasingly, these disciplines are competing
with social work for the right to deliver social services., Job declassification has
become a major concern to the profession as human service technologists and other
professfonal groups challenge social work to produce empirical evidence to support
the profession's claim to exclusive or primary role assignments in selected
comnunity services.

As outlined in other sections of this book, the profession has begun to respond
to these demands. Rwsearch is receiving increased attention in the social work pro-
fession. In Chapter 4, for example, Kirk and Rosenblatt cite the emergence of two
new research journals, an increase in journal articles devoted to research, and
attempts_at many schools of social work to integrate practice and research within
social w&rk education as healthy signs that the profession is beginning to upgrade
research programs. In Chapter 5, Weinbach summarizes a variety of educational
approaches that have been developed to enhance student preparation in research. He
concludes that whether the focus is on producing practitioners who do research or
on training practitioners who understand and use the research of others, the implicit *
assumption is that practice without a research base and research without practice.
utilization are equally valueless.

Although the developments cited by Kirk, Rosenblatt, and Weinbach are promising,
their impact on professional practice has been minimal. To a large extent, they
represent a series of individual, fragmented efforts to upgrade research, rather
"than a coordinated professional plan for enhanced research utilization. There i§ a
continuing need in the profession for a central organization to coordinate activi-
ties and programs designed to enhance research production and utilization. There
is a need to identify and address systematically those factors that impede research
production in social work and to translate research findings into practice technique.
It was to these objectives in part, that the Council on Social Work Education (CSWE)
Project on Research Utilization in Social Work Education was addressed.

The following impediments to research utilization were identified frequently
by project participants. ‘ .
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THE ASSIGNMENT OF LOW PRIORITY TO RESEARCH ACTIVITIES ON THE PART
OF SOCIAL WORK PRACTITIONERS AND EDUCATORS

Reference has been made already to Rosenb]att s study concerning the research
orientation of caseworkers. Further evidence of the low priority assigned to
research has been documented by Kink Osmalov, and Fischer in their article, "Social
Workers' Involvement in Research.”’ Given these studies, it appears that few socfal- -
work practitioners conduct research or read and utilize research findings. In
fact, it appears that most social workers disdain and avold research in any form,
To what extent this is a result of the personality types who choose social work or
of the education and socialization processes utilized to prepare individuals for
social work practice is unknown. It is 1ikely, however, that both are critical

~ variables in contributing to the low research production of the profession,

" Additional evidence of the low priority assigned to research is the lack of
specificity concerning research content and requirements for accreditation faund in
CSWE's current Curriculum Policy Statement and accreditation standards. In atcord
with this lack of specificity, there is evidence that graduate education programs
have moved away from requiring farmal theses and more rigorous research require-
ments to focus student attention on introductory, consumer-oriented obiectives.

It is interesting to note in relation to this development that prior to 1968 CSWE
required the completion of a thesis or a group research project for accreditation
of graduate programs. In Trends in the MSW Curriculwm: A Decade Later, Rubin and
Zimbalist traced developments in the MSW research curriculum since this standard
was deleted. They recommended that their findingssbe considered by CSWE in the
development of a new Curriculum leiqy Statement.

THE DEVELOPMENT OF A DICHOTOMY BETWEEN RESEARCH AND P&ACTICE

The profession has tended to classify research and practice activities into
separate career lines. This dichotomy has rgsulted in practice models that place
responsibility for research on a relatively/few specialists rather than on the j;
total profession. Frequently these—specialists are isolated from the front lines
of practice where critical problems related to the delivery of services must be
addressed, Briar suggested that the profession must close this gap between research
and practice. He proposed that research content be_ taught within the context of
practice courses in an effort to devélog clinical scientists who can combine
clinical and research responsibilities.

THE?STATUS OF RESEARCH SKILLS HELD BY CURRENT PRACTITIONERS
AND EDUCATORS

It appears that research utilization is hampered by a lack of research sophis- |
tication in the majority of individuals responsible for social work education and
practice. Given the low priority on research that has existed historically in the
profession, and the dichotomy between research-.and practice that exists today, it
1s not surprising that most social workers have 1imited skills in¢research. If the
profession 1s to make major strides in upgrading research utilization, attention
must be given to the development and enhancement of research ski]ls in those indi-

%

“viduals currently employed in professional activities.
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THE LACK OF CONCEPTUAL MODELS TO INTEGRATE RESEARCH AND PRACTICE

Research utflization cannot be expected to occur spontaneously. It requires
the development of support systems to assure that appropriate issues and problems
are the focus of systemattc study, that the findings of research projects are
disseminated to significant indtviduals and groups, and that research findings are .
assessed critically and applied to practice. Currently there appear to be few C
support systems in the profession to provide these services, '
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PROJECT RECOMMENDATIONS

The following recommendations were developed by project members to address the ~
four major problems outlined, It is suggested that they be implemented as rapidly
as possible to enhance research utilization in practice and education.

Activities Recommended to Assure That Greater Priority Is Given to Research
-Utilizatian by Professional Organizations and Agencies

It 18 recommended that CSWE establish a permanent research divieion responsible
for the following activities:

1. To assume an advocacy role in stimulating research and in developing
resources to support research activities in education and practice.

2. To provide research consultation and assistance as needed tosSupport
special grant and other project activities of the Council, selected
research activities of constituent members, and technical assessment
of research design and analysis in materials considered for CSWE

. publications.

3. To assist in the compilation and dissemination of research find{ngs
significant for social work education and practice.

4. To collect annual statistics and other data necessary for ongoing

program planning and to collect special data necessary for the develop-

ment of experimental and innovative projects_in social work education.

To conduct special research projects in social work education.

To cooperate with other rational agencies in coordinating activities

and special projects to enhance research utilization.

.
. .

High priority should be given to the establishment of this division. This
article and others in this volume have noted the lack of central planning and
coordination that exist in relation to projects designed to enhance research

“utilization. A research division at CSWE could help fi1l this void. In addition,
a research division could provide support services for the various commissions
and committees responsible for Council activities, and meaningful services to
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It 18 recommended that CSWE reznse ite Curriculum Polwy Statement and
acereditation standards and gutde ines to increase the emphagis on regearch
in both bacocalaureate and master's programs.

Programs designed to upgrade research production in the profession and the
eventual application of research findings to practice must include activities to
assure that individuals preparing for professional careers Bcquire positive atti-
tudes toward research, a commitment to foster and to utilize research in support .
of practice, and appropriate research skills for practice. Current stardards for
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accreditation provide 1ittle assurance that students enrolled in social work pro-
grams will receive any common preparation for the assumption of research respon-
sibilities.” The Curriculum Policy Statement does not provide guidelines for con-
tent to be included in a research curriculum, There is no statement to clarify
the differential research roles and responsibilities for which BSW, MSW, and DSW
students should be prepared. Finally, there are no guidelines concerning the
structuring of research:content to assure curr1cu1um integration in gupport of
expected student educational outcomes. ,
Attention should be given to assure greater specificity in future policy
statements, standards, and guidelines. For example, a curriculum policy state-
ment should acknowledge the responsihbility of educational programs to prepare
stulents at all levels to assess the outcome of their professional services. It
should require that research be taught as an integral part of all social. work ’
practice; and it should assure that graduate programs provide students with the

- skills necessary to participate in the generation of formal research projects as

well Qs the consumption and application of research findings. Consideration should
be given to the reenactment of a formal requirement that graduate students complete
a thesis or research project for a graduate degree,

It is critical that the profession define the ‘research skills needed at each
level of practice and the research content that must be presented at each level of
education to ensure the integrity of the research curriculum. There is little hope
of upgrading research utilization in social work without upgrading student pre-
paration for research activities in practice, The profession must affirm its
comnitment to enhance research utilization by, granting greater visibility and
importance to the research curriculum in accreditation.

It 8 recommended that the Natinal Association of Social Workers (NASW) and
other bodies concerned with the re tion of soctal work practice give more
emphagis to research competency in ACSW and other licensing examinations.

If it is to upgrade research utilization, the profession must assure through
licensing and other regulatory procedures that newly credentialed practitioners
have appropriate research skills to perform the research activities associated with
clinical and community practice. At the minimum, practitioners sholld be expected
to have research skills adequate to assess their own practice and the ability to
understand and assess research findings. Ideally, they should be equipped to
assist in the development and implementation of formadl research projects. It is
suggested that the profession demonstrate its commitment, to upgrading research
utilization by assuring that research skills are required for professional certi-
fication ‘and licensiq\

It i recommended that CSWE, NASW, and other natiomal organizations estabiish
spectal awards to reocognize individuals and groupe for the creative use of research
in support of practice and elucation and for outstanding research production.

Special research awards can be tangible symbols of the importance attached to
research production and utilization. In addition, they can stimulate interest in
research activities. Project members concluded that the development of truly pres-
tigious awards could provide incentives for research production, increase the recog-

. nition for outstanding accomplishments in research utilization, and enhance the

visibility of professtonal research activities,
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Activitieg lj’ééomlended to Reduce the Dichotomy between Practice and Research

It is récomendec{ that educationgl programs be structured to factilitate inte-
gration between research content.and practice theory. Consideration should be
f,given to the following types of activities to facilitate this integration:

1. The development: of new curriculum structures to facilitate the teaching
of research and practice within the same courses and sequences,

2,. The mandatory.incorporation of research projects or activities into .

»~/ practice-~oriented seminars, “ -

3. The systematic review, evaluation, and application of empirical data re-
lated to practice methodologies 5n each practice course,

4. The development of special agency-based research field experiences in

. conjunction with research and/or practice courses.
5.. The development of required research act1v1t1es in conjunction with
fie]dwork placements,

Each school must develop a curriculum uniquely designed to capitalize on the
resources available in the context: of its own university and to achieve the pro-
gram Qpjectives specific to social work. Consequently, it is not recommended that
mandatory patterns for curriculum integration be specified, .

It is recommended that ‘educational programs and practice agencies develop con-
sortial arrangements to facilitate cooperative research activities, including
opportumltiea for faculty and staff exchanges.

The attendance at national meetings which focus specifically on social work
research suggests that individuals who identify themselves as researchers work
primarily in academic settings. Consequently, consortial research arrangements be-
tween practice and education may be fruitful in reducing the dichotomy that has
existed between practice and re earch. Certainly, cooperative projects and faculty-
staff exchanges have potential Tor enhancing both education and practice, Stronger
linkages between education and practice may increase the relevancy of academic -
research to practice issues and problems,

Activities Recommended to Upgrade the Research Skille of'Current Practitioners and
Educators

It i8 recommended that educational programs work coaperatwely with comwnty
agencies to epecify the research responsibilities of personnel empldyed in practice
and to identify the areas in which these individuals need addttwnal research

training. p

It ia recommended that educational programs cooperate with community agencies
in the support of staff development through the maintenance of continuing education
programs, 8pectal classes, workshops, and institutes related te research utilizatiom.

These two recommendations must be considered together. Given the resistance
that social workers frequently demonstrate toward research, any effort to upgrade
the research skills of practitioners must provide incentives for their participation -
in staff development, Incentives are more 1ikely to be achieved if the educational
programs are related specifically to the particular work respons1b111t1es of practi-
tioners.

It ie recommended that educational institutions establish faculty dévelopment
programs in support of research utilization. | \
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Social work practitioners are not alone in theiy need for expanded research
knowledge and skills to support their professional act1v1t1es Many social work
educators do not have the skills necessary to utilize research in social work edu-
cation and to teach students how to utilize research in prattice. It is recommended
that educational institutions, in considering requests for sabbatical leave and
special funding for faculty activities, give priority to activities and proposals
that emphasize the development of research skills. Schools should develop ongoing
programs «in faculty development to upgrade research skills and to inform faculty
of research findings. Special support systems should be developed to assist faculty
in the development of research projects and to inform faculty of research opportun-
ities.

Activities Recommended to Suppoyt the Assessment, Dissemination,” and Application
of Research Findings to Practice

A number of the recommendations in other sections of this article call for the -
creation of systems to support research utilization. The development of a research
division within CSWE and the use of awards to recogn1ze outstanding achievements in
reSearch production, for example, could result in formal programs to assist in.
assessing and disseminfting research findings. In addition to the recommendations
outlined in other sectons, the following activities are presented for consideration.

It i8 recommendedjthat the Annual Program Meeting of CSWE and ‘other national

forums incorporate pe nt structures to facilitate a systematic review of major
N research developments and the consideration of research issues and emerging research
technology. .

Currently there are no regular meetings designed to address the special pro-
blems and issues related to social work research. It is important that some structure
be devised to provide opportunities for this activity. One of the major objectives
of the Annual Program Meeting should be the dissemination and evaluation of research
findings. '

It ig recommended that CSWE and other national organizations pertiodically
ecommigsion individuals to develop jourmal articles and other reports which review
research and update knowledge in specific areas of practice and education. |

Since the development of knowledge in spcial work.as in other fields is incre-
mental, and since the number of professional journals in social work and related
fields is vast, it is evident that few individuals have the time or resources to A
review comprehensively the research and theoretical developments associated with '
different fields of social work practice. Research utilization can be sSupported,
through the periodic publication of comprehensive reviews of research.
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