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CHAPTER 11

THE ROLE RELATIONSHIPS BETWEEN THE FIELD WORK CONSULTANT,
SUPERVISORS AND STUDENTS: I.RELATIONSH1PS WITH SUPERVISORS

The empirical data presented in Section IIT provided some
answers to the question "What should the FWC aim to achieve with
supervisors?"  The "How?" of the prccess will now be considered.
In other words, which methods shculd the FWC as a representative
of the School of Social Work, use in order to achieve the goals

described earlier?

11.1 The Effect of the Triangulor Relationship - FWC-Supervisor
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In o sense it is somewhat artificial to consider the FWC-
supervisor relationship in isolction from the FWC-stude-
relationship as the two are mutually interdependent in muny ways.
Supervisor, student ond FWC constitute the field work triad and
it is important to consider the nature of the triangular

relationship as well as its components.

Annettn~ Garrett, whose work "Learning through Supervision”
published in 1954 represents one of i1he mgjor contributions to

this subject, stated os follows:*

Full realisotion of the potentiol values made
available by good supervision requires also the
integrating touch of o teachiny member of the
social work school faculty who maintains in broad
perspective a close relgtionship with the detoils

*1t should be noted that the term "field work consultant™ is
equivalent to her term *fac'.lty supervisor” and that her study
was bosed on the field work programme of the Smith College
School for Scvcial Work which operates on the block system,
olthough this in no way rer ''rs her remarks irrelevont to a
School using the concurreni system,
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of each student's progress. Poor agency
supervision will, of course, give field work
relatively little value. But even when ogency
supervision is excellent, ultimate responsibility
for the siudent's l:arning experience rests with
the faculty superviso:-.  She, more than anyone
else, knows the developmental needs of the student,
the educational aims of the school, and the
potential contribution of the particular agency and
the particular agency's su-ervision. She
stimulotes both the student and the ugency's
personnel in a way which brings cbout tihe
continuing progress of the student toward
professional achievement.l

In the Smith system described v C.rrett the foculty
supervisor (or FWC) is also responsible for teaching casework
during the academic sessions, and this type of arrcngement has
certain educational advantages. Goerrett states that

through knowing the student in ithe classroonm,

through plasned interviews while the student is on

the schocl campus, through periodic visits to the

agency where the student is placad, and through

regular reports from both the student and the

student's agency supervisor

the faculty supervisor is able to give continuing guidance to the

student's work in the following respects:

(i) Through her teaching ond her contacts with the students
and faculty at the school, she obtains a nicture of the student's
knowledge, interests, abilities und emotional attitud2.,  On this
basis she seeks tc oscertain the stage of development th .{ has
baen reached by the time the studert enters the field, and 5!
shares the relevant .spects of this knowledge with the agency and

particularly the ogency supervisor.
(ii) The faculty Supervisor participates in the original

attempt to motch the individual student t5 the individual agency

at the time field work assignments are made so us to assure that
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the student will be especially fitted to utilise the opportunities
which thot par*icular agency offers and, consequently, able to
obtain a prectical learning uxperience which will contribute most

of her development.

(iii) Through keeping in close touch with the agency by means
of regular visits ond reports, the faculty supervisor follows the

student's developing relationships with the agency and her clients.

Pooling her knowledge with the agency supervisor's, she is often able to

help in appraising the student's needs and to work out with the super- i

visor suggestions for improving the quality of the studert's performance.

(iv) Tirough continuing contact with the student and the
agency staff, the faculty supervisor is oble to keep in close touch
with the student's growth in field work. Sharirg of knowledge
and perspectives between school und agency supervisors makes an
essential contribution to the student's well-rounded progress

during placement.

(v) The faculty supervisor's direct familiarity with the
educational goals of the school enables her to share this knowledge
with agency staft thereby helping them te assist the student with

the integration of theory and practice.

{vi) In this whole process the faoculty supervisor
combines knowledge of the student, the school, and
the agency with her diognostic skills to co-operate
with the agency supervisor's knowledge and skills
in noting the student's progress at each stoge and
planning the next staoges in her training.3

Garrett details the nature of the contacts which the FWC
(or faculty supervisor) has with agency supervisors and students

us the student's development unfolds throughout the academic year.
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She dewcribes what the nature of the contucts is os well as the
dynomics involved at particular stoges in time. Goldie Basch
Faith of the Pennsylvania School of Social Work does likewise

in her study entitled "The Professional School and the Socigl
Agency: The Nature of their Relationship as offording Correlated
Class ond Field Training for Functional Practice in Social Work."
The Functional School, whose psychological theories are based on
the teachings of Otto Ronk, have formuloted a detailed

account of the emotional reactions involved in the professional
growth process which students undergo. This has been described
in the work of Virginiag Robinson, Jessie Taft and Goldie Basch
Faith, among cthers. Aspects of this process apply too to the
¢>velopment of the young and relatively inexperienced supervisor,
and an understanding of the dynomics involved is useful to the
FWC in the performance of hir role in relation to students and

supervisors.

These are American contributions t¢ the subiect. South

African and British social work educators have also made statements:

on the FWC's role in the triangular relationship. In South
Africa, Anrette Muller ond F,C. Shaw have described methods of

working with supervisors and students.4 At the time of Muller's

study in 1965, she found that there was no education for supervision

1n South Africa and in 1969, in bhis address to the Notional
Conference on Welfore Planning, Professor I.J.J. van Rooyen stated

as follows:

Proktykopleiers moet intensiew= opleiding vir hulle
took ondergaon en met die teorie en nuwe ontwikkelings
op die hoogte bly. D.t beieker dot "n baie noue
skokeling tussen universiteit en opleidingsorganisosie
geskep moet word. Dit is noodsacklik omdat die
geheelopleiding van studente die toock en opdrag van
vniversiteite is.5
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The British writer G.D.C. Woodcock has made some
importont comments obout tne tutor's function in the field work
triaed:

The tutor is a sort of go.between in relation to
student and supervisor, and must have close links
with each, but not so close that either is impeded
from entering confidently into the supervisory
relationship .... Both student and supervisor
must feel safe in discussing their prcblems with
the tutor, so that confidence is kept. In essence,
the tutor must find ways of creating an orea of
freedom around student and superviscr in which
both caon develop further competence. Having done
30, he must avoid intruding upon their relationship
+e» The tutor is often the certre of complaints
from both sides. He must never lcse sight of his
main responsibility, wh.ch is the students!'
education.t

The FWC's role within the field work triad, Supervisor-
Student-FWC is, in the writer's opinion, to act as a safety alve,
keeping a bnlosce between the free flow of communication necessary
if misunderst-ading and confusion is to be avoided, nnd the need
for confidenti lity, In assess g criticisms veiced to her,
she slould oliays lis* 'n corefully and differentiate between
those baosed on reality factors and these which are the result of
the emotional factors inherent in the learning situvation. A
research study zonducted by Sheldon Rose in the Netherlards and
reported in 1965 reveoled that the intensity of u student's
criticism of his field instruction experience is partly a function
c¢f the level of learning which tine student has attained. Beginning
students tendec to be more critical of field instructors than
were advenced students.7 Though this finding was not confirmed
by o lat~r study donc by Rose ond others ot the University of
H;chigun,8 it does correspond with the views of the Functional
School bosed on their experience with students. The demand to
perform rew tasks for which skill is as yet undeveloped, and to

change established potterns of behaviour, which professional
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educat.on imposes on the student, 1s met according to functional
writers, with fear aond resistance, which is¢ often translated
into criticism of the supervisor, the ogency, or the course ot
the University. This lessens as time pusses and the studenl
gains in kno.leuy2 and skill. The FWC should olway< be aware
of this phenome:>n in deciding when commurications should be
passed on andwhen she should contain anxieties and criticisms
expressed to her. In Goldie Basch's words:

It is o strengt’ of the dugl troining plan thaot

the student may turn to one for help with a

phase of learning Jifficult in the other. If

this is understood in both places, he will not

be involved by one in an attempt there to

solve the problem of the other; rather he will

La offered support and encourogement to return

to the place of his problem and there sclve it
by his own courageous action.?

At the University of the Witwatersrand, the FWC's have
experimented also with joint interviews consisting of FWC,
gupervisor and student,  These have been used mainly in crisis
situations, for example, when a student is performing well below
the ex.ected level, but some supervisors and students hove
expressea the desire for this type of interview even on the
occasion of the FWC's routine visit to the agency to gain
information on the progress of the placement trom the supervisor's
point of view. This form of interviuw con be useful, but
requires confident handling ond on ability to be confronting
within an otmosphere ot acceptonce. Both FWC and supervisor
need to be comfortable ir their role:z and conf_dent enough of

their ability 'not to fsel .hreatened by possible criti.ism.

11.2 The complexities of the FWC-Supervisor Relations.

The closest link between University ond agency is the

relationship t.ctween the FWC and the supervisor. For this to
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be most productive, each party involved should see the relationship
as one betwsen colieagues which is based on a feeling of trust,
as Edwards has pointed out.lO In practice howaver, the relationship

is often a complex one involving ambivalent feelings.

Woodcock's study in Britain reported in 1967 revealed thot
many beginning supervisors vi.wed the role transition involved
with apprehension and anxiety, mixed also with pleasurable emotionsll
Bessie Kent'sexperience with a group of $upervisors attending a
refresher course on supervision at Leicester University in 1965

was similar. She found that supervisors' anxiety often led to

the angry feeling that "the tutors of the sociol work training
courses were failing them in not providirg the answers to their
questions about the nature of student supervision.," While
supeivisors are entirely justified in expecting such guidance from
the FWC, Kent points out that there was also "un unrealistic
comporent to the supervisors' fantosies abcut what the tutors could
provide, .. moet a feeling that the tutors were omaiscient and

wilfully withholding information?lz

On the other hand, as Goldie Basch Faith points out, the
supervisor muy be intimidated by what she perceives as the FWC's

greatcr knowledge cnd authority;13 she moy also resent the

fact that the FWC operates in what may appeor to be a more leisured
setting, free from the heavy nressures of tha field and yet

attempts "to tell the supervisor what to do."

As Kent states: "the supervisor-tutor relationships is
often precariously balanced; against the mo.ivations ond
gratifications which sustain it through difficul: situations must
be weighed the inherent tensions arising out of the Jdiffering

perspectives of the supervisor and tutor."
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Howard Irving, also using role concepts based on social
systems theory, has exprested the view that the field instructor
is in an "ombiguous™ and "extremely vulnerable position" because
of the "contradictory role expectations of the field consultant
and the casework director (in the agency)','15 Most authorities
recognise that the supervisor can face a conflict betwaen the

demands of serving clients and teaching students. However, in

the writer's opinion, if the {ield work system is viewad as a
whole, it seems that the role conflici can be ﬁinimised if the
University and the Agency strengthen their ties and intensify

the degree of communicatinn between them. If the FWC involves
the casework director and even the Board in negotiations, the
agency us a whole will embrace the goal of student education to

o greater extent and reduce the practice-easucation conflict, which
Irving describes as "inherent in the contradictery nature «f the
agency-employed field instructor's dual responsibility to the

school and the cgency.“16 As Garrett states:

The agency supervisor is, of course, identified
primarily with the agency. This is os it should
be, It gives the field work a realistic rather
than an ortificiul aspect ... und ... accelerates
the development of a professional attitude (in the)
student .... It is impori- nt that the agency
supervisor identify also with the school and share
in its educationol goals. Having a good
relationskip with the faculty supervisor contributes
to this identification, and working cooperatively
with her helps the agency supervisor tc realize
that agency aims and school aims are not discordant
but compatible and sven mutually complementary.

By the same token, the foculty supervisor must

have an identificotion with the agency, and it is
this mutual identificotion that mokes for maximum
co-operation ... (and) professional development. 17

Kent describes cther difficulties that can arise in the
FWC-supervisor relationship, stemming from the tutor's anxieties

about mointoining high standords of professicnal education and
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other pressures, and because of the overlapping of ths roles

of FWC ond supervisor. This demonstrates the need for constant
und close communication and consultation, and o mature acceptance
of differences in approach. The FWC needs to be aware of the
dynamics of her relationship with supervisors, and also to help

supsrvisors gain such awareness.,

To sum up in the words of Edwards:

The relationship between supervisor and tutor is
complex; there are fears and rivalries, as well
as goodwill, on both sides, but a recognition and
acceptance of this leads to mutucl understanding,
end results in more effactive co-npercticn towards
t1e shared objective ot moking his professional
education a vuluable learning opportunity for the
student. 16

11.3 TheFunctions of the FWC in relation to Supervisors

Lydia Glover Nolan categorised the FWC's fuactions in
relation to supervisors under three headings: Administrative,

Fducational and Conaultative.

11.3.1 Aoministrative functions

In this case, it is difficult to separaote the FWC's
role in relation to supervisors and in relation to the agency
as a whole, and particularly the executive director, as these

activities are inter-related.

As Nolan states: “The faculty consultants have overall
responsibility for mainteining educational standards in the
field work prcgrumme."l9 They need to amass ger.~ral knovledge
of the various agencies in the community and the social workers
who could act as supervisors, in order to use this to develop
student placements. Brown ond Gloyne's study revealed that

such information was accumulated from o variety of sources - the

: R . \
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"gropevine" system, visits te agencies and consulting central
sources of information. In this connection, in the South

African situation, FWC's could possibly explore establishing
closer contact with National Councils who could supply information
about affiliated organisations, while Brown and Gloyne's
recommendation that professional associations keep registers

the names, qualifications and places of employment of their
members who would be interested in supervising,20 could also be
explored locally. The selection of the supervisor in any
placement should be made in joint, diplomatic consultation between
FWC and agency staff. It is certainly an important part of the
FWC's task to determine in advance of a placement who the supervisor
will be.,

As Helen Cassidy points out, ot times the role of the FWC
may be viewed as "trouble-shooter with agencies, super ‘con' artist
who extracts additional studeat placements from hard-pressed
agencies; manipulator of placements trying to 'moke do' in

. . . 1
reconciling the student populaotion with agency offer1ngs."2

The FWC is responsible for developing working arrangements
w.th agencies undertoking field instruction for the first time, and
wust define what the agency's and the school's responsibilities
are. The drawing up of o field work munual or guide to field
instruction centres is verv useful in this regard, as is previding
the supervisor in advance with details of the evaluation he will
be required io moke at the end of the placement. Provision should
also be mude to keep the supervisor informed of curriculum content,
that is syllobuses and reading lists. If the FWC clearly
communicates such infermation to supervisors and agencies in the
initial stages of planning for student placements, this will
"provide o firm foundation for developing working relationships
between school ard agency which will bear fruit in a successful

22

experiencn for supervisors and students.”

a
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The importance of orientating supervisors to their task

cannot be over-emphasised. A group meeting of supervisors ot

the commencement of the period of field instruction can be useful.
Nolan suggests that a trip to the campus is helpful in transmitting
the fact that the supervisors' tasks are an extension of the
educational process. Lois Sentman points out that group meetings
should be held periodically "to discuss various field-work

policies of the school and more effective ways of working together."23
An overall evaluation meeting ot the end of the year, involving

agency executives as well as supervisors, together with the whole

staff of the school, not only the FWC's, is particularly useful.

Some schools form curriculum content committees composed
of school staff and ogency field instructors. This ensures that
what is taught has relevance to current practice as well as to
developing, theoretical trends, affords status to field instructors,
enables them to inteyrate into the teaching team and keeps them

directly informed about the theoretical content of the course.

In most coses, the school is responsible for selecting the

students for placement in each ugency, although in Johannesburg

a number of psychiatric agencies prefer to conduct selection
interviews themselves. In any event, the FWC should review with
the agency the basis for decision in each instance.  How much
information about the student should the FWC supply to the supervisor
for puiposes of formulating an educational diegnosis? There are
differences of opinion on this question. In the writer's view,
the FWC should furnish the identifying information and details of
educational attainment of each student, She may further share
her understonding of the student's leorning obility in the academic
setting, and perhaps give some indicotion of the student's learning
needs as revealed in previcus placements, However, there is an

extremely importent qualification: As Sentman puts it, “the agency
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supervisor must rely primarily cn a knowledge of the student in
the dynamics of the supervisory relotionship.“24 Goldie Basch
points out that the student "may reveal to the agency aspects of
himself quite other than those revealed tc the school."
Furthermcre, the student will be developing and changing over
time, and these aspects of her functioning "we must each learn -
student, school and ogency" as time pusses.25 Perhaps o sound
policy is to provide the supervisor initially with factual data
such as the student's name, age, educational level, previous
placements and work experisnce (if any) and to exchange other
information in latey consultations with the superv.’sor once he
has had the opportunity to formulate his own tentative assessment

of the student.

The administrative responsibility of the FWC in relation
to the supervisor's evaluation of the student is important. The

FWC must devise a detailed outline for the evaluation report and

send this to the supervisors for their guidance. She must ensure

that evuluation discussions tetween supervisor and student occer
timeously ond that the written evaluation report is submitted to
the School. If it is the School's policy to show the report to
the student and to discuss 1t, (a policy favoured by the writer)

then this should be clecarly communicated to the supervisor.

According to Nolon, a mutuual evaluation between consultant
and supervisor :.garding the yeor's field instruction programme

is also helpful, It can result in the identification of

improved techniques for both partners aimed at improving students'
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field experience. Brown and Gloyne's study showed that supervisors

often felt the need for such feedbock, us well as for repurts on
. 26

the subsequent progress of students they had supervised. Such

methods assist in moking supervisors feel an integral part of the

teaching partnership.
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11.3.2 Educational Functions

It is self-evident that if field instructors are to
provide supervision of quality they must be equipped for their
tosk. The field instruction and supervision of social work
students is a specialised task requiring speciolised knowledge
ond skill. Experienced student supervisors often have these
attributes and can hand them on to new supervisors, but the
responsibility for educating supervisors remaoins essentially that
of the School where it is the task of the staff to develop expertise
in the sphere of social work education. The FWC can and should
vtilise experienced supervisors in teaching, but she is
administratively responsible for organising seminars and courses
for supervisors and other educational activities. Lucille Austin
wrote in 1952 that "planning foi more adequate training (fér

supervision) in the future is an :ssential - not a luxury."27

In 1973 South African sociol work education this remains
opplicoble. If the standards of field instruction described in
Part III of the present study are to be implemented, the
supervisors responsible must be informed what these standards are
and should understaond their importance within the context of
social work education. This can only be meaningfully imparted
to them through an educational process initiated by the field

work consultant.

Many universities in the United States run formal courses
on supervision and atiendance is compulsory for all student
supervisors. Goldie Basch Foith describes the course entitled
"Syperviscry Practice"” which she ran at the University of
Pennsylvania School of Social Work from 1943 onwards.  This course
had originated in 1934 when Virginia Robinson had initiated
it under the title "Supervision in Social Work" and it is importent

to note that B tch Faith reported that agencies paid fees

for this course.
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If such a course is impractical, schools should run shorier
series of seminars for supervisurs. Ruth Werner describes the
syatem at Case Western Reserve University School of Applied Social
Sciences which provides o series of orientation sessions for new
field instructors. A short, relevant bibliography is provided,
along with specific assignments for meetings which deal with the

following subjects:
(1) Orientation to the role of social work educator.
(ii) The concept of educational diagnosis.

(iii)The selection of learning experiences for social
work students.

(iv) Responses to learning experiences in the field.
(v) Evaluation as an educaticnal process.

This programme was modified from time to time on the basis of
experience, responses to o questionnaire completed by participants

and the wishes of the participants.

During 1969, the second year of the present study project,
a series of five seminars for supervisors was introduced at the
Schaol of Social Work, University of the Witwatersrond. It was
attended by 22 agency supervisors ond four staff members from the
Schocl and meetings were held monthly from April to August. The
first session was taken up by a general discussion about the
seminars, their purpose ond content, the identity of the participants,
the field work requirements of the school including the details
of the guides to field instruction centres, and the content of
the theoretical syllabus, as well as details of the research
project being conducted by the writer during that year. The
following four seminars involved a study of supervision, with
"The Student ond Supervision in Social Work Education" by Priscilla
Young as the basic text. At each seminar, ithe FWC acted as the

discussion leader but group mambers presented papers on the topics
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selected and general discussion followed, during which participants
raised issues deriving from their experience as supervisors ond
exthanged views with each other and staff members from the School.
When the series was over, the supervisors who attended were asked
to evaluate the seminars on an attitude scale devised by Kropp and
Yerner for the purpose of evaluating short-term educational
programmes for adults.29 The scale consisted of 20 items randomly
arranged*® and respondents were asked to check each statement which

raflected aspacts of their attitude to the series of seminars.

The instrument was scored to give a measure of the success of the
activity on an eleven-point scale with "one" being the most
favourable possible reaction, "six" representing a reaction of
indifference, and "eleven" representing the least favourable reaction.
The mean score for the 18 respondents who completed the attitude
scale (82 percent of all participants) was 3,98, which may be
interpreted as a favourable response to the seminars. The two

items on the scale checked by the largest number of respondents

(16 out of 18, or 89 percent) were

"I think it served its purpose’(the 7th most favourable

response on the scale)

"] hope we can have another one in the near future"

(The 3rd most favourable response on the scale)

The most unfavourable items checked by only one respondent each were:
"] leave dissatisfied"

"1+ was much too superficial

These represented the 4th and 5th most negative responses possible
on the scale. Not one respondent checked any of the three most

unfavourcble responses. Three respondents checked the most

* See appendix 9
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Tavourable response, five the second, while 14 or 78 percent
chacked the 4th most favourable item:
"It provided the kind of experience that I can

apply to my own situgtion"

These results would seem to give a clear indication that these
supervisors valued the opportunity of attending such seminars
und therefore cenfirm Hypothesis IV as stated in Chapter 1.
Seminars for supervisors have been cortinued in different forms

at the Wits.School of Social Work anhvally since 1969.

There is a second aspect of the FWC's educational
responsibility tc supervisors. Not only must she provide
opportunities for them to learn gbout field instruction and
supervision per se, but she must also enable them to become
acquainted with the theoretical syllabus taught at *he School.
This is necessary if supervisors are to perform the important
task of helping students integrate theory and practice. As
Boehm wrote in the Curriculum Stuay:

Professional education, if it is to be academic

education, must constantly strive to help the

student perceive the theoretical base of his

practice and to see in his practice the
application of theory. 30

Houever, as Berengarten has pointed out:

One problem in achieving the objective of integration
is the fact that the professional education of field
instructors occurred at an earlier date .... To help
the field instructor assimilate newer knowledge, the
school must take its full share of responsibility

for providing the media by which student supervisors
con becone ocquainted with the total curriculum gnd
moy become related to changing content. 3l

The School should therefore organise semirars and short courses
on syllabus content as such and lecturers giving theoretical

courses to students should xeep the field instructors "nformed
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during the year of the prograss of their courses, Conferences
could also be held. Smith College School for Social Work for
example holds an annual conference to which all supervisors,
administrators and other agency personnel directly involved in
student training, as well as students, are invited, The
conference is centred on o specific theme which is relevant to
the profession as a whole.32 Along with the »rovision of such

educational opportunities for fiuld instructurs. the School

shovld oiso make the facilities of the University library available

to them.

A third major area in which the FWC functions as an educator

is in the area of innovation in methods of field instruction., Asx

Werner puts it, her role is "to stimulate, facilitate, and encourage

evaluation of experimentution."33 Many examples of innovations

have been described in the literature. The FWC should become

fomiliar with these and discuss them with supervisors. Examples

are Schubert's finding that direct observation by students of

interviews was extremely beneficial;34 the use of tupe recordings

as described by Itzin in 1960, Kelley in 1962 and Kohn, 1979;
Hannon's description of methods oimed ot increasing ropport
between middle-class students and lower-class clients; shared

interviewing by studunt and supervisor ae described by Sherman

1968, Leader 1968, Ryan and Bardil' 1964, Wells 1971; observation

ond interviewing of "normal™ families and children as described

Urdang in 1964 and 1966* and many others.

It is desirable that there should be close communication

by

and colloborotion between the FWC and field instructors in relation

to new ideas and the research evaluation of methods in field

instruction.

* Details of these publications are to be found in the
Bibliography at the end of the present study.




11.3.3 Consultative Functions

In Lydia Glover Nolun's words,

. The major function of t'e consultant in relation
to supervisors is that of advising and conferring
about field work education. The relationship
should be dynamic in quality, with mutual give-
and-taoke, and geared to helping supervisors
achieve increased ¢kill in helping and stimulating
the student in his learning. The consultant's
function is not o suvpervisory one. The supervisor
should feel free to make use of the consultent's
services in any way he wishes, and both should
feel free ‘o initiate contacts at any time.
Creativeness in ways of workirn together and in
developing student-supervisory techniques should
ve ancouraged.35

The supervisor's task is an exacting one, intellsctually
and emotionally, a tosk which he undertckes on behalf of the
educational institution which will confer the final award of
professional competence on the student. The supervisor snould
therefore be oble to expect guidance and consultation frou a
member of the School's staff. The FWC has knowledge of how the
student functions at the School but will need to know how the
student is functioning in the agency seiting. In Kent's words:

Both supervisor and tutor will have differing

perspectives on the student and can enrich each

other's unders.anding through discussion of

their differing perspectives. In this sense,
wach has a consultent function for the other.36

Most supervisors to o greater or lesser degree, experience
negative feelings of one sort or gnother in relation to supervision
- feelings of inadequacy, unreadiness, apprehension, and it is
part of the consult~nt's task to help them deal with these feelings.
Young supervisors need support and encourcagement.,  Supervisors who
graduated some years in the past may feel that their students must

know more than thsy do. Priscilla Young maokes the point that
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any social worker with experience (and supervisors

do have more experience than their students, either

in yeors or in training) can, if she is willing to

give the time and energy, provide the right climute

for o student to learn,37
The FWC nseds to encourage supervisors to perceive what they con
offer students of themselves as people and as social workers.
If supervisors can develop confidence in themselves, they can
oedmit to not-knowing or to being mist-ken without this negating
their supervisory role. Enabling s'pervisors to peiceive this
is one of the gouls of consultation. However, this applies also
to the FWC in the performance of her role. According to Young
"the student should feel free to tulk to the course tutor about
his fieldwork supervisor, or to the supervisor about the tutor,
without feeling that he is being disloyal to eithel."38 Each
should be sufficiently mature and confident to feel that they
have a contribution io moke to the student's development without
having to know all the answers. Each should recognise th:t the
other couid have a different opinion, without feeling unduly
threatened. This is not eusy, but is possible through fronk
consultation in an atmosphere of mutual respect and trust. As
Goldie Basch wrote: "A well-maintained collaboration for
professional training provides stimulus for fresh resolution of

differences arising in tkinking and practice, to the benefit of

. 3
practice,”

Consultation between FWC and supervisor con occur either

ot the University or the Agency, although since it usually concerns

the student's placement in the agency, it is advisable for the
FWC to visit the agency for discussions with the supervisor. It
aids the partnership and focilitaies integration when supervisors
come to the University for meetings, seminors and conferences
while the FWC visits oyencies for consultotion. The spacing of

vigits is varioble: some guthorities advocate monthly visits




over the period of a concurrent placement, but one or two routine
visits may be more practical, supplemented by others should the
nesd arise. The student may feel somewhat uneasy at the prospect
of supervisor and FWC conferring about her. She should know in
advance when the visit is to occur and should understand that the
purpose of the visit is to advance her professional education.

She should be informed afterwards by both supervisor and FWC of
relevant aspects of their discussiony ot times, as mentioned above,
she may attend the consultation. The purpose of the consultation
is for FWC and supervisor to exchange information about the
student's performonce und jointly to assess her progress and

identify future goals.

Opinions vary as to whether or not the FWC should read the
student's agency records. Nolon40 and Kent4l are in favour of
this procedure, as an aid to the FWC in adjudging the student's
ability in the field and to assist the supervisor in her evaluation.
Annette Garrett however expressed the opinion that routine reading
of case records could confuse the roles of the FWC and the
supervisor and added that ot Smith "where reading of student
records occurs, it is done selectively in thnse instances where it
is likely to add some insight to a baffling situation.“42 The
present writer is in accord with Garrett's view thgt the FWC

should read student's records only in special instances where

there is o problem or where the supervisor requests hex to do so.

Consultation is important too at the time o: evaluation.
The FWC must help the supervisor express critical opinions frankly
and openly if he is hesitant to do so, and should encourage ‘he
supervisor to discuss the evoluation report fully with the student.
While the supervisor's evoluation is valued highly by the school,
the supervisor should be cleer that the student’s final, overall,

evaluation based on her performanca in all placements and at the

l—
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school, remains the responsibility of the school. In the case
of students "at risk™ who are possible prospects for counselling
out of the course, the closest contultation betwaen FWC and

supervisor is required.

In conclusion, it may be stated that if the FWC fulfils
the functions in relation to supervisors which have been outlined,
this would be conducive to the implementation of the type of field
instruction procedures described in Part III. However, as Goldie
Basch Faith stoted, the most important aspect of the connection
between ogency and school resides not in the devices of contact
ond communication, but in the quality of the relationship, "in the
current of feeling, ... in the hard-won respect for difference’
in the candid acceptance and meeting of difficulty; in the
genuine self-involvement, in the sense of a process mutually

43

sustained.”
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CHAPTER 12

THE ROLE RELATTONSHIP® BETWEEN THE FIELD WORK CONSULTANT,
SUPERVISORS AND STUDENTS: II.RELATIONSHIPS WITH STUDENTS

oy

12.1 The Concept of Faculty Advising

The role of the FWC in relation
¢ fair amount of attention in American
recently, where the FWC is referred to

and the tutor. American articles are

Yelaja in 1972 and Rosenbloom et al. in 1973, while in Britain in
1972, Clare Morris and Robert Elmore both expressed views on the
subject. One of the most important statements however was ihat
made by Samuel Finestone of Columbia University in 1963 at the

Annual Programme Meeting of the Council or Social Work Education.

Finestone defined "faculty advising" as "all faculty activities,
excepl direct ucademic or field instruction, by which atudents are
assisted to cchieve goals of professional social work educution"1
but warned that different schools cculd hold different conceptions
of the process. However, three closely related components could
be identified. The first was a general educationol advising
component aimed at supporting the student's educational expzrience
us o whole. The secord and third components were more specific,

The second was related to academic procramme nlanning and student

academic performance. The third was related to field work planning

and performance.

According to Finestone, there are three major conceptions

of faculty odvising:

to students has received
and British literature
respectively as the advisor

those by Merle in 19692,
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One conception ... is that faculty advising is a
matter of administratively facilitating the
educational programme.  Advisor-student
relationships are ... discontinuous and not
intensive ....

A second conception T from ... the assumption
that the advisor-student relutionship is, in_itself,
a central aspect of learning. This relationship,
structured by frequency and content of conferences,
is assumed to be both continuous and intensive.
Advising is centralized by assigning a single
faculty member to each student; thus the faculty
advisor is general advisor, academic advisor, field
advisor, and, in addition, may be the student's
classroom instructor in social work method.

A third intermediate conception may be identified,
in which the advisor-student relationship is
considered as much more than an administrative
facility, yet not in itself a centrul uspect of
learning ... advising ir ‘es specific agssignments
of faculty members to in. .duol student udvisees
and regular planned conferences... The goal of
advising is to help students, administratively ond
through individualized educational counselling, to
make maximum use of learning opportunities and
meet educatioral requirements, The provision of
an intellectual and emotiuncl learning experience
is not considered o goal of advising, but it may
occur c¢s a by-product.2

At the University of the Witwatersrand prior to 1969, the
first of Finestone's conceptions governed the role of staff
members at the School of Social Work in this rzgard.  The
experience of the writer at the School from 1966 to 1968,
combined with study and consultations with academic staff in
Britain and Icrgel, led her to believe that reguiar scheduled
conferences were required and consequently, as part of the present
study, fortnightly tutoriols or consultations of half-hour
duration were scheduled between the writer (as field work
consultant) and eoch of the eleven students in the final yeor c¢lass
of 1969. These developed primarily out of a concern with field

work planning and performance but aspects of the other two

. O A
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components cited by Finestone entered into the conferences. All
interviews between FWC und students were tape-recorded and
tronscribed in detailed summary form in order to determine
empirically what the content and form of the tutorials were. The
pattern that emerged approximated Finestone's third conception

with elements of the second conception in certoin cases.

Initially the tutorials were structured in the following way
(derived from the trarscript of the initial interview with one of
the students):

“The student said that she was confused as to whether this
was meant to be a second supervisory session but I assured her
that this was not to be so. I said thot supervision was specifically
related to the aoctuel work done in the field. Although this was
a very important part of the curriculum hecause it involved the
translation of knowledge into skill, it was only one part, and the
School remuined responsiblc fcr~ the integration of the entire
curriculum. In the tutorials the students could discuss anything
they wished about the curriculum: their feelings about social work,
and about the course in general; or any aspects of their field work
which perhaps they might feel they could not discuss with their

- L]
supervisors.

Within this broad structuring, the keynote of the tutorials
was the students' freedom to use them as they wished. Implicit
in the structuring however was the purpose of communication about
the field work placements, as this group of students was each week
completing the weekly questionnaires for the research project
described in sectior III of the present study, and each student
returned these to the writer during the tutoriols where they were

checked and discussed if necessary.

-~




12.2 The Placement Process

Before discussing the tutoriols further however, it is
necessary to describe the process by which students are placed in
agencies for field instruction. This is an important part of the
FWC's task with students, precedes the tutorials in time and in
some cases affects the content of the consultations., Traditionally
in social work education"siudents are generally encouraged in the
first instance to express their preference for the type of field
work ... to be undertaken, partly because this is seen as a good
principle in adult education, partly with o view to economy."3
Furthermore, as Kent puts it "a great deal of effort has gone in o
matching students to supervisors in the past."4 Margaret Schubert's
research project into field instruction in social casework at the
Universits of Chicago School of Social Service Administration
described in 1963, revealed however that random assignments of
students to field settings was equally satisfactcry as individualised
assignment and she concluded that it seemed that "some of the
painstaking effort that goes into ... placement plans is superfluous.
It might be more useful to expenq this effort only on the relatively
amall group with special needs."b Nevertheless it is the view of
the present writer that the process of placement can be a valuable
learning experience fcr the student if the FWC individualises the
process. The student con learn something of the meaning of self-
determination as limited by the demands of reclity, since student
choice can never be the sole criterion to be token into account.

The availability of suitable supervisors limits the range of agencies
that can be used, while the circumstances of particular agencies
determine the number ~f students they can accommodate at any one time.
Furthermore the nreds and choices of aoll the students in the class

must be reconciled.® In the writer's view the use of all these

* These remarks apply to Universities situated in urban oreas where
numerous welfare organisations exist. In other areas choice
may be severely limited by the lack of community resources.
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factors,including student preference, by the FWC in working with

the student in the placement process can provide the student with

o real and valuable learning experience concerning the exercise of
personal cheice in life in relation to the limitations imposed by
the real world. Rosemary Reynolds makes the point that supervisors
should demonstrate by their own cttitudes towards students the sums
casework concepts they stress as important for the student to kave

towards clients, and the sume applies within lim.ts to University

staff.é As Charlotte Towla has stated: '"When an educational
system processes iis students without individualizing them, it
becomes mechanistic and fails to afford a humanizing expe 1ce.
The student is prepcred for a professional life that becomes more

treadmill than pilgrimoge."7

The folluwing is an example of the plucement process
relating to the 4:h Year concurrent placement, os practised by the
writer in her ccpacity as FWC at the University of the Witwatersrand.
It is boused on a record written by o student ut the request of the

present writer:

Having had a satisfying and good experience working
at the ABC agency (a general family welfare agency
dealing with black people and operating part-time

in centrul Johannesburg and part-time in an ovtlying
area) I was anxious to return and do my f.unol year
rlacement at that agency.

Tivis proved to be impossible on account of my not
huving transport with which to travel out to the
agency on my field work days, when it operated
outside of Johannesburg. My feelings were confused.
Not being able to go to the ogency of my choice was
such o disaoppointment that I felt rese-tful and
unhappy ¢' ut ony other placement. These feelings
were heightened hy my field work consultant's
persistence that the XYZ ogency would serve as a
good substitute. This agency wos also o family
welfare agency but had a strong community work
approach and was situated i. a newly-established
communi*y of another sub group of black people.

[ Ay I W
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My second choice was the DEF agency, but my field
work consultant informed me that this would be @
frustrating experience. She encouraged me to
explore a third agency similar to the ogency of my
first choice, and I went to interview the Director,
but again in this case transport proved the greatest
drawback.

My field work consultant, knowing of my perroncl
ambition to work in Isrgel, ond therefore t¢ have
experience in a field which would benefit me there,
and realising that I felt dissatisfied, arranged a
consultation session in which we discussed the
agency she suggested as suitable, that is, the XYZ
agency. At the tire this agency had a negative
image among the social work students. I also had
an irrational fear of and dislike for working with
the particular population group concerned. I was
resistant to w.rking at the agency, ond I put
forward the rationalisation that transport
difficulties would arise in this case too.

My field work consultant pointed out the following
advantages of the placement:

(i) XYZ was a community welfare organization

whose primary emphasis at the time was on community
organization and grour work methods which I prefexved
to casewnrk. I would therefore receive a generic
field instruction experisnze if I went there.

(ii) The agency oprrated in a multi-prcblem community
gimilar to many mul!i-probiem communities in Iarael,
Working there would ecnable me tc goin experience in
working within the framework of « culture different

to my own., Furthermore, my irrationul feelings

about this population group indicated that I needed
experience in getting to knnw them as people.

(iii) 1he agencv had recently employed a new social
worker who gove the impression of being dynamic and
progressive in sacial work theory and practice, and
would provide good supervision.

(iv) Finolly, the agency could rrovide me with
trangport.




It wos decided that I should think about *he
placement ond discuss it with my parents. After
some thought and discussion, I chose to go to
this agency, feeling somewhat of a martiyr as no
other fourth year student had been ploced there
before, and 1 .elt that I would not be able to
discuss the placement with any other studert in
my class. The decision-making was difficult ot
the time, but in retrospect I see that it was a
growth point in my professional development, and
I shall always be grateful for my field work
consultant’s guidance in the matter.

12.3 The rctionale for Individual Tutorials

Not only should the student be individualised by the FWC
as far as possible at the time of placement, but this process
should continue during the placement. This is one reason why

inc+ ‘dual tutorials ace important. As Towle stated:

The demands of professional education cannot be
individuolized but the learner can and must be
for the maximum development of his capocities

and for an identity with the profession through
which his individuality has not been impaoired.
This is seun as importarn not only for creativity
but also in order that the student may become a
socially intelligent professional person rather
than a narrowly professional one,8

A second reason fur including student advising in the
curriculum is the compartmentalisation and specialisation within

the present educational system. Beccuse these features exist

it therefore behoves the responsi.ble educator to
consider structures that can ve developed within
the system to help the student cope with the
CONBEUENCES oore A well-conceived and well-
planniJ <tudent advisement programme is an
important end necessary structure within our
educutional system,

X




Rcsenbloom, Stanton and Caroff in their article "Facvlty
Advisement - A Proposal for the 1970's" cite yet another reason
which is concerned with the impact of depersonalisation, innovation
ond uncertainty in a rupidly changing world. While this applies
perhaps more to the United States, it is becoming increasingly
characteristic of the Republic too, where our society is changing
and where social work must in time adapt to changing demands. A
student in these circumstances, if he is well taught, will soon
realise thot

the school has fewer answers for him than ever before

and that in order to become a true professional he

must learn to remoin a learner throughout his career.

He naturally responds with anxiety to this state of
uvncertainty, and the school must provide strong and
continuous support to enable him not only to live

with this anxiety, but also to make it productive by
channeling it intc motivation for life-long learning.10

Perhaps the most basic reason for the system of individual
consultations with students is that social work educaticn involves
both intellectual and affective aspects of the person; as Merle
puts it, the student is required to bring together "head and heart
in the service of others.” This is stressful and the school
therefore must provide a consultation system which "will help the

studenis master these new and unfomiliar educational requirvments.”

12.4 The Ngture of Consultagtions with Students

In 1953 Lydia Glover Nolcn wrote that in view of the uniqu;
combinagtion of qualities accepted by the profession a3 necessury to
qualify o person for social work proctice, it was essential that
at Jeast one member of the faculty - the consuilant - came to know
the student as a total person; not simply her production in field
work and in class, but how she thinks, feels and parforms generally
within the total experience of ker prefessicnal education. Nulan

saow the consultont's responsibility as felling into two overlupping
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categories; first as counsellor in such matters as progromme
planning, choice of field placements, long-term plans, employment
opportunities and such administrntive policies as the student needs
to understand for her smooth functioning, "The consultant should
transmit the feeling that she is there to encourage, to enable,

to let alone, or to toke hold as the situgtion demands." Becausa
of her knowledge of the student, she would be the one to draft
letters cf reference for the student for purposes of scholarships

or post-graduate employment., The second aspect of the consultant’s

function according to Nolan is to fulfil a teaching role by
providing "guidance and tutorial counsel." Guidance in this sense ,

implies

dirertion in helping the student sort out aid
understand his own thinking and feeling and in
seeing the different parts of his training in
relation to the whole.... The ccusultant
should serve as an educator with whom the
student con think out loud, express his thoughts,
feelings, doubts, confuslons, and even his anger
aond rerentment about what he is experiencing.

12.5 Tne Relgtionship between Tutorial Counselling
or Consultction, and Supervision

Consultations with a member of the University staff are to
be differentiated from supervision with a social worker within the
agency. As Sentman put it as eorly as 1949, the consultant
clarifies with the student "thot she does not act as an additional
case supervisor but instead focuses on co-ordinaling for the
individual student the krowledge gained in the classroom and the

Field."!d

Nevertheless, because both FWC ond supervisor are professisnal
social workers perferming a teaching role in relation to students

there is inevitably some overlap in their function. As Jean Snelling
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stated at a seminar on supervision in London in 1955, "the casework
teacher in the academic part of the course should be doing exactly
the same thing (as the supervisor), albeit with rather different
material and in rather different situutions?l4 K.M. Lewis,
another British writer, pointed out that it is impossible to define
clesrcut boundaries of function. In her words:

it is appropriate for both tutor and supervisor

to disuuss general principles in relation to

cases. Differences of opinion can easily be

resolved if there is close relationship and easy

contact between them. These are the safeguard,
rather than a rigid demarcation of function.15

What is required to prevent a student playing one mentor off against
the other, is contact between consultant and supervisor, communication,

co-operation end mutuel confidence.

Inevitably, hoth consultunt and supervisor will provide a
prcfassional model which influences the student's sense of professional
identity. Hence the importance of the relationships they establish
with the student and with each othe:.  Finestone makes the important
point tho* this identificatien "ghould be a mature and selective one
with plenty of leeway for critical thinking and independent action

by the student716 and both FWC and supervisor should b aware of this.

|

12.6 Methodologv of Tutorigls in the Present Study

12.6.1 Timirg: At the University of the Witwatersrand

e e vt

School of Social Wurk in 1969, it was decided, as part of the preseni
study, to introduce regularly-scheduled fortnightly tutorials for

oll students in the 4th Year of study. It wos considered importani
for the FWC to toke the initiative in providing the student with

a fixed and regular time for cunsultations in order to ensure regular
communication between FWC and student ond to demonstrate that the
FWC had, in Nolan's words, "a genuine interest in (the student)

s s 1
individuclly, and ... the time in which to demonstrate this interest.”
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Past experience had demonstroted that if the initiative was left
to the student, she would always have to moke a decision as to
whether or not her communicotions were significunt ¢ .ough to toka
vp the FWC's time, and often she would fail to mak wuse of th:

service available,

The writer therefore disogrees with Sherman Merla's view
that "the student should be the one to initiate the timing and
regulate the need for conferencesx with his adviser" although even
he concedes that such a procedure "should not preclude the advisor's
holding a minimum number of conferences with the student to get

some 'feedback’ on how the student is perceiving and reacting to

e g e g
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the toral educational experience."18 Clare Morris, a British

i B

writer, endorses the value of reguior and frequent tutorials while

stating that one ccnnot be dogmatic about their specific timing.lg

Rober’. Elw.re, of Oxford University. in discussing tutorials
in October, 1972. ~eribed tutorigls as "an unwarranted intrusion
into the persona. liie of the student" if an element of counselling
should enter into them.20 The writer disagrees with this point
of view, but in any event, the way in which the tutorials were
structured in the present study gave students the freedom to use
them as they wishked. If they preferred to use them to explore
ideas with the tuter, an approach favoured by Elmore, they were
froe to do so. If they chose to discuss issues of more personal
concern, they could exercise their prerogative that way. As
Elspeth Latimer has pointed out, wnen one has an analysis of the
functional roles involved in the advising process, "one con begin
to assess in what oreas the advising process may be appropriate

and essenticl for every student."21

12.6.2 yse of Tupe Recorder

In 1950, Eileen Blackey challenged the social work

O
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profession to give consideration to the tape recorder as o device
for teaching, and Itzin in 1970, Kelley in 1962 und Kohn in 1970,
described ways in which this could be done. It was decided to
record on tape the tutorials in the present study in order to
determine empirically how students uszed them and how the FWC
responded to their expressed needs. The tape recorder was placed
on the desk between the FWC and student and discussed with each
student ut the commencement ot the tutorials. Any initial
hesitancy about its use passed in most cases. Only one student
reported when asked to ussess the tutorials at their termineotion,
that the tape recorder had worried her in the begianiag.  She
odded: "1 don't think it worried:.e very much after o whk ' le."
Another student stated explicitly that she had not found i° at all
inhibiting.,  She soid "Ever if you don't forget eboutr it, it
doesn't disturo you - it doe 1't make a noise. It would te
marvellous if you could use it in cusework. It would be s  .eful
for teaching." 1In spite of this comment, there were times when
the technicol demunds of the tape recorder did interrupt the
interview, but *his oczurred only rarely, and the advantuges for

research would therefore seem to outweigh the disadvantoges by far.

12.7 The Content of the Tutoriols in the Present Study

Each of the 11 studenis was scheduled to have 12 tutorials,
the series to terminote at the completion of the period of field
instruztion. Only one of these tutorials was missed by a student
because she "forgot." In some cases, extra tutorials were
provided at the students' request. Ten extra interviews were
held with six (54,55 percent) of the eleven student. One such
interview was a joint interview between the FWC and two students
who were receiving field inst.rction together ot ore agency (this
was colculaiec os 2 student interviews). In the case of nine
students (81,82 percent) of the group, ore extro interview each

was required at the end of the year to dircuss their evuluation
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reports which had come in late from the Agencies. The grand

total of tutorials held was therefore 150. Unfortunately, the
records of 8 of these interviews were destroyed owing to circumstances
beyond the investigator's control, and the following results have

been extracted from the transcripts of 142 interviews i.e. 94,37
psrcent of the total. The mean number of interviews analysed

was 12,91,

When o survey was made of the topics discussed in the
tutorials, it was found that twelve main topics were discussed,
with four others which wers grouped under a thirteenth heading,
"other." Once this categorisation had been drawn up, the
interviews were aialysed by the writer in consultation with two
social we wurties of the University of the Witwatersrand in
order t:¢ e whether or not each topic was mentioned in
each of the cutoriuls. As in the cose of the analysis of
supervisory ses-ions described in Section III, therefore, the
results do not represent a cuntent analysis. All that is
reccrded is the discussion of each topic (either once or moro

fraguencly) within each tutorial.

The results are recorded in the following table:
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Whot was included under the heading of each topic?

1. Aspects of the Field Instructicn Placement other
than Supervision (Topic One)

This involvad the discussion of matters such as the
size und composition of the students' caselcad, (excludirg discussion
of specific cases which was classified under another heading),

recording requirements, office accommodation at the field instruction

centre, transport arrangements for visiting clients, and the
University's regulations regarding the iime structure and otner
aspects of the placement. As far as the lutter point was concerned,
the FWC always stressed the rationcuie for the structure cad the
importance of the regulations, but allowed the students some scope
for flexibility depending on the circumstances of each individuel
case, This type of apprcach would seem to be important with
young adult learners. In one instunce where o student wished to
prolong her placement because in fact she had difficulty in
terminating relationships, the FWC helped her to see the real
reason for her request ond dissuaded her from continuing, In
another instance, the interview record read as follows:

The FWC and student discussed the possibility of

the student doing two more interviews with clients

beyond the end of the placement. The Supervisor

hod spoken to the FWC about this as he consi .ered

that tke interviews were important for the student's

learning, The FWC agreed stating that the field

work regulalions were not rigid,to be adhered to for

their own sake, but for the benefit of the student.

The student should bear in mind however, that 2

great deal of time was needed for academic study

at the end of the year, ond should not use more
time for field work than was absolutely necessary.

This extrcct illustrates also the two-way nature of the
communication in the iutoriuls, both FWC and student communicating
to each other details of relevuat events each had been invclved
in outside of the tutorials. This point opplied particularly in

the case of discussion of the next topic.

C A N I S e
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2. Supervirion and the Relationship with the Supervisor
ZToEic Twoé

This topic, together with the previous one, was
discussed in the largsest number of tutorials, nowely 93 out of
142 or 69,01 psrcent. Student: seemed to have a great need to
discuss this topic, both in objective terms and in terus of their
feelings about it, and the fraguency with which it wos discissed
soemed to be positively related to the degree of disconteniment
they exparienced in relatinn tc the supervision they were receiving.
The following toble presents a comparison between the prrcentage
of field work weeks in which students received fu.mal supervision
in their field instruction centr~s and the percrntace of + rials
with the field work consultant in which they discussed th

supervision and their relationships with their supervisor.:
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\

e o S e et s T it e

N e e N e e S = TN e .



387

TABLE 34: A COMPARISON BETWEEN THE INCIDENCE OF FORMAL
SUPERVISION AND THE INCIDENCE OF DISCUSSION
OF SUPERVISION IN CONSULTATIONS

% of Field Work % of Consultations in

Students listed Weeks in which which supeivision and

individuolly Formal Super- relati~nship with

vision Received supe’ r discussed

Student One placed 16% 75,00%

at Agency F

Student Two placed

at Agency E 25% 61,54%
Student Three placed

at Agency 8 42% 83,33%
Student Fcur placed

at Agency B 50% 80,00%
Student Five p.aced

at Agency C 68% 93,33%
Student Six ploced

at Agency C 78% 92,86%
S$tudent Seven placed

at Agency D 83% 50,00%
Studeirt Eight placed

ot Agency A 89% I ,54%
Student Nine placed

at Agency A 92% 76,92%
S+i;dent Ten placed

at Agency D 92% 33,33%
Student Elevan placed

at Agency E 92% 50,00%

It is interesting to note that with one exception (Student
number nine) those students who received formal supervision in
more than 8C percent of field work weeks discussed their supervision
in loss than 55 percent of tutoricls. Those who received formal
supervision in lees thon 80 percent of field work weeks discussed

supcrvision (with one excepiion, Student Two) in 75 percent or




more of tutorials. The r.sults of Student Nine indicate that

the degres of satisfaction occasioned by o placement depends on
intang. ble relationshiy faoctors -s well as objective factors in
the plazement. Studeni Nine had formal supervision in 92 percer..
of field work weeks but ihe placement was complicated by a
personality incompatibility wetween supervisor and student,
ocknowledged by both, wvhich rasulted in inadequate and ccnfused
communication. A similar sitsgtion opplied at Agency C vhere
both students Five and Six shared a supervisor who seemed to be

unable to mrzt their emotional needs and perceived the students

i e

as a threat. In circumstances such as ihese, the students used

the tutorials to air their frustrations and to discuss with the

FWC ways of dealing with the situution in order to derive the

maximum benefit {rom what the suparvisors could offer.

i

Becaouse of the complexities of feeling experienced by
students during professional education, described by the Functional
writers and others, aid ulluvded to in the previous chapter, in most
cases the FWC merely listened to and discussed these delicate
issues of relatiorship 'n the tutorials and encouraged the student
to deal with them hersely within “er reloticnship with the
Supervisor, There were 1imes however when the FWC did intervene,

for example, visiting the tgency and ercouraging the supervisor

. g vama -

to set aside a fixei time fcr formal supervision whenever possible.
Such artion requires tactful and discreet handling but can improve

the situation as the following extract illustrote::

The studunt thanknd the FWC for going to sece the
Supervisor saying that it had helped a great deal.
The FWC asked in what particular woys, and she
said that now the studenis such had a half-hcir
with the supervisor at a set tire each week mnd
this did help. Supervisos and student discussed
the repotts the -tudent had written and the
supervisor teld the student to continue wiiting
reports hringing in the social work techniques
she ured. The thinking invclved in writing the
reports in this way was very nelpful according tc
the student, who added that *things werte very nice
and I'm quite thrille. about it."
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The FWC needs to exercise judgement in deciding when to
intervene and when to leave the situation for supervisor and
student to handle in their own way. The success of any placement
depends on the interaction of the personalities of student and
supervisor for which each bears some responsibility, o= well as on
the objective features of the supervision and the field instruction
in general. (ne student remarked:

I found ny supervision frustrating but I realise

that it was a two-way thing in which possibly we

were both to blame. There were times when I

just wasn't prepared to talk. On the cther hand

the supervisor didn't help me with my feelings of

discomfort and lack of confidence. She also

didn't help me with the dynamics of interviews.

She just read my case reports and said "All right,
go akeud."

Student Two whe had a poor placement in terms of the
incidence of formal suprrvision (25 percent of field w.rk weeks)
and several other criterig, discussed her supervision in only
61,54 percent of tutorials. The reason she gave was that she

felt o sensze of disloyalty in doing so. The FWC accepted this

but later interpreted to the student that her own guilt about
certain events in her placement was onrealistic ond seemed related

tn the student's fear of expressing aggression.

Fred Berl has statcd that vtensjon is inherent in he
supervisory task." Situational factors affect it as well as
relaty: .ship factors, that is, the elements in the interaction
Letween supervisor and learner which foster or impede learning.
As o general guideline it could be said that the FWC can in

certain circumstonces contact the supervisor in connection with

'

¥

situational factors reported by the student, but in general she

o

should communicate with supervisors about thepe issues in the
non-snecific setting ot seminars and meetings. The FWC's tole

is noet to act as a supervisor to the supervisor and she must




avoid projecting this imoge.  With regard to relotionship factors,
Berl states that "the major problem in supervisory practice is the
need for the participonts to find and maintain a balance hatween
the tension-provoking elements inherent in the process“22 (writer's
emphasis) and the FWC's role in this connection is therefore
gonerally to enable the student to cope with the relationship

without intervention from the FWC.

3. Self~awareness and Professional Development

(Togic Three)

The importance ot self-awareness in social work
practice and the difficulties cssociaoted with developing this
during the course of professional education for social work, have
been described by many writers. Of the Functional writers,
Jessie Taft wrote eloquently in her article "A Conception of the
Growth Process underlying Social Casework Practice" of the "deep
pain of realizing the 'not knowing' and 'not being uble‘."23
Florence Hollis has also described the periods of anxiety wnich
arice cnd the "charucteristic periods of discouragement such as
the one that has become known as 'the second semester slump'."
This occurs once the student "has lecrned a greot deal about how
coscwork 'ouglt: to be done but he is definitely clumsy about
actually doing it. He has temperarily last his spuntaneous way
of relating to people and has not yet achieved the new professional

way of relating that will eventually incocrporate his spontanecus

wld
ways also.

This topic should feature prominently in supervision, as
discussed previnusly, but it aisc falls within the grovince of
corsultations witt the FWC.  She has experiencs of many students
ond is therefore hetter acquainted with the phenomenon of growth
in professional education ond she can communicate this knowledge

to students in tutorials. As Hollis writes: "Just to know

-



T

391

that there is a slump and that his fellows are feeling it too and
that one does survive and become a uaseworker after all is anxiety
rolicving."z5 Secondly, this process does not relate onlv to
ovents in field work.  Students can grupple with their feelings
towards social and moral issues, such as abortion, in relation to
theoreticol principles such as acceptance,even though this may not
feature in any of the cases they are dealing with in field work.
This porticular issve arose in the case of two students in the
present study who raised it in consultations with the FWC, not
purely as a theoretical issue but in terms of the development of
their individual attitudes towards it, both personal and

professioral.

Included .nder this topic heading were discussions of the
student's feelings, reactions and personal qualities as these
affected professional performance, as well as the student's
professional p'ans for the future. The topic was discussed by
all students in the study and featured in 67,61 percent of the
142 tutorials unalysed. Kotkin's undergraduate study of the same
group of students confirmed that they needed and wunted support ir
their "professional growth" and of:en experienced stirong feelings
which they needed to resolve in discussion,while another under-
graduate dissertation by Beer on 2 related subject in 1972 produced

similor resuits,

The types of feelings students experience have been
described by many writers. Kent describes o period of doubt not
only about the student's own contribution tc sccial work but also
about the userulness of sociol work itself;26 Selby, in a very
useful contribution, describes o number of problems which can be
encountered, such as the student clinging dogmatically to 2ld
stondords ond beliefs perhaps derived rrom religion, the student'e

fear of assuming responsibility or fear of forming close




ralationships.27 Walsh describes the problems of controlled

intellectualism in students who tend to over-cheorise, and the
special difficulties of older students returning to stu v.28
Another issue whichk could arise is the relationship between uver-
identification with clients and detuchment, in other words, the

development of the "right" degree of involvement with clients.

Yelaja describes the advisor's responsibilities in a
situation where the student is not meeting expectations or there
is o serious question chout his continuing in the School.29 in

the writer's experience, students who have failed subjects other

than social work and have to repeat o year,often require encouragement

and support from the FWC,who should be prepared to meei these needs.

Some of the feelings described by students in the present

study are illustrated in the following extracts:

*The student said that she had felt utterly
depressed ot the agency last week and found it
very painfuyl to have her work criticised during
supervisiry sessions. She realised criticism
was necessary, but at the moment she was so
overvhelmed by feelings of inadequacy she
wondered whether she was in the 1ight profession.

*The student reported that she felt much
hoppier and had cvercome her doubts about social
work, Both the trtorials and supervision tad
helped. When she looked back she realised how
much she had changed.,  She felt much more
cnnfident in the whole situation,

*I've hcd an excellent relationship with my
supervisor but I was hurt and upset by the
brutal way he told me he thought I couldn't use
myself in a more assertive way in the casework
situation.

*The student laughed us she described her swings

in mood. ‘ast week she felt as though she
wontad to leave the course. Now she was feeling
fil'. .

'
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It is particularly important to discuss feelings at the
termination of the placement as the year and the course draw to

o close asnon afterwards. One student remarked that her supervisor
was absent on her last day and there was no formal leave-taking.
This left her feeling “'peculiar." Another student described her

feelings this way:

It's the e1d of the year and everything is ready
to end. It wish it was all over. It's difficult
in some wiys but I'm also glad it's ending. I hove
two feeliigs about leaving University. I'll wiss my
friends bt after four years I've had enough. I
want to get on and do something else. The 4th
Year hus »een a hard year emotionally. I feel
that it's :nding and I'm glad. I'm ready to leave.
In other vays 1'm sorry to be leaving University.
It*'11l be ¢ big change. My whole life will turn
upside dow .,

The FWC's rol- is to listen, accept, clarify and interpret
the Jifficulties encoun.ered in the process of professional
development and the difficulties arising from the student's

individual approach to her work. As Clare Morris stotes:

Although the aim of th:se tutoriul~ is at all times
educational, in view of the recsons for .. cunnart
and the nature of the support, the tutor macy be
involved in giving the student insight into his
motives and actions.

In Lola Selby's words:

This kind of self-discovery, withia the context of
leorning how to become a social worker, may have
therapeutic value for the student concerned, but
it is basically an educational ruther than a
treatment experience. In the educational setting
the student invects himself for the purpose cf
learning how .o use him.elf in a professional
capacity to help othe.s. That he will grow
personally as we'l oy professionally during the
process is inevitable, since the whole self is
involved,3l




This leads logically on to a considecrotion of

4, Students® personal problems (Topic Twelve)

This was discussed in the case of four students
(36,36 percent . the group) and featured in only 16 or 11,27
perceni of the 142 tutorials analysed.

It cannot be emphasised strongly enough that in general
the FWC must act as an Hucationist and not as a therapist. Tne
siudert has come to the school te learn a professica and not to
seek heip with her personal problems and will undoubtedly resent
probing intc her family background or perscnal circumstances. As
a general rule the FWC must be concerned with the students'
present reactions ond behaviour as they affect her performance in
her work and not with the sources of such reactions and behaviour.
As Hester wrote in 1951 in relation to supervision,and it is
equelly spplicable to the FWC's approach to students:

The supervisor's interest is not in what makes up

the feeling, but in helping the worker see that

it is affecting his ability to work... (He) does

not attempt to get into the origins cf the feelings
or ask the "why" of them, 32

In the words of Bloom and Herman:

The supervisor is not dealing with a putient in
distress who has sought help, but is dealing with
a person whose professional life is devoted 10
helping others to solve their emstional problems,
a person whose role implies that he leads a
reasonably mature emotional life,33

wh.le Frances Scherz makes another relevant noint:

It is the supervisor's responsibility to use
gupervision in the interests of facilitating
service and to assess the individual only in
relotion to ... his job respunsibility and the
agency's (or school's - writer's addition)
requirements.34
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Priscilla Young, Dorothy Peites and Bessie Kent35 emphasise this
point also. The emphasis must be nn the students' feelings and
attitudes as these affect her work, and not on her personality

dynamics as such or the origirs of such dy-amics.

Nevertheless, certain exceptions do arise. At times, the
dividing line is crossed in the natural course of discussion and

the FWC should be prepared to do this provided it is done with

o g A Y

owareness ond with certain safeguards. In the case of one student

in the present study, the question of independence versus

i
i
:
t
;
[

dependency needs in relation tc her placement arose in the third
tutorial of the year. The studenl felt very disturbed by the
discussion and at the next tutorial informed “he FWC that she had
consulted the student counsellor* about it and had resolved her
anxiety. The FWC accepted this and the matter rested there until
towards the end of the year when FWC and student discussed the
termination of the placement, tihe tutorials and the course. The
question of the student's independent attitude arose again. She
spoke almost with bitterness ond resignation of an event in her
past which had forced her to become independent at a relatively
early age. It wos clear thut she had unresolved conflicts in
relation to dependency, but she was now aware of them und the FWC
did not pursu- them. Undoubtedly her work would have improved
had she resolv~d these conflicts, but as an independent adult she
would have to pursue her difficulties herself outside of the School

structure should she choose to do so.

In another instance the FWC took a more active therapeutic

role. The student concerned developed symptoms early in the year

* The University of the Witwater and has a Student Counselling
Service which can be consulted wy ull students experiencing
personal d:fficulties of various types,




which ot mid-year were diagnosed as temporal lobe epilepsy. The
symptoms Liod affected the student's ability to work ond she had
described them to the FWC in tutorials. The diognosis, and the
hospitalisation which preceded it together with the medication
which followed it,also caused the student great unxiety. At
first she discussod these in relation to how they had interfered
with her performance in the field and at the School but the

transition from this type of discussion to a more vwersonol discussion

was inevitable and in this case desiraoble. It declt with the
student's tendency to set high standards for herself and how the
diagnosis had affected her self-image. The student herself
described the features of her family dynamics which had contributed
to her patterns of behaviour and present reactions, The FWC
suggested 1t she consider consulting the student counsellsr but
the student did not wish to establish a new relationship and in
three or four tutorials held at weekly intervals, she possed

through the crisis and her equilibrium was restored.

As Nolan wrote:

To give some help and support in relation to
personal problems that are standing in the way of
learning does not seem to fall outside the
consultant's role as teacher, and this part of
the consultant's responsibility calls for skill,
judgemeni and discrimination.

Nolen went on to state that the consultant should seldom take the

initigtive in suggesting psychiatric help to a student, but the

wry. er disugrees and many published .iews also support the oppnsite

. 7 . . 38
approach, for example Virginia Robmson,3 Priscilla Young,  and
lola Selby.39 Sherman Merle's words published in 1969, sum up
this approach aptly:
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In instonces where a student's perional emotional-
psychological organir. .ion may be interfering with
his making adequate vie ¢ ¢ the educational
sxperience, he should be advised of his need for
professional help and be aided in securing this

help cutside of the School of Social Work., In

many instances, university services may be availoble
to him, and he should be informed of these. 1In
other instances, whotever community resources that
are available should be made known to the Student.40

In cases where the FWC considers that the student could
benefit from therapy yet the student's present periormance is naot
markedly below the acceptable level, she should raise the issue
for the student's consideration without openly advising her to
seek such help., The decision is a far-reaching one, and a very

personal one, and the FWC should respect the student's right to

make her own decision in the matter.

It will be remembared from the diggram of the field work
system (Figure 3, poge 37) that structural authority is inherent
in the relationship between the FWC and the student. It could
be postulated that this could inhibit o student in exposing herself
emotionally to the FWC. However, in practice it oppeared that
this was not an impediment to free and open communication between
student and FWC.,  Students were prepared to discuss their feelings
about t'cir placements, the course and themselves. Only one
student allu.2d to this aspect when giving her views on the system
of havirg tutorials.  She stated:

At first I resented the tutorials to some extent

ond indirectly brought it up by discussing your

role as lecturer and then your seeing us in this

capacity as well. Later I found them very

satisfactory and voluable, but I still have my

doubts obout the idea of a person on the lecturing

staff toking these, olthough there are also certain

advantages in that arrongement., The person taoking

the tutorials must be able to comparmentalise. This
is possible, but I don't know if everybody could do

it.

-
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5, Theoretical Topics; Discussion of Literoture:
Integration of Theory and Practice (Topic Four)

‘n this connection ine words of Rosenbloom, Stanton

and Caroff are opposite!

Field instruction stoff consists of agency
practitioners.  Their *ask is the educncion of
the »tudent in the area< of their grectest
competence -~ their own ructice.... The
expectotion of the school has been that ogency
field instruction staff become educators of

much more content than their own professional
speciality assures.... It is time %o realize
that the school's expectation of an outside
agercy as a provider of this primary educational
functior. is quite unrealistic....As long as
schools continue to have community cqencies as
the primary providers of the practice experience
for the student, the school -~ now more than ever
- must offer appropriate linkages to ensure that
the integration process for the student extande
beyond what a specific agency can offer.4)

The results of the present study relating to the conient

of supervisory sessions and reported in Chapter 8 confirm these
authors' further stutement that "ihe expectation of mary schools
ihat the studen will be systematically taught how to use
theoretical conceptions in understanding the live problem
situation and vice versa is rarely met."42 This points to the
need to supplement the supervisor's contribution in this regard

:n individugl tutorials.

As Lydic Glover Nolan wrote:

This attemp’ to help the student integrate theory
and practice falls more within the constltant's
responsibility than that of the supervisor, since
the consultant is more closely in touch with total
curriculum contern:, although the supervisor con
asrsist in this process whenever the opportunity
prasents itself, 4
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Ruth Gilpin in her work “Theory and Practice as a Single
Reality: an essay in Social Work Education™ assigns to the adviser
@ central role in uniting the the two halves nf professional
educat.on, school and ogency. Her thesis is that the adviser
fuses school and agency within herself and thexeby becomes for the
mwoment "the school-ogency, the single reclity."” In Gilpin's
words: "Here, then, is the theory to provide the resolution of

the duality that the student meels in ocademic and xperiential
learning and a solution to his necd for singleness in his external

reality.“44

In ..lnin's view, the adviser is therefore re~ponsible,
in an ultimate sense, for helping the student achieve integration

between theory and practice.

while this approach may be somewhat extreme, the rWC
uvndoubtedly kas an important role in this regard. In the pre.ent
study, thie topic arosec in the tutoricls of all 11 students und
featured in 57 percent of all tutorials studied.  Fxamples of
theoretical topics which were ciscussed are the following:
authority in social work, confidentiality and the law, Carl Rogers'
.herapeutic approach, existentialism in psychiatry, work with
multi-problem families, Jessie Taft's approach to the studert's

professional growth, aond others.

One student who had received excellent supervision summed

up the relationship between supervision ond ¢ . tation as follows:

My supervision becaome far deeper as the year went on,
probing one's personality in relation to one's
reactions in casework and just generally dealing with
casework and ccmmunity organization situations. Ir
the tutorials I felt more able to go back to the
theory in relation to myself., In supervision it was
more practice in relation to myself. This is where
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they complemented each other sz well., And I
think latterly I've also been oble to Lring in
more of my own personclity and difficulties, as
well as theory, in relation to it all.

6. Case discussion (Topic Five)

All eleven students discussed cascs from their field
work in the tutorials. This topic fectured in 40,85 percent of
interviews analysed. At first glance this might appear to
encroach on the supervisor's territory and conszquently cause
confusion for the student, However, if properly structured, this
is not the case. The FWC mus: moke it clear and explicit that it
is tne supervisor who has ultirate responsibility for the student's
work with clients in the agency. However. as Rosenbloom et al
point out, "it is important for the student to leoarn tlhat there are

mgny approaches %o the helping process She must leorn too
that with the state ¢. present knowledge there are often no
definite onswecs to problem situations ond part of professional
development entails learning to exercise judgement when presented
with different possibilities. As Kent points out,

even whrn the tutor and supervisor have adopted

similor theocretical concepts on vaich to base

their practice, there will be san: differences of

selection aond interpretaticn: such differences

¢~ not necessarily dest.ucriive, since the student

can use variations in parspective to enrich his

ewn understending.... Tue £.udent can experiment,

chocse, and use, and tis develop his capacity
for independent assessment.

As one student said at the end of a tutoriacl she had
requestad in order to discuss a case: "Thank you, Now that I have
the views both of my supervisor and yourself, I will think about
the motter and consider what the best course of action will be.”
Accordirg to Rosemary Reynolds "experience har pioved that the

soundest professional development tokes ploce when the student is



encouraged to maoke his own decisions after the supervisor has
clarified his thinking us best she cun“47 and this development can
be enriched by the FWC's contribution provided it is given within

an appropriate structure.

7. Student's Curriculum as a Whole (Topic Six)

This topic involved a discussion of the student's
experience in other subject courses, und in other aspects of the
social work course, for example in claoss or in the group discussions
held with a clinical psycholegist,* and discussion of the time
allotted to various parts of the curriculum and how this should be
re~-allocated. In fact, partly as a result of the feedback from
students, certain aspects of the curriculum were altered in

subsequent years.

The student is o social work student but also cttends
courses outside of the School. She is however a unitary entity,
and responds as such to all parts of the curriculum,  She has
a need to integrate all aspects of her academic and field experience
and the FWC can help her to do this.  This topic was raised by all
11 students in the present study and featured in 51 or 33,92 percent

of the tutorials. Students discussed experiences they had had in
Psychologv lectures, in Psychiatry lectures and demonstrations,

and what was particularly important for FWC and student, events

in the Case Study Seminar, a social work sub-course led by the FWC.
It was the structure of the course at the time that the FWC was
also the lecturer who tuok the class as a whole for the study of

advanced casework primarily through the cose study method. She

was theiefore able to observe the student's performance in class

and integrate her impressions into the discussions in the tutorials.

* Up to 1972 members of the Social Work IV class attendad a
weekly discussion or group counselling session with a clinical
psychologist.
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The cases used in the c¢lass teaching were cases from the students’
own field practice. This method is used by teuckirs of the
Functional School, such as Goldie Basch Faith48 but is in contrast
to the method favoured by Charlotte Towlo.49 Students con learn
from a pro-selected course of case records secured from experienced
practitioners but there are many advantages in teaching from the
live material presented by students. It has a relevance and a
significance beyond that of prepared records, and has great utility
in assisting the FWC to aid the student in integrating theory and
practice. There would seem to he mony advantages in FWC's also
acting as class teachers wherever possible. As stated earlier,
this can complicate the FWC-student relationship by increasing the
structural authority elements in the relationship, as the FWC in
her capacity as lecturer then marks one of the students' exomination
papers at the end of the year.  However, in the writer's
experience, these aspects of the role can he separated, ond the one
need not moterially affect the cther if the situation is handled

with awareness.

8. The Dissertation:(Topic Seven)

The inclusion of this topic in tutorials would seem
to encrooch on the preserve of the dissertation supervisor, arother

membor of the School's s*taff, but us in the instance of rase

discussion, this is not necessarily so.

Annette Garrett in describing the system at Swith College
wrote tho* "the faculty supervisor ussumes no direct resporsibkility
for the sctudent's thesis, but the student may bring it into
discussion just as she dves ony other importont educational

. 1)
experience.

Lola Salby shads light on why the student needs to discuss

the dissertation in personal as well as ncademic terms:




In the school curriculum there zeem to be two areas
thot stimulate the most intense personal involvement
on the part of the sccial work student, because
these two areas implicitly demand direct use of self
in a creative way. In field work and in the research
project oll the emotisnal elements of the student's
learning come into ploy.5l

Finestone also alludes to the student as "an anxiously inquiring

person, who expends a good deal of emotional energy searching for

a project tcpic."52

The student will often want to present a fac ade of
competence to the dissertation supervisor and not expose her
onxieties obout deoling with the demands imposed by the project.
She can benefit by toking these anxieties to another staff member.
The FWC can help her by her oppreciation of the difficulties
experienced by many students in the process of formulating and
conducting a research study. If the study is located ct the
student's field instsuction centre, the studeni's relationship
with the supervisor or other staff members will affect the conduct
of the dissertation and vice versa, and the student may wish to
discuss this with the FWC.  As with case discussion, the FWC must
make it cleor that the student must discuss her iceas with her disser-
tation supervisor prior to taking any decisions, but again within
this framework, the FWC might express her views on the subject

as o stimulus to the student's thought and should, if she is able,

recommend relevant reading matter which might assist the student

in her project.

In the present study, ten out of the eleven students or
90,91 percent of the students discussed their dissertations with
the FWC. This topic arose in 31,69 percent of all consultations

analysed.
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Q. Relationships with Staff Q.her than the Supervisor
at_the Field Inutruction Lentre (Topic Eight)

The student is placed for field inatruction with an
egency, not with an individual social worker and therefore in
susceptible to influences from the Liher members of staff ot the
agency besides the supervisor. Ten of the eleven students in the
present study (90.01 percent) discussed this topic in 44 or 30,98
percent of the tutorials. The following are examples of the

types of situations described by the students: the appointment

of an olternative supervisor while the assigned supervisor was on
leove;  diffevences of opinion bLetween these two supervisors;
contacts with cocial workers at the field level from whose
coseloads the student's cases had been drawn; complications with
clients which arose through the ignorance of stuff members of the
student's presence in the agency; social relationships with and
between staff members. Two students for example reported how
disconcerted they felt when the executive director of the agsncy
ignored their presence, did not communicote directly with them
even when face-to-face with them and always passed on messages,
including proise for their work, through the supervisor. By
cortrast, they found the office secretary of the agency warm,
friendly aond supportive, and this was comforting. Another

student reported on a clush with staff members because, owing to

shortage of office accommadotion, the students were workirg in the
room used by staff for recrectional purposes in the lunch-hour.

In this instance, the FWC discussed with the student the dvnaomics
of the situation and possible ways ir which the student could

deal with it.

10. Reioted to the above topic was the question of the
Student's relotionship with other Students
receiving field instruction at the ag2ncy
concurrently (Topic Eleven)

Reference wo. made in Chepter Seven (page 185)

T



to the desirability of plucing at least two students together

at a field instruction centre but complications do arise as was
demonstrated in the present study. All the students placed in
pairs, plus one student who was placed singly, raised this issue
for discusr.ion with the FWC, making a totul or 9 students or
81,82 percent of the group. The topic featured in 29 or 20,42
percent of the tutorials analysed. Students inevitably tended
to compare themselves with their class-mates placed at the same
ngency and fcund this uncomfortable so that they deeply resented
the supervisor drawing comporisons beiween them

as this accentuuted their cwn negative feelings. The FWC
encouraged them to try and senarate their ovn individual learning
needs and performance from that of thei: class-mates. They
should, of course, communicote about their supervision but
perhaps not in too-detailed o fashion as this held the danger of
feeding the rivalry. Some students reported that they were
iwitated by certain traits manifested by their classmates. In
one agency, complications arose in social relationships since the
one student was married while the other was not, and neither was
the superviscr who was fairly close to the students in age. The
FWC held o joint interview with these two students in order to
clarify the difficulties in relationships at the agency. The
students had each felt that the supervisor identitied more
strongly with the other. In the joint tutorial it emerged thot
the Supervisor tended to idertify professionally with the
married student (she praised her abilityvto her clcssmate) while
she tended to identify socially with the unmarried student so
thot her clossmate felt excluded. The insight goined by the
students in the joint interview with the FWC enabled them to
manage the relationships in the cgency more constructively. In
an agoncy where one student was performing at a very much higher
leval than the other, both stidents experienced discomiort which

they raised for discussion ir tutorials. Stuidents placed




together at an agency usually had an ambivalent relationship
with each other; as well as manifesting negative aspacts, it

was usually also a close relationship featuring mutual support.

11.  Evaluotion Reports: (Tcpic Ten)*

Discussion of evaluation reports occurred in the
tutorials of 100 parcent of students, but only in 25,35 percent
of tutorials because of the time structure associated with the
request for such reports from the School and their submission by
the Agencies. At the commencement of the series of consultations
the FWC would discuss the evaluation report from the Vacation
placemest in another agency. In the middle of the yeor,
super—isors were asked to submit interim evaluation reports and
at the end of the year the final evaluation report was submitted.
The School's policy was to encourage Supervisors to discuss the
report fully with students and show them the finagl draft, but

whether this was done or not, the FWC produced the report in

tutorials for the student's perusal, and a full discussion followed.

In the writer's view if e,~l.ution is to serve as a learning
experience for the student, the stident should be aware of the
content of her assessment. Th: FWC who has the details of the
student's total performance, both in previous placements and
academically, is in o strategic position to discuss the atudent's
total p.ugress with her. As Nolan wrote: "A discussion of
periodic evaluatiuns affords an excellen. opportunity for sharing
a student's thinking and feeling about his field work as well as

his overall pertormance."”

In the present study, the FWC's approach would be for her

and the student each to read the report, and then to encourage

* Topic Nine, the Tutorials, will b. discussed last as it
involved an evoluation of the sy.tem of tutoricl counselling

[




the student to comment on any significant points while she would
do likewise. She would be frank in recognising difficulties but
would encourage the student to recognise the positive aspects and to
see the negative aspects in the correct perspective. This is an

important feature of the FWC's responsibilities.

12. Qther i.e. Topics which could not be classified,
(Topic Thirteen)

Topics which could not be classified under any of
ithe above-mentioned categories occurred in 5,63 percent of tutorials
and were raised by five students, or 45,45 percent of the subjects.
These topics included discussion of student politics, relationships
within the class as a whole and in one .instance, the specific and
unique ramifications of the rciationship between the agency where

the student was placed and the University.

13. Discussior of the Tutorials Themselves (Topic Nins)

Nolan wrote that "a free flow of communication is
more likely to be possible between student and consultant if there
is adequate interpretation to the student on the part of the
faculty ot the beginning of the year of twe role of the consultant.”
The FWC in the present study attempted to do this, and to
re-interpret from time to time if appropriate, that the students
could use the tutorials us they wished, or not use them if they
preferred to remain silent. In the case of only one tutorial,
the s‘udent preferred not to communicate and the tutoricl ended
after ten minutes; the FWC resper*ed *:. jtudent's right to
decidr o, nerselt. At the end of the seriss of tutorials the
FWC asked all students to evaluote the tutorials. In this case
it wos for research purposes but evoluative feedback should always
feature in an enterprise . this kind to ensure that the students'

needs are being met.
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There was only one student who expressed the view that the
tutoriols did not serve much purpose. She felt they were too
brief ond too far apart and therefore of little assistaonce in
relieving the difficulties she encountered in her plocement. She
said "I could probaobly have managed without them. It would have

just mode things a little bit harder. I'm sure I would kave

TR ———, re e

monoged. 1 would have just felt more frustrated and more isolated

}

than I did. The tutorials did centribute something." However
even she acknowledged that in the tutorials the student could
"Jet ;ut what happened in the Agency " ind in fact all eleven
studenis in the group expressed o si la: view viz. that the
tutorials enabled them to ventilate their feelings about their
placements, their supervisors and their cases, As one student
said, "the tutoriuls are an avenuve to express frustrotion and
there's frustration in every agercy even where the supervision is
ideal." Experierce with the group confirmed this spinion. All
but one student referred to the need to gain relief from frustration,
even o student who described her supervision as "first class. I
couldn't have wished for better. I could never have developed

to the extent I huve without my supervisor's help."

Five of the students (45,45 percent) specifically mentioned
their need for help with cases from the tutorials; two (18,18
percent) mentioned the opportunity afforded by the tutorials to

discuss moral and other generul issues in sociol work and one

mentioned the help she had received with personal difficulties. Two
students (18,18 percent) mentioned thut studentis needed to be able

to express their frustrations about the curriculum as o whole us
well as frustrations with “isld work. Four students (36,36 percent)
specificclly commented on how the tutorials and supervisory

sessions complemented each other. One added that though there
might sometimes be some uverlap, the FWC might tend more to see

things from ihe student's point of view.
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Seven students (63,64 percent) acknowledged that their
feelings towards the tutorials had fluctuated during the year.
At times they were not clear about their purpose; at times they
resented coming. All but one of these however expressed
unreserved support for the system of consultations by the time
the series was completed. The one exception said that she
remained puzzled as to thei: purnrose though she had received
support from them. These results therefors confirm Hypothesis

V as formulated in Chapter l.

One student was particularly articulate in assessing the
tutoricls in an overall way, and her comments are reproduced as

follows:

I think that the tutorials are essential. I think
their puipose is related to each student as he
experierces the placement, becuuse it depends on
the “ind of supervision you get as well. But I
see -he generc! purpose as being a liagison between
agency and school, and I think this is the only
real point of contact between the tws. The
tutorials are the only place where you can honestly
bring your problems from your agency and relate
them to your school curriculum. And I think that
this can be done in areas where the Supervisor
isn't able to help. You (the FWC) could help me
in perhaps relating areas of the curriculum to
what T was doing in my field work because you are
more in touch with both. And then I found them
extremely helpful just in relieving the
frustrations I fel: at my agency, aond in being
able to get some kind of a perspective. When
you're in an agency, and you become involved with
the work, and you try to relate it to your theory
and it doesn't quite fit, - I just got completely
confused. It's a relief if the school puckz at
leost some of your feelings, and you know where
you're on the right road und where you'r> on the
wrong road, otherwise it can be completely
bewildering, And that was how I saw the function
of these tutorials.




Having o period where I knew I would be able to
~ome ond discuss things meant that I could cope
with them much better during the two intervening
weeks. I knew that at least there would be an
opportunity to bring them out somehow, and I
covld manage in the meantime. I suppose they
could have been longer and more frequent, but
thot always applies.

Column 5 of Table 33, page 384provides the percentages
which each topic represented of the total number of topics
discussed. Certain of the topics relate exclusively to field
work, viz Topics 1, 2, 5, 8, 10 und 11. The combined percentages
of these topics is 51,93 percent. This indicates that the field
work component was the major one in the tutorials studied.

In Finestone's terms mentioned at the beginning of this chapter,
the general educational advising component and academic progromme
planning, together made up less than half the topics raised in the
tutorials. In other words, ine role ¢+ ihe field work consultant
with students is primarily to aid them integruate their field work

into their total educational experience.

In concluding this section on the role of the FWC with

students o quotation from Bessie Kent is apposite:

Because students involve us in their learning
experience, we find ourselves alsoc learning

vess Continuad experience of student troining
deepens and complicates our understanding and

we feel ourselves to be more complete as human
beinys - as well as more competent as socicl
work educators. The infinite voriations of
student personalities, the constantly shifting
intermixture of potential, ospiraticas, plerasures,
and tribulotions which students bring form a
colourful koleidoscope which continues to
fascinate; rritations ond frustrations there
moy well be, but ove viding these is the

lasting pleasure fourd in working w’th others to
moke @ shared contribution tn the future well-
being of society.s5
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CHAPTER 13

THE ROLE RELATIONSHIPS BETWEEN THE FIELD WORK CONSULTANT
AND THE_AGENCY AND UNIVERSITY SUB-SYSTEMS

The field work triad (Elements A, X, L in Diagrom 3,
Chapter 2) is the heart of the field work system os conceptualised
in Chapter 2. However, in terms of systems theory all the
elements are interrelated. The goal of satisfactory field
instruction can be achieved only if the inter-relationships of all
the elements are considered.  What should the FWC's role involve
in relation to the Agency sub-system (W, X, Xj,Y and Z) and the
University sub-system (A,B,C,D)?

13.1 The FWC's Pule in relation to the Agency

Field instruction and supervision of the desired quality
is not only the result of the efforts of the individval supervisor
but is the outcome of an udministrative process within the agency.
The policy maoking body of the field instruction centre should create
the climate conducive to effective field instruction and all the

staff should facilitote the process. As. M. Elizabeth Edwards

states:

In the agency, the tutor works mainly with and
through the supervisor, but he also needs to be
in touch with other members of the agency's staff,
its chief executive, and its managing or
employing committee, if he is to achieve his aim
of enubling students to moke the best possible
use of their opportunities to lecrn when ip their
fieldwork placements.l

5
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The initial approach from the School to the Agency should
be through the Chief Executive and the selection of the Supervisor
should be o matter of joint concern of the FWC, as School
representative, ond the Agency Executive. This channel of
communicotion cppears in the model of the field work system as

the direct line A -3 Y. If tha School hus a declared policy
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