supervisor must teach the student "behavioural theory, casework

process, ogency philosophy and policy, and the student's part

P
in the relationship established with the client."so

Schubert's classification, referred to above contained nine
topics ~ Doing, Seeing, Entering, Thinking, Relating, Doing
Together, Ending, Becoming and Learning, - to which two others
were added loter, namely, Evaluation and Persongl Consultution.81
Another categorisation was developed by Sales and Navarre and

was published in 1970. This involved seven categories:

(1) Handling of individual cases (2) practice skills

(3) theoretical content (4) Students' strengths and
weaknecses affecting practice (5) student participation in
and utilization ot field instruction conferences (6) community
resources and (7Y administrative issues. Like Schubert and
the present writer, Sales and Navorce state that it is not
certain thot their -ategories "represent an exhaustive or

82

mutually exclusive system for coding .upervision content.”

It should be noted that the present categorisation of the
content of superviscry sessions does not adequately reflect the
intongible guality of the relationship between supervisor and
student. This, in addition to content, is an’important
consideration in assessing the efficacy of supervision. As Berl
points out, there are elements in the interaction between
student and supervisor which "foster or impede learning“83 while
in Max Bruck's words: "Tn yeneral, o student's performance
depends to an extent on how well he and the field instructor
'hit-it-off'!84 George Gordner in the preface to Annetto

Garratt's book "Learning through supervision” describas this

aspect of supervision in the following words:
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The supervisory process... is an extremely difficult
teaching method... in the first place, k-2ause of the
unique relationship that is set up between a supervisor
and a student that involves the .eepest -~ and at ti-es
- most controdictory feelings that moy be expressed .n
the most subtle fashion and in turn may result for both
in on initial and lasting inspiration or its opposite,
an initial and lasting sense of frustration and
inadequocy. The Scylla of objectivity and instructional
frigidity lies not far from the Chorybdis of
instructional psychotherapeuses. The educational aspects
of the process can be wrecked on either shoal.

In the investigation of supervisory content in the present
study, what was the motivation behind the inclusion of each
topiz and what was the detailed content subsumed under each

heading?

Objective Action taken in the case -
What hgs been done and whot must be done ncxt

This refers tu discussion about the management of the cases
hondled by the studant frem an obiective point of view. The
ugent » has o resprasibility to ensure that its clients receive
an adequate sarvice ond the supervisor will therefore want to
discuss with the student how she has actually handled the case -
in Young's words, "the conduct of the case, ond steps to be token,"
Discussion of this topic iherefore fulfils mainly the teaching
ond odministrative goals of supervision, though the student will
also undoubtedly feel helped if she can clurify plans for future
action, Particulorly at the beginning of the placement when an
excess of self-consciousncss can immobilise a student, the focus
should be on the work; does it meet the needs of the case? What
should the next steps involve? As Hester states:

If... it is seen that there are locks in objective
maoteriol concerning the client ond his situation,

the worker is helped to identify whot he reeds to

know and how he con obtoin it... The supervisor

encour =s tim to think through the treatment plon

oppropr’.te to the case ond the methods of putting
this ir o action.
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The latter point is important. The student should always
be helped to clarify what she hopes to achieve with the client
both in the short term and the long term. To quote Priscilla
Young:

What does have to be borne in mind is the ease

with which o sense of cirection can be lost in

casework, particularly with the client or family,

whose life consists of a series of crises. The

threat of eviction, pressing debts, the need for

immediate arrangements for admission to hospital,

or for the care of children, shortage of money or

clothes, and a dozen other urgent needs to be met,

caon couse a student to lose sight of the ultimate

objective of his casework.

That part of the supervisory discussion which is devoted
to objective oction should therefore consist not only of
consideration of the immediate steps to be taken and how to take
them, but should also involve peilodically o review of aims. It
is also importont, according to Garrett, to help the student gain
o proper balunce between objective and subjective aspects of a
case. The supervisor must be alert to the student who "may
concentrate her attention so heavily on objective factors thaot
she foils to give any of herself to the case or fails to be aware

cps . . . 89
of the necessity ond significance of her own participation.”
Discussion of objective action in supervisory sessions should
ideally therefore not preponderate over discussion of subjective

factors or over the integration of theory and practice, both of

wkich are vital to the student’s professional development.

Subjective aspeccts of the cas2 i.e. dynomics of the interview;
the student's feolings ond tcactions; the student's role in
the interview: nrocess of interaction between student ond client.

This important category ic design:d to incorporate a

number of related topics.
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The heart of all true social work is the relationship
existing between social worker and client. It is this writer's
view thaot activities such as making arrangements for people,
investigating social situations or doing things with or for
people, cannot Le .onsidered social work unless they take place
within the cantex:i of a professional relationship which Is
established and maointained by the practitioner. As Hollis has
stated, "basic to all casework trea*ment is the relationship
between worker and client"go and the same applies in all other
methods of social work. It is essential therefore that a large
proporticn of supesvisory teaching be devoted to helping the
student develop knowledge about and skill in the use of relationship

in social work practice.

One of the chief means for the mediation of the relationship
in casework is the interview, Hollis states that three aspectis
of relationship which are of partici.ur significance ore as follows:
"it it a means of communicution between the two people involved...,
it is o set of attitudes, and a set of responses expressed in
behuviour."91 Those three aspects find their expression in the
interview and therefore an important objective of field instruction
is to develop the student's skill in the use of interviewing
methods. As Rosemary Reyrolds put it:

The chief method of helping t - student in the

area of treatment ... is by developing his

skill in interviewing., The student and the

supervisor follow each case closely through
reccrded material and verbal discussion.

Sensitivity to the feelings of the c.ient is essential to
good interviewing, and in order to develop this sensitivity the
student must develop awarene.s of her own feelings. Unless shu

con develop this self-awareness, her own emotions and difficulties
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in relationships can interfere with her ability to perceive the
cliuvni's needs and to respond appropriately to them. Max Bruck
defined self-awareness as "the student's conscious recognition

of his own motivations, feelings and behaviour"93 and Berengarten
stated categorically that "this learning objective (self-awareness)
is considered essential for all sccial workers whether in treatment

l

or in non-treatment working relationships.”

A most importunt part of the supervisor's task therefors is
to help the student with her feelings about her work. This is
the helping function of supervision., Towle describes this

eloquently in her article "The Place f Help in Supervision,”

As she states:

There is a need for the learner to receive help, a
need engendered by the nature of professional learning
and perhaps peculiarly by the nature of social work...
The sociol work student begins practice before he nas
knowledge essential for competent performance. Even
when he has knowledge, practice begins before he has
assimilated it. The need for help, therefore, is
created by the discrupercy between demands and capacity
to perform, Furthermore, it is created by the
discrepancy between demands and personclity development
implicit in performance capacity. Wk n the integrative
task exce.ds integrative capacity, the learner often
erects d.fences against anxiety which impede ratner
thon support learnirz. Hence there arises the need
for individualized help to safeguard the potential
for emotional-intellectual integrotion essential for
the mastery of knowledge.

el s e s A i i sl B[R e el o, e S

The complex content and requirements of the helping process
in social work place unusually heavy demands on the learner. In
the course of fieid proc ice, a host of emotions and conflicts
aore aroused in the student. These include emctions such as
pity, revulsion, embarrassment, sadness, anger, evoked by tke
human situations which the student cncounters, and conflicts

around such issues as involvement and objectivity, avthority
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ond self-determinativn, to name but a few. Supervision
designed t. further professional development must deal with

these faqiures of the studaent's reactions,

The help given is not the same as casework or psycho-
therupeutic help. The emphasis romains on an intellectual
approach.,  Towle describes it this way:

Although the feelings provoked are of primary
importunce in determining what the person learns

and whether or not he is abls to learn, feelings

are given a secondary place, in the sense that

our concern is with the student's responses to

educational content und to the demands of practice. 96

In summary then, it can be soid that the discucsion in
supervision r~ subjective factors as defined above emnhosizes
experiential learning, learring which involves both mind and
emotions in the use of knowledge and in the use of self, This
equips the student to know herself and to discipline herself
and thereby to use herself most constructively in the professioral
relctionship which is central to the rendering of social work
service. As Bernrce K. Simon has stated:

It is clear that for this professional self-

learning to taoke place tne student must experience

himself in the professioncl relaotionship and must

have instruction and help to develop this

*consciousness of seli™ and discipline in the
professional relationship.

Integration of theory and practice i.e. relativnship between
theore .ical corcepts ond events in the interview or case,
and/or recowmendotions of reading matter relevant to cose

1f field instruction is to be truly educational, the
supervisor must ensure that the student learns to relate specific
incidents in or aspects of the cases she is handling to
underlying theoretical principles. This topic should therefore

occupy a significant part of the content o! supervisory discussion,

Ry a
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Somuel Finestone has described this type of supervisory
activity as conceptual teaching. He defines this breadly as
"the art of stimulating generalized and generalizable learning"
and states that it is referred to as an art because "it requires
imaginative selectivity, creativity, and skill on the part of the
field instructor." Finestone goes on to say':

Conceptual learning is the crystollization of

experience; the teacher's art is the practice

of assisting the student to achieve t-is

crystallization.... The field instructor, selecting

and preparing for assignment of a case to a student,

asks himself rot only What does the case need? but

What can the student learn from this case? What

concepts, propositions ond principles are involved;

How are these related to those that the student is

learning from class and reading? 78 x

The supervisor may even have to do some direct teaching of
new moterial which the student might need to enable her to deal
with a particulor case. As Pris:illa Young poirts out, academic
courses however carefully plaonned, never succeed in meeting qall

. . 99 )
the needs of all students at the right time for each. Besides,
there is o certain amount of information specific to the needs
of o particular ogency and the University cannot always ensure

that all students possess this kncwledge when they require it.

The supervisor must be prepared to do some direct teaching.

Tais can also be useful in keeping o balance in supervision
between aiscussion which is heavily laden with emotional content
ond thot which is more intellectually focused, althcugh the
Jatter cun and should include theoretical consideration of emotions,
such as aggression, depression or the like. In supervision too,
the supervisor must be aware of the difference between the st.dent's
using theory as a prop and a defence and the full integration of
theory into practice. Supervisory process aimed ct this type of

integration involves vhat Charlotte To.le hos called “teaching

* These some views weie used to illustrate the boses for case
selection for students, See p. 194 o5f the present study,
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not only the what and the how but also the why of professional

thinking and doin1."™ In her words:

Professional educotion has aims beyond imparting
rule~of-thumb procedure, the stereoty, s of technical
competence. It aias, instead, to develop the
learner's capacity to think anew, so that eventually
he may modify, or depart from, the thinking and doing
of his mentors. For this he must be hebituated to
appraise his activity. A continuous focus on the
whys of practice is one means to this end. 100

This type of supervisory teaching also involves enabling

the student to develop a scientific attitude to social work.

Samuel Finestone in the United States and Poter lL.eonsrd in Britain

have described this aspect of practice in two vseful articles.

A scientific gttitude involves a positive orientation towards
scientific enguiry, a disciplinzd approach and an ability to
engage in criticol appraisal of data. An appreciation of the
nature of scientific explanution also assists students when they

are presented with conflicting theories. According to Leonard,

this understanding enaobles the student to accept th. inevitability

of conflicting theory in the sociagl sciences and to reclise that
"ability to cope wi’.. uncertainty and even welcome it as a spur

to discovery is the mork of the mature professional."lol

The supervisor is in a strotegic pnsition to help students
bring together sociological and psychological concepts into
diognosis and treatment, aond thereby to develcp a truly psycho-
social approach to human problems. The integration of theory
ond practice shculd ther~fore be a frequently-cccurring topic in

supervisory discussions,

Policy ond Administration of Ajency i.e, procedure

relating to tr.nslotion of poticy into service

There can be no sociol work service in an ogency se'ting,

whether casework, groug wor': os community orgsnizeotion, without

O L




on administrative process which facilitotes that service, and it
is one of the supervisors functions in a field instruction
placement to see that the student comes to uppreciuate this.
John Kidneigh's definition of social work administration though
formulared in 1952, retoins its usefulness today. He stated:

Socicl work administration can be defined as the

process of trarsforming social poliey into social

services.... It is ... a two-way process: (a) a

process uf tronsformirg policy into concrete social

services, and (b) the use of experiance in recormending

modification of policy. 102

The rocial ayency is a complex stiucture often made up of
many orgar.. a* onal units and staffed Ly persons discharging
various funciions.  As Berl has said: "Supervisory practice
should be related to the agency's total operation and to forces

cnd events that shape its programme and the helping methods."103

During foimal supe.visory sessions the supervisor must
help the student io comprzhend, integrate and apply knowledge
agbout admini.trotion which she may have sbtained in field
instruction experiences such as attendance at Board meetings or
meetings of other decision-maling groups vithin the organization
and to appreciate issues of policy ond administrative procedures
which are roised bv particular cases in her caseload. According
to Jean Snelling "the student has iv learn to work within v
policy ond with o group of pecple whose relationships one with
another may be intricate. He has to 'earn the art of job
nunagement."m4 The supervisor must also therefore help the
student to cultivate good working relotionships . - colleagues
inside and outside of the agency os the effective implementotion

of agency policy depends partly on this aspect of professionaol

tehaviour.

Durin, discussion of this topic too, the supervisor car

also kelp *he student deol with her ~riticisms of agercy po.uzy

B e
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ond its implementation. He must prevent her from projecting
on to the agenr/ faults which lie in her own worl while at the
saome time helping her to reviuw realistically how policies and
procedurss could be improved both within the agency and in the

community at large.

Early in the plocement the supervisor must facilitote the
student's grasp »f the c¢dmuinistrative structure and functl.oring
of the agency and as the placement continues he must continue
"to weave the strands of increasing odministrative knovledge“}'o5
into his teaching of other aspects of practice. The supervisor
must continually ussess whether the student is mecking proper use
of channels of communication within the agency, and of administrative
procedures. He may also usc administrative teaching dynamically
as part oi supervisory ss:ssinns, as bFertha Reynolds and Elizabeth
Zetze: vuth pointed nut., Discussior of administrative issves
can ‘»- nied 0 relicve emotional tension and to provide the student

with « framewo:l of security and certainty within which she con

hersel’ master some of hur onxieties.

Office Procedures, such as keapirg of records,
content and style of letters, reports

This topic is related to administration but is more specific
and was included because the preliminary study in 1967 indicated

that in supervicion this was discussed as o separate issue.

Early in the placement the surervisor must teach the student

how to read g case record, As Pe ios writes:

He will need to explain the mechanics of how the
record is organized so that the student may find
his woy between narrative and reloted documents.
He should explain the relevance of front sheet
information and any other form }ly organized
informa:.ion that may be present. 107
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He must olso teach the student the procedures involved in
regictering o new case and in recording statistics required by
the agency, such asfor example, the number of office interviews
or home .isits. As Anderson et al point out, the tsaching
responsil.ility in this regard is not only to impart what the
procedures are but also "to give students an appreciation of the
use made of such material, and of its overall gdministrative and
research importance.“lo8 Sidney Berkowitz's view is that
supervisors should allow students to question "the utility of
reports and forms, the helpfuiness of clerical procedures and
devices and the efficacy of inter. agency agreements and intre-
agency policies.”  The supervisor should give the student

clear information about these matters and should convey an attitude
which vieus such policies and prosedures as "devices for carrying
out the goals and purposes of the agency“logbut if t'es student
can make realistic, constructive suggestions for innovations she
should be encouraged to do so. Samuel Finestone emphasises that
“if the field instructor, alert to educotional opportunities,
explains the format and prrpose of (statistical) reports, shows
how they fit into the total agency report, and how they provide
administrative guidance and facilitate agency interpretation, the
student has been given valuable exercise in quantitative thinking

110

as well os some insights irto the administrative process.”

The content of supervisory discussions devoted to this
topic tan also be used in relation to the student®s overall
attitude to the work. Lucille Austin111 ond Dorothy Pettesllz
each refer to manipulative students who are inefficient in
carrying ovt office procedures ond who resist assuming these
responsibilities.  Such behaviour may reflect diffirulties on
the part of the student, ind the supervisor should grasp its

significance and deal with it on this level in supervision.

)
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To what srient did these topics feature in the supervision
of the student population in the present study? The students'
ond supsrvisors' annual gquestionnaires both contained questions®
on this subject, * t differed slightly in that the supervisors'
questionnaire allowed only o Yes/No response, whereas the students
could differenticte between whether each topic was discussed

frequentiy or infrequently, or not ot aoll.

The resulis are presented in the following table:

* Students' Annual Questionngire Questiva 16
Supervisors' Annuol Questionnaire Question 12.
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When the two affirmative answers from students are combined
and compored to the supervisors’ offirmative answers, the two
sets of responses reveal only minor differences except for the
1969 responses in categories four and five, namely, "policy and
administration” and "office procedures." Use of the binomial
test produces o p value of ,059 which closely upproxi ates a
statistically significant difference between the responses. While
the supervisors reported that these two topics were discussed
during supervision the students responses reflected a different

perception of what had occurred.

Cver the two year period, ll 22 supervisors reported that
topics one, two and five had been discussed during supervision,
that is objective action, subjective aspects of the case and
office procedures. As far os topics three and four were
concerned, only one supervisor reported thot each topic hed not
been discussed. The two supervisors concerned featured in the
two separute years of the study project, one in 1968 and one
in 1969. The remaining 21 superviscry responses in each yeor
indicated that these two topics, namely "integration of theory

and practice”, and "policy ond administration” had been discussed

during supervision.

When an examination is made of the student responses
indicoting that a topic was discussed frequently, the picture
changes somewhat. In the case of objective action, the student
responses drop by 18,18%, In cther words, while 100X of
students (ond 100% of supervisors) reported that this tepic
was discussed, 81,82% of students stoted that it was discussed
frequently. The responses relating to subjective aspects of
the case ond the integration of theory and proctice each drop
by 50% of the totul nunber of students. 95,457 of students

teported that subjective ospects had been disiussed during
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supervision, but only 45,45% reported that this topic had been
discussed frequently., 77,27% of students reported that the
integration of theory and practice had been discussed during
supervision, but only 27,27% reported that it had been covered
frequently. In the case of policy and administration, responses
dropped from 59,09% to 18,18%, and in the case of office
procedures the difference was 45,45% thut is (68,18 - 22,73)%X.

According to these figures, topic one, that is objective
action was discussed frequently in the majority of placements
(81,82%). This is followed by subjective aspects in far fewer
placements, nanely 45,45% This is followed by the integration
of theory and prartice, discussed frequently in 27,27% of
placements, and office procedures, in 22,73% of placements.
Policy and edministration was discussed frequently in the lowest
percentage of placements, namely, 18,18% according to student
responses on the subject.

When an unalysis is made of the "other" topics discussed in
supervision, the one occurring most frequently is one which may
be termed "general issues reloted to social work and social
welfare." These included discussions about the sociol worker's
role in various settings, about the field of social welfare cnd
the resources avaiicble, cnd other matters of interest in

contemporary social work and psychiatry.

The weekly questionnaire clwo request:d students to record
what topics were discussed coch week during their supervision.

Their responses ore recorded in the following figure:
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I1f one examines the charts in respect of the first 4
students working in the three agencies where formal supervision
was provided in Y0%X or Jes. of the field work weeks, it is
clear that objective action and office procadures were the two
topics discussed most frequently. There is a much greater
discrepancy between weeks with formal supervision and weeks

in which subjective aspects, integration of theory and practice,
ond policy and administration were discussed. The latter was
not discussed ot all in one of these placements (see stud~nt 4)
nor in one other student's piacement u% onother agency (5tudent
5 at agenc: The iri>y-ration of theory and practice was not
discussed 1 twu of these four placements, each being at a
different agency (Students 2 and 3 placed respectively at

agencies E and B).

When one exomines the seven placements in five agencies
where formal supervision was provided in over 65% of field work
weeks, the bars for “subjective aspects? lie much closer to the
bars depicting the weeks with formal supervision, than in the
case of the other four placements. The "objective action"

bar lies close to it, but is shorter in four cases. The bars
for "integration of theory and practice" are far shorter than
those for"subjective aspects". In other words, this topic was
discussed much less frequently than the other two topics
mentioned first, except in one placement where it exceeds those
and reaches the same point as the formal supervision bor. 1In
other words, in that one placement (Student J0's placement) it

was discussed in every formal supervision session that was held.

In the case of these seven placements th: iigure reveals
that "policy and administration”, "office procedures™ and
"other" topics were discussed less frequently thon the first

thrre topics mentioned above.




picture for the group as a whole is depicted in the
following histogrom, where the meon percentage for all students

is graphically presented in respect of each topic.
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This histogrom confirms the interpretations made from the

bor chorts. Both "objective action™ and "subjective aspects™

sere discussed most freavently, with "subjective aspects™ leeding

by 4%. However, these topics were discussed ip only 50% and 54%
of the total number of waeks worked, respectively. The mean number
of weeks in which "integration of theory und practice™ was discussed
was 30X.  This is extremely low in view of the fact that in the
Field Work Guide to Agencies the first aim ot field instruction is

described us "to enable the studen. to relate theory and practice.”

"Policy and Administration" and "Office Procedures" were

discussed in only 12% and 13% of weeks, on average.

It shou'd be noted that the obove is by no means o content
analysis since the lcngth of time spent on a topic is not
considered. What was measured was only frequency of discussion,

and not duration,
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CHAPTER 9

IMPLICATIONS OF THE RESEARCH RESULTS IN TERMS OF THE FIELD
WORK CONSULTANT'S ROLE

The supervisor, the student and the field work consultant
together constitute the field work triad, one sub-systam in the
model of the field work system represented in Figure 3, Chapter
2, as sub-system EQ,X,Q] where A represents the Field Work
Consultant, X the Supervisor and L the student. In terms of the
theory outlined in Chapter 2, the role of any element in
social system or sub~system will be determined by the interaction

of the other elements.

This clearly applies to the role of the FWC. The research
described in the previous three chapters was aimed at securing
feedback from students and suprrvisors as to how the sub-system
was operating. It was concerned with providing details of the
relationship X,L , the relationship between supervisor ond
student, so that the FWC could assess to what extent the sub-system
was performing its primary function of supplying growth-producing
experiences (o the students of the School of Social Work, and
meeting the needs of the participants. On the basis of this

assessment, important aspects of the FWC's role can be determined.

What do the empiricol dato reported signify for the role
of the FWC? The ideals have been described, and the
reality investigated. What are the implications for the role of

the FWC of the relationship between them?
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9.1 The FWC's Role in Relation to Supervisors

2.1.1 Number of Supervisors per Student

Although in the present study there wers only three
students who were placed with multiple supervisors, the three
concerned were placed at three separat~ ugencies, which represented
30 percent of the agencies used as field instruction centres over

the two yeor period.

One of the students involved in this situation cummented
as follows on the awkwardness involved when one specific social
worker is not assigned to the supervisory role in such o way that
all concerned are clear that he in fact has been made responsible

for the tasks involved.

In the beginning I presumed my Supervisor was Mr. A.
(the Cuse Supervisor of the Agency). But I had
difficulties with him all the time - he was aloof
and I had difficulty approaching him. We didn't get
together very often so I turned to Mr. B. (a social
worker at the field level). We had a close
relationship and I felt I could discuss my feelings
with him, Then 1 learned that he was supposed to
be my supervisor all the time! He is more
approachable and helpful but has only been in the
field for a year ond doesn't have the knowledge of
the Case Supervisor, who has a master's degree in
social work; so both Mr. B, and 1 turn to the
Case Supervisor when difficult decisions have to be
made. There was a lack of clority as to who was
the ‘actual' Supervisor.

This type of situation is not conducive to the establishment
of a firm relationship between supervisor and student which can
serve os g vehicle for teaching ord learning. It should be noted
that the placemeni described above occurred in 1968 ot which time
the School had not explicitly formulated for itself what it
required of field instruction centres nor communicated its objectives

to the ogencies involved in its field work programme.
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Such aformulation was made early in 1969, and in March
of that year the "Guide to Field Instructicn Centres : Field
Instruction in Social Work for Senior Students" was compiled
ond circulated by the School.* This naturally referred to the
role of the Supervisor! clauses 11, 15 gnd 38 read as follows:
11. The term ®Supervisor™ is used to designate

the particular member of staff assigned by the
ogency/nrganisation to assume the day to duy

responsibility for the student's learning experience
in the ogency.

15, The resporsibility for the day to day supervision
of students rests with the supervisor in the field
instruction centre. However, the responsibility

for the student's total learning experience during

the period of placement rests with the organisation

as a whole.

38. The supervisor undertakes the responsibility

for the day to day supervision of the student in the

field instruction centre.

In spite of these provisions however, one ogency in 1969
allocated the student multiple supervisors, a social worker at
the field level, his supervisor and the Case Secretary of the
Agency. It seems therefore, that the FWC must ensure that
every age:cy operating as a field instruction centre understands
clearly the mechanics of the appointment of one clearly-defined
supervisor. There must be clority on the lines of authority
ond responsibility within the supervisory situation in the field
instruction centre. If o supervisor is newly-appointed ard/or
experiencing difficulties in the role, the FWC must be avoilable
as a consultant herself and must make it clear to the supervisor
ond other ogency stuff members that the supervisor cnn and should
use them os consultants but that he is the only one available for

direct supervision of the student.

Such details need to be worked out in advance of the

student's plocement in consuitotions between the FWC, the ogency

* Sae Appendix 4
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executive and the supervisor. The following situation described
by a student in 1968 must be avoided:

I'm virtually getting no supervision at all, On my

first day at the agency, the Case Supervisor,

virtually in my presence,called Mr. X into his

office nnd asked him to supervise me. Mr. X nearly

fainted. He obviously didn't know what was

expected of him in the supervisor's role.

This demoristrates too the FWC's responsibility in respect

of the training and preparation of supervisors.

The results of the research in the present study revealed
that in addition to the three students with multiple supervisors
throughout the year, nine students had alternate supervisors who
functioned in that capacity when the original superviscr either
went on holiday, or left the agency shortly before the student®s
placement come to an end. A conclusion to be drawn from these
data is that the FWC needs to emphosise for the supervisor and
the ogency - 'o. they are undertoking a commitment when they agree
to o ept a student for field instruction. The student's
placement lasts only cpproximately seven months, from March to
September, and the supervisor must understand b initio that he
must commit himself to be ovailable for the student for the full
period of that placement. The agency in turn should appreciate
that it is undesircble to traonsfer o sociel worker acting as a
student supervisor to another branch, for exomple, befure the
termination of the placement, Such a tionsfer should be posipnaned

until the educational obligations undertaken have boen fulfilled.

It is well-known that staoff turnover in sociul work agencies
is high. Mc¥2ndrick has reported on the occupational mobility
and occupational wa-tage of a group of female white sociol workers
in South Africa. He found that the mean iength of job of his

respondents was 15 month: and tie average total service in the
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profession was 34 months.l This is undoubtedly o problem when
student supervision is considered. The present study revealed
that only three social workers acted as supervisors in both

years of the study. The FWC needs to point out to agencies ond
supervisors the benefits of building up a pool of experienced
qualified supervisors who could act in that copacity over a

period of yeors. The family and occupaticrnal status of social
workers should be taken into account in the selection of supervisors.
It is preferable, if at all possible, to select social workers to
act as supervisors if there is a strong possibility thot thoy

will be able to continue in the supervisory role for two or more
years. In spite of the facti that students' preferences for
particuiar settings may change from vear to year, the presence of

a good supervisor in an agency ig always an inducement to a siudent
to select a particular plazement and is a factor which the FWC

can and should emphasise in her pre-placement work with students.

The importance of appointing one clearly-defined supervisor
for euch placement has been stre.sv . However. the results of
the supplementary project in 1969 revealed that in 10 sut of the
11 placements a certain number ot fermcl supervisory sessions
were missed (See Figure 5 page 242)for reasons such as the supervisor's
\llness or other unavoidobie reusons., It is ineviiable that
such conting,~nzies will arise and yet it is educationally undesirable
for g student to yo from one week of her plocement tn the rext
witbout forrni supervision. One student commented as follows on
the difficuities experienced by a st''dent wnen her supervisor is
absert: "My supervisor and I hod o good relationship which enabled
re to discuss subjective feelings. When he was away, I felt quite

lost and zould hove benefitted from support from somecne else."

It - suld seem therefore that while there shuuld be an

assigned supervisor who is committed to remoin in the agency for

PR,
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the duration of the placement, it might be advisable tor the

FWC to suggest that another social worker be officially designated
as a deputy supervisor. If the appointed superviscc is ill,

has to attend a conference, or is away from the agency temporarily
fer an unavoidable reason +“hen the student will not miss her
formal supervisory conference, as she will have one with the
deputy, even though of necessity the conference with a deputy-
supervisor may have a different focus or be more limited in scope

than o formal session with the on:- going supervisor,

9.1.2 L-~ation of Supervisor in Agency Hierarchy

What of the location of the supervisor in the agency
hierarchy? The ideal is for the supervisor to be in a mid-
management position in the agency aond this was the caose with 35
per cent of the supervisors in the present study. However, in
this regard, the keynote of the FWC's upprooch should be flexibility.
The exigencies of the locai situution must be taken into account.
It may not alweys be possible to havu n social worker at the mid-
managenent level acting os student supervisor. 1n a small agency,
the executive director may be the most suitable or the only person
available to act as the supervisor. In an under-staffed agency
where supervisory staff have a heavy load of staff supervision,
¢ social worker at the field level might, with adequate preparation
and support from the FWC, provide the student with a more
constructive learning experience. In every individual case,
the FWC needs to explore the issue frankly ye' tactfully with the

agency concerned.

What i significant about the results of the present stody
however is the faoct thot only three of the fourteen supervisors
involved in field instruction progromme during the two years

under review, were relieved of some port of their workloo to

enable them to devote sufficient time to field inst:ruction.
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11 out of the 14 (78,57%) were expected to supervise students
in odd.tion to carrying their usual workload. This is an
undesirable situation, aond prevailed in spite of tne fact that
Item 25c of the 1969 Guide to Field Instruction Centres stated
that: "The supervisor‘s normal duties and workload may require
some adjustment in order to allow time for ... supervisory

sessions!'*

The effect of work pressure on a supervisor's ability to
perform adequately in his role was described by one stuc nt rs
follows: "Throughout my placement my supervisor was very aware
that supervision was inadequate, and he was very unhappy about
this. However, due to the pressure of his own work he was not
really free to do much gbout It." Another student commenied:
"The superviscr had to carry his normal caseload which left him
little time for adequate satisfactory supervision.” The FWC
therefore needs to negotiate with the agencies on this issue,
Practical realities may sometimes present complications. As
one supervisor wrote:

Becquse of abnormol work-situation (shortnge and

continued turnover of staff) during the student's

placemert, not encugh supervision was porsible.

Discussion was often interrupted and rushed.

Under such circumstances perhaps another social ~orker with a
slightly lesser load should be appointud supervisor in place of
the social worker carrying the brunt of the abnormal working
conditions, Under normal conditions, the FWC should interpret
to the agency the need for the supervisor to have his workload
sufficiently reduced ‘0 enable him to give regular time to

teaching.

* See Appendix 4
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9.1.3 Qualifications and Experience of Supervisors

As far asz the gualifications and experience of the
supervisors in the present study are ccncerned, the reulity
situation was close to the ideal. Twelve of the fourteen
supervisors had professional qualifications in social work. Two
of these had post-graducte qualifications while another two were
studying for higher degrees while they were supervising. This
obviously is a desirable juality in o supervisor which the FWC
should be aware of in negotiations with ugencies over the

selection of supervisors.

The fact that two supervicors were not professionally
qualified in social work requires comment. Whi;e it is desirable
that a student supervisor should be o registered social worker,
the FWC should not be absolutely riqid in this connection. In
exceptional circumstances o supervisor without professional
qualifications in social work per se may have much to r¥fer o
student. The FWC should individualise in such instances and
attemot to build safeguards into the situation, and not automatically
refuse to consider a potential supervisor only on the grounds of
the lack of social work quelifications, The two students in the
present study who were supervised by non-social workers both
reported positively on their placements., The one wrote:

I found the plocement very beneficial. During

supervision I goined a great deal of insight

ond understanding with regard to my relationship

with my clients. I .ound my supervisor very

understonding and helpful.

The other student rated her supervision as "very good.

A wonderful experience, both from the leorning and the personal
point of view." Hers is an interesting case, os she haa two
supervisors, o psychologist assisted by a social worker. In

this instonce, this was a successful arrangement, as the student

| I . TS




benefitted from the inter~disciplinary contact. The conclusion
to be drown for the FWC is that every placement should be judged
on its own merits. The guidelines are important, but they are
only guidelines, not inflexible directives.  The FWC must use
her professional judgement, expertise and imcginﬁtion in deciding
whether or not o purticular plocement with the supervisor
available can provide a student with a beneficial learning

experience.

As for as experience is concerned, the supervisor group
in the present study all met the criterion of a minimum of two
years experience. This criterion was included in the Guide
to Field Instruction Centres with the additionel important proviso
that the supervisor should have been a member of staff at the

Agency for a minimum period of six months.*

9.1.4 Number of Students per Supervisor

Clause 23 of the Guide makes ithe following point:

If possible it is desirable for the field

instruction centre to accommodate at leost two

students simultaneously.... This is

advantagesus from the educational point of view.**
However, the results revealed that in many placementsthis wos not
the case. In 1968, five agencies accommodated one student each,
ond in 1969, three had only one student each. Eight out of the
22 students (36,36%) therefore were in single-student plocementis
in seven agencies, one of whom took a single student in each of

the two project-years. If the incidence of formal supervision

is taken aos an important criterion of the quality of o placement,

* See Clouse 36, Appendix 4
##5ee Appendix 4
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it is interesting to note that the two agencies who scored

lowest on th?’ parameter in the supplementary project in 1969

(providing formal supervision in 16% and 25% of field work
weeks respectively) were botl agencies accommodating only one

student each. While the 3rd one-student aogency in 1969

provided formal supervision in 92% of weeks, this was an unusual

cuse where the supervisor was the only social worker in a

residential institution. The other two instances were community

agencies of o reasonably large size.

One student commented as follows on the disadvantoges of «
one~student placement:

It can be helpful to have more than one student at
the same agency, otherwise there is a feeling of
isolation, The student can lose perspective on
issues in the agency if there isn't another student

with whom one can discuss these.

The FWC should therefore encourage agencies to take more

than one student at o time for field instruction. Once again,

as always, practical considerations must be taken into account,

such as the size of the agency in terms of staff and space.

However, it is an arrangement tcu be pursued. In the writer's

experience multiple placements with multiple supervisors seem

to work well as student rivalry for the supervisor's attention

is eliminated. However, the student unit pattern should also

be explored. Brown and Gloyne described how student units were

financed in Britain from sources external to the University and
the Agency, either from public funds or Trust Funds. FWC's in

consultation with agencies should explore sources of financing

in South Africa such as foundations. The quality of welfare

services in a comnunity is closely reluted to the availability
of high-quality professioncl staoff and social work educotion

may well receive o proportion of donor funds if the Schools, in

combination witk Agencies, present their case imaginatively.
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9.2  Selected Features of Field Instruction Placements:
The Role of the FWC

9.2.1 The way in which the Student's Status in the
Agency is presented to clients

The results of the research revealed clearly that
there was a discreponcy between the way in which supervisors
viewed this aspect of field instruction and the way in which

students perceived it.

A 1968 student commented: "There could have heen more
initial explanation of studert role and procedure with clients."
This type of remark from students as well as other information
from them clerted the writer to the importance of this issue.
Consequently the following clause was inserted into the 1969
Guide:

The field instruction centre shall formula*e a policy

with regord to how the student shcould iniroduce

herself to clients. This policy cecision shall be

communicated to the student and to all other members

of staff, both professional and clexrical."*

However, the results revealed that even in 1969 the
discrepancy in perception continued. Tk» FWC must therefore
interpret to supervisors the importance of clear policy in this
regard. She can, in consultotions, ascertain from the supervisor
what the agency's attitude to this matte: is, help the suoervisor

formulate a definite policy on the matter and ensure that this

is communicaoted to the student and other members of staff.

V.2.2 The Selection of Cases for the Student

When o conparison is made between the criteria for

the selection of students' cases cited in the sociol work literature

* Clause 24, Appendix 4
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ond the bases on which the supervisors in the present study
selected cases for students, it is appaorent ‘hat these coincide

for the group as a whols.

Item 39 of the 1969 Guide states as fclldws:

The supervisor shall be responsible for the
selection of cases for the student. The main
criterion for selection of assignments for the
students should be their educational value in
accordance with the student's current stage of
learning.  Assignments should also be selected
with the aim of acquainting the student with
the various services offered by the agency. *

These provisions scem io have been implemented by the group of
superviscrs as a whole,  However, one student in 1969 wrote as
follows:

I do feel that I could have been given more

interesting and challenging cases. Most of

my cascs involved supervision of the clients

and ot times I did not think I was helping my

clients at all, ond often did not know exactly

what my functions in connection with them were.

The conclusion to be drawn is that the FWC needs to
consult with the supervisor and student in every placement to

ensure that the selection of ccses assigned meets the students

learning needs.

9.2.3 Number of Coses ir the Student's Caselood

I1f 12 cases is regarded as the maximum number
desirable in o student's caselcad, it appears that in the
present study the majority of students hod workloads in excess
of this total. It would seem that on the whcle the students
investigated therefore,dealt with too many cases to permit the
detoiled "slow motion" learning of =ocirl work process which is

a vitul objective of field instruction.  Too many students hod

* See Appendix 4
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too many short-term cuses. In one agency though this was the
case, the students learnt to analyse the intake process in
depth and therefore learnt much about psychodynamics. In thisg
case it is the exception which proves the rule, and in general
the FWC should encourage the agencies to limit the student's
case load to a total of about twelve cases, some short-tern and

others on-going over a majox part of the placement.

9.2.4 Students' Attendunce at Administrative Meetings
and Visits of Observatﬂgﬂ

The mean number of responses from supervisors and students
indicating that students had attended meetings of the Agency
Bonrd or other committees associated with the administration of
the service was 12.  This indicates that students attended
such meetings in only 54,55 per cent of the 22 placements. When
this result is viewed in combination with the finding that the
topic "policy and administration" featured infrecuently during
supervision discussions, it would seem to indicate that the FWC
must emphasise the odministrative objective of field instruction
in consultations with supervisors. The FWC did include the
point that students should ~ttend meetings of the Board and/or
odministrative committees in clause 55 of ihe 1969 Guide* but
the results indicate that this needs further interpretation and

elabo:ation with agency personnel,

Item 56 of the Guide states that "the student should be
given the opportunivy to pay visits of observation to other
ngencies cond institutions in the community whose work is relevant
to the services offered by the field instruction centres."*

The results cf the present study revealed a zimilar percept on

by students cnd supervisors of the extent to which this requirement

* See Appendix 4

e e




D e i | vann . it 1 v dven kA i

wos implemented.  Their mean response was 16 or 72,73 percent
which indicates that visits of observation featured in more
placaments thon did attendance at Committee meetings. However,
in vi- f the importance of this aspect of field instruction
in communicating a community organisation opproach to the student,
the FWC should try to ensure that all field instruction centres
provide students with this type of opportunity. As cne student
commented:

If the student were taken on visits and exposed to

the views of workers at the other agencies with

which the field instruction centre has contact, this

would give the student greater opportunity to assess

the services and methods of the other agency mo.e

objectively, This would facilitate co-operation
and co-ordination.

9.2.5 Students' Responsibility for Writing
Letters and Telephening

The results of the present study demonstrate that in 1968%
and 1969 virtually all field instruction centres made provision
for students to have these exper.ences. Reference to this
aspect of field instruction was made in Item 59 of the 1969* Guide
and it remains for the FWC to ensure thot these procedures
continue to be followed in oll cgencies providing field instruction

to students.

9.3 The Role of the FWC in relation to the
Supervision Process

9.3.1 Formal ard Informel Supervision

When one views supervision as a whole toking both formal
and informal supervision into account in terms of its duration,

the finding in Section 8:3:1 (page 228) was that less time was

* See Appendix 4
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devoted to the process in the present study than should be the
case accerding to overseas studies. The FWC therefore needs to
emphasise the importance of the supervisory process in general

to a greater extent.

A number of other results indicaoted clearly that for the
group as a whole informal supervision seemed to exceed formgl
supervision in importance and conversely formal supervision,
which should be the heart of the entire field instruction

experience, received relatively insufficient emphasis.

The 1969 Guide contained one clause stressing the importonce
of formal supervision (Item 40) but clearly this matter require.
further interpretation and emphasis. The following results lead
to this conclusion:

Soction 8.2, page 221

A significantly higher number of students than supervisors

perceived thot informal supervision was the predominant patt 'rn
in 1968 and 1969.

In the supplementory project in 1969, info stoervision
occurred in more weeks than did formal supervision,

Section 8.3.2 revealed that informal supervision exceeded

one hour in 45,63 percent of weeks.

Table 27 (page 240)indicated that the formal supervision
occurred in an average of 66 percen* of weeks for the group as a
whole, the range being from 16 percent ond 92 percent of fisld

work weeks.
The supplementory project in 1969 indicated that formal

supervision losted the optimai period of 1 - 2 hours in only

25,94 percent of field work weeks (see Table 25, page 237)

e e e IR A



o

The over-riding conclusion to be drawn from the data is
that formal supervision received insufficient emphcsis in the
field instruction programme during 1968 and 1969 and the FWC
therefore needs to help the agencies increose the attention

given to this matter and change its form in several respects,

The following histogrom summarises and depicts grophically
the mean percentage of weeks for the 11 students participating in
the Supplementary Project in 1969 in which various parameters cf
foxmal supervision appiied. If one assumes, on the basis of the
theory cited, that these parameters should have applied in 100
percent of the weeks students worked in field instruction centres
with the purpose of receiving field instruction, then the shaded
portion of the figure provides a quantitative renrssentation of
the extent to which tke FWC needs to negotiate with agencies with

raspect to maximising these dimensions of field instruction:

) 2
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Figures 6, 7, 8, 9 which depict the exient to which these

parameters applied in the placements of individual students at

different agencies, indicate the variations which existed between

different field instruction centres and different supervisec ..

The empirical daoto obtained therefore confirm the second hyp.thesis

formuloted at the beginning of the project and found on p.l$
Chapter 1 viz, "Field instruction cantres would differ with

regard to the pattern of field instruction they provided and in

particular with regard to the amount and type of supervisicn offered.”

Consequently the FWC must individualise euch field instruction

centre and each supervisor, The nature and degree of her

intervention in relation to the agencies participating in the field

instr. ction programme will vary accerding to the circumstances in

each agency.

The results of this study together with those of Sales ana
Nuvarre3 in Micnigan, indicate thot informal supervision undoubtedly

plays an importont role in students' field instruction. It should

therefore be more explicitly defined by the FWC. For example,

the 1969 Guide made no reference to informal supervision. In

consultations with supervisors, the FWC should explore the role of

informal supervisian i1 the placement, To what extent is it vi
for supervisors to be available for "emergency" guidance, and to
what extent could improved advance planning forestall some insta

of unscheduled contuct between supervisor and student?

9.3.2 Evaluatiorn Discussions

As far os evaluation is concerned, all the supervis
in the present study reported that an evaluation discussion had
occurred, while only 17 out of the 22 s*tudents agrees with this
view, This waos not statistically significant but worthy of not
Students +.nd superviscrs need to be conscious of the importance

on-going ossessment throughout the placement os well cs at its

tal
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termination. It is important therefore for the FWC to provide
both supervisor ond student with guidelines to those nspects of the
student's performance which should be evaluated. One example of
such an evaluation outline is that drawn up by the field work
consultont at Wits. in 1968, o copy of which is provided overleauf.
Such an outline for the qualitative assessment of the students!
field work performance is a useful guide to evoluation discussions
in supervision .hether or nct quantitative assessment occurs at
the end of the placement. In consultotions with supervisors, the
FWC should help supervisors to build up the confidence to evaluate
the student's performance and express criticisms on the issues
named in the guide. This is often a difficult task for social
workers who see themselves assentiolly as members of a "helping
and healing profession"4 and may be afroid of the "damage" they
moy cause through judging and criticising. The FWC must help
them to see these matters in perspective and to differentinte

between their roles as supervi.snrs and cose workers.
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UNIVERSITY OF THE WITWATERSRAND - SCHOOL OF SOCIAL WORK

FOURTH YEAR STUDENTS' CONCURRENT FIELD INSTRUCTION IN SOCIAL WORK

EVALUATION REPORT -~ IN DUPLICATE

I. Identifying Data:
Nome of Student:
Agency:

Naome of Supervisor:

Date of termination of placement:

11, Learning Opportunities Provided:

(a) 1In which methods of social work did the student receive
Field Instruction? (Please specify: Casework, Group
Work, Community Organisotion, Administration, Social
Work Research).

(b) Nature of Students' Workload 1.e. individual cases
described according to problem and casework service;
number and description of groups handled; individuals
and groups within the community,

(c) Socicl Work Administration: Meetings attended i.e.
Board and Committee meeiings, case conferences, staff
meetings, inter~disciplinary and inter..agency contacts
etc,

.u) Social Work Research: The noture of any research projects
in which students participuted.

£l Assessment of Students' Performance:

(6) Genercl: Comments on studenis' punctiulity, dress,
reliability, ability to toke responsibility.

(b) Socicl Cosawcrk: Qualities of warmth, emnathy,
sensitivity, iwayination, cupacity to form, sustain
and terminete professional rslationships with clients;
interviewing abiliiy on home visits ond 1n office
interviews; obility to obtein informction; planning;
understonding of numcn bLrhaviour in terms of
psychological and socio-cultural toctors; knowledye
and use of community resources; ability ‘c work in a
multi-disciplinary tecm ond tc interpret ‘he sociol
worker's role in this setting.
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(¢) Social Group Work: Programme Planning; Special skills,
capacity to form, sustain and terminate relationships
with the group os a whole and individuals within it;
obility to assess behaviour and needs; leadership
agbilities and use of group leaders.

(d) Community Organisation: Ability to identify and interpret
community needs; demonstrated ubility to compile and
present facts in a manner conducive to decision .aking by
groups;  contribution to process of decision making;
capacity to relate to members of other professions and
citizen volunteers, individually cnd in groups; ability
to function professionally in conflict situations
requiring problem-solving skills; public speaking ability;
ability to communicate and negotiate with public badies,
local and national.

(e) Recording: Students® ability to record appropriately
and occurately; usie of language; reliability in
keeping records,

(f) Social Work Administration: Knowledge of Agency's
structure, functioning and financing; grasp of agency's
poiicies and procedures; ability to work wi*hin agency
structure and function;  relationships . " other members
of staff; ability to follow office procedures e.g.
filing, keeping routine records, use of telep".ne etc.

(g) Use of Supervision aond other Learning Oppcrtunities:

Nature of supervision provided; students' relationship
with Supervisor; degree of independence or dependence;
ability to use his own initiaotive for learning; students'
understanding of supervisor's own work pressures;
students® contribution at staff meetings; ability to
relote theory and prociice,

(h)  Social Work Research: (uolity of performonce in any
Agency research projects; research consciousness;
handling of student‘s own research project for
dissertation,

(i) Assessment of Student's Professional Development: Any
special difficulties or positive quualities; ability to
have insight into his own behaviour; emotional
adjustment to role as social worker;  progress in
overcoming rarly difficulties; quolity of development
into a professional social worker; identification with
the profession, the professional cssociotion of social
workers etc.; aeny additionol points.

General Comments: General comment on the programme of field
instruction; any suggestions about ccademic courses for
social work students.




Group Supervision

The resuits relating to the use of group superviszion
give a clear indication that this type of supervision was used to
a minimal degree in the period under review., The FWC therefore
needs to communicate tc supervisors the advantages of this type

of supervision and to assist them in considering appropriate

ways in which it could be introduced into the field work curriculum,

9.3.4 Content of Supervisory Discussions

As far as the content of supervisory discussions is

concerned, figures 10 and l1* indicate that much work needs to be

done by the FWC with supervisors in this connection. Again there

are cgoacy variations, some supervisors concentrating on important
topics such as "subjective aspects” more than others. In general
however, the results indicate that most supervisors need help and
guidance in relation to the topics which they must cover in supervision
with students. Clauses 41 and 42 in the 1969 Suide** relate to these

matters but additional clerificati-n is necessary.

The empirical data provided by the study confirm one of ihe
hypotheses formulated in Chapter 1 viz. that discussion on the
integrotion of theory and practice would occur infrequently. The
rasponses to the annual questionnaires revealed that this topic
was discussed frequently in only 27,27% of placements, while the
supplementary project revealed that it was discuesed on average

in only 30% of wen's worked by the 11 students cs a whole.

The other hypothesis viz. that discussions related to
objective actirn in cases would occur more frequently than discussions

of subjective factors, was confirmed Ly responses to the annual

* See pages 288 and 291
% See Apprndix 4
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questionnaire cdministered over the two year period of the study.
Students in 1968 and 1969 reported that "objective action™ was
discussed frequently in 81,82 percent of placements, while
"subjective aspects” was discussed frequently in or'y 45,45 percent
of placements. However, the data from the suppiementary project
do not confirm the hypothesis. The mean number of weeks in which
"objective oction” was discussed in 1969 and 50 percent of the
total number of field work weeks, while the figure for "subjective
aspects" was 54 percent. Possibly the emphasis placed by the
School on field instruction during 1969, by means of this resecrch
project, supervisors' seminars and other measures. accounted for
this difference. On the other hand, both scores remain low., A
topic of the imnortance of "sukjective aspects™ shou!d be discussed
in a far greater percentage of field work weeks than 54 percent,
and the FWC must interpret this to supervisors and make herself
avai.shble for consultotion in order to assist supervisors to deal

with ‘“is ospect of social work practice.
p

The same applies to the topies "integration of theory and practice"
another vitol aspect of fieid instruction and supervision, and "policy
und administration'y which was discussed frequently in only 18,18
percent of placements over the two-year period 1968-1969, and which
fealured in fcrmal supervision in an averoge of 12 percent uf tie field
work weeks in which ithe 1l students in 1969 received field

instruction in ccmmurity agencies.

9.4 Conclusion
Two thoughts ace presented to conclude this section.
Firstly, os Brown and Gloyre pointed out in relation to

their survey of the Field iraining of Social Workers in Britcin

in 1966, the conditions of field instruction are in a state of
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constont change and "facts were necessarily out-of-date almost
before they could be committed to puper-“s This applies in the
present study too where the empiricel datg refers to the period
1968-1969, which at the time of writing (1973) is three vears in
the past. Nevertheless, as Brown and Gloyne state:

'Stills' from strips of film are sometimes o good

example nf their quality. Changes ofte" reflect

the pecmanence of problems and principles. A

study of the recent past may throw some light on

the shape of things to come, if only by roising

provocative questions."o

It is hoped that the same aqrplies to the present

study.

Secondly, it must always ¢ resemuered thac fieud
instruction centres or- inJependent i~stii tions in the community
established with the primary purpose ¢f rerderirg service to
clients. They en-cr int: . ceatroctual o w gemer with the
University on a more or less formal bas.. to provide field
instruction to students. The faoct that student education is a
gecondary objective and that service to clients iy primary is
gsometimes regarded aos an obstacle to effective fieiu instruction
os on educational process. This is one of the reasons advanced
in the United States for establishing teuching centres in which
students learn aspects of practice in settings removed from the
direct cervice-giving situation. However, the present writer
considers that une of the most vuluable lessons about professional
practice which the student can lcarn is that service to the client,
whether it be an individual, a group, an organisation or a
community, is a paramount consideration and that self-discipline
i« required of the practitioner. She must learn that to some
extent she must contrcl her own needs ond desires in the interests
of the client. This can only be leavnt in the agency situatior.
Of course the student's learning needs are important and must be
met. This was ihe motivation for this study. However, it would

se~m to be a retrogressive step if these were met at the expense
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of eliminating the rendering of direct service to clients by
the student.

Furthermore, it is only in the service-~giving situation
that the student can learn with authenticity the>dynamics of
isteroction between practitioner and client in the real life
situation where a person with a problem cuomes for help to an

agency established by the community to perform a specific function.

Therefnre, partnership with agencies is desirable on
philosophizal grounds and not only on grounds of expediency such
os lock of sufficient funds to enable the Univervsity to establish

its own teaching centre.

Consequently, it is essential to cultivate good relotionships

with agencies.  Schools of Social Work must avoid the imoge of

an expert authority dictating to agencies how they must provide
field instruction. This would crecte resentmen* and engender
hostility which is inimical to the interests of the student and

the school within the agercy and is therefore self-defeating, The
Schaol con and must provide leadership in relation to field
instruction but not dictutorship. The FWC must be what her title
irplies, ond agencies must be involved in curriculum planning for

field instruction,

To conclude in the vords of Samuel Finesione:

The criteria for provessional field instruction
are very difficult to wchieve and, in a sense,

are alweys striven for and never fully achieved.
The co-ordinated effarts of all educators ir class
and field ore needed to linrk research and theorsy,
theory and proctice, practice ond curriculum.”

-
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PART IV
The Role of the Field Work Consultant in
relation to the Field Work System.
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If all the participants in the field instruction of secicl
work students are viewed as interacting elements in g social
system as was suggested in Chapter 2, it follows that “he role of
the FWC is affected by each of these elements, and in “. n the
behaviour of the FWC can influence the behaviour of the other
elements. In what ways should the FWC operate in relation to
each of tle elements of the field work system (see Chapter 2
Diagram 3) in order to facilitate the implerentation of the
specific feotures of the field instructio: - ~an-e described in
the previous chapters? In other words, = ts .Le role-set

of the FWC in the field work system, where rolu-set is defined

in Robert Merton's sense os "that ¢ ~lement of role-relationships
in which persons are involved by vi - of occupying a particular

social status.”*

* Robert K. Merton. "The Role~Set: Froblems in Sociological
Theory™ The British Journal of Sociology, June. 1957, ».
110, os quoted in Howard Irving. "A Social C-ience Approach
to o Problem in Field Instruction: The Analysis of o Three-
Part Role-Set" Journal of Education for Social Work, 5 no.l:
50, 1969.
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CHAPTER 10

THE ROLE OF THE FIELD WORK CONSULTANT IN THE FIELD WORK SYSTEM:
SOME ORIENTATING CONCEPTS

10,1 Role Concepts

Yvonne Fraley's role mode. which she formuluted in 1969
"to facilitote the identification inalysis, and comparison of
the non-client relationships in which s~cial workers enguge"l
is a useful conceptual framework to bear in mind when anolysing
the various role relationships required of the FWC. rraley's
model is based un symbolic interaction theory and is composad

of six variables:

i« The position of the actnr that is, the position «f

the FWC (in this cose) at the time of the interaction unde:
consids>ration. The FWC will occupv differeni positions in
relation to difieient eloments in the social system. In relation
to thc student she is to some extent in authority; in relation

to the Head of the University Department, she is subject to his
cuthority; in relation to the agen~v supervisor, she is a
colleague. Each position evokes different expectations, attitudes
and behaviour from the octor and from others in relation to him

or her, The University sub-system itself has certain characteristics
which distinguishes it from other complex organisations and which
complicates role definition within it. As Joseph Soffen points

out in the publicution "The Social Werk Educator," the relatiunsaip

between staff and line is reversed in the University. Quo*ing

Blau, he states that "administrotive authority ond professional
staff relationships are more difficult to stow in a hierarchical
arrangement than in most other bureoucrccies.“2 These cemnlicoting
factors con affect the FWC's rcle in reiation to the elements of

the University sub-system.




.4
e
o

328

ii, The goal of the actor: Clarification of the goal

*o be achieved by a particular action assists in the definition

of appropriate role behaviour. Fraley points out that in

casework or group work the goal in client relationships is usually
versonality reconstruction or relief of current stress. As the
practitioner moves in'o non-client relationships the goais shift.
In the case of the FWZ, one possible goal is to improve the

quality of field instruction offered to students; onother could

be tc change policies relating to field instruction, o: to change
administrative processes or structures within the School which
affect the field instructica programme. As Renee Berg has pointed
out Mevery activity in ¢ school must ... relate itself to the
school's cent.ial purpose: education of students for the profession"3
but within this major purpose there are differing goals implicit in
differing activities. Burg differentiates for example between the

activities of "teaching' and "educating®™ By teaching she means

all activities which involve her directly with students, while she
assigns to the category of educotor, the r ltifarious activities

essential to supporting this central activity,

iii. The other: According to Fraley "the other" person
with whom the social wourker interacts mas be a single person, a
group, or a colJectivffy.4 The rWC could interuct with
an individual student ¢r supervisoxr, the staff group within an
agency, or at a meeting,with the cggregute of executives and
supervisoirs from all ngencies ccting as fiela instruction centres.
Just as the social worker who is conceptualised us the actor

occupies g position in o sociul svstem, so do the other persons

with whom he interacts. Their posi.ions affect their uttitudes,
expectations and behaviour just ¢, the actoi's position affects
hiim or her. Likewise, the pouitior of '"the other™ affects the
actor's expectutions, attitudes and behoviour. The FWC will
behave differently to some extent towards an Agency Executive, her

Professor or towards o student,

—
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iv. Goals of "the other¥: In her article entitled

“Intake and some Role Considerations” Helen Perlman emphasises
the importance of worker and client achieving some congruity of
goals if the worker is to engage the client successfully in the
helping process.5 Likewise in any encounter between a social
worker and an "other® which is aimed at some productive outcome,
the social worker must ascertain the goals of the "othes:® both
monifest and latent, sxplicit and hidden. The FWC must become
acqueainted with the goals of agency sxecutives and supervisors
in toking students for field instruction. Do they appreciate
their educational commitment, do they perceive the student as cn
extra worker to run errands or help out with assorted tasks, or
do they perhaps regard the student as a nuisance who must be
accommodated perhaps becuuse of a tradition of acting as a field
instruction centre to a particulor University? Agency and
University Department or School of .ocial Work must exchange
views on the goals of field instruction and attempt to reach
some degree of congruence. As Ress Dana wrote: "Although the
two portners in the educational process carry Jifferent role
responsibilities, the conditions of partnership require agreement
as to ultimate goals.™ However, in the same publication, a
staff member nf the Council our Sociul Work Education commented
that although schonls ond agencies were striving in many ways
towards the same goals, they often did . t convey their mutuality
of interests to one unotherﬁ An important aspect of the FWC's
role would therefore be to clarify the goals of "the other™ and
to uttempt to match these to the gools of the School. As Fraley
states,"routinely identifying the goals of the other may help to
identify those situotions in which gool modification on the part
of 'actor' and/or ‘other' is essentinl for goal achievement and
those situvations in which a mutual accord is impossible, and so

is si.cess.!’

" Iordrm et

i



B e TP VR e NI o R T T LE b L T tewe opr

330

ve Forms of Communication: Fraley emphasises that

communication is an integral part of symbolic interaction theory
and in fact interaction between human beings becomes most
constructive when there is a free flow of ciear and unambiguous
communication between interacting porties. The deleterious
effects of “double-bind™ communications have been fully described
in both psychiatric and social work literature. In the experience
of the writer, a frev ilow of sensitive communication between the
elements in the field work sysiem facilitates that type of
interaction which promotes field instruction of a beneficial
nature. Fraley suggests the following classification of
communication:., all of which could be used by the FWC to facilitate
interaction between the elements of the field work system in such

a way as to keep the system evenly balanced and productive:

a. Verbal communication {face-to-face or
telephone conversations, such as in interviews with students or
supers.sors, visits to agencies, uddresses to staff meetirgs at

School or Agency)

b, Written communication (drafted by the actor
and given to "the other™, for exomple, field vork guides to
ogencies and students drafted by the FWC, reports to school staoff
ond wniversiiy odministration on the statistical and other

features of the field instruction programme).

¢. Use of the body to communicute (for example,
posture, gesture, facial expression operative in interviews ond

meetings).

d. Non-verbal media (e.g. photographs, tours).
The FWC could counsider for example toking supervisors and agency
executives on a tour of the University compts to increase their
identificotion with the educational task of equipping students

for professional practice.




=

e s s ot o NI b . 3 e - o s s MRS LT S8 B8 e, v

a, Distribution or presentation of cormmunication
materiol prepored by others (e.g. pamphlets, films, tapes, teaching
records). The FWC can make use of such materials in supervisors

seminars, for example.

The importaonce cf communication in pronoting School-Agency
relations was emphasised by Katherine Kendall in an article
published in 1967, She stated there thot "effective commitment
to educational goals cannot occur without continuing comm:nication
between schools and agencies, and here the hurden of responsibility
falls primarily on the schools,“? she added that at that time
national and local agencies in the United States considered that
true partnership in the educational venture of field instruction
reg'ired more frequent and broader cummunication than existed at
ths time, This factor should at oll times be an important

consideration in the activities of the FWC.

vi Metkods of Influence: Fraley outlined some

possible methods of influence under three rubrics derived from
socicl work technigues in casework, community work and supervision.
These are nroblem-solving, teaching and helping.  According to
Fraley, problem-solving techniques are readily udaptable to non-
client relationships while the applicability of the teaching and
helping relationship techniques is uncertain, It would sean
however, that in the FWC's relationships with different clements
of the field work system all would coply. Teaching and helping
activities are relevant to the FWC's role in relation to students
and super.isors, while other methods of influence cited by Froley
would olso apply, for exomple, conveying expectations by making a

apecific request,

The writer supports Fraley's view that this madel "con be
vsed as a fromework for studying the role(reguluri*iesor pattexins
- 9 . .
of behaviour)of less well urderstood positions" in the social work

profession, and therefore considers that the model has greai
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vtility in explicating 1e role of the field worx consultant

within a School of Social Work.

10.2 Social Work Principles

Another importont orientating factor in considering the
role of the FWC in the field work system is that the role is
that of a professional social worker and must therefore be subject
to the basic principles which are (or should be) at the foundation
of the professionul behaviour of all social workers. These may
be categorised in varinus ways but a cautionary note must be
sounded before proceeding to describe some of these ways. To
state that the FWC must behave in accordance with the principles
of social work is not to imply that she must apply clinical s~ ial
work to the participants in the field instruction programme, in
the sense of undertakins therupeutic activities such as thoss
germaone to sorial casework or social group work. Rather, these
principles must be incorporated in behaviour which is relevant to
the educational purpose of field instruction as part of e total
curriculum of the department or School of Social Work within the

University.

One categorisation of principles which has been developed

10, . .
mainly in the casewcrk literature  involves the following list:

i. Respect for the dignity ond worth of every individual
human being, This is fundamental to social work practice and
opplies no less to the rol> of the FWC who must maintain this
attitude towards students and supervisors under all circumstarces.
Occosions may arise when o student may be coreless or incompetent
or where perhaps a supervisor will fail to meosure up to requirements.
The FWC must strive to maintain an cttitude of respect and courtesy

even under such circumstonces.
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ii ond iii The same would apply to the principles of

acceptance and the non-condemnatory attitude detgiled in the
caseworh literature., Behaviour may be unacceptable but the
FWC should olways attempt to understond the motivations which
underlie such behaviour, aond though she may have to exercise
sanctions perhaps such as in on extreme case removing a student
from g field instruction centre, this should be done within an

atmosphere of tact and diplomacy us far as possible.

iv  Self-determination or self-responsibility within the
framework of authority, os opposed to authoritarianism, similarly
applies to the field instruction situatior as it does in the
casework situation. In oan article eatitled "Reflections on a
Teacher" Charlotte Towle wrote as follows in 1956:

One of the earmarks of thu great teacher is that

he lends himself to others for their use throuvgh

teaching in ways that free the learner. He is

not all things to all men, but he has had

different values for differant men, and his

greatness lies in having fostered the individuality
of the learner. il

The field instruction programme of any school has a certain
structure and ceriain requirements which should be clearly
formuloted ana communicated to all participants who must abide by
thess. However, within this framework, participants shouid be

encouroged to express thumselves freely in thei- own particuiar

way. The School and the FWC formulcte guidelines not immutable
rules, ond in the writer's opinion, flexibility in the interpretation
und application of regulutions is o wital part of the FWC's cpproach.
It should always be remembered that the rules have been made by

the members of staff of the Sciiool for the henefit of students

and others, and the FWC should iherefore interpret these in this

way und not feel herself rigidly bound by past decisions which may
be to the overali detriment of a particular student, supervisor

or agency .n a particular sitvation.

Y. Much of what has been stated olrecdy, iucorporates
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another principle, nomely, that of individualisation,

which 1is an iwoortant in the sphere of socigl

work education as it is in clinical social work.  Studcats,
supervisors, colleagues, wust all be regarded as individuols with
their own unique personclities and means of self-expressiun, which
the FWC shouid not ignore. The needs of individual students and
supervisors must be taken into account in the conduct of the field

instruction programme.

vi. Another important principle is that of confidentiality
which ogoin is us relevant to the relotionships of the FWC with
®others" in the field work system os it is in other spheres of
sociul work practice. In relation to casework its interpretation
is often complicated, and this applies t. the educational situation
as well, but it remains valid as a principle. Within the field
work system it has to be balanced against the desiraoility of «a
free flow of coamunicotion, as both ore important considerations,

ond here the professional judgement of the FWC would have to operate.

1f these principles are to be implemented in the behaviour
of the FWC particularly towards students and supervisors, she
requires self-oworeness and imnust constantly strive to develop insight
into her own feclings and reactions, particularly in situations
preseniing dif culties,  She needs the ability to face up tu her

emotions and the impact her behaviour makes or "the others” with

whom she interacts in the field instruction situation. If necessary
she should consult with her colleagues within the School in this

connection.

The behavicur of the FWC should also be characterised by
the genuineness, warmth ond concern for others which is basic
to socinl work practice and which is required if o growth-
producing climote is to be :reated.l2 The skills of inte..iewing,

involving a grasp of inter-nersonal dynamics, and the ability to
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observe and listen, to comment or question when necessary or to
remain gilent - all these apply to the role of the FWC tvo. On
the subject of listening, Pettes states that ""the canework skill
of listening with both understonding and ihought is essential in
lupervision’13 and this applies too to the activiiies of the FWC
whe should, in interaction with students, supervisors, executives
aond others, listen to whot is being su.d, seek to clarify facts
and listen with ¥the third ear™ to grasp underlying meanings in
communications. Such skills are relevant to the FWC's role
with organisations such as the ay:sncy as a whole, or the
University administration., In a lecture entitled *Creating

a Climate for Change in Organisations™ delivered at the Golden
Jubilee Seminars of the School of Social Work, University of the
Witwatersrand in 1972, Dr. G.V. Gront of the same University's
School of Rusiness Ad-inistration, states that the new role of
change-agent in large business orgoni:ations, which was created
to promote organisational development in the contemporory period
of rapid societal change, required the skills of sensitive
observation and listening, and a deep understanding of an
orgaiisation ond the pecple who constitute it. He needs too
skills in conrontation, an attitude of acceptance to people,

ond the personal copacity to provide emotional support and
reossurance to those people who are being expos2d to change.
These comments ure relevant also to the FWC's role in bringing
about changes in social welfare organisations which will be

conducive to improved field instruction fcr social work students.

Another categorisation of social work principles relevant
to the roie of the FWC is that of Ruth Smalley. In her book
*Theory for Sociai Work Practice™ published in 1967, Smalley
enunciated fi - principles which in her view ore generic for
sociol werk proctice, upplicoble to the primary methods ¢f social
vork as well os to social work administration ond research,

education and supervision.
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i. The first principle embodies Smallev's ccncept of
diognosis, which is o diognosis related to the use of the service
offered, formuloted with the participation of the clientele sorved,
and shared with that clientels for its own use, ond which is
subject to continvous modific.tion as the phenomenon served
changes. Smalley herself points out that a teacher in a school
of social work must diognose or evalugte a class as a whole as it
moves through the academic year in respect of its mastery and use
of particular curriculum content and adds:

He must evaluate, also, the learning problems and

promise of individual students. The adviser has

o very special responsibility for arriving at and

octing on an educaticnal diagnosis of each of her
advisees, 19

The literature on supervision cnntains many refarences to
the importance of aducational diugnosisl6 and the FWC also clearly
has a role to play in diagnosing the learning needs of the student.
Smalley's concept with its democratic connotations mokes it
applicaoble too to cther elements in the field work sysiem, The

FWC in consultation with supervisors, agency executives and

academic staff should "diagnose" the needs of agencies and
supervisors in relation to the field instruction progrumme. What do
they need to know? Where do they need support? Where are
modifications necessary?

Smalley's stotement that diognosis must be related to the
service given, emphosise: that in the educational situation
diognosis must be related to icarning and teaching considerations.
This is o most importont point. When personality factors are
assessed it is not for their own soke but only in so tar as these

ore relevant to the teaching and learning situvation.

As Charlotte Towle wrote in "The Learner in Education for

the Professions:”
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To one who would understand the part played by
anxiety in learning ... it 1s to be noted that
educationcl diagnosis focuses largely on the
individual in the current educational experience.
The educator does not attempt to know the basic
causes of the onxiety. He does ottempt to know
the precipitants in the educctiongl situation. 17
(writer's emphasis)

ii. Smulley's second principle relates to the "conscious,
knowing use of time yhases™ by the social worker and was referred
to in Chapter 7 of the present study. Because the relationship
of the FWC with students and supervisors is rigidly structured by
the features of the academic year, this principle is also relevant
to the FW('s role, Smalley wrote:

Nowhkere are the potentials in using beginnings more

keen)y felt than in a school of social work. Here

the rhythm of the school year highlights the hope

and fear which attend beginnings - the reaching

torward, the fearing, fleeing from, or fighting, so

characteristic in varying patternsin all beginnings.
The FWC in a school of sorial work has much to do in recognising
ond tilising thase beginnings in which she has o responsible role
to play, for example, the beginning of a field instruction placement
and its zignificancs for student, supervisor, agency executive,
board and university staff ond administrction, She must learn to
understand the processes operative in the middle phase, and act
vccordingly, and the very great importarce of terminution where
student iresponses for example can ronge from relief to regret,
anxiety about the future or a quiet satisfaction that they have
successfully undergone a meaningful ond maturing learning experience,

and keen onticipatinn of using their professional skills in practice.
iii. The third principle concerns the use of .gency function

to give focus, content and direction to sociel work processes. In

the cuse of o Schocl of Social Work, the function of the "ogency™
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is clearly an educational one, to provide educational experiences
which will promote the intellectucl, emotional and conative

growth of the student so that at the end of a given time period she
will possess the kno-ledge, self-awareness and skill to enable

her to embark on the professional practice ot social work. Conscious
use of this principle will ensure Lhat the FWC's activ:ties will

have purpoz~ and directirn and will nct involve inappropriute tasks.

iv. Principle iv relates to the conscious, knowing use
of structure as it evolves From function. Structure is defined
in terms of time, place, policy and procecures and according to
Smalley introduces *form® which furthers tne effectiveness of all
socinl werk processes. The FWC must devise an appropriate
structure for beginning her contact with students at the commencement
of the academic year, for exumple addressing them as a group on
aspects of their field instruction and consultation sessions with
her, and she should assist ugencies c¢nd supervisors to devise 'nd
vtilise a productive system of introducing and initiating s.: sents
to the field instruciion centre at the beginning of their plucements,
Terminution preccedures should also be defined, for example, o
me=ting of all supervisors and agency executives from field
instruction centres at the end of the year, perhaps followed by a
lurcheon provided by the University. Place is also an importaont
corsideration, Smclley points out that it is not only
odninistratively recessary ‘or classes in a school of social work
to meet ir the some room regularly out "it is psychologically and
educationally helpful as we.l.l.":l9 The same would apply to the
] etior of the FWC's individual consultations with studerts, The
FWC must help the ugency iu s2e the necessity o! providing the
student with a suitable place where she can sit and work, and she
herself must determine whether it is more advoniogeous to consult

vith ajency personnel at the School or at tee ogency under differing

circumstances.
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Policy regording the field instruction prog.amme itself
serves as siructure ond gives form to the urdertaking, thereby
preventing disorganisation and confusion. Thc development of
specific procedures for implementing policy is relaied to this,
ahd the research described in the previous section wce concerned
with this aspect of structuring. Smalley endorses the point
made earlier in this chapter, that form or structures should net

be used rigidly. In her words.

Skill i1 the development und use cof form or
structure requires that it be employed in quite
agnotner wev, with full comprehension of its
necessity, <ith wisdom in ils employment, and
with constaont testing and modification in the
interest of its effectiveness for maoking a
service available in a helpful woy. Too much
form can stifle creativity ... but too liitle
torm or absence of form can be wasteful of
effort, lead to purposelessness, disurganisction,
confusion, amorphousness, or cutright chaos.20

v. The final principle states that "all social work
precesses, to be effective os processes in sncial work, require
the use of relatioiship t. engage the other in making and octirc
on choices or decisicns as the core of working toward the
accomplisnment of a purpose identified as own purpose, witnin
the purpose of the service being offere'!."21 In applying this
principle to social work education, Smalley states as follows

gbout the teacher in a schocl of social - ork:

Central in his own process skill os teacher in
class or in field .is copacity for engagement

of the student in learning, for furthering the
student's copacity to act on his own interest ond
will-to-become, for his own scke, ra:her than
purely or primarily to satisfy the school's
requirements. Teaching method is characterised by
skill in 2ngoging as well as in importing. #nd ithe
adviser in a school of sociol work directs his
whole energies 1o freeing the individual student

to toke hold positively of nis own will to learn
and te become o professional social worker, through
working wilh him on what is standing in the way of
whot he neecds 1u know or experience for a fuller
engagement of timself in leasning.
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It i+ in this area of engaging in a relationship tnat
role performance or behaviour must be aken into account, that
is the individual's interpretotion of role requirements in terms
of his own unique personality. This factor is an importani one
to consider in analysing the relaticnships within the field worl
triad: supervisor crd student, student and field work consultant,
field work consultant and supervisor. No prescription of policies
and procedures can present the full piclure. ivery relationship
within the field work system will be =oloured by the impact of
the individual personalities involved and the interaction between
then. This point illustrates again the necessity nf the FWC
to develcp self-awareness in relation to her funciiening in her
profe.cional role, and to encourage students and perhops to a

lesser exient. rurervisors, to do likewise.

The relct.:nship bet.ecn role performunce und self-
expression has been considered in what the present writer considers
to be o significaont paper entitled "Authenticitv in Teacher-
Student Communication™ delivered by Emcauel Tropp at the 1969
Annuval Programme Meeting of the Courcil on Social Work Education
in the Unit.d Stutes. Tropp stotes that in {he modern world
of large, impersonal orgunisational structures social work students
ore seekirg freshness, intimacy, genuineness, and vitality in
wlich they find their world so woefully deficient ond that there
was therefore a n-wed for uthenticity in relatinnships between
sociul work educators and students. This does not imply an
abandonment of role considerationz but the performance of role
in "a uniquely individual manner, which brings out the moximally
appropriate self, thereby creatively enhoncing the roie,” In
other words, Tropp formuisted a simple ecxiom, thus: "One acts
oneself to the fulles. possible extent that being oneself i:

not incontradiction with the performance of one's function."




Tropp also mokes the important point that the distinctivu
role of social work educator, while involving social work
principles, should alsc ba firmly rooted in educational principlus.
He must avoid on excessively close identification with the
therapeutic aspects of o social worker's role and must incorporate
features of the teacher role such as the following: being®un
informed and motivated illuminator ... an active person who gives
of himself, leads, inspires, demonstrates, stimulatesuand is able
to confront the power aspects of his role in relation to students.,
He needs to have o great desire to teach, to help others to
understand.  This "is transmitted vividly to the students as
a feeling of cenviction ... (which) is contagious and has vrormous

23

human impact."

10.3  Educational Principles

The role of the field work consultant as o social work
educator is therefore a slend of aspects of the rcle of social
worker and the role of teacher or educator and the FWC <hould
familiarise herself with principles from the field of education
as specifically opplicable to the field of ;ocial work education.
As early as 1942, Bertha Capen Reynolds gave attention to this
questicn and in her book "Learning and Teaching in the Practice
of Jociu’ Work™ she developed the concept that the role of the
teacher in social werk education involved five mejor functions,
which have been summarised by Mary Louise Somers as follows:

ie diagnosing what is happening to the learner

(formulating an educational diagnosis);

ii. giving the learner sufficient secuiity in the
learning situotion so that he can risk trying the
new;

iii, presenting the subject for mastery by the learner;

iv. releusing the energics of the learner so he con
move from preoccupation with self to ability to study
the situation as it is;
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iv. freeing one's own energies as o teacher from
pre-occupation with subject matter, after mastering
the content to be teought, in order to focus on the
learner in relation to the content to be mastered.24

The pubsication of the Hollis ond Toylor report on "Sociul
Work Education in the United States™ in 1951 stimulated
constributions by Ralph Tyler, Charlotte Towle and Grace Coyle
on the role-dimensions of teachers in social work education.
These papers were delivered at the Annual Me:ting of the American
Asscciation of Schools of Social Work in 195Z, and have been
reprinted in the CSWE publicotion "A Source Book of Readings on
Teaching in Socia' Work.  Two years later, in 1954, Chorlotte
Towle published her work entitled "The Learner in Education for
the Professions" which more than any other volume, has "defined
the role of the teacher in social work education and mode
conscious and explicit use of thcories of learning und teaching

! Towle placed central emphasis on the

in the process.'
responsibility of the teacher for setting in motion "a learning
proc. =s which will cndure"?‘6 throughout the professiongl iifetime
of the practitioner. Towle stressed the importance of arranging
learning experiences in such a wav as to achieve continuity,
sequence and integration for cumulative effect, and sh: added

that if sociol work educators wish to fuster creativity in learning,
the integrative copacity of the student must be more than equal

to the integrative task or demand, leaving a margin of energy
available within the learner to davelop his competence and ais
commitment to continue stiudying., Towle wvividly depicted sociol
work education as"a process which aims to integrote the emotions

27

and the intellect for professional use."

Towle's book remains n classic on the subject, but has

been supplemented 1n the late 1960's by mony other contributions.
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Many of these have been presented in four useful collections,

one from Britain and three from the ‘)nited States:

i. Eileen Younghusband's compila*tion entitled "Education
for Social Work™ 1968,

ii. "Faculty Development in Professional Education" by
Joseph Soffen, 1967,

iii, "The Sociel Work Educator" edited by Joseph Soffen,
1969,
iv. "Teaching and Learning in Social Work Education”

compiled by Marguerite Pohek, 1970.

A perusal of the ideas presented in thesc publications can be of
benefit to any field work consultant in the performance of her

role. A central point to bear in mind is that in the University
setting the teacher is trans«ctirg with adult learners and that
education, in the words of Ralph Tyler, prominent American
educationalist, is "a process for changing the behavicur of students
in desired directions" where "behaviour" is used in the broad sense

to include thinking, fe:ling ond acting.28

In conclusion, two quotations from A.N., Whitehead, late
Fellow of Trinity College, Cambridge und Professor of Philosophy
at Harvard University, are presented. They are derived from
Wnitehead's famous book "The aims of education and other essoys.”
What educaticn has to impart is on intimote sense

for the power of ideas, for the beauty of ideas,

ond for the structure of ideas, together with a

particular body of knowledje which has peculiar
reference to the life of the being possessing it.
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The justification for g University is thc. it
preserves the connection hztween knowledge and

the zest of life, by unitig the young and the

old in tne imaginative consideration of learning.
The University imparts information, but it

imparts it imaginatively. ... This atmosphere of
excitement, arising from imaginative consideration,
transforms knowledge. A fact is no longer a Lare
fact: it is invested with qll its possibilities.
It is no longer o burden on the memory: it is
energising as the poet of our dreams, and as the
orchitect of our purposes. Imagination ...
enables men to construct an intellectual vision

of a new world, and it preserves the zest of life
by the suggestion of satisfying purposes,2?

In the writer's view such g philosophical conception of
education can enhance the functioning of the field work consultant
os a social work educator in relationship to students and
colleagues within the University and within social welfare

organisations in the community.
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