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ABSTRACT

The two main aims of the research project were, firstly, to 

evaluate the predictive value of procedures used to admit students 

to the first year of the B.A.(Social Work) course at the University 

of the Witwatersrand, Johannesburg,, and secondly, to study the 

views and experiences of students during their first year of social 

work study. Stage 1 Applicants for entry into the 1975 B.A.

(Social Work) course at the University of the Witwatersrand, 

Johannesburg, were selected on the basis of five selection criteria, 

each of which provided a quantitative score: a weighted score

derived from applicants' matriculation results; an interviewer's 

assessment score given for each applicant after an interview by 

lecturers of the Staff of the School of Social Work; a positive score 

on a specially constructed "Desirable Attributes Scale", o negative 

score on the same scale and t v, .-re computed from a standardised 

report on each applicant provided by thel: !•*.;»’ -'-•Joel orincipalc.

Subsequently, the academic performance of the students who 

completed the first year of study was examined in an attempt to 

relate performance to factors which were considered in admitting 

students to the course.

By means of a correlation matrix and stepwise regression 

procedures, i K was established that two of the scores obtained 

during the initial selection procedures namely, the weighted 

matriculation score and the interviewers assessment score, were 

valid predictors of performance of the first year social work



students of 1975. Stage 2 The second stage of the study wos 

concerned with all students selected for admission to the firs* 

year of study for the B.A. Social Work degree at the University 

of the Witwatersrand, Johannesburg in 1*?75, in order to ascertain 

their views with Regard to the f\rst year of professional education 

in social work.

The students' views in this regard were obtained using 

specially designed research questionnaires.

The general conclusions reached from this part oi the research 

study were: that students were motivated to continue with the

social work training coursee; that they found aspects of this 

course challenging and exciting, their \olunteer placement in 

particular; thc.t they were satisfied with staff support and 

encouragement; and that they both enjoyed and learned from several 

teaching methods and media used during the year under consideration.
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CHAPTER 1 - INTRODUCTION

'We ore only just realizing that the art and science of education

require a genius and a study of their own,' (Whitehead, 36, p.6.)

Alfred North Whitehead‘S  in his philosophical discussion of

education, sees the edvcationcJ process as dynamic and vital, a

process during which students acquize the art of how to utilize

knowledge and, in addition, a process through which the student as

a person is stimulated and develops. Education thus aims to impart

an immediate sense for the power of ideas, for the 
beauty of ideas and for the structure of ideas, together 
with a particular body of knowledge which has peculiar 
reference to the life of the being possessing it.
(Whitehead, 36, p.18.)

This knowledge may be imparted it the university where, 

according to Whitehead, the young and the old are united in the 

imaginative consideration of learning.

The sit/dent entering his first year of university study is 

expt sd for the first time to this educational process, ond this 

first year of training forms therefore, a bridge between the 

previous life's experience of the student and his subsequent years 

of study.

Thus the beginning social work student is confronted during 

his first year, with the challenges of social work training, o 

process involving both intellectual learning and personal change.

This nay produce anxiety os well as excitement and stimulation for 

the student, and motivation is thus of great importance tit this



stage of the learning process as it influences the student* s 

decision to continue with his social work studies.

In South Africa, the 'drop-out* rate among undergraduate 

social work students at all training centres is at a peak during 

the first year of study. At the University of the Witwatersrand 

for example, in 1973, sixty five students were selected for the 

Bachelor of Arts in Social Work course. Thirteen of these 

students dropped out before completing the end of year examination, 

while a further nineteen foiled social work examinations at the 

end of the year. Therefore only fifty per cent of the students 

originally accepted were eligible to proceed to the second year of 

social work study. This occurrence raised two important questions:

1. Is the high foilure/drop-out rate of social work students 

due to the fact that students selected for training do not possess 

the necessary attributes required fur social work education in 

terms of either personality factors or intellectual ability, or both?

2. Does the first year university experience, particularly the 

experience of being a first year social work student, fail in some 

way to reinforce the student's original motivation to become a 

social worker?

It appears that it is of relevance to firstly, study social 

work selection procedures used by the University of the Witwotersrand; 

and secondly, to monitor the experience of students during the first 

yecr social work course, in an attempt to reduce the drop-out and 

failure rate in the first year of study.
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| 1.1 Aims of the study

| 1. To review the literature of social work education, with

i particular reference to recent developments, curriculum construction,

j the teaching - learning engagement, admission procedures and the

\ place of the first year of study on the educational sequence,

i' 2. To study the admission and selection procedures used by

t the School of Social Worl- of the University of the Witwatersrand,

| Johannesburg, in admitting candidates to the first year course of

;; the Bachelor of Arts in Social Work degree of 1975.

| 3. To present and evaluate the curriculum content of the

j first year social work course of 1975.

1 4. To examine the experiences of students admitted to the

; first year of study for the degree of Bachelor of Arts in Social

Work in 1975, in order to:-

(o) ascertain their views with regard to a professional 

i education in social work, prior to the commencement of their studies;

: (b) examine their views of the Social Work 1 course

; during their studies in the 1975 academic year;

| (c) assess whether or not changes in their views and

j opinions occur after exposure to their first year of social work

( study.

5. To survey the academic performance of students admitted

I to the first year course of the Bachelor of Arts in Social Work
!

degree in 1975, and to attempt to relate performance to factors 

which were considered in admitting students to the course.
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6. To make appropriate recommendations based vport the 

findings obtained from (l), (2), (3), (4) and (5) above.

1.2 Research methods usod in the study

1.2.1 Stacie 1 Jonuory, 1975 

Applicants for admission to the Bachelor of Arts in Social Work 

degree at the University of the Witwcitersrond in 1975, were admitted 

on the basis of five selection procedures.

These were:

(a) Their matriculation results, converted into a weighted 

score (or x-score);

(b) o confidential report obtained from their school principal 

(the principal’s report score);

(c) a personal interview with two senior staff members of 

the School of Social Work who subsequently rated their opinion of 

the applicant's suitability to complete an education in social work 

(the ’interviewer assessment score1), using os an additional aid an 

essay written by the applicant entitled 'How I see Myself and why I 

wont to be a Social Worker'/

(d) a personal interview with a consultant psychiatrist if 

the applicant was considered by the social work interviewers to 

have possible personality or psychiatric problems that would impair 

his ability to complete his social work training;

(e) on assessment by the staff members who personally 

interviewed the candidate of the presonce or absence of attributes
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considered desirable for successful performance in social work 

education (’the positive or negative desirable attributes score'.) 

These procedures were studied and appropriate scorss were 

calculated for each applicant.

1.2.2 Stage 2 February, 1975

Applicants who were admitted to the first year of study for the 

Bachelor of Arts > Social Work degree in 1975, were required to 

complete a specially ..g'sd questionnaire before commencing the 

Social Work ? course,

1.2.3 Stage 3 April, 1975

A further specially designed questionnaiie was administered to 

members of the Social Work 1 class of 1975 in order to investigate

their opinions of the first quarter of the Social Work 1 course of

1975.

1.2.4 Stow 4 July, 1975

Another questionnaire was administered to members of the Social

Work 1 class in ordoi to ascertain their opinions of the second

quarter of thu Social Work 1 course of 1975.

1.2.5 St'igtt 5 Ootobsr, 1975

A final questionnaire was administered to members of the Social 

Work 1 class just prior to the ond-of-yoor examination, in order 

to assess their opinions of the third ond fourth quarters of the 

Social Work 1 course and to ascertain their assessment of the 

Social Work 1 course as a whole.



6

1.2.6 Stage 6 December. 1975 

The academic results of members of the 1975 Social Work 1 class 

were examined in order to see whether they were related to factors 

which were considered in originally admitting students to the" 

Bachelor of Arts in Social Work degree course.

1.3 Analysis of data

Data obtained .‘om the questionnaires was coded and tabulated, while 

data obtained from the selection study was computerized in order to 

examine the relationship between 'prediction' (i.e. measurements 

used in the admissions process) and 'outcome1 (i.e. first-year 

academic performance).

1.4 Limitations of the study

1. The study was conducted at the University of the 

Witwatersrand in Johannesburg with the first year candidates for the 

degree of Bachelor of Arts in Social Work, and any findings in 

respect of these students cannot be generalized freely to other 

student populations in other universities.

2. It was to be hoped that the subjects would respond to 

the specially designed questionnaires in on open and honest manner 

and not give tho researcher responses which they believed she would 

like to obtain. It is difficult to ascertain whether there is any 

response bias in this respect, but the possibility of its occurrence 

cannot be overlooked.

3. It is possible that variables not measured in this
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investigation may have influenced the subjects' experiences of 

their first year Social Work studies.

4. In order to be totally valid, a selection study should 

include on the course all those who apply for entry to that course, 

make predictions in respect of all the applicants and assess their 

performance. This, however, is not feasible due to large numbers 

of applicants and limited places available on courses.

5. Time proved be another limitation, as it was not 

possible within the scope of *his project to study the experiences 

and performance of the selected students beyond their first yuar 

of social work education.
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CHAPTER 2 - SOCIAL WORK EDUCATION

In the foreword of Towle’s book, The Loorner in Education for the 

Professions, Ralph Tyler ̂  asks three important questions:

1) How do the aims of professional education
differ from objectives sought in training for other 
occupations or from the. goals of general education?

2) On whut basis and by what means :an content and 
learning experiences be selected that will enable 
the student to attain these objectives?

3) In terms of what criteria can students be selected
to provide a student body capable of attaining the 
high goals of a profession, and educable in terms 
of the educational opportunities provided by the 
professional school? (Tyler,30, p.v)

In the chapters that follow, m  attempt will be made to 

provide some answers to these questions,- commencing with an attempt 

to answer the first question in this chapter.

2.1 The aims of professional education

In order to discuss how the aims of professional education differ from 

the aims of training for other occupations or from the goals of general 

education, it is necessary to present the aims of professional 

education, with the focus on professional social work education, 

and then to discuss any differences which become apparent.

In 1954, Towle^ clearly formulated the aims of professional 

education, and as these aims encompass most of the objectives 

outlined by later writers, and are of great relevance today, they 

will be presented first.
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According to Towle, the five aims of professional education

1) "To develop in students the capacity to think
critically and analytically and to synthesise 
and to generalize.” (30, p.6.)

2) 'to develop feelings and attitudes that will moke
it possible for the student to think and acc 
appropriately." (30, p.S.)

3) "to develop a capacity for establishing and
sustaining purposeful working relationships." 
(30, P„9.)

4) to help the prospective practitioners develop a
"social consciousness and social conscience”. 
(30, p.13.)

5) "to ensure that students be oriented to the pluc
of their profession in the society in which it 
operates." (30, p.16)

education as laid down by the Curriculum Policy Statement of 1962. 

These aims were more detailed than the aims presented by Towle, and 

will be discussed, stressing the points of similarity with the 

previous aims mentioned. (Soffen 26, pp.5-6)

Soffen^ lists the aims of education as follows:

1) to incorporate knowledge and values basic to
social work as a professional discipline.

2) to enable the student to manifest compassionate
respect for individuals and appreciate man's 
capacity for growth and change.

3) to enable the student to develop the discipline
and self awareness of the professional social 
worker and accept responsibility for the 
continued development of his own competence."

These three aims a’-e summarised in Towle's second aim which
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deals with personal growth and change, with the additional stress 

on continuing development of professional self,

4) to enable the student to understand the central 
concepts, principles and techniques applied.

5) to teach the student to recognize the significance 
of scientific enquiry in advancing professional 
knowledge and improving standards of practice.

These two goals are summarised fay Towle's first aim, phich

incorporates the ideas of encouraging a scientific attitude towards

study and o cl&ar understanding of the material studied.

6) to aid the student to attain a level vf competence
necessary for responsible entry into professional 
practice and sufficient to serve os a basis for a
creative and productive professional career.

This aim can be compared to Towle's third aim which deals 

with development of professional competence.

7) to enable the student to accept an obligation to 
contribute responsibly to social welfare objectives 
that express the goals of a democratic society and 
to the development of the profession the s. it may 
increasingly serve society in the prevention and 
treatment of social problems and the enhancement
of social well being.

This aim con be compared with Towle's fourth aim which deals 

with development of a social conscience and social consciousness.

8) to teach the student to perceive and be able to 
interpret social work os a profession dedicated 
to the promotion of individual and social welfare 
in his own and other societies.

Soffen's final aim and the fifth aim of Charlotte Towle are 

similar in that both deal with the role of social work in society.

Many of the writers in the field of social work education 

have enumerated the aims of social work education and most of the



11

objectives mentioned ore similar. Therefore these writers inclt'de 

aims such as: to transmit knowledge and values basic to the

profession of social work; to help the student attain sufficient 

proficiency for beginning levels of practice; and to provide the 

kind of education that will enable the student to continue to 

develop himself and his competence. (Thomas and Morrison^*)

In studying these aims, it becomes apparent that the educoble 

student in a profession will be one who not only has marked 

intellectual ability, but also has the potential for the development 

of the self. It is in this way that professional education differs 

from general education and therefore, the goals of professional 

education must, to fulfil these aims, differ from the goals of 

general education. In summary, Thomas ond Morrison^® recently 

stated (1974) that social work education should aim at more then a 

straightforward imparting of knowledge and that "preparing students 

for the professional practice of social work entails ottitudinol 

ond personal as well as conceptual growth". (i78, p.24)

2.2 The history of social work education

As White Moin^^hos pointed out, a review of the history of social 

work education before discussing current educational trends, is of 

great importance, as this reveals that the past has provided 

legacies which are relevant to current developments. An historical 

analysis of social work education in addition, highlights most 

effectively the influences of changing sccicl conditions on social 

work education. In this regard, changes in the prevailing social
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climate lead to changes in the perceived role of the sociul worker f

and social work, which necessitate in turn changes in the education of

the social worker to adjust him to his new role. [;

Thus Mortin Rein**^ in 1970 stated that 'each generation 

tries to redefine the meaning of social work so that it can better 

fit the changing conditions in which it functions." (161, p. 19). For example '■ 

in the fifties, research was defined as a social work method 

because the crucial questions for the profession rested cn its f

knowledge base, while in the sixties, commitment appeared to be of j;

greater importance than knowledge as the moral conscience of the ji

profession was now aroused in response to the claim of critics |

that social work hod disengaged itself from the poor. The !:

seventies heralded a period of great unrest, change and in some j;

parts of the world, social revolution. Now social policy j;

became all important as the centres of social work training ij

attempted to become more relevant to the problems of society. !:
f

Social work becare recommitted to an exploration of its social - !|

role and the litezcture of the early seventies reflected the j!

•spirit of (the day's) reform and was less concerned with control j

and conformity1 (Rein I61p.l9). Rein, writing in the early ji

seventies, depicted social work os a profession in 'turmoil1 as it 

sought for social justice in the dynamism of highly advanced 

technological societies. In response to these challenges he raw j;

social work modifying the nature of its training programmes with !

the emphasis removed froui casework and placed on community ;
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organisation and administration. Such changes in social work 

education would in turn, load to modifications in where and how 

social workers would function in their post-university careers.

The so-called unrest of the early seventies led to changes 

in education (envisaged by Rein^"*-) in many schools of social 

work to the present day. Today, the literature reveals a concern 

with all the areas of concentration of the lost few decades 

mentioned. Social work continues to be vitally concerned with 

research to provide empirical support for theories. There is 

continuing concern with poverty and its prevention and melioration, 

and the search for social justice continues (Kendall*^, 

Younghusband*^).

It is clearly apparent fr ■> this brief review of major trends 

in social work education, during the last decade, that in order to 

assess social work education in the context of the present day, 

an historical review of social work education is of vital importance.

For this reason, a brief history of social work education in 

the United States of America, Britain, and South Africa follows, 

as well as an historical review of the major developments in the 

social work curriculum, from 1919 to the present day.

It is hoped that through this historical overview, the 

impcrtwce of adopting social work education to the prevailing 

social climate will become apparent as well as the relevance of 

past educational trends for the present day.



2.2.1 The history of sociol work education in the United 
States of America, 1898-1976 - ci brief review

In the United States of America, Marjorie White Main^^ identified 

three major eras in the history of social work education, and os 

this classification facilitates analysis, it is followed in the 

ensuing discussion.

The first era is from 1898 to the mid-thirties, the second 

from the mid-thirties to the mid-sixties and the third from the 

mid-sixties to the present day. As will be seen, the first and 

third era may be characterized by diversity while the intervening 

period is characterized by an effort to reach a state of uniformity.

a. The first era 1898-1935 

The first course of instruction in social work was established in 

1898 by the Charity Organization Society when thirty students 

enrolled for a three months' summer school for philanthropic workers. 

The summer school was continued 1904, when it was reorganized

to constitute an eight month course and was offered under the aegis 

of the New York School of Philanthropy (now the Columbia University 

School of Social Work). At the turn of the century, training 

centres were olso established in Chicago, Boston and Philadelphia.

The early schools were characterised by their provision of 

training courses which were vocational and narrow in nature, where 

an apprenticeship type of education was provided. According to 

Steiner,^ these courses 'did not give the student a well rounded 

view of the whole field, but prepared him for a single task in a 

single organization'. (173, p.480)



In 1919 the Association of Training Schools for Professional 

Social Work was formed and nine schools enrolled as members. 

Entrance qualifications to these nine schools differed, as some 

of the schools limited attendance to students with o B.A. degree, 

while others placed emphasis on o four year under-graduate course 

if instruction in social work leading to a B.A. degree, followed 

by one or more years of graduate work.

In 1920-1921, the Tuft report concerning education and 

training for social work was compiled. This report dealt with 

many issues including the problem of whether training should be 

completed at a university department or in an autonomous 

professional school. Tuft believed that training should be 

given on different levels, with the technician at one end of the 

scale and the 'social statesman or social engineer1 at the other

During the fo?lowing year, Beisser (Chapin®^) published a 

report dealing with social work training, which was at that stage, 

given under three auspices: the privately sponsored independent

School of Social Work which had full autonomy; the Graduate 

School or Graduate Department of Social Economy, Applied Social 

Science or Social Work which was more or less autonomous within 

the academic organisation of the collage or university concerned; 

and the State University Department of Sociology and Social Work 

which offered, on the whole, under-graduate training leading to a

B.A. degree. Other writers ot the time evidenced a concern with



training auspices. For example, Cutler, in the same year, put 

forward the opinion that separate professional schools should be 

established at universities in order to consolidate uhe scientific 

knowledge which was 'scattered' throughout the entire university 

curriculum.

In 1925, Gillen^ summarized his perception of the objectives 

of social work education. He saw the aims of education for social 

work as providing a background of general education, providing 

technical training and experience, and providing training for 

leadership in the agencies.

An important milestone in the history of social work education 

in the United States of America was the formation of the American 

Association of Schools of Social Work (A.A.S.S.W.), in the mid­

twenties. The Association laid down minimum curricula standards 

which were applied to all schools seeking admission, and, in 1932, 

formal accreditation of new schools was begun. In 1935, the 

A.A.S.S.W. adopted the requirement that only schools established 

within institutions of higher learning on the approved list of the 

Association of American Universities could be accredited (Marks^*).

b. The second era 1935-1965 

The conflict with regard to whether education for social work 

should be given at the graduate or under-graduate level arose 

during the late thirties. In 1941, Fink®1* stressed the necessity 

of distinguishing between social work practitioners trained in 

groduoto schools and pre-professionals, trained in under-graduate



17

deportments of sociology. In 1942, Schools and deportments 

offering under-graduate or combined vnder-graduaie and graduate 

education organized the National Association of Schools of Social 

Administration (N.A.S.S.A.).

By 1945, Fenlason^ described both graduate and under­

graduate education as necessary hut different in content and 

function and in the following year, a National Council on Social 

Work education was established to bring representatives of tne 

A.A.S.S.W. and the N.A.S.S.A. together in order to resolve the 

problem of educational standards.

In 1951, this National Council on Social Work Education, 

published a report edited by Hollis and Taylor.*^ The report 

proposed that the educational programme be broadened and expanded 

in respect of the basic concepts taught to students and that a 

programme of specialization be included, in order to produce 

statesmen and leaders in the profession. With regard to under­

graduate and graduate training, Hollis and Taylor were of the 

opinion that the graduate school was the correct place in which to 

study social work and that the ultimate goal of the school should 

be to give a basic undifferentiated training over a two year 

period, with specialization in the third and fourth years.

The ' saw the function of training at the undcr-graduate 

level as being two-fold: firstly, to provide a pool of candidates

for professional education in order to reduce manpower shortages 

and permit greater selectivity in the admission of candidates to



graduate school; and secondly, to provide a better education 

for students entering practice as non-professionals enabling them 

to perform certain limited functions.

In the following year, 1952, the Council on Social Work 

Education (C.S.W.E.) was established as the major national body 

concerned with social work education. By means of its control 

over accreditation and curriculum policy the C.S.W.E. aimed to 

influence educational standards. Accreditation by tno C.S.W.E.'s 

commissions was based on a periodic review of each school, which 

was udvised to offer the two year ‘generic1 programme outlined in 

1952, including human growth and behaviour, social services and 

social work practice as major areas (Lubove*®).

In 1956, Kendall*^ emphasized the importance of providing 

a generic education in social work in order to prepare the student 

for a lifetime of professional service and not merely for the 

first job. In the same article Kendall called for better 

identification of knowledge peculiar to social work, stressed the 

need to produce scholars os well as practitioners and finally, 

suggested that doctoral programmes in social work should be 

developed.

In 1959, the C.S.W.E. produced the thirteen volume Social 

Work Curriculum Study.^ In response to some of the more 

controversial aspects of this study, the C.S.W.E."s Curriculum 

Committee formulated o revised policy statement which was 

published in 1962. This statement followed the earlier statement
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of 1952 in structure, but emphasised different content areas as 

being of importance.

c. The third era 1966 onwards 

The third era can be characterised by o concern with different 

levels of training, on issue which was raised in thd previous eras 

but not resolved adequately. Thus Blackey*^ in 1967 stressed 

that education for social werk should prepare students for the 

performance of a range of different functions os well as for the 

practice of social work at c number of different levels of 

responsibility. For this reason, she saw the need for the 

development of differentiated training programmes based on both the 

pre-university educational backgrounds of the students applying for 

social work education, and the level to which these students wished 

to bo educated.

In the come year, the C.S.W.E. indicated o growing interest 

in different levels of education by proposing four objectives for 

under-graduate education. They stated that under-graduate 

education should aim to enrich o liberal arts education; to 

prepare the student for graduate social work education; to prepare 

the participant in the programme for practice and employment in 

social welfare; and to prepare the individual concerned for other 

human service professions and occupations (Skidmore and Thackery^), 

The C.S.W.E. further explored the question of diverse 

programmes and levels of education in the early seventies, and in 

1970, the C.S.W.E. Boord set standards for under-graduate programmes
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in social welfare as woll as continuing the programme of 

accreditation of graduate social work education. The C.S.W.E. 

policy statement published in thu same year, showed a modified 

approach to curriculum planning. Now, the schr-vls were given 

freedom to develop new organising principles in curriculjm 

planning and to select contynt.

According to Pins,^'? from 1971 five types of education for 

social work could be identified in the United Skates; and the 

clasuifict.tun below is relevant to the presen t day.

1. An Associotoa degree

This degree is offered on a two year basis at a community college 

nnd it serves to prepare students for community and social service 

technician roles.

2. The Bachelor's degree in Social Work or Social Welfare

The B.A.(S.W.) degree is offered on a four year basis by some 

colleges and universities and it prepares the stvdent for 

beginning practice in certain aroas of social work or social 

welfare.

3. The Master's degree in Social Work

The M.S.W. prepares the student for professional practice, 

administration and policy planning end is acquired in a grodimte 

school of social work.
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4. The Doctorate in Social k'urk

The D.S.W. constitutes the highest level of troininri ond prepares 

the student for leadership roles in policy development, 

administration, planning, advanced practice, research one! teaching 

and can be acquired in graduate schools of social work.

5. Continuing education

Continuing education is offered by schools of soc:'.al work, 

university extension services, professional associations and 

agencies in order to update existing knowledge and skills held by 

social workers ond in order to prepr.- them for more advanced 

responsibilities.

These successive levels of educational preparation "or 

positions in social work, now make it possible for students to 

leave the educational stream ot the point commensurate with their 

interests end abilities. In addition, the social worker with 

experience and ability may re-enter the educational process at a 

later stage and acquire a higher qualification (White Main^^).

Vigilonte*^® sees education for social work as falling 

along o continuum, with under-graduate education at the lower end 

und post-graduate education ot the upper end. He sees the move 

to differentiate tasks by education as being of great significance 

for the future, where t!,e nature of social service needs 'will 

probably suggest a different use of personnel1 (Vigilante p.-564).

This historical review of the development of social work 

education in the United States highlights the points made in the



introduction to the section. Thus the statement that the past 

provides important legacies for the future, is illustrated by 

the fact that concern with training social workers for different 

levels of practice was raised by the Tuft report in the twenties 

and revived and implemented in the seventies. The statement that 

the development of i ducation is tied to changing social conditions 

is supported by the example of the C.S.W.E. modifying their 

approach to curriculum planning in the seventies, giving the 

schools freedom to develop new organising principles and to select 

appropriate content in conformity with the demand for greater 

self-determination and greater academic freedom at the beginning 

of this decode.

2.2.2 The history of Social Work Education in Britain -
■ 1B96 to the present day

Social work education in Britain had its beginnings in 1896, when

the Charity Organization Society and the Settlement mo\ ment

instituted a training scheme comprising lectures and associated 

practical work.

In 1903, this training scheme expanded and developed into 

the School of Sociology and Social Economics which amalgamated in 

1912 with the London School of Economics to become the Deportment 

of Social Science and Administration. By 1914, several 

universities were issuing certificates in the social services, 

jointly'with the settlements, and independently.

At the end of World War I, the professional associations of



social workers, for example, the Institute of Hospital Almoners 

and the Institute of Industrial Welfare Workers, took the 

initiative in planning training programmes. They modelled these 

programmes on those of other professions which were characterized 

by leaning based on a scientific or artistic discipline; 

training in the skilled application of this learning; a defined 

code of behaviour towards clients; and an association with 

membership restricted to those who were educated and trained in 

the ways of the profession (Crichton^').

At this time, the Joint University Council for Social Studies 

was established to investigate training within the university. As 

a result of this investigation, it was decided that if social 

studies were to find a permanent place within the university, 

academic standards would have to be raised. To this end, the 

under-graduate course was extended to two years in duration, and 

post-graduote students were not accepted for the one year post­

graduate training course unless they had graduat ; \n a relevant 

undergraduate course.

During the thirties and the early forties, little with 

regard to the structure of social work education is recorded in the 

literature. Social work educators in Britain at this time appeared 

to be more concerned with the content of the social work curriculum. 

Thus, according to Cypher,^ during the interwar years, professional 

social work emphasized relationships with individual clients rather 

than societal problems. Specialists in the field of psychiatric
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social work began to emerge os o result of this development, but 

social work writers saw the need for a forum where social workers 

from different fields of practice would be able to come together 

and exchange ideas and techniques and express their underlying 

unity of purpose. To this end the British Federation of Social 

Workers was formed in 1935, enabling specialists from different 

fields to communicate and thereby to some extent, prevent 

overspecialization.

During the war years little is recorded in the literature 

with regard to social work education in Britain and it ia doubtful 

in view of Britain’s role in the war, whether educational expansion 

took place at all at this time.

By 1944 according to Brown'*^ almost all social work training 

was undertaken by the university and the length of training was 

two years for non-graduates and one year for graduates. At this 

time, the need for centres of practical training was recognized 

and the establishment of such centres was called for.

At the first experimental conference of the British 

Federation of Social Workers in 1946, the training in supervision 

of social workers was discussed. At this conference, delegates 

noted that for ths first time in Britain, the number of students 

applying to social science departments exceeded the number of 

places available. For this reason, selection of candidates was 

considered. It was decided by conference delegates, that 

candidates should be selected on the basis of one or more interviews
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and that they should furnish o written statement giving reasons 

for their decision to follow a social work career. Candidates 

eligible for selection should be in possession of a good general 

education and, in addition, it was considered that the ‘right* 

type of personality was of as much importance as academic 

proficiency.

Other issues raised at the conference included the belief 

that a university training was the most suitable form of training 

for the social work student and that it should be of two to three 

years in duration. Training should be based on broad general 

principles before the student acquired specialized skills, and 

the qualifying award for proficiency attained in social work 

should be a social science diploma or certificate. (Brown'^)

In the post-second world war years, training schemes 

expanded. In some training institutions, a new three year 

certificate course which emphasized social studies was introduced. 

In others a two year certificate course was introduced for the 

first time. Admission standards were stipulated, and minimum age 

limits at admissions were raised to nineteen, or even twenty-three 

at some universities. This hod the effect of producing a limited 

number of candidates who were better able to cope with the demands 

of the course (Crichton).^

In order to investigate employment and training of social 

workers in Britain in the late 1940's and early 1950's, surveys 

were conducted by Eileen Younghusband under the sponsorship of the
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Carnegie U.K. Trust. Younghusband predicted on increase in the 

demand for social workers in the future and a concomitant need 

to increase the supply.^ Despite this finding, according to 

Collis,^ training facilities wci j not adequately expanded during 

the 1950's and by the end of the decade, the country was faced 

with a spate of urgent plans to obtain and train recruits for the 

social services.

For this reason, in 1961 Younghusband^ published another 

report analysing existing training facilities. The report, 

referred to as the ‘Working Party Report', stated that with regard 

to established training auspices, universities provided three 

types of courses; specialist training courses were provided by 

voluntary organisations for work in specific fields; and 

refresher courses were provided by professional organisations.

The report pointed out that these training facilities were 

inadequate to meet the demand for social workers.

Younghusband saw the need for three types of social workers:

a) A welfare assistant to deal with straightforward or 

obvious needs of people. The types of problem the welfare 

assistant would deal with would be material requirements and they 

would be trained by a form of systematic, planned in-service 

training.

b) A general purpose social worker to deal with people 

who hod problems of a more intangible and complex nature. They 

would receive training in u college of further education.
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c) The university trained social worker to deal with 

people who had problems of special difficulty. Their training 

would consist of three or four years of full time study following 

a social science degree or qualification in a related field.

As a result of the findings and conclusions reached in the 

report discussed, a further Working Party was constituted in the 

same year, with representatives from the Ministry of Education 

and Health, the National Association for Mental Health and three 

principals of major colleges. They were assisted by Miss Younghusband 

and drew up four training courses which were introduced at four 

different colleges (Gore).^

As a result of another recommendation of the Younghusband 

report, a National Institute For social work training was established 

in 1961 to provide a discussion forum for senior administrators.

The Institute aimed to provide a meeting place for social workers 

to discuss common interests, to promote enquiries, research and 

experiments, and to promote publications and teaching materials as 

well as to provide a specialist library. A final aim of the 

Institute was

to assist, within the limits of its resources, the work 
done directly by volunteer bodies and local authorities, 
indirectly by universities and professional bodies, 
colleges of further education, government deportments and 
statutory councils... (Jones 114 p.15).

The Seebohm report which appeared in 1968 once again stressed 

the importance of providing a generic training in social work and 

stressed that advanced education in social work should be developed.



An important development for social work education in 

Britain, was the formation of the Central Council for Education 

and Training in Social Work (C.C.E.T.S.W.) in 1970. The aim of 

the Council was to promote training in all fields of social work 

and its fifty-three members represented employers, educational 

institutions and professional associations.^

One of the C.C.E.T.S.W.'s main statutory duties today is 

the promotion and expansion of social work education, including 

preliminary training, basic qualifying courses, in-service 

training schemes, and further advanced courses. The Council also 

develops the theoretical, vocational and practical content of 

social work education and organises this content; it recognizes 

courses leading to its awards; it explores the need for training 

schemes, and initiates such schemes if necessary; and finally, it 

assists in developing methods to recruit and assess students 

participating in its recognized courses. The Council stimulates 

further research in social *crk education and, finally, it assesses 

overseas qualifications in social work as well as issuing 

statements of equivalence related to its own awards.

Two examples in the past year of qualifying certificates 

awarded by the C.C.E.T.S.W. are, the Council's Certificate of 

Qualification in Social Work (C.Q.S.W.) and the Certificate in the 

Social Services (C.S.S.).^ The C.Q.S.W. is awarded to graduates 

with degrees relevant to social work, or graduates with degrees 

not relevant to social work who have completed a specified two
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yeor course or to under-graduates specializing in a four year 

social work course.

In addition, non-graduates who fulfil specified academic 

criteria or who have relevant experience, may be awarded the

C.Q.S.W. This certificate is awarded to people in both groups 

mentioned, who are either seeking a professional qualification in 

field social work or for people seeking a professional qualification 

in residentiol social work.

The C.S.S. is awarded after completion of a two year course 

designed to meet the needs of various staff groups in field, 

residential, day, domiciliary and community settings.

The wide diversity of types of training discussed, indicates 

the attempt by social work educators in Britain to meet the needs 

of individuals with different pre-educationol qualifications and 

diverse interests and abilities, to enter the field of social work 

and make a relevant, meaningful contribution to the field.

Once again, the discussion of social work education in 

Britain, indicates the attempts made by social work educators to 

adapt their educational programmes to current socio-political 

developments and requirements.

2.2.3 A review of the history of Social Work Education 
an South Africa - 1929 to the prosent day

According to Annette M u l l e r , w h e n  tho development of social work 

education in South Africa xs studied, it becomes apparent that two 

organizations played a significant role in the establishment of
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training facilities in the late twenties and ear', thirties in 

South Africa.

In 1929, the Pretoria branch of the Suid Afrikaanse Vroue 

Federasie (S.A.V.F.) the first of these organisations, financed 

the establishment of a Child Guidance Clinic at the Transvaal 

University College. A lecturer attached to the clinic lectured 

on social work. In 1930, the name of the Clinic was changed to 

the School for Child Study:and Social Welfare Training which later 

became the Department of Sociology and Applied Sociology at the 

University of Pretoria.

The second organisation mentioned, which greatly influenced 

the development of social work training in South Africa, was the 

Carnegie Commission of Investigation into the Poor Whiie Problem 

in South Africa. The commission initiated the first formal 

request for trained workers in 1932, when they reported the need 

for scientific study of the problems of the poor. As a result of 

nationwide interest aroused by the findings of the commission, 

training for social work was established at the Universities of 

Stellenbosch and Cape Town in the early thirties. In 1937, degree 

and diploma training was introduced at the University of the 

Witwatersrand.

An importan1: development in 1937, woo the establishment of 

the Department of Social Welfare as an independent department of 

State. This department, in 1938, organized o conference to discuss 

the training of social workers. In the same year, the research



officer attached to the department, Dr Felix Brummer, visited the 

eight existing universities and training centres \ ■ hold discussions 

with staff members and investigate training standards.

In 1938, a report er.titled ’Training for Social Work' by 

Professor Batson of the University of Cape Town appeared. He notsd

that most of the universities in South Africa provideo degree 

courses for which the entrance qualification was the matriculation 

certificate and that the courses uer'* of three years duration. An 

exception wcs the course provided by the Uni''r "sity of the 

Witwatersrcnd which was of four years' durotiw and led to the award

of a Bachelor's degree in Social Studies. In the same report, 

Professor Batson mentioned diploma courses which could be taken 

under the auspices of the Universities of Pretoria end Stellenbosch 

by candidates who did not comply with admission requirements to o 

degree course. Further diploma courses for non-matriculants 

could be taken at the Universities of South Africa and the 

Witwatersrand. Finally, an advanced post-graduate diploma course 

wuc offered at the University of Cape Town.

The South African Inter-University Committee for Social 

Studies was established in 1938 vt a conference held at tho 

University of Cape Town with the dual aim of fostering the e;change 

of ideas and information between universities and of promoting 

social studies in general in South Africa.

In 1941, the Jan Hofmeydr School for Social Work was 

established in Johannesburg by the American Boat’d Mission, for the
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training of Black Social Workers. The course was of three years1 

duration, and as matriculation exemption was not required for 

entrance, the qualifying award was a diploma. This school was 

closed with the formation of the University Colleges for Block 

students in the early sixties.

From 1943 to 1952, a four year course in the form of an in- 

service training programme, was offered by the South African 

Railways.

In 1944, a conference with the theme of 'Post War Planning 

in Social Welfare' was held at the University of the Witwofcersrand. 

Professor Wagner presented a paper at the conference entitled 

Training for Social Work' which dealt with many important issues 

with regard to social work education. Some of the issues included 

were the importance o’ viding a generic social work training, 

and the extension of degree courses to four years' duration.

In 1946, a one day conference was organized by the Secretary 

for Social Welfare which adopted the resolution that training for 

social work should comprise a minimum three year degree course. 

Delegates to this conference decided to approach the Minister of 

Social Welfare to request that u special committee be appointed 

to investigate basic training for social workers/ specialized 

post-graduate training in certain fields (for example housing, 

cripple Care and groupwork); training facilities at a lower level 

for ascistunts in social welfare institutions such as children's 

homes; cooperation of training centres other than universities,
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particularly technical colleges; one' the employment opportunities 

available for socicJ workers and unqualified assistants.

An eig1':  ̂ :vmmittee was appointed to investigate thsse

aspects of r.. and they published o report in 1950. The

report stct̂ .o that university training was at -Sat stage, 

offeree, -j: nine centres (the Universities of Cape Town, Pretoria, 

Stellenbosch, Witwotersrand, Natal, South Africa, Orange Free State, 

Rhodes and Potchefstroom).

The report in addition, gave attention to graduate and under­

graduate education; the dv»otion of training courses; minimum age 

requirements for entry to the courses; selection of students for 

the c-'.-..and speciviizution. With regard to the last-mentioned, 

tb." L„'li--iv*d that generic social work was characteristic

oi" ...it-s SvvtS. Afi-.V-an approach to training but- that specialist 

coiz.-nz in CL.-taln fields ( "or example physical and mental health, 

monci(ie*eriv.. c-rial surveys, community organisation, 

kuet'ership,' personiv-i - nd institutional management) should be 

piovliJed. Tfvsy •von-c-d .-jgainst over-speci-lization v^d suggested 

^hat the courses mer-ti' ied be di-/ided„ amongst the training centres.

Fi. ciliy, the vi f-'.ittee atoted that a National Association of Social 

Wnkers shou.l'H '.'t -itv-llshed as soon as possible.

By 1^54, sty Vent .3-n (i.tment for social work at universities 

had d9c2’‘>6J elormingly, an-: u conference was arranged by the 

Inter-University Con.nittee f'Jr Social Science in Johannesburg to 

discuss the problem and give, publicity to the profession of social
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'Social Work as a Profession*. Eight papers were read at the 

conference, covering different aspects of social work including 

training, employment and the professional status of social work. 

Professor Batson delivered a paper concerned with training and 

some of the issues that he raised included his belief that 

theoretical and practical training were both necessary; that the 

university was the most suitable training centre; that a broad 

background in the social sciences should be given; and that 

under-graduate training was cn appropriate form of training but 

the possibility of introducing post-graduate training at a later 

stage should be kept in mind.

Dr. Thelma Seawright from the University of the Witwatersrand 

delivered a paper dealing with specialization in Social Work and 

put forward the point of view that training in South Africa should 

be generic in nature.

In 1956 the Department of Social Studies at the University 

of the Witwatersrand became the Department of Sociology and Social 

Work and the qualifying degree obtained from the department, 

formerly referred to as a 6.A. in Social Studies, become known as 

the 'B.A. in Social Work'.192

Two n -i training provisions were introduced at the University 

of the Witwatersrand in 1959. One was the requirement that fourth 

year students submit a dissertation on an approved topic in their 

final year and the second was that students take an oath of
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In the eorly sixties, the State established five university 

colleges for Block people in terms of the Extension of Universities 

Act (Act No.45 of 1956). These training centres oil provided 

degree and diploma courses in social work and constituted separate 

training facilities for Africans, Coloureds and Indians. Therefore, 

the University Colleges of the North, ' t Hare and Zululand 

provided training faciliti s for Africans while Coloureds could 

train under the auspices of the University College of the Western 

Cape in Bellville, and Indians at the University College of Durban.

In 1964, the Master's degree in Social Work was introduced 

at the University of the Witvetersrand. This provided for 

practical training, advanced study and research culminating in the 

submission of a dissertation.^^

From 1967 to the present day, annual conferences for social 

work teochers have been held at suitable venues in order to discuss 

topics relevant to social work education.

The 1967 conference was held under the chairmanship of 

Professor Erica Theron, who was responsible for convening the 

meeting. Some of thy topics discussed at this conference included 

subjects to be taken for the social work degree; teaching of 

community organisation, social policy end administration; aspects 

relating to field work and the belief thut all universities should 

work towards the implementation of a four year degree in social
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The conference of social work teachers held in 1963 had as 

its theme, 'Supervision of the in-service training of students in 

social work*. In addition to discussing various aspects of super­

supervision, papers were delivered concerning the use of tape 

recordings and of role-playing as t&aching aids in social work 

oducation.

In 1969, the conference discussed the theory and practice 

of group work and in the following year, 1970,^® the focus was on 

community organisation with attention given to problems such as 

where to place community organisation in the under-graduate 

curriculum, how much time to devote to the teaching of community 

organisation, the content to be included in its study, and the 

importance of teaching community organisation to Blacks.

The social work curriculum was explored ot the conference of 

teachers in 1971. The participants at the conference discussed 

the optimum length of courses in the curriculum, the place of 

psychology and sociology in the curriculum and the importance of 

integrating knowledge from these two subjects os well as ensuring 

that social work hod a prominent position in the curriculum, so as 

to enable students to identify with the profession.^

The conference of teachers in 1972 had os its theme 

'Community Development - can social workers meet the chel.Vngo?'

The papers delivered at the conference dealt with possible areas 

for community development, relevant curriculum content for a 

theoretical course on community development and the possibility of
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organising field instruction in community development.^

Writing in the same year, Annette Muller^^ called for the 

establishment of a non-statutory advisory body to consider 

minimum standards for curriculum content in the light of changing 

demands of practice.. This body, in her opinion, would consist 

of representatives from the Schools of Social Work, State and 

Voluntary welfare organisation employees and members of the 

Social Workers' Association. In addition, Muller called for 

courses in supervision for selected social workers, and an increase 

in post-graduate specialist courses. Finally, she called for more 

research into social work education in South Africa to enable 

educationalists to plan curricula to meet existing needs and to 

anticipate future developments.

Social work research comprised the theme of the conference 

of teachers held in 1973.*^ Delegates discussed the introduction 

of refresher courses for practitioners who have little knowledge 

of research. In addition, they suggested that universities 

publicize the research studies conducted under their auspices, and 

make those studies available to practitioners. Finally they 

decided to encourage welfare organisations to conduct social work 

research.

In 1974, the conference discussed post-graduate social work 

education. Topics raised for discussion included the importance 

of recruiting students for post-graduatb study, educational 

methods for social work study ot the post-graduate level, the role
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of the teacher in post-graduate education and the importance of 

using expert teaching methods.

Zn this year, the Joint University Committee on social work 

(J.U.C.) met and formulated the proposal that it was 

of importance to decide what constituted the basis of an 

under-graduate academic programme in social work, in order to 

facilitate the evolvement of an accrediting body for South Africa. 

To this end, the committee elected a four person curriculum study 

committee to explore the feasibility of such a project.

At the conference of teachers in 1975, social work education 

and training in South Africa was evaluated. The conference was 

divided into three sections, and a paper was delivered in each 

section dealing with different aspects of social work education.

One part of the conference dealt with the first year as a basis 

for training; another part dealt with the newly qualified graduate 

as a professional beginning worker, and the other section was 

concerned with the educational process in social work. Topics 

raised for discussion included the quality and quantity of social 

work teachers in South Africa, both in the classroom and in the 

field, and the delegates explored ways of improving teoching- 

l-iarning facilities in social work.^^

Social work educators in South Africa continue to explore, 

question and find solutions for the problems arising in the 

development of social work education in the light of overseas 

trends as well os local current developments.
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2.2.4 The present structure of social work t/oininq in South Africa 

li The under-graduate degree or clip.toino

In South Africa today, there are sixteen residential training 

centres which offer twenty-five different under-graduate programmes 

recognized for the purpose of statutory registration as a social 

worker (More and McKendrick).^ Fifteen of these courses are 

degree courses while ten are diploma courses* Twenty of the courses 

are three years in length while five ore of four years' duration.

In addition, the University of South Africa, a non-residentiol 

training centre offers a correspondence course leading to a social 

work qualification. All the courses ore generic in nature and 

include social work theory courses and associated field instruction 

courses. The undergraduate course content at all universities 

comprises a three or four year Social Work major and a major and a 

sub-major in Sociology, Psychology ogy, A recent

development has been the conversion i 'ong established three

year courses into courses of four-years' duration.

2. Honours or the post-gtaduote diploma 

Universities with a throe year social work programme offer 

on honours degree. "Ihe content of the Honours courses may be 

generic, for example the course offered by the University of Natal, 

or these courses may be specialized in nature for example, the 

Honours degree in medical social work offered by the University of 

Stellenbosch or the Honours degree in psychiatric social work 

offered by the University of Cape Town.
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With regorii to the post-graduate diploma, the University of 

the Wi'twotersrund at pjrctitint offers a generic course in advanced 

social work practice, while the University of Stellenbosch has 

planned as from 1978, to offer specialized courses leading to a 

post-graduate diploma in supervision and administration.

3. The Master's degree in Social Work

All South African universities offer a Master's degree in 

Social Work. To a Itirge extent, the Master's degree course 

involves candidates conducting empirical research in Social Work 

and then presenting a dissertation for exaadnotion. However, at 

individual universities the course may include other requirements, 

such as prescribed field instruction in social work practice and 

oral examinations.

4. The Doctorate in Social Work

A doctorate in Social Work cun be undertaken at all South African 

universities.

2.2.5 Possible future directions in social work education in 
South Africci

During 1977, the report of a Ccmmittee of iwjuiry into the Future 

of thu Social Work profession woe published,* and should the 

Can.mitivu's reoonvu-.ii-stJotieriy be yeeuf'tod, the form and structure of 

social work education in South Africa muy undergo considerable 

change. The two wa jw ;'e coimK c, cl a k ioni -:-f relevance to social work 
education concern socinl work aides and the accreditation of 

training institutions.,
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Whereas the Committee did not support the general introduction 

of social work aides, recognition was given to the need for certain 

groups of personnel who would perform specific social welfare tasks, 

yet who would not be fully trained social workers. Two such groups 

identified by the Committee were institutional aides and persons 

trained to render social welfare services in developing communities. 

The recognition of these groups of personnel will probably lead to 

the development of specialized training courses for them.

The accreditation of training institutions was supported by 

the Committee, which suggested that social work training institutions 

should be registered with a proposed Social Work Council. This 

Council, it was recommended, should establish minimum standards 

for oil levels of diploma, under-graduate and post-graduate 

theoretical and practical training, with these minimum standards 

including combination and content of educational programmes, 

physical facilities and staffing ratios. Although the Committee 

did not advocate absolute uniformity in training courses, it is 

likely that the creation jf any set of common minimun. standards 

will lead to a basic conformity in certain central aspects of 

curriculum content and structure.



42

CHAPTER 3 - THE SOCIAL WORK CURRICULUM

In an attempt to respond to Tyler’s ^  second question, namely on

what basis and by what means to select content and learning

experience that will enable the student to attain the educational

objectives discussed in Chapter 2, the social work curriculum will

be surveyed in this chapter, while learning experiences tvill be

considered in the following chapter. As Lowenberg^®has stated,

A curriculum is more than a list of courses or an outline 
of content. When properly designed and correctly 
perceived the curriculum becomes the instrument, for 
fulfilling educational objectives and for accomplishing 
the educational tasks established for a specific 
program. (Lowenberg, .'30, p.l.)

In view of the importance of the curriculum in the social 

work educational process,- the history of the development of the 

curriculum in the United States of America, Britain and South 

Africa will be discussed, followed by a review of some of the 

basic principles of curriculum construction.

3.1 A brief historical overview of the curriculum in sociol 
work education in the United States of America 1919-1976

Early efforts to define the content of social work education led 

the American Association of Social Workers (A.A.S.W.) in 1919 to 

outl o the courses which they believed to be of importance in 

education for social work. The courses mentioned included studies 

in the social sciences, courses on small town and rural community 

problems and an emphasis on preventive and constructive social 

work rather than remedial social work.
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In 1921, Steiner*^ wrote thot the focus of courses should 

emphasize general facts end principles, should analyse an entire 

situation and not merely the solution of on immediate pn .i-tm, and 

should analyse causes of underlying problems os well as 1 

methods and techniques of solving these problems. Steiner 

believed that courses dealing with administration were necessary 

to prepare executives for their tasks and that the cose method wcs 

the appropriate method of instruction to use. Finally, Steiner 

stressed that the social worker should be a scientist as well vS

a practitioner and should therefore be equipped in the use of

scientific methods.

The general emphasis in social work teaching in the 1920's 

in the United States was placed on Psychology and Psychiatry.

The courses ot this time therefore stressed the individual ond 

his relationships and casework was the most prominent method of 

intervention. Sociology and Economics were not re-emphasized in 

teaching until the late thirties, when Ebaugh (1941)^® stated

that Sociology was an integral part of the Social Work curriculum

ond that people planning to enter social work should initially 

prepare themselves in the field of Sociolog)' before attempting to 

master the specific techniques of the profession.

In 1944, the A.A.S.W. adopted ci new curiiculum plan the 

required each member school to include eight subject matter areas, 

which became known as the 'basic eight', in their curricula.

These were, social casework, social groupwoik, community organization,



public welfare, social administration, social research, medical 

information and psychiatric information. The 'bosic eight* were 

intended to be incorporated into the general training programme, 

but in many eases, schools developed their programmes as if each 

area had to be a separate academic course. For this reason, a 

more general curriculum policy statement was adopted in 1952 

(Morks^1),

In 1946, the A.A.S.W. decided not to lay down a rigid list 

of specific courses but to maintain flexibility in curriculum, 

construction. They described social work education as a liberal 

arts education with a concentration in the social sciences.

However, the Hollis ond Taylor report of 1951,^  on, 3 again 

detailed the content to be included in graduate social work 

education. They stated in this regard, that students should 

acquire an understanding of social processes and social institutions/ 

that they should develop professional social work knowledge, skills 

and attitudes for face-to-face work with individuals,, groups and 

communities; os well os knowledge with regard to the philosophy 

and ethics of social work, its relationship to other professions 

and society in general,• and that they should acquire knowledge of 

administration.

In 1956, Kcndall^^ stated that the social work curriculum 

tliould offer a view of social work that encompassed the cause and 

prevention as wall as the treatment of social ills. It should 

include specific subject matter designed to provide knowledge about
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social welfare development together with the underlying factors

which motivate or impede social development and social change.

It should stimulate a critical, enclysis of current social issues

and the genesis cn-J effects of prevailing social policy, and it

should foster in the student a strong identification with a deep

commitment to his profession. Finally it should

Lay the foundations for a steadily enlarging professional 
competence, rooted in some knowledge of the science, a 
beginning skill in the art,and an emerging conviction 
about the philosophical tenets of social work practice. 
(Kendall,121 , p.46)

By 1958, writers in the field of social work education i.i

America were expressing confidence in the state of social work

knowledge and Kendall*^ wrote

It is my contention that social work has now reached a 
sufficiently advanced stage of development to permit 
the identification of universal characteristics and 
beyond that a common core of professional knowledge and 
skill which can be communicated in programmes of 
education everywhere. (122 p. 29)

Towards the end of the 1950's and early 1960's, writers in 

the field of social work education showed concern regarding the 

use in social work of theoretical contributions from other fields 

of knowledge, particularly the other social sciences. Grace 

Coyle,^ in 1958, stated thct a social work curriculum should 

contain certain selected material from those social sciences which 

were relevant to social work. This she believed, included knot/ledge 

of individual behaviour drawn from Psychology, Psychiatry and 

Medicine, as well os knowledge of societal behaviour extracted 

from Sociology, Economics and Political Science.
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Coyle emphosized the importance of selecting content most 

relevant to social work and, in her view, selection of content 

could be effected only with the cooperation of the social work 

faculty and experts in the social sciences invc’.ved.

In 1961, Herman Stein"^ too expressed the belief that social 

work education required knowledge from the social and behavioural 

sciences os part of the scientific base on which it depended for 

practice. In his opinion, the essential contribution of the 

social sciences to social work was to clarify and expand the social 

worker's understanding of the concept of social environment, and to 

increase the social worker's awareness of the importance of adopting 

a scientific view of human behaviour. Like Coyle, Stein stated 

that as the social worker could not use aJJ the theoretical 

knowledge available from the social sciences, educators should be 

selective with regard to what in their view was the most important 

knowledge for social work.

An important landmark in the history of curriculum development 

in social work, as mentioned in Chapter 2 was the appearance in 

1959 of the Social Work Curriculum Study in 13 volumes.*

In Volume 1, the nature of social work and of social work 

education was discussed. In chapter five of this volume, Boehm 

recommended that the social work curriculum be based on two 

components, the scientific-philosophic component and the methods 

component. The scientific-philosophic component was viewed as the 

foundation on who. h the methods coi . . nt was built. The methods
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referred to in thi methods component were: cosewoxk, groupv/ork,

community organisation, administration and research. The 

scientific-philosophic component aimed bo impart knowledge to the 

student with regard to the individual, the environment and the 

interaction between individual and environment. Other topics 

discussed in the study included the role and function of the 

social worker in the process of rendering servic ; the teociiing 

of values and ethics; and field instruction.

Topics covered ir Volume 2 of the study included the need 

for uider-graduatu education, the need to integrate content from 

other disciplines into the social work fr?jme of reference, and the 

need for collaboration between the social science disciplines 

within the university.

The Curriculum Committee of the Council for Social Work 

Education published a curriculum policy statement in 1962 in which 

the general objectives for social work education at the Master's 

Degree level were set out. The statement gave brood guidelines 

for the development of curricula but stated that each School of 

Social Work was responsible for the development of their own 

curricula within the general framework set down in the policy 

statement. Three brood areas of study were mentioned: these

were, social welfare policy and services, human behaviour and the 

social environment and the methods of social work practice. With 

regard to field instruction, the student it was recommended, 

should be placed in a social agency and should work under the 

supervision of on experienced social worker.



By the 1970's, social work education, due to soc;al changes 

discussed in Chapter 2, was also committed to change. Therefore 

White Main^^ in 1971 called for a re-structvring of social work 

education, especially social work curricula, in the light of 

societal trends, new perspectives, knowledge and understanding. 

She stated that for example, there was a need for new knowledge 

from the social and behavioural sciences with regard to racial 

and ethnic differences, a more penetrating analysis of urban and 

rural poverty, analysis of problems of fragmentation in criminal 

justice and the correctional system, and the study of community 

mental health and of drug use and abuse.

There was in addition, in the United States in the early 

1970's, a move away from using the three primary social work 

methods as organizing principles for curricula and a movement 

towards using diverse organizing principles. For example, White 

Moin^^ applied a systems approach to curriculum building, 

describing the curriculum as a system or 'unitary whole with 

interrelated parts or subsystems and with on identifiable 

relationship with other systems'. (White Main*®^ p.32).

These changes in the approach to curriculum construction 

were reflected in the Council for Social Work's Education's 

Policy Statement of 1970. The Council, in the statement, set 

down broad guidelines for curricula to be adopted by Schools of 

Social Work. This statement emphasized that ethics were an 

integral part of the social work curriculum and the emphasis on a
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societal orientation with a new stress on theoretical considerations.

Administration and research were no longer viewed as separate 

entities but were woven into the curriculum at every level.

Content to be included in the course of human behaviour and the 

social environment was no longer specified, but was of a more 

general nature (Muller

Amidst all this change, White Main*®^ warned educationalists 

that they should not lose sight of the common core of social work 

education in order to avoid jeopardising the identity of social 

work by the new directions end specializations. Her vi“w of the 

common core was an identification of basic problem solving skills, 

of a range of relevant knowledge areas and of the common attitudinal 

base of social work practice.

3.2 A brief historical overview of the curriculum in social 
work education in Britain 1920-1976

Developments in the social work curriculum in Britain have been 

influenced by developments in the United States of America from 

the 1920's to the present day. This was evidenced by the emphasis 

placed on Psychiatry and Psychology in social work curricula in 

Britain during the 1920‘s and early 1921's, parallelling a similar 

emphasis in American social work curricula at that time.

During the lota 1930's and early 1940’s, there was little 

discussion of social work curricula in the literature due to 

Britain's involvement on the second world war but by the mid-forties,
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reference to curriculum conxont was once again mode. Thus

Penley*^ in 1946 stressed that oil training should be based on 

general principles preceding the acquisition of specialized skill, and 

in addition, that practical training should be included in the 

social work curriculum in order to integrate theoretical learning 

and the practice situation. In 1949, Holmos^ called for bosic 

training for all types of social work and once again stressed the 

importance of giving the student a broad theoretical foundation. 

Subjects to bo included in the curriculum in his view, were 

Sociology, Cultural Anthropology, Economics, Study of Modern 

Group Life, bccial Phil .-so,:hy, Psychology and Psychiatry-, In 

1950, Eyden repeated the call for a basic education ror '.ill 

fields of social work in Britain au opposed to early specialization.

In 1954, Kendall studied the British Curriculum in Social 

Studies and noted that at this stage, the British social work 

student, received training in Social Administration, Social Services, 

Social Legislation, Public Administration, History, Psychology, 

Economics, Social Philosophy and Ethics, Social end Political 

theory. Public Health, Hygieme, Philosophy, Social Biology,

Statistics, Law, Social Structure and Social Institutions,

Industrial Relations and Sociology which at this stage appeared 

as an optional course only.

The call for the provision of a generic education in social 

work continued in Britain into the 1950's with Younghusband'^®^ 

who in 1956, once again stressed the importance of this form of



education. In the same article, Younghusband discussed subjects 

to be included in the social work curriculum some of which were, 

Human Growth and Development, Social Influence on Behaviour or 

Social Anthropology, Health and Disease, Social Administration, 

Social Policy and Law. Skill in the use of the treatment methods 

of social casework and social groupwork were to be taught and 

thsoratical knowledge and practical training were to be integrated. 

In addition, she stated, careful thought should be given to the 

timing of different parts of the curriculum, that is, when to 

introduce different sections, where the emphasis should lie in 

teaching, und how each port should reinforce the other.

In 1963, Younghusband^®® called for an increase in social 

work research in Britain, in order tc -ovide o scientific basis 

for teaching and practice and she stressed that Administrc fion 

should be studied and taught to improve the efficiency of social 

workers in this sphere.

During tho 1970's, social work curriculum content development 

once ogoin followed a similar path to that of the United States of 

America, with the emphasis placed on the teaching of social action,
191to deal w:.th current social change. As Younghusband stated, 

tho role of the social worker was now seen as that of an effector 

of structural change in society and there was a need therefore for 

social work educators to teach broad strategies of intervention, 

rather than the separate methods of social casework, social 

groupwork and community organisation.
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However, in a plea vo social workers to retain perspective 

and not lose sight of the individual, Kendall"^ stated in a 

British Journal, that to avoid social work education taking on a 

'nightmare* quality in the future, the search should continue for 

a theoretical base on which social work could build a practice 

th-at was directed with equal effectiveness towards individual and 

social change. The bases would consist of contributions from many 

scientific disciplines together with the contributions that would 

also come from social work's own practical experience which should 

include the experience of the new breed of social worksrs. Social 

work educators cf the future, in Kendall s view, should continue 

to devel(p knowledge with regard to both man and society, and 

incorporate this knowledge into a unified framework.

3.3 An historical overview of the curriculum in social 
work education in South Africo 1938-1976

As social work is an international piofession, the curriculum for 

social work training in South Africa is influenced by developments 

in other parts of the world. However, some milestones in the 

development of the South African social work curriculum con be 

distinguished, and are briefly discussed.

In 1938, a report entitled 'Training for Social Work in the 

Universities of the Union' written by Professor Batson, was 

published. The report specified the curriculum content of social 

work courses offered by five Universities and throe University 

colleges in South Africa. He found that students wea’i* at this
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stage required to complete majors in Sociology, Social Work and 

Social Science and at the Universities oF StellenV-.ch and the 

Witwatersrand, Psychology and Economics were accepted as majors.

In addition, the student was required to complete a one or two 

year course in Economics, History, Social Anthropology, Political 

Science, Languages, Commerce, Physiology, Hygiene, Law and 

Psychology.^

Thus by 1938, Social Work was recognized as a subject in its 

own right and by this stage, field instruction formed part of the 

curriculum of both degree and diploma courses.

A number of changes took place in the social work curriculum 

at the University of the Witwatersrand, Johannesburg, in 1943.

The degree in Social Studies was modified in order to better 

prepare graduates for professional practice by reducing the number 

of brood social science courses and including courses of a 

professional nature. In addition, the term 'practical training* 

was dropped and that of 'field work* was used in its place. For 

the first time too, methods of social work other than social 

casework wore referred to in the curriculum, namely, club work 

(social group work), community organisation, administration, 

social reform and so,dal planning.

In 1950, a committee investigating training f r social 

workers in South Africa, set out specific courses v • in their 

view were essential in the educational process. With regard to 

theory for social work practice, the committee decided hat
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Sociology, Social Work, Psychology, Social Economics and Hygiene

should be mode compulsory, bilingualism should be encouraged as

well os a proficiency in an African language for those working with

Africans. When considering field work training, the committee

recommended that all training centres should appoint a qualified

member of staff to organise field work, that field work should

include visits of observation, diagnosis and treatment of coses

over a long period of time, collection of data for social research,

office procedure, oral and written reporting, interviewing and

handling correspondence,*^"

In 1954, at a conference arranged by the Inter-University

Committee for Social Science in Johannesburg, Dr. Thelma Seawright

stressed that education for social workers should be generic in

nature and that when universities were ready to introduce

specialisation, priority should be given to the teaching of

supervision and research in so< _al work.

In 1957, a new elective course was introduc o the social

work curriculum at the University of the Witwat ,ud, the course

in Psychiatry and Mental Hygiene. According to Hare,

this was an important innovation because it meant that 
while the degree in general remained generic in nature, 
some students could acquire specialized knowledge both 
from this course and possibl -. iso from their field 
work placement which equipp* -hem for work in the 
psychiatric field, while the. experience of group' 
discussion with a clinical psychologist introduced 
into the curriculum in 1954 was an additional factor 
which prepared them for complex interpersonal thercipeu ■ ic 
activities in any field. (Hare, 192, p.79.)



During the sixties, the most im|jortr.rit development in respect 

of the social work curriculum in South Africa wc,v the move towards 

regular annual conferences of social work teachers which has been 

discussed in Chapter 2. Here issues relating to many aspects of 

social work education were raised including curriculum construction 

and content. These conferences are held to the present day.

The development of the social work curriculum in South 

Africa has been influenced to a great extent by developments in 

the United States of America. However, the curriculum has b< ;n 

modified to respond to local needs and conditions, and for this 

reason, is of a generic nature, aiming to equip the student with 

beginning competence in working with individuals, families, groups 

and communities in any field of social work practice.

3.4 A summary of international trends in the development 
of the social work curriculum 1958-1976

It is clear from the previous discussion that despite regional 

differences in curricula and the fact that curricula are often 

adjusted to suit local conditions and requirements, social work 

educators have, for the post two decodes, evidenced a concern with 

extrapolating content which is basic to education for the practice 

of social work throughout the world.

Thus in 1958, Kendall specified the knowledge and skill 

which she perceived os basic to effective so-'ial work practice 

everywhere as;

1. understanding of human needs and behaviour;
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2. understanding of man interacting with his social 

circumstances;

3. knowJodge of causn and effect in scciol and inter-

rersonal disharmony;

4. knowledge of ;.OM- -nity resources; and

5. skill in the vse of the professional helping process

with individuals, groups and communities.

In the same year, the R-. ort of the Third United Nations 

Survey on Training for Sociol Work was published,^ outlining the 

basic curriculum content for social work education as follows:

1. Study of Man

2. Sturiy of Society

3. Study of social work theory and methodology

4. Field work.

1. Stwiy- of Han

This section of the curriculum included the study of three aspects 

of man's 'total being', namely, his physical growth and functioning 

including biological factors, his intellectual and emotional growth 

and functioning; and his social and spiritual nature. This 

content was tr> bt .sported in juch a way that mon onrerged as an 

integrated whole.

2. Study of Society

At this timo man was perceived as the purpose for sociftt work

activity and society as the matrix of social work intervention and

therefore, all social workers had to be familiar with the broad
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lines of social, economic and political development in their own 

countries and should in addition, hove knowledge of the conditions 

and institutions which make up the environment oF the people to be 

served.

3. Study of social work theory and method

This section of the curriculum was seen as forming the core of

social work education. Here the nature •'d aims of social work, 

its values, its place in society, social work in primary and 

secondary settings, existing social services and facilities, and 

the methods of casework, groupwork, community organization 

research administration, social action, and social policy and 

planning were studied.

4. Fieldwork

Fieldwork was seen to be an integral part of the curriculum vhere

the student was enabled to use theoretical knowledge in practice, 

end acquire the necessary social attitudes ood skills in professional 

relationships. The field instruction should, the report stressed, 

be supervised.

In 1963, in an international journal of social work, Virginia 

Pariso^*^ described in detail, her view of the basic content for 

social work education. She classified this content into background 

knowledge, professional knowledge and professional skills.

Background knowledge included knowledge drawn from the social 

sciences, behavioural sciences and the humanities. Professional
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knowledge wos concerned with the noture ond aims of social work 

and its place in society os well as the social services and their 

structure, organization and methods, and, in addition, knowledge 

drawn from the social and behavioural sciences as applied to 

social work practice. Finally, professional skills or practice 

'•“ferred to the application of theory to practice using relationship 

skills to mobilize the capacity of individuals singly and in groups, 

to use appropriate environmental resources to bring about desired

Towards the end of the sixties, discussion in the literature

concerning curriculum content became more general and detailed

specifications of what to include in each course gave a way to

general outlines of content.

Thus in 1967, Blockey^ made the important point that it was

not possible to set out specific curriculum content for universal

study as curriculum bui1ding must take place within the political

socio-economic and cultural fiamework of each country in the vorld

and be related to the needs, priorities ond resources of that

country. She stated:

What social work sees as its functions ot any one point 
in a country's development and what the country itself 
secs as priorities will directly affect the emphasis 
social work education will give to preparing social 
workers for the social services.(47,p.11)

Blackey then outlined a broad framework for curriculum construction.

In her view, social work should be concerned with human behaviour

within the context of social functioning with social welfare in



its major aspects (that is, philosophy, organisation, policy

programme planning and evcjluatio ••' th methods of intervention

for dealing wit/i individuals, gro omiunities; with sociol

research; and with field instruction activity.

By the mid-seventies, social work educators recognised that

while regional differences in curriculum construction are of

importance and must be taken into consideration, a common base or

core, transcendir.g such differences should be sought out.

In 1974, Bakalinsky^ stated that although social workers

hove always had broad consenses on a theoretical level with regard

to the general definition of professional goals and value base,

educators have not been able to develop 'o viable conceptual

framework and curriculum that could give full expression to this

consensus* (Bakalinsky,^ p.3). Bakalensky then called for social

work educators to

pull with joirieu forces in the direction of a common 
core or base that will underpin all of social work 
practice ..."and "to develop a single frame of reference 
and common core that will provide internal cohesion 
within the profession and a common professional identity". 
(Bakalinsky, 43, p.4)

In summary, although social work educators recognise that 

curriculum content m-jst be adapted to suit local conditions, the 

search continues today for a basic core, transcending regional 

difference, common to social work throughout the world.

3.5 Some basic principles of curriculum construction

Although it may not bo feasible or even desirable to specify the
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exact educational content to be included in every social work 

curriculum today, it is extremely useful to outline some basic 

principles which may be followed when constructing a curriculum.

Almost oil the writers in the field of social work education 

who discuss curriculum construction, mention the book entitled 

Basic Principles of Curriculum and Instruction written by the 

educationalist, Ralph Tyler.'** Although this book was written 

in 194-9, the principles be discussed ore considered relevant and 

useful today.

Tyler believes that four fundamental questions should be 

answered when developing ony curriculum:

1. What educational purposes should the school seek to 

attain?

2. What educational experiences con be provided that 

are likely to attain these purposes?

3. How can these educational experiences be effectively 

organized?

4. How can we determine whether these purposes are fat- 

attained?

These questions are discussed in more detail below (Tyler,'** p.l).

1. The educational purposes that the school should seek to

attain.
According to Tyler***

If an educational program is to be planned and if efforts 
for continued improvements are to be made it is very 
necessary to have some conception of the goals that are 
being aimed at. These educational objectives become the 
criteria by which materials ore selected, content is 
outlined, instructional procedures are developed and 
tests and examinations are prepared. (Tyler, 31, p.3.)
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2. The selection of learning experiences lil-.cly 
to be useful in attaining those objectives

Tyler*** suggests some general principles which should be followed 

when selecting learning experiences. These include that learning 

experiences should be satisfying to the student; that they should 

be within the range of capability of the students involved and 

that many educational experiences may be used to attain the same 

educational objectives.

3. The organisation of learning experiences for 
effective instruction

Tyler*** states that

In order for educational experiences to produce a 
cumulative effect, they must be so organized as Co 
reinforce each other. Organization is thus seen as 
an important problem in curriculum development because 
it greatly influences the efficiency of instruction 
and the degree to which major educational changes are 
brought about in the learners. (Tyler, 31, p.83.)

When organizing experiences into courses and programmes,

Tyler*** suggests that three organising principles be followed.

These are the principles of continuity, sequence and progression

and integration. The first principle, that of continuity, refers

to the 'vertical reiteration of major curriculum elements';

sequence, the second principle, refers to the idea that each

successive experience should build on the preceding one; and

progression and integration refers to the horizontal relationship

of curriculum experiences which help the student to obtain a

unified view of the course.
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Other writers in the field of Social Work Education mention

curriculum construction and hold similar approaches to Tyler.

McKendrick^'' (1975) for example discussed criteria to be used in

curriculum construction and suggested that three criteria should

be followed in this regard. The first two criteria correspond to

Tyler's first two, that is, firstly that the objectives of the

professional education in social work should be taken into

account; and secondly, that the aspirations, abilities and

motivations of students are of importance.

The third factor mentioned by McKendrick,*®^ is on important

criterion not covered by Tyler's discussion. McKendrick suggested

that the resources of the particular training centre, including

manpower and methodology, university policies and practices,

departmental structure and philosophy and geographical location of

the educational centre, should be, in addition, considered.

Finally, a slightly different approach to curriculum

construction is the systems approach mentioned in the foregoing

section which was utilized by Kay Deo^ in 1975. Oea described

this oppr-d^h as a

process of relating general objectives to relevant 
content areas and the specific instructional goals 
and strategies that will be used to teach the 
knowledge, sfcillc and values within those content 
areas. (Deu, 12, p.7)

Dea*^ outlined a number of objectives with regard to 

curriculum building and, like the other writers discussed, stated 

that curriculum building must begin with a statement of educational
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course should flow from these aims. Dea^ viewed curriculum

building as a continuous ongoing process which should be constantly

reviewed in order to ascertain whether the individual courses,

and the curricular units of their parts, relate to and support

each other. According to Dea,^ the basic curriculum framework

should allow for flexibility in teaching methods and approaches

and finally, and most importantly, Deo stated that there is no

•perfect1 curriculum.

Following on from Dea’s ^  final point mentioned here,

Kendall’s^"7" view o' the social work curriculum, in 1956, still

holds true today:

The social work curriculum is after all only a curriculum. It 
is not a miracle drug, which when properly administered will 
cure the evils of society.... Let us strive constantly 
to improve our educational programs but let us also 
stand firm on what we already know from successful hard- 
won experience to be of tested value in our efforts to 
prepare qualified social workers for service to society. 
(Kendall 121, p.49)
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CHAPTER 4 - THE TEACHIKG-LEARHING TRANSACTION IN SOCIAL WORK EDUCATION

4.1 The teacher in education for social work

The curriculum in social work education, however carefully selected,

will be meaningless to the student unless the knowledge is imparted

in a meaningful way. That is, in terms of Tyler1 s^second question,

learning experiences must be carefully selected and impjrteri if the

titudent is to attain the objectives of professional education. As

Eileen Young husband*^ stated

No one is in a more crucial position in relation to the 
whole development of the social work profession than 
the teachers of social work. It is primarily they who 
must transmit to the coming generation of students 
professional values, clarify the changing purpose of 
social work ond much of the knowledge and way of working 
that underlies professional practice, (Younghusband,
189, p.25.)

Many writers in the field of social work education have 

attempted to describe the kind of person who should touch social 

work. Ruth Smalley^' in a comprehensive statement, listed eight 

attributes which she believed were escontiol to the social work 

educator:

1. Social work teachers should be lively and interesting 

persons, able to 'use their whole rich selves within the discipline 

of a profession and through ths profession's methods to accomplish 

the profession's purpose' ( S m a l l e y , p . 105),

2. The teacher should posoeos certain scholarly qualities 

such as intellectual curiosity and the motivation and discipline
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to odd continuously to his general knowledge as well as to 

knowledge of his own particular area of concentration,

3. The teacher must possess teaching skill and commitment 

to education. He must care about what he teaches and about whom 

and how he teaches. Teaching skill con be learned as long as the 

individual has this commitment to teaching.

4. The teacher should h - the capacity for continuing 

self-development as a teacher and be '-dj to experiment with new 

teaching methods as well as using old moHiods that have proved 

their worth.

5. It is important that the teacher should have the 

capacity to function as a faculty member and work co-operatively 

with others who share his common purpose.

6. The teacher should identify with the social work 

profession.

7. He should have extensive ond intensive knowledge of 

a core subject area or sequence.

8. Finally, Smalley stated that tho social work educator 

should use generic principles of social work method in teaching.

Other writers enumerate similar desirable attributes in the 

social work teacher. Ytiunghusbtmd'*-̂  for example, believed that the 

social work teacher should have secure roots in the profession, 

be committed to the aims of social work and should have an open 

and receptive mind to new ideas of theory and practice, as well as 

having a zest for his subject and tar helping students to learn.
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In similar vein, Perlman*^ stated that the teacher should 

possess knowledge of the subject matter and have a lovo for his 

subject, as a loving investment in the subject matter is contagious.

Having presented the attributes of a desirable social work 

teocher it is relevant to discuss the educator's role. In 1942 

Reynolds,in her early work concerned with learning and teaching 

in the practice of social work, identified some functions in the 

role of the teacher in social work education. She emphasised the 

reciprocity of learning between learner and teacher if there is to 

be real engagement in the 'earning process. The teacher should, 

therefore, diagnose what is happening to the learner, give the 

learner sufficient security in the learning situation so that ho 

could risk trying the new, present the ^ubject for mastery by the 

learner, release tho energies of the learner so that he could move 

from preoccupation with self to ability to study the situation as 

it is, and, finally, the teacher should .reo his own energies as 

teacher from preoccupation with subject matter, after mastering the 

content to be taught in order to focus on the learner in relation 

to the content to be mastered.

Charlotte Towle,^ in 1954, also defined the role of the 

teacher in social work education, and stressed that teachers of 

social work should set in operation a learning process that would 

continue for the student for his entire professional lifetime.

It is therefore essential that the teacher in social work education 

understand the basic significance of behaviour in a learning
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situation end for this reason Towle then gives an analysis of 

learning principles and behaviour as these give direction to the 

role of the teacher in the learning-teaching transaction.

In later years, contributors to Soffen's book entitled The 

Social Work Educator,^  that is, Blackey, Hollis, Perlman, Smalley 

and Younghusband, came to two basic agreements with regard to the 

role of the toucher of social work. Firstly, that the teacher should 

be committed to a vaining knowledge, scholarL p and to continue 

studying, and, secondly, that the teacher should committed to 

engaging himself in on-going communication with the students and the 

'joy' of assisting others to.leorn.

In 1969 Somers stated that in the teaching-learning 

transaction, students and teachers should formulate and develop 

their own goals, both should retain control of their own intentions, 

purposes and actions and both should modify themselves and their 

behaviour in response to the response of the other. Somers 

stated that

In social work education the teacher must carry the 
responsibility of forming goals that will ensure 
that the student acquires both substantive knowledge 
and a problem-formulation, problem-solving, pi-':lem- 
findieig approach that leads to and supports continuing 
enquiry. At the same time, the teacher's openness 
'j unanticipated goals of the individual students con 
become one of the exhilirating aspects of teaching.
(Somers, 169 , p.84.)

Tropp,^^ in the same book as Somers, also stressed the 

complementarity of the roles of student and teacher. The student 

he stated, is presumed to be a receptive and motivated learner.
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illuminator, and both of these are active roles. The teacher is 

therefore not seen as a mediator between the student and the 

subject matter but as an active person who gives of himself, leads, 

inspires, demonstrates, stimulates and feels free to give his 

personal opinions.

In summary, the teacher is not a passive importer of knowledge 

and from 1942 to the present day he has been seen as an active force 

in the learning-teaching transaction.

4,2 The student-teocher relationship

The qualities of the desirable teacher os well as the role 

of the teacher in social work education hove been discussed, but 

the student-teochor relationship has been only briefly mentioned 

and will now be considered in some detail with the focus on changis 

in recent years.

During the sixties, the importance of providing o secure 

teaching-learning relationship was stressed. Perlman,^^ in 1968, 

stated that the teacher should love the learner, have belief in 

him and his abilities and derive pleasure from discovering how to 

enable him to learn and grow. Similarly, Mary Barker^* (1970) 

described a secure relationship within a bounded educational 

environment allowing the studei t to explore and question with 

support and encouragement from the teaching staff. However, in 

the late sixties, as Abels pointed out, students began seeking 

a new type of learning-teaching transaction with a demand to be
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treated os mature individuals. Some social work educators too

bugan, at this time, to question traditional teacher-student

relationships, for example:

Cheetham^ held the opinion that due to the pressures of

life, it is not realistic to provide a 'bounded and secure*

environment for the social work student as resilient teachers and

students are needed who are willing to shore their ideas and

uncertainties, but she nevertheless stressed that the educational

environment should be a caring one.

Similarly, the contributors to the 1971 Journal of Social

Work Education (White Main,*®^ Horowitz^ ) noted the desire

of students for changes in the traditional student-teacher

relationship and they stressed the importance of allowing the

student to participate actively in the educational process. In

addition, they stated that students should be encouraged to

question traditional concepts and critically appraise the body of

knowledge presented to them.

M o o r e , i n  the- same year, wrote an article for the Social

Work Education Reporter stating that teachers should guard against

being mere knowledge machines intent en high pressure transmission

of course content but should

provide a climate that bears wome resemblance to the 
world out there, one which gives tl** student sufficient 
shelter to rvfleet upon their work, but not so much 
shelter as to preclude their feeling the time squeeze 
and the insecurity of unanswered questions. (Moore 140, p.46)
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In 1974, Thomas and Morrison^® expressed their belief that

traditional student-teacher relationships were no longer adequate,

and that meaningful inteicction between teacher and student on a

far more personal level was needed. They felt that the educator

should express real feelings, disclose certain aspects of self and

respond as a real person in a real situation. They perceived

the social work educator as ti facilitator with the responsibility

to help the student to develop to his fullest potential and

capabilities. They stated:

It is our thesis that this potentiality can best be 
developed through a relationship fostering openness, 
honesty, authentic presentation of feelings and 
feedback. (Thomas and Morrison, 178, p.24.)

Finally, in 1975, Man K-ung referred to the elimination

of the 'traditional acadomic caste system' and stated that due to

the rapid changes in our social system and in student attitudes,

a more egalitarian relationship between teacher and student was

appropriate.

In considering the role of the teacher in social work 

education and the relationship between teacher and student, it is 

of great importance to define the social characteristics of the 

student population being taught.

The literature regarding these aspects of social work 

education appears in general to be referring to the post-graduate 

or Master's student of social work, who is generally older and 

more mature than his South African counterpart. Tho egalitarian 

relationship described may therefore not be suited to the average
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relationship described by Mary Barker** as bounded and secure, 

particularly in his first year of study.

4.3 Teaching media

The teacher is of great importance in the learning process, 

as is the content of this process, but another aspect of the 

teaching process that is of importance, but which has not been 

extensively mentioned in the literature concerned with social work 

education, is the use of different methods and medio of instruction. 

These will be considered in turn, beginning with a discussion of 

media of teaching.

Paul Abels^ described media as

Extensions of the teacher ... tools which can be used 
as educative devices for trt, ismitting information among 
people and for exposing students to planned learning 
experiences. (Abels, 38, p.59.)

Teaching media are technological aids to learning, generally of an

audio-visual nature, and hove been extensively developed in recent

years for a number of reasons. Some reasons for the development

of new ways of teaching include the fact that social and economic

changes have made new demands on education; in addition, changes

in educational thinking have occurrod, populations have increased

leading to relative teacher shortages and the need for greater

efficiency, and there is a desire to make best use of the

information explosion. Additionally there have been advances in

technology so that learning today is learner-centred and no longer
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teacher-based, and, finally, learning aids ore available os useful 

teaching resources.

Edgar Dole,^ in 1969, listed a number of purposes for which 

atdio-visuol aids nay be used:

1. Audio-visual aids cun promote an atmosphere of mutual 

understanding in the classroom.

2. These media of instructional communication con bring 

about significant changes in student behaviour.

3. They con link the subject matter under consideration 

to the needs and interests of the learners, leading to greater 

motivation for learning.

4. They con bring freshness and variety to the learning 

experience.

5. These aids may give the learner meaningful experiences 

from which he can discover abstract concepts.

6. These aids van provide feedback that will assist the 

learner in assessing how well he has learned.

7. Autiie*~visuol aids may serve to widen the range of 

studsnt experiences and allow for imaginative involvement in 

important situations.

8. Finally, these learning aids can assist the student in 

achieving the order and clarity of thought that he will need if he 

is to form conceptual structures and establish a meaningful system 

of ideas.

There are several different types of audio-visual media
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available, some of which will be discussed briefly. Media, 

according to Pohek/®^ can be described as nan-projected, projected, 

auditory or action media:

4.3.1 Nan-projected media

Some examples of non-projected media include books, articles, 

pamphlets, teaching records, charts, graphs, diagrams, maps and 

still pictures. These types of media offer possibilities for 

giving visual embodi.Mnt to ideas.

4.3.2 Projected media 

According to Pohek

All media in this group have a common element in that 
they consist of visual materials projected on some 
form of viewing screen by optical or electronic means.
(Pohek, 159 , p.14)

They may or may not be accompanied by electronically transmitted

or recorded sound. Some examples of this type of medium include

films, video tapes, television and transparencies for overhead

projection.

(a) Films: Films present an abstract version of

the reol event, allowing the viewer to become imaginatively 

involved in selected situations. Andrew Wright states that 

films are highly motivational and can provide the nearest substitute 

for reol life as they have the possibility of realistic image, 

colour, movement, time and sound. In addition, films allow the 

teacher to be selective in subject matter and to provide the 

learner with experiences which would possibly otherwise be
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geographically impossible or financially prohibitive. Thornton 

and Brown^ add further that films have the advantages of 

durability; they are available in a great range of titles and 

subjects; they can be rented at a low cost or purchased; and 

s-hyv require little technical skill or expensive equipment in 

t' -.h;'' to use them.

(b) Transparencies for overhead projection: These

transparencies, according to Thornton and Brown,^ ® are highly 

effective and widely used medio and provide an especially simple 

and economical means of improving instruction. When using the 

transparencies the instructor faces the class while a sheet of 

transparent acetate containing printed, written or drawn material 

~ which may be commercially or locally obtained - is placed on the 

illuminated platform of the projector. The imago is then 

projected on to a screen behind the instructor who is, therefore, 

able to maintain eye contact with the class and read the projected 

material simultaneously. The teacher is able to point to various 

details or underline important points without looking at the screen 

or leaving his seat by the projector. The lense is of a mirror- 

arrangement type in the projector which allows for the production 

of a bright projected image on the screen in a room with no 

darkening. The overhead projector produces a static image, but 

it is possible to illustrate changing relationships by means of the 

overlay of further transparencies.

(c) Closcd-circuit television; Televised material
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is used in some univerci Lies, particularly. by teachers who ore 

teaching large classe.. or by the teoaher who is presenting a 

series of lectures to classroom groups of normal size (Pohek).^'

The instructor is then able to use class time for discussion with 

the students and make possible a more effective transfer of learning.

4.3.3 Auditory medio

Examples of auditory media incluue records, radio transmissions and 

audio tapes. The latter can be pre-recorded and obtained from 

various sources, or the teacher or social agency can record these 

tapes to fulfil a particular agency purpose.

4.3.4 Action medio

This refers to

a variety of teaching media, all involving a high 
degree of direct and active participation by the learners.
Some examples of these media are - simulation and gaming, 
role playing, observation, programmed instruction, 
computer-assisted instruction and the use of action 
slides. (Pohek,159 , p.18,)

Role ploying requires special attention as this is the most commonly

used medium in this category. The aim of role playing is to

develop a situation and present it to the class who are able to

test out, in a safe setting, ‘/ays of dealing with the situation.

The student is able to analyse the situation in detail, present

alternative courses of action and possibly prepare for meeting

future similar situations. In addition, members of the class are

enabled to gain insight into the behaviour of others and

understanding of viewpoints perhaps dissimilar from their own.
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through participation and involvement. The teacher is aided in 

guiding emotional expression, helping the student increase his 

spontaneity and encouraging creative interaction.

Writers generally agree that role play should be time limited 

to approximately 10 - 15 minutes, that it should be spontaneous and 

that the teacher should assume full control of the situation so 

that the students are in no danger of exposing themselves in ways 

that may be destructive or embarrassing.

Simulation and gaming exercises may be used to approximate 

real life situations and can be used to allow the student to 

duplicate factors 'appropriate to the experiences and environment 

of people who may come into contact with social workers' (Abels, 

p.67.) The main value of simulation appears to be its ability 

to increase the student's interest motivation and participation and, 

like role playing, the ability to test out in controlled situations 

certain actions and their possible repercussions.

4.4 Selection of the Appropriate technological aid
or teaching aid

Pohek^^ and Abels'^ both state that selection of the specific 

media to be used in the classroom depends on the specific educational 

objectives established for each aspect of the curriculum, and the 

particular kinds of learning experiences each teacher believes will 

best enable students to learn what is being taught. It is important 

that the teacher selects media best suited to his own teaching needs 

and Hjs a reasonable degree of specialized skill in order to assess
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whether the material gives a true picture of the ideas he presents, 

whether the materials contribute Meaning Fully to the topic under 

discussion, whether the material is appropriate for the age, 

intelligence and experience of the learner, and whether the physical 

condition of the material is satisfactory.

In conclusion it is apparent that carefully planned and well 

used media have on important role to ploy in teaching virtually all 

subject matter from the simplest to the most abstract. Teachers 

should, therefore, familiarise themselves with available media and 

acquire skill in their selection and use. Social work teachers 

particularly seem to have a special opportunity to use productively 

a wide range of teaching media, both illustratively and as an aid 

to concept formation.

4.5 Teaching methods

In addition to selecting the relevant media to be used in the 

learning situation, the teacher must select the appropriate method 

through which he is to communicate knowledge to the student.

Teaching methods refer to the way in which the student group is 

taught, that is, whether the student is to be instructed through 

tho medium of the formal lecture or by other moamt.

(a) The lecture: Tho lecture has boon defined by Perlman*^*

a process of verbal communication between one person 
and o group or assemblages of others where the 
responsibility for that communication is carried and 
discharged by thu one. (Perlman,155 , p. 99}
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The lecture has been for some years regarded disfovourabiy 

but most writers appeared to agree Lbot the way in which the 

lecture is handled by the teacher is of great impor canoe in 

determining its value. Thus Perlman‘S  stated that a lecture 

could, on the one hand, consist of a monotonous reading of a written 

page but, on ths other hand, a lecture could also comprise a 

spontaneous delivery of information or ideas. Abels'*® too 

believed that if the lecture wo. conducted correctly it could leave 

a great deal of room for the student to fill in material, but that 

it could be used oppressively and if the spsaker conveyed too much 

information the students might 'tune out*.

Thornton and Brcvi^ supported these viewpoints and stated 

that the value of the formal lecture 'depends more upon the special 

abilities and qualifications of the individual who develops and 

delivers it than upon the advantages or disadvantages inherent in 

the method itself (Thornton and Brown, 29, p.84).

Writers agree that the lecture should never be used as the 

sole method of instruction but as an auxiliary or supplementary 

method. It is useful for imparting factual information required 

for lotsr group discussions, to interpret reading the student has 

done alone, and to organise and structure acquired knowledge.

(b) The use of the discussion group in teaching ond learning:

Discussion is usually conducted in small groups specially constituted 

for that purpose, although discussion can take place during plenary 

sessions with the largo group. Here, discussion will refer to the
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small group generally comprised of five to fifteen people and 

constituted to meet at least uite a week for the purpose of 

discussing relevant knowledge. According to Somers,. the small 

group is able to facilitate individual learning in a number of 

important ways including:

1. The provision of an atmosphere of security in 

which the individual is able to feel comfortable and open himself 

to learning*

2. The suitability of the small group as a forum 

ih which the individual can tost his problem solving abilities.

3. In the small group, understanding, support and 

interdependence of the learners are maximised and used, instead of 

dependence aspects alone.

4. A cohesive group provides effective support for 

the learner in encounters with anxiety provoking aspects of learning.

Bertha Reynolds^ (1942) stated that students in the group

could come with ideas to help each other learn, help the teacher

learn, as well as telling the teacher what they believad was relevant

for them to learn.

With regard to the teachers working with small groups,

Reynolds^ stated that

The leaders learning how to guide group discussion 
corresponds to the process of learning any other naw 
art or skill. A growing ability to understand and 
control oneself in it comes best thrcu. focusing 
attention on the group and its needs rather then on 
the self with its fears. (Reynolds, 23, p.135.)



Somers stressed that the leader should make use of the 

structure and dynamics of the group in order to facilitate learning. 

In addition, the leader should hove some knowledge of group 

processes surh os the Initial testing out by the learners of the 

teacher and fellow group members, and the awareness that negative 

feelings such as ambivalence and resistance may occur in the group.

In order that both lectures and discussion group content be 

meaningful to the student, it is important that background reading 

to supplement these teaching methods is done by the students. In 

addition, teaching-learning 'aids' which are used conjointly with 

lectures and discussion groups to enhanc effective transmission 

of knowledge, should include projects, essays and reports.

Through these aids the student is able to express the content ha 

has learnt, thereby giving the teacher some method of evaluating 

the extent to which his teaching hos been effective.

It is apparent that both methods of instruction discussed 

should be used by the teacher and that the methods ore complementary 

as, in order to conduct a meaningful discussion the learners need 

to be aware of relevant knowledge pertaining to the section under 

consideration and in order to clarify this knowledge and ensure 

that cities members have adequate understanding of the topic under 

consideration, discussion groups ore essenuial.

In conclusion, when considering both methods and media, 

Wright^ states



"Methods and medio are interdependent in a learning 
system, oncl the problem for the designer is to relate 
the two so that erne reinforces the other. He must 
not only decide the exact purpose of the information 
to be conveyed or of the action the learner is desired 
to toks; he must also settle upon the methods of 
communication ... and finally he must select t!-e 
medium or medio most appropriate to the method." 
(Wright, 37, p.25.)



CHAPTER 5 - THE ADMISSION? PROCESS IN SOCIAL WORK EDUCATION

In this chapter, an attempt will be made to answer Ralph Tyler1 

third question raised in Chapter 2 with regard to social work 

education. The question referred to is, how the social work 

educator should proceed to select a student body capable of attain!,' 

the high goals of a profession and educoble in terms of the 

educational opportunities provided by the professional school.

In order to attempt to respond to this question, the following 

chapter contains a discussion of the reasons for selecting students 

for social work, the criteria social work educators consider when 

selecting students, the question of whether teachers select for 

social work education or for social work practice, and current 

procedures used by training centres when selecting students.

5.1 Is it necessary to select students for social work?

This is an important question ond merits some consideration in view 

of the fact that in South Africa today, only a smc.1' rumber of 

training centres have instituted a process of seiv-V >.n for first 

year social work students. According to McKendrick,^^ (1975), 

this is because firstly, some universities may not have a great 

enough number of applicants to the social work course to warrant 

the use of selection procedures; secondly, in some communities, 

manpower requirements may be such that any applicant who fulfils 

minimal educational requirements, cannot be rejected for training;



o»d finally, some educationalists consider that many different 

types of people can be trained as social workers and that reliable 

selection procedures which will exclude people totally unsuit ed 

to training, have not yet been devised.

In view of these points, is it necessary to select students 

for social work? To find evidence in support of the use of 

selection procedures by teachers of social work, literature frost 

the United States of America and Britain may be consulted. In 

these countries and many other countries in the world, some type 

of selection procedure is, and for some years has been, routinely 

applied to candidates seeking admission to social work courses at 

most training institutions. Thus The World Guide to Social Work 

Educotior?'̂  lists seventy-nine Schools of Social Work in sixty-five 

countries which, as one of the qualifying standards for membership 

in the International Association of Schools of Social Work, select 

students 'on the basis of defined admissions requirements related 

to the academic standard of the program and the suitability of 

the applicant for social work*(25,p.ix). This is due to the fact 

that firstly, there are a larger number of applicants than 

available educational resources in many countries; and secondly, 

because many educational institutions believe that students with 

real potential for social work are the only students who should be 

permitted to enter training, in view of the costs of staff and 

other expenditure involved in the educational process, as well as 

in the light of the importance of maintaining high standards of 

service.
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In support of selection for social work training Kidneigh^*

(1962) stated that social work education should use methods of

selection to bring those best suited for social work into the

profession, while Mary Elio R o b e r t s o n (1967) believed that

selection was important in order to maintain high standards and

eliminate potentially unsuccessful students from entering the

course in the place of a student who may hove proved successful.

Sarnat^* in 1968, posed this question:

To what extent could a more effective admission process 
spare .... applicants probably failure through refusing 
them admission while discerning with equal perspicacity 
those with real potential for learning?

In 1974, Daily^ stated that it is through the admissions process

that social work education can be attentive to the matter of

quality control, a viewpoint supported by McKendrick^^ (1975)

who believed that unless training centres had admission procedures

designed to admit, as far os possible, those with apparent

potential for social work, persons unsuited for social work training

may either 'self select* themselves out of the course, a costly

process in terms of time and educational resources, or such

students may express feelings of unhappiness and dissatisfaction

and disrupt the studies of fellow students. A final important

reason for the institution of selection procedures at training

centres, mentioned by McKendrick, is that without such procedures,

classes may grow unmanageably large and personal contact with

teachers, an important constituent in the social work educational

process, may be reduced.
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It can be argued that for the reasons outlined here, some 

type of admissions procedure should be implemented for social work 

students and the questions of 'who to select* os well as 'how to 

select' should be fully explored.

5.2 Selection criteria - a consideration of desirable 
characteristics in applicants

Selection is defined in Webster's Dictionary^ as 'the process of 

choosing an individual from a number or group of individuals by 

some distinguishing feature or features', ond it is therefore 

appropriate to give some attention to these distinguishing features, 

in the case of social work students. Indeed, the majority of 

writers concerned with selection hove given soma attention to the 

attributes which they believe applicants to the social work training 

programme should possess. Such writers consider that the applicants 

should hove certain actual, or potential, traits, which may be 

further developed through training. As both the profession of 

social work and social work education have to be responsive to 

changing social conditions, it is to be expected that some of the 

selection criteria for admission to courses of social work training 

will change over the years so as to reflect the current emphases 

ond preoccupations of the profession. These desirable attributes 

will be briefly and chronologically reviewed, as outlined in the 

literature.

In on early analysis, Towle‘S  (1954) listed a number of 

characteristics which she saw os desirable in the applicant for
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social work. These included the capacity to think objectively 

in situations which involve one emotionally; the ability to 

emphabhize with others; the ability to subordinate immediate to 

remote goals; sufficient confidence to cope with feelings of 

onxiety; the ability to form *ela .ionships,, and a sense of 

vocation.

In 1962, Kidneigh^^ outlined the characteristics, some of 

which in his view, the applicant should possess. He stated that 

the applicant should be self-critical; capable of conceptualization; 

be able to work with communities; be able to provide adequate 

social work treatment devices; and have the intellectual ability 

to create, organize and conceptualize social work knowledge. These 

desirable characteristics were presented to delegates at the Second 

National Workshop on Admissions' and at the end of the conference 

the workshop delegates formulated a further list of desired 

characteristics. addition to those mentioned by Kidneigh, 

delegates .jnsidered that applicants should be in possession of 

the ability to identify with the profession; the ability to 

respond to instructions in a responsible way; the ability to 

learn from experience; emotional stobiltiy; emotional maturity 

commensurate with their ago and experience; and should be 

motivated to serve mankind.

In 1967, in South Africa, Annette Muller^® listed the 

qualities which she sow as important when selecting students for 

social work. These qualities included appropriate motivation;



the ability to identify with the profession; intellectual 

ability; the ability to handle authority; tho ability to 

understand and help others without becoming emotionally involved 

in the helping process to the detriment of the person in need of 

help; the ability to grow and change; the ability to be original 

and constructively critical; and the possession of a spirit of 

scientific enquiry.

It is apparent therefore that writers were in general 

agreement with regard to certain essential qualities which they 

believed the applicant should show. These qualities mentioned 

by all the writers discussed, were, that the applicant should be 

intellectually able to cope with the course; he should be 

appropriately motivated for social '-.‘ork; he should be able to 

form helping relationships; he should be self-aware and self- 

critical; and that he should be able to grow and change.

TowciiCL the end of the I9601 s, in addition to these 

attributes mentioned, and in response to the focus on the social 

change of the time, many writers expressed the view that the 

applicant should possess a sense of social responsibility.

Aptekar** (1966) stated therefore that students should be 

selected in terms of their capacity for a more than average 

conviction about the need in today's society for socially 

responsible attitudes. Similarly, Hess and Williams^ believed 

that with the increased focus on social change, selectors should 

seek creative and assertive individuals for the profession.



Wickham (1974) too was of the opinion that students in order 

to be selected, should show some commitment to effecting change 

at the individual, group or community level.

In 1975, MtiKendrick"^' administered a schedule to social 

work educators in South Africa, and one of the questions to which 

they responded concerned characteristics which social we.rk 

educators considered desirable in candidates for social work 

training. The most common characteristics mentioned by these 

educators were, in ordsr of their frequency:

1. ’helpful intent* (that is, the wish to be of service 

to people)

2. the ability to think clearly and logically

3. a genuine interest in people

4. th-j absence of 'personality problems* that would

interfere with social work training or practice

5. the wish to make constructive contributions to people 

and society

6. the possession of stamina, energy or staying power.

It is clearly apparent that social work educators hove

definite ideas with regard to the qualities that they consider 

desirable in potential social work students and that there is 

general consensus in this rtgord.

5.3 Are social work educators selecting for education or 
for practice?

Before discussing the procedures involved in selecting students for



social work training, an important point should be clarified.

Namely, whether social worl: educators are in fact selecting 

students for social work education or for subsequent social work 

practice.

According to Dailey*^

the admissions process in Schools of Social Work is 
directed at selecting the most qualified candidate 
for social work education and those who appear to
have the most potential to become competent proctitioners.(Doiley 63, 

68At the same time, Dailey points oub that many writers feel 

that it is beyond the capacity of teaching staff and administrative 

procedures to predict potential for competent social work practice, 

and that the admissions process should therefore, •'e aimed at 

evaluating the applicant’s potential for success in the coming 

educational programme and not for 'tomorrow's practice*.

Deutschberger'7̂  agrees with this viewpoint ond states that 

the admissions committee is too small and inappropriate an arena 

to bring professional education and professional practice together.

In addition, Deutschberger points out that there is no evidence to 

prove the correlation between the degree of success thot a student 

achieves during the under-graduate programme, ond his judged level 

of achievement after graduation. Dailey^ supports this statement 

by pointing out that there is little scientific evidence documenting 

the relationship between educational experiences and practice 

requirements, and in addition, that educational objectives ond 

practice may in fact, differ in certain respects.

It is appaient therefore that if selectors are to select
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effectively, they must have clarity with regard to the purposes 

of their selection procedures. Are they in fact selecting 

students who will successfully complete the social work training 

programme, in which case the academic ability of the student and 

his intellectual capacity to succeed in social work education is 

of os much importance as personality factors and suitability for 

social work? Or, on the other hand, is the goal of selection to 

select students on the basis of potential for sucot;s in future 

practice, in which case personality factors such n< -^turity and 

emotional stability assume greater importance than the intellectual 

ability to pass examinations? In other words, selection procedures 

will attach great weight to post academic achievements if predicting 

potential for success in future academic endeavours on the one hand, 

while on the other, personality factors will be heavily stressed.

it, is in the light of their perceptions of what they are in 

fact selecting for, that selection procedures must be formulated by 

those in charge of admissions, and selectors should state clearly 

what their intentions are in this regard.

Dailey^® does point out that selection can be seen in terms 

of both potential for success in the training programme and in 

future practice if educational and practice objectives ore similar 

and if, through evaluation of performance in field work and 

classwork, some indication of the individuals' performances in 

practice could be assessed. In that case, selectors could state 

that their aim is to select students who indicate that they possess
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certain characteristics desirable for social work education and 

that through training, these characteristics nay be further 

developed thereby producing successful social work practitioners.

5.4 Selection procedures

As there is to dote no firm scientific evidence supporting the 

view that successful performance in the social work educational 

process is correlated with success in s.ocial work practice, this 

discussion is focused on selecting for performance in the social 

work educational process only, unless otherwise stated.

Edwards'^ (1970) '"nts out that it is of great importance 

to decide how to reuognis’- people who hove the required attributes 

f:>r success in social work education and to devise means or 

procedures by which to mo: cli admissions decisions.

According to HepwortK^^patterns of selection vary among 

schools of social work, but admissions decisions are general1 • 

reached by rating applicants on various criteria which have been 

discussed by the faculty of the schools concerned and considered 

to be valid predictors of student performance. In general, 

applicants who obtain high overall ratings on these criteria are 

than admitted co the school, while those whose ratings ore low, are 

generally rejected.

The principal sources of information vhiuh are considered 

when assigning ratings on the criteria chosen by a particular 

school of social work include:
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o) the selection interview, including written materials 

such as application forms, which generally yield factual information 

only, f'<3 records, letters of reference and an ecsay or 

st-; -Eitten by the applicant stating reasons fo>- wishing to

undertake |.ofessional social work education;

b) batteries of psychological tests including attitude 

tests, intelligence tests, aptitude tests and personality tests. 

These selection procedures will now be discussed in greater devail.

5.4.1 The selection interview in social work education 

This commonly used procedure has been the centre of a great deal 

of discussion in recent years, as some social work educators 

'ryi'-.ive that il is time consuming end costly in terms of both 

■:-2 and human resources, and that alternati/e methods of

ye.-.t-.hitii'i should therefore be explored.

Oiid of the first and much quoted selection studies in social 

work edui;dtii>n was curried out by Sidney Berengarten and Irene 

Kerrif/cin-3"» . the Columbia -;-bool of Social Work in 1947. Using 

thb in‘:erviti.7 us their selection +ool, Bere -gcrten and Kerigcn 

conducted i j ,g ter” pilot study with the aims of identifying the 

prec.'i-s personality traits required for social work practice, and 

det#.Mi..< i; y c ntture of the content and interviewing techniques 

which wr-v'M bz m-.ct likely to roveal the suitability for social 

vct’c practice, of np^ican+.s to the course. Their final aim was 

to determine the v<. lidity of predictive factors developed for 

interviewing bv cc„'|)fi:ing the interview assessments with the actual
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achievements of the candidates in fieldwork and job placements. 

Therefore, in the light of the previous discussion regarding the 

aims of selection, Berengarten and Kerrigan clearly stated that 

their aim was to select students for social work practice, and 

that an evaluation of the success of their selection procedures 

rfOuld be made by comparing interview predictions with later job 

performance and field work placements.

Between April of 1947 and August of 1949, 423 people were 

interviewed for admission to the School of Social Work. All the 

subjects used in th-s first three months of this study ’/ere first 

quarter students who hod already been accepted for the social 

work course and were therefore less likely to be anxious during 

the interviewing process than the new applicant. At the end of 

three months, the candidates applying for admission to social work 

were interviewed in addition.

The ability of the applicant to establish relationships was 

tested by assigning each participant in the study to three 

interviews with three different people, both male and female, in 

order to determine the ability of the interviewee to relate to 

both sexes. One interview was conducted each day and the 

interviewers did not share results of the interviews until the 

conclusion of the interviewing period, to ovoid the possibility of 

affecting subsequent judgements. No additional material was used 

by the interviewer in making a prognosis with regard to the 

applicants' success in social work practice.
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The authors believed tliat the aim of the interview in the

selection process was two-fold. Firstly, to provide the School

with some means of understanding the candidate as a person; and

secondly, to enable the interviewee to clarify his vocational

objectives for himself. The interview was in their opinron

... a pretesting of professional growth and learning.
It pro ides an opport'- 'ty for the candidate to 
understand what socit. ■fork training involves and what 
will be expected of him, and may help him to decide 
whether ’ is is what he wants, without him having to 
expect later failure. For the interviewer, exploration 
within o personal social context leads to an understanding 
of various facets of the candidate's personality such as 
motivation, psychological and social identification, 
learning patterns, capacity to change and grow, adoptive 
mechanisms, capacity to relate to others and social 
consciousness. (Berengarten and Kerrigan, 3, p.2.)

The interviewing method adopted by interviewers was described

a free flowing discussion in which the candidate is 
encouraged to express his ideas and feelings spontaneously 
rather than present the facts of his life in an orderly 
fashion. (Berengarten a.;d Kerrigan, 3, p.36.)

After the completion of the interview, the interviewer rated

the applicant on a pre-designed form constructed to reflect

attributes such as warmth and responsiveness, sensitivity,

intellectual capacity, maturity of thought, judgement and

discrimination, objectivity, psychological awareness particularly

self insight, and finally, empathy. In addition, an assessment

statement was compiled, attempting to evaluate the subject's

personality pattern, including his ability to establish object-

vci.rld relationships, his ccpacity for insight and his motivation
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for selecting social work. Finally, his potential for growt'j 

and change was rated on a ten-point scale.

If the candidate scored a rating of five or under, he was 

considered to be unsuitable for social work practice; someone 

with a rating of six was believed to be mediocre or doubtful; a 

rating of seven was considered to be average; a rating of eight 

was held to be above overage while nine was seen as superior and a 

rating of ten was considered top grade.

During the initial period, or first three months of the study, 

the subject's final rating was calculated by averaging the ratings 

submitted by the three interviewers, but in the latter stage of 

the study, the three interviewers conferred as a unit to discuss 

each candidate.

In order to evaluate the effectiveness of the admissions 

interview, the original ratings allocated to the students were 

compared with field work scores calculated for each student by field 

work advisors. In addition, after completion of the social work 

course in 1949, the job performance of all graduates in the study 

was given o score which was then compared with the original rating. 

The researchers found some significant conclusions between certain 

personality patterns presented by the interviewees and their degree 

of success or failure in their social work course aid later job 

performance. The researchers concluded that the very fact that 

it is a primary social work technique makes the interview a 

potentially enlightening admissions tool, both for the school and
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for the candidate. The admissions interview represents 

professional social work to the candidate and his identifiortion 

with professional social work, either positive or negative, may 

begin in the interview. This occurs through an experiential 

process, not through intellectualized explanation.

Berengorten and Kerrigan's extensive study was a londzr.irk 

in the use of selection interviews in the social work admissions 

procedure, and it was not until the 1970's that the conclusions 

regarding the usefulness of the interview in selection were 

challenged in any significant way.

Indeed, until the late 1960's little research into selection 

procedures was conducted in social work, although the topic was 

discussed by Admission Workshop* in 1962. During the late 19601s 

and during the 1970's a large number of research studies into the 

use of the interview as an admissions tool were undertaken. Some 

of this research will be chronologically presented and discussed.

In 1970 Elizabeth Edwards^ conducted a research study to 

evaluate the use of the selection interview in professional social 

work education.

Edwards took a broader view of the purpose of an admissions 

interview than Berengorten and Kerrigan, and believed that the 

admissions interview provided the applicant with the opportunity 

to arrive at an informed choice concerning the course to which he 

wished to be admitted as well as providing the school and applicant 

with the chance to commence the educational process which would
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continue after registration. However, she also stated that os 

the interview was time-consuming and costly, o study should he 

conducted to provide some objective information in order that 

those responsible for selection could make o policy decision 

concerning its continued use.

Edwards clearly stated that the focus in her study was on 

success in social work education, and that attributes associated 

with success in the educational process were of importance to the 

selectors. It was in her view, therefore, necessary before 

commencing the selection process, to define the goals of selection 

and, for this reason, determine the attributes sought in applicants 

to the course. Before the effectiveness of the interview as an 

instrument of selection could be assessed, it was, she believed, 

important to identify characteristics of a desirable social work 

student, and to construct a research instrument on which judgements 

regarding the extent to which these attributes were present in the 

applicant, could b- recorded. The desirable applicant was, 

according to Edwards, one who was most likely to complete a course 

in social work education.

An eighteen-item rating scale was used in the study. The 

first group of items on the scale was designed to elicit the 

student's interest in social work and his desire to become a 

social worker; the second group of items measured the extent to 

which the applicant's basic mental and physical health measured up 

to the demands of the course; and the third group of items was
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concerned with the applicant's ability to function in a specific 

manner, such as his capacity to change, his capacity to be self- 

critical and his capacity to function in o social work situation. 

These ratings were recorded along a five-point scale where the 

highest scores indicated superior candidates, and the lowest 

scores described candidates unlikely to be considered acceptable.

In addition, each applicant was given an overall rating. To test 

the effectiveness of the interview as a selection tool, written 

materials, including detailed application forms, officially 

confirmed academic records, references and statements describing 

the student’s reasons for wishing to undertake professional social 

work.education were reauired from each candidate, and used to 

obtain judgements for the candidates in addition to ratings given 

during interviews. The study was therefore implemented in two 

stages in order to determine whether ratings made after the study 

of written materials con. candidate followed by an

interview with the Candida .-. ured from ratings based on

written materials only. If ratings changed after an interview, 

in the second singe of the study it would be determined whether 

these clvmged ratings had o grec*er effect on admissions decisions 

than those based on written materials. Before the research 

project commenced, Edwards decided that when any item in the schedule ; 

predicted admissions decisions more accurately when based on 

the interview, rather than the written materials, the interview 

would be accepted as the effective interviewing device.
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Four schools of social work participated in the study - two 

State scheo.* and two private universities. The number of 

students enrolled in the course in relation to the net number of 

students considered for admission, was the same for oil four colleges.

The applicants were randomly assigned to one of the two 

research procedures used in the study.

Firstly, a schedule for each applicant was completed using 

written materials seven days before the interviews were to be 

conducted. The subjects were then randomly assigned to one of 

the two research procedures used in the study. The subjects who 

were assigned to the first research procedure, were rated on the 

basis of the some written materials once again, for a second time.

The subject; assigned to the second research procedure participated 

in on interview and received their second rating on the basi^ of 

that interview. Therefore, the only difference between the two 

research groups was that one group was interviewed and the other 

group was not interviewed.

Edwards found that rating decisions on various items in the 

schedule after the interviews had been conducted (procedure two), 

were not found to predict admissions on any of these item more 

accurately than ratings made on the basis of the written materials 

alone (procedure one). In addition, it was found that for each 

itcwi otisociated with success in completing a professional degree, 

the rating c>f judges changed more oftun after interviews were held 

with the subjects (procedure tv,o) than with subjects whoso written 

material was evaluated twice (procedure one).
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Edwards therefore concludod that tlia inter’/iew could not be 

accepted os on effective instrument of selection for any item on 

her schedule and on the basis of this evidence, the use of the 

interview os o means of arriving at admissions decisions could not 

be recommended. The schools participating in the study found, 

however, tbot in the case of applicants about whom the judges 

found it difficult to reach a decision, the interview served o 

purpose in the selection process. In addition, they Found that 

the written information came from many diverse sources, whereas 

the interviaws in this project lasted for one hour, were unstructured 

and due to lack of time, could focus on ascaosing only one or two 

attributes associated with success in social work education, and 

not on other equally important attributes. Finally, the skill of 

the interviewers varied from school to school and the judgements 

based on written materials, therefore, appeared to be more rational 

ond objective.

As a result of these findings Edwards^ recommended:

1. Adiniss*'>n interviews should ve used selectively and 

not routinely.

2. Before admissions decisions are made, the attributes 

considered by the school to bo imporiont for successful 

performance should be defined and an instrument to measure them 

should than be constructed.

3. Two faculty members could then examine the written 

materials submitted by the applicant and they could then record
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their judgements. If tZioy agreed to accept- or reject an applicant, 

tin admissions decision could be- made immediately. If, however, they 

disagreed an interview focusing on the items over which there was 

disagreement, should be held.

The limitations mentioned by Edsvai'ds with regard to 

interviewing in this study, that is, for example, lack of interviewer 

reliability, and unfocused and unstructured interviews, raise doubts, 

os to whether it is possible to conclude decisively frr her research 

findings, that interviews ore not effective admissions procedures.

A similar study .-.:.ich evaluated the use of the interview, end 

studied alternative admissions procedures, wos conducted by Jean E,

Moore and Gordon Welty in 1970.

Their study took place at Temple University in North Philadelphia. 

The subjects in the study were under-graduate students who were 

participating in the New Career Leaders in Social Welfare (N.C.L.S.W.) 

programme. This wos o programme designed to admit members of an 

academically disadvantaged community to the University for a 

professional social work education.

In order for the applicant to be admitted, the admissions 

committee required that the following criteria be fulfilled:

1. The applicant should be in possession of a high school

graduate diploma or general equivalent diploma (G.E.D.).

2. The applicant should reside in the state of Pennsylvania.

3. The applicant should show some interest in ihe field of

human services and should preferably have had either paid or 

volunteer experience in ihis field.
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As the programme related to the selection of students for 

the field of social welfare, the researchers developed criteria 

which dealt with areas considered important for *"his field as it 

existed at the time and with some projection • what the field 

might need in the years to come. This study therefore focused on 

selecting students for social work practice.

Initially, the admissions committee used a basic data sheet 

to obtain factual material, and after this a face-to-face interview 

was conducted with each applicant to assess his pot tiol for 

social work practice.

Moore and Welty found the interview to oe extremely costly 

in terms of staff time and therefore considered alternative 

selection procedures.

Prior to their interview, each applicant was required to 

submit personal information to the project leaders. This 

information was referred to as the admissions package, end a 

completed package contained a high school transcript, a high school 

diploma or general equivalent diploma tost certificate, a completed 

Temple University admissions form, a New Careers Leaders in Social 

Welfare programme admissions form and three letters of reference. 

The social workers on the N.C.L.5.W. stcff decided to carefully 

read the applicant's package and on the basis of information 

obtained from the reading, the admissions committee wiuld decide 

'to interview1 an applicant or 'not to interview' an applicant.

This would result in a screening process, and a limited number of 

applicants would be interviewed only. The subjectivity inherent
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independent readers. Eoch reader was provided with a form, and 

after they had read the materials they were required to answer a 

number of questions, firstly, they were required to note whether 

the application package was complete (that is, were the application 

form, the Temple University application form, three letters of 

reference, the high school diploma and/or the G.E.D. test results 

and the high school transcript in the package). Secondly, they 

were required to carefully assess the application form and note 

whether the applicant's written comments indicated his interest 

and motivation for the programme and whether his previous experience 

in the human services was of a satisfactory standard. Thirdly, 

the references were closely examined, and fourthly, the applicant's 

past academic record was assessed. The readers then mode one of 

three admissions decisions:

1, The Applicant could be admitted to the programme.

2, The applicant could be referred elsewhere.

3, The applicant could be interviewed.

After all the readings were completed all the applicants to the 

course were interviewed by interviewers who hod no knowledge of 

the results of the readings. It was therefore possible to compare 

the two admicMans mechanisms - of package reading and interviewing 

- as the .ume applicants were subjected to both of these procedures.

The results obtained in the study showed that there was a 

strong tendency for the readers' judgements of 'interview' to be
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the candidate. Similarly, the judgements by at least one reader

of 'do not interview' appeared to be associated with the

interv.'-'wers' judgement of 'reject'.

In 1970 Phsac* and Welty selected students on • he basis of

pavkcige readings alone, and ot the end of the year they compared

ths mean scores of the students on a test performance, with the

mean scores of the 1969 class on a test performance (this class

had participated in interviews) and they found the mean scores to

be the same. Th»" therefore abandoned interviewing and used

package reading alone in subsequent years.

By 1975 no clear decisions with regard to the predictive

value of the selection interview had been reached as evidenced by

the comment made by June Ellis:^®

Given the presenb state of research with very diverse 
and even contradictory findings, it is not possible to 
come to on informed decision either way about the 
predictive value of,the interview. Nat only is work 
based on disparate samples with interviewers at 
different levels of competence, and with a variety of 
aims, but the amount of information available in 
advance of the interview has varied from none at oil 
to a great deal, and the length of the interview has 
ranged from os little as three minutes to as much as 
two hours. (Ellis, 78, pp.140-141.)

Ellis^® therefore conducted o study into the use of the 

interview in selection and like the Edwards study and the Moore 

and Welty study, she clodded to use written materials as a 

comparative selection procedure, Ellis conducted the study at 

the University of Birmingham in 1974 where applicants were
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research team was comprised of members of staff and field work 

staff who read all the applications as they arrived and decided on 

th basis of the application forms whether to:

1. Offer a place to the applicant without on interview.

2. Reject an applicant without an interview.

3. Interview the applicant because it was not possible

to make a clear decision either way.

The applications were read by two team members who mode 

independent assessments. If the assessors were not in agreement 

a third team member read the application and made an independent 

assessment. If there was still disagreement between team members, 

vk v  'Icci't was interviewed.

There were 126 aoolicont-- for the sixty places available at 

the University. Twenty-nine applicants were offered c place 

without an interview; thirty-three applicants were rejected 

without an interview; and fifty-eight applicants were interviewed. 

A control group for the experiment was formed by holding interviews 

conducted by colleagues in the social work department who did not 

know the results of the research team’s assessments. They 

interviewed the first and third applicant on each list (that is, 

the ’accept1, ’reject1 or ’interview* lists). Ellis recorded 

the following findings:

1. With regard to decisions to offer places on the 

course to applicants, there was complete agreement between the two
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teoms of asset.sors. Therefore all candidates who would be

accepted on the course un the basis of written information clone, [

were also accepted after on interview.

2. With regard to decisions to reject applicants,

there was close but not exact correspondence between the two teoms r

of assessors. In one case, where the researchers would have 

rejected the candidite on the basis of written information, the jj

interviewers recommended that an offer of a place be made. As j

the research team had decided prior to the research project to act ‘

on the basis of the interview decision in the case of such j

discrepancies arising, the applicant was accepted and managed to i

complete the course with o great deal of difficulty. ;

3. With regard to the third category, that is, j

where no clear decision to accept or reject an applicant could be j'

reached, the research team was asked to indicate on a balance |

whether they would recommend that the applicant be accepted or j

rejected. These recommendations were th^n compared with decisions j

reached after interviewing these applicants, and it was found that j

there was agreement between the readers* decisions and the (

interviewers' decisions, in twelve out of nineteen cases. The |

interviewers were often as divided and uncertain in their opinions [■

regarding marginal cases as the readers had been. jj
Ellis concluded that her findings indicated that the interview j:

was not a uniquely effective instrument of selection and that the 

interview decisions did not emerge as being clearly superior to :

written assessments. !
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Howe’ er, she did not recommend that the selection interview 

be discarded, as the evidence obtained by means of her research 

project, she stated, did not justify this. The alternative system 

of selection she used, that of application iorm readings, may, she 

Relieved, work well for the maiority of 'safe' cases, but could 

operate to the disadvantage of the less conforming but possibly 

more exciting and creative applicant who possibly had an important 

contribution to make to social work. In addition it was Ellis’s 

opinion that the interview served the important function of enabling 

the applicant to ask questions obout the course and thereby provide 

an opportunity for the learning process to begin.

The researchers in the studies mentioned have raised the 

problem of how to establish interviewer reliability in selection 

procedures, and in 1974 Maslony and Wiegand^ conducted a study- 

aimed at examining the reliability of ratings used by interviewers 

to make selection decisions.

Their study was conducted at the newly established School of 

Social Work in Rt-gina, Saskatchewan, where 47 students applied for 

admission to the thirty places which were uvcilable for social work. 

Each student was interviewed ' a panel of four people, a faculty 

chairman from the School of Socinl Work, a member of the Provincial 

Professional Association for Social Workers, a faculty member of 

the School of Social Work, and a student representative from 

another faculty who was a non-voting member of the panel. The 

interview was informal and unstructured and lasted for about
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forty-five minutes. At the conclusion of the interview, each 

panel roerobor independently rated the applicant 01 a four-point 

scale, ranging from inadequate to superior. The applicants were 

rated on traits relating to their academic background, employment 

experience, and human relationship skill. The raters also 

recorded the applicant's assessed overall potential along a nine- 

point scale.

After each ratinj the judges had a discussion aimed to help 

them to standardize their judgements. The researchers stated 

that the standardization processes should have been carried out 

during o pilot study, but that they hod insufficient time to do

Maslany and WiegoncJ found that the applicants to the course 

were reasonably adequate with regard to human relationship skills 

but they had little employment experiences as most of them had 

come straight from high school, where they had obtained average 

grade point averages.

With regard to rater reliability, the researchers found that 

the overall reliability coefficients for each rater were high; 

the lowest coefficient, .84, was recorded for the professional 

association raters who hod not had much experience in this type of 

rating procedure.

Maslany cmd Wiegand*^ point out, however, that reliability 

should not be confused with validity and that because the raters 

reached agreement to a great extent with regard to who should be
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valid, as their validity was not established until the students 

hud completed the course. They state in this connection that 

applicants who were excluded from the programme may have proved 

just as successful on the course as toose applicants who were 

selected and the noxt step, in their view, would therefore be to 

investigate the correlations between selector ratings and academic 

grades obtained by students.

With the exception of the Maslany and Wiegand study, the 

studies discussed above have all centred on faculty members 

conducting admission procedures, where faculty members interview 

individual applicants. Other 2 fsf'crchors. have conducted studios 

in which applicants were interviewed in groups, and where senior 

social work students were used as 'selectors'.

Corloff and Vigilante^ (1970) sow the need for more 

personal involvement with students during the process of selection 

and therefore introduced group interviewing as a selection procedure. 

All the students who participated in group interviewing were, in 

addition, offered the opportunity to be seen individually. The 

researchers found that the group interview had a number of advantages:

1. In the group, gross psychological problems were

picked up more quickly than in the individual interview.

2. In the group, the ability of the individual to

move beyond the self to a concern for others becomes apparent.

3. It is easier in the group situation to make some
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4. In the group, it is possible to challenge the 

applicant's uncharacteristic responses which might hove been 

perceived as dysfunctional in an individual interview.

5. The group interview has the advantage to the 

student of giving him the opportunity to evaluate himself in 

relation to future peers and the demands of the training programme, 

and thus allowing him to decide to withdraw from or to continue 

with the course.

Wickhoni^^ in 1974, decided to use students registered for a 

Master's degree in Social Work at the Waterloo Lutheran University 

os interviewers during the selection process. Those Masters 

students who were interested in participating in the selection 

programme, participated in an orientation programme prior to the 

admission process. During this programme, they discussed 

interviewing to’hniques, reviewed recordings of interviews on 

videotapes and th-.n, together with faculty members present, the 

Masters students recorded judgements regarding the suitability and 

acceptability of applicants whose videotaped interviews they hod 

seen, to enter the School of Social Work. Wickham found that the 

decisions mode by the Masters students to be in agreement 90 per 

cent of the time with judgements made by faculty members. At the 

conclusion of the orientation programme, the students were randomly 

assigned to faculty members as co-interviewers.

Wickham found that during tha selection process, the Masters
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during the interview. However, in almost all of the interviews 

conducted, e very punitive relationship developed between the 

applicants and the Masters student ca-i»te;‘.'"ewers and only three 

out of the seventy-five applicants interviewed did not welcome 

student Involvement. In addition, the researcher found that very 

similar decisions were made by faculty members and student 

interviewers with regard to accepting or rejecting applicants to 

the course, and, os in the pre-test, there was agreement in 90 per 

cent of the decisions made.

The use of written materials either as alternative selection 

devices to the selection interv.ew, or as supplementary devices 

to the selection interview have been mentioned in the first section 

of the discussion. In o study conducted by Dailey^® in 1975, 

written information contained in the applicant’s completed 

admissions file was used alone. The aim of his study was to 

assess the validity of predictions of educational potential made 

by faculty during the selection procedure.

The study was conducted at the George Warren Brown School of 

Social Work at Washington University, St. Louis. Data was collected 

for students admitted to graduate study in the fa.11 of the years 1966, 

1967 and 1968. The admissions files of a total of 244 students were 

used in the study, while thirty members of faculty participated in 

the ma'dng of admissions decisions during the throe year study,

A panel of three faculty members was randomly chosen to read
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each applicant in the study's admissions file and then note their 

judgeme'i* with regurd to the applicant's rr:edicted success in the 

social work education programme. Each panel member made judgements 

independently of each other using a standardized form with a seven- 

point scale. These judgements wero compared at the end of the 

year with the class work and field work grades achieved by the 

students in the study.

Dailey^® found that the correlations between the mean admission 

rating and the moon class work grades wore significant (,37 where 

P a <,0l). Faculty therefore, hs concluded, appeared able to 

make admissions predictions that captured the students' potential 

for success in class.

However, correlations between moan admissions ratings and 

field work gradings were not significant (,07), thereby indicating 

that faculty was almost totally unable to make admissions predictions 

that captured the students' potential for success in field work.

As the interjudge reliability was not high in his study (the 

overall reliability coefficient for the group was ,47), Dailey 

concluded that schools of social work should assess faculty members 

to find the most valid predictors and let them make admissions 

decisions.

A "ther study which assessed the validity of writtan materials 

in the > < -tion process in this case letters of reference and 

cutobiograHiicol statements, was conducted by Hepworth^*’ (1972).

He noted th . questions had arisen regarding the use of information
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statements os this information was beliyveci to be highly subjective 

in nature. This was duo largely to the tendency of applicants to 

list as referees those persons whom they had favourably impressed 

and who would in all probability overrate the applicant concerned.

For these reasons liopworth^^ decided to study the usefulness 

of reference letters os predictors of student performance and 

conducted his study at the University of Utah Graduate School of 

Social Work in the years 1966 and 1967. His sample comprised 

sixty-six students. He decided to calculate the correlations 

between the student's rating on the admissions criteria and his 

performance during the two year training course. In addition, he 

decided to determine the ability of the admissions criteria to 

differentiate the levels of performance achieved by two groups of 

fifteen students, selected on the basis of their contrasting high 

and * -stings on each of the admissions criteria.

■miesions decisions were made using numerical ratings 

comprising the total of the sub-ratings of five criteria which were 

given the following maximum ratings:

1. Reference letters - maximum valuo 10.

2. Autobiographical sketch - maximum value 20.

3. Past academic performance - maximum value 40.

4. Personal knowledge of the applicant - maximum value 20.

5. 0 '.roll impressions - maximum value 10.

Generali, ".hose applicants with a rating of 80 or more were
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accepted and those with a rating of 70 c»r belov were rejected.

This rating was coraparod with the grade point average of 

the students in both class and field work.

He found, with regard to reference letters, that the 

correlations between ratings on reference letters and overall 

performance were negligible (ranging fru» ,01 to ,03) and that 

there was therefore no significant relationship between ratings on 

i'oference letters and student performance. Hepworth*^" die, 

however, find sigt^ficant correlations between the total rating 

score and the overall Grade Point Average, that is, ,57 

(significant ot the 99 per cent level) vhi.h compares favourably 

with findings reported from related studies. He found that the 

best single predictor of achievement was the past academic 

performance score which showed a correlation of ,3d (significant 

at the 99 per cent level) with the overall grade average.

With regard to the ratings on the autobiographical statement, 

a correlation of ,28 (significant at the 95 per cent level) with 

the field work Grade Point Average was reported for both years, 

but a correlation of ,06 was found between the autobiographical 

statement and the class work Grade Point Average which was not 

significant. Ratings on 'personal knowledge of the applicant', 

which included interviews with applicants in a few cases, showed 

p correlation of ,35 (significant at the 95 per cent level) with 

the class work Grade Point Average, anti ,21 (significant at thti 95 

per cent level) with the field work Grade Point Average*
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A comparison cf the performance means of the contrasting j;

groups of fifteen students selected on the basis of high and low jj

ratings on other adi-issions crii&ria revealed that levels of .

student performance wore differentiated by ratings . previous 

academic performance, overall impressions and rating totals, but 

wora not differentiated by ratings on the autobiographical sketches 

end the personal knowledge of applicants.

Hepworth also investigated the inter-correlations among i

the admissions criteria, where the highest correlation was found i

to be ovtirall impressions correlated with personal knowledge of ;

applicant (that is ,50). The remaining inter-correJations 

ranged from -,02 to ,36, He therefore concluded that the f

admissic s criteria uure tapping factors largely independent of ;
ieach other and stated that ’Those findings support further the |

selection of students by means of multiple criterion ratings os *

opposed to selection on the basis of single factor ratings.' <

(Hopworth/^ p.49.) I

The use of thti interview in selection has been discussed in -
i

some detail and some studies dealing with the use of application >

forms, past academic records, letters of reference a»d autobiographical I 

statements have been reviewed. A discussion of the final selection device | 

mentioned in tho introduction of this chapter, . namely, batteries j
of psychological tests including aptitude tests, intelligence tests, jj
attitude tests and personality tests will follow. j|
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5.4,2 The usw of..aptitude, ini'-1 tee, attitude and :
pcrsotiality tests in sel^. > _> ■

There is little in the recent literature iHh regard to the use of |

psychological tests as selection devices; >.■« theii own in social 

work education selection interviews. Sc<> tests were, however, >

used as selection procedures for many uiu.v -rsity courses in the |

forties and fifties, and as these tests Cj.-p>ar to have some j'

usefulness for selection, a brief discussi^fl of thbir odvontoges |

and disadvantages follows. •

R o g e r s , i n  1919, described a #*ri(m of 'mental tests' |

which he applied to 98 seniors and 182 frvvhmen ot Goucber College j

in order firstly, to determine their ireJ.i'.;1 ility as msosures of !

mental capacity for college courses; soc'-ndly, to assess their j

worth os indices to future academic suce>. and thirdly, to j

establish whether, if they were satisfact y in the two respects ?

mentioned, he could devise adequate sturid Js for selection of ?

candidates for admission. He vstd T)ior)".'Jt:e' s test of mental j

alertness and Rogers's interpolation and rental tests. These I

tests measured innate intellectual obiltiy, while the college j

marks achieved during the course gave a n - .,',urc of progress in |

learning.

He found that the tests were usefu) .--a supplements to 

existing selection methods.

In 1926, Crane^ investigated thixu plans for selecting

students to be admitted to college in ur-J / to see which plan jj

i
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would succeed in selecting the largest proportion of successful 

students and the smallest proportion of unsuccessful students.

The first plan was to introduce a competiLive entrance 

examination and exclude students with the lowest scores in the 

examination.

The second plan was to use competitive psychological tests 

and exclude students with the lowest scoret on these tests, 

irrespective of their performance in the entrance examination.

The third plan was to combine the first two plans and 

exclude those with poor records in both the entrance examination 

ond the psychological tests used.

He conducted the four year study at Bryn Mawr College where 

students were admitted irrespective of their scores on the 

Thurstone psychological test and the entrance examination. The 

results of the psychological tests ond the college entrance 

examinations were compared with each other ond with grades received 

fay the siudents in college.

Crane found the third plan, which combined the first two 

plans, to be superior to the others. However, none of the plans 

excluded all applicants whose work was below average, and oil the 

plans would have excluded some students whose work proved to be 

above average ond even, in a few coses, superior.

In Britain, Eysenk®^ conducted a great deal of research into 

the use of psychological tests including the use of such tests in 

selection of students for university. He reported, in 1947, that
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os the intelligence of the university student was one factor that 

distinguished him croz!.' the non-student, his intelligence quotient 

should be used r action criterion.

If tests - conducted with core, they could, he found in 

his review of studies, predict with reasonable validity and 

reliability, the future performance of university students 

(coefficients of ,56 wero on average yielded by comparing test 

results with marks obtained in examinations) and could therefore 

be used in selection.

Eysenk®^ stressed, however, that if the prediction of the 

test is to be useful, it should be specific and predict success in 

a specific course at university and not merely overall success, as 

in some cases personality traits may be more important than high 

intelligence. For example, a high test score may indicate only 

that the candidate for medicine is likely to pass an examination 

and not necessarily that he will be a successful doctor.

When personality characteristics and temperament are 

important in a vocation, (that is, non-cognitive factors) Eysenk 

stressed the importance of using a wide variety of useful tests and 

not one test only, and he believed that such tests should be used 

in conjunction with carefully conducted interviews.

A research worker in the field of psychological testing who 

obtained results similar to Eysenk^ was Himmelweit 

who, in 1950 and 1951, conducted a three-part experimental 

investigation into the use of psychological tests in selection.
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She noted that the selection of obviously promising cand; dates 

and the rejection of obviously unsuitable candidates was relatively 

easy but that selection from borderline cases was more difficult.

Like Eysenk,®^ Hi mmelweit^^ stated that os intellectual 

ability determines to a large extent the quality of academic 

performance of the student, selection techniques should be aimed 

at obtaining some assessment of the intellectual ability of a 

given applicant. The psychological test could be used to measure 

the individual's potential intellectual ability, thereby predicting 

his potential performance.

Himmelweit,*^ like Eysenk,®"* found that correlations 

between psychological tests measuring cognitive factors and certain 

academic criteria, were between ,40 and ,60, and stressed the 

importance of selecting suitable tests for the purposes required.

With regard to non-cognitive tests, she found positive correlations 

between interest and performance and between motivation and 

performance. Finally, in the first part of her investigation, 

Himmelweit found that school grades hove some value for predicting 

future academic performance.

In the second part of her study, Himmelweit .vestigated 

the ability of psychological tests to predict examination results 

and found that the tests yielded a correlation of ,55 with the 

examination results and predicted the results better than entrance 

examinations. She concluded that psychological tests should not 

be used as the sole basis of selection, but tc provide information
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with regard to certain important aspects of the applicant's 

suitability. She suggested further that candidates applying for 

a course should be given a series of tests of ability. Those 

whose past records of school performance and test results were 

well above the required minimum should be accepted to the course 

after o cursory interview. Those with results below the minimum 

should be rejected from admission to the course, while the middle 

group of candidates should undergo intensive interviewing to 

determine whether they should be accepted to the course, or 

rejected.

It should be noted here that while this scheme appears 

feasible it is extremely difficult to determine the cut-off point 

in an objective manner, at which some st ents are automatically 

accepted, while others ore automatically rejected.

A study in the field of social work education which used 

psychological tests os a selection device, was conducted in 1971 

by Stein, Linn and Furdon.^^ The researchers studied fifty- 

eight students entering their first year of social work education, 

with the aim of predicting their subsequent success in the course. 

Their potential for success was measured by three scores. One 

score measured attitudes, one measured intelligence and the third 

score was obtained from student records.

At the end of the first year of social work study the names 

of all the students used in the study were sent to eleven faculty 

members, who rated their overall performance along a six-point
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for field work performance were made by the field work instructors.

Stein et found that the overall performance of the

students as evaluated by the faculty members, could be predicted 

from the three scores obtained from the students at the beginning 

of the year. With regard to field work ratings, no relationship 

was found between these scores and the predictor variables and the 

researchers concluded that psychological tests were not useful 

predictors of field work performance.

A number of important points emerge from this discussion of 

selection of students for social work education.

FIRSTLY, when devising criteria for selection of students, 

the social work educator should decide, and state, whether he is 

selecting for the educational course or for social work practice.

SECONDLY, no selection procedures con be successful if 

selectors do not identify, prior to instituting selection 

procedures, the exact qualities they are seeking in the applicants 

to the course.

THIRDLY, there is at this stage, conflicting evidence with 

regard to the effectiveness of most selection procedures in use 

at present, and it appears therefore that a battery of available 

procedures should be used together.

FOURTHLY, it is apparent from the research findings discussed 

that some procedures ore effective in predicting class-room 

performance, while others appear to be more effective in predicting 

field work performance.
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In selecting students for a course such os social work, !

which involves both class-room teaching and field instruction, !

it would seem necessary to use admissions procedures which embrace 

both aspects. ■■

FINALLY, many of the studies quoted do not use rigorous «

research procedures and the conclusions reached in these studies i

are, therefore, open to question. For example, an important |

point raised by Maslany and Wiugand"*"^ is that if validity of |

selection procedures are tc be investigated, all students who H

apply to the course should be selected, given scores and these ;!

scores should then be compared to marks obtained in examinations. i

The validity of selection procedures would be assessed in this way. !

Instead of this, the schools compare prediction scores of all ij

selected students with performance scores of these students and j

introduce a bias into their studies. $

For practical reasons, however, it is difficult to conduct |

the type of study mentioned. |

Another example of a study conducted in a manner which was j

not rigorously scientific was Edward's study which, as mentioned, I

did not conduct the selection interview in a structured and !

uniform manner.

For this reason, it is as important to assess the manner in 

which the selection study is conducted, as well as the outcome of, 

and conclusions reached, in these studies.
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CHAPTER 6 - THE FIRST YEAR SOCIAL WORK STUDENT

The first year of study is of great importance in the total

educational process of the social work student. As McKendrick^^

has pointed out, the first year forms the bridge between the

student's previous life experience and his subsequent years of 

university study.

The student entering the university is usually highly 

motivated to succeed in his chosen course and it is of great 

importance to reinforce this interest in the first year of study, 

for, as Budig and Rives^ suggested 'Students come to college with 

a great deal of excitement and willingness to do the work demanded of 

them but their expectations and performance usually decline very rapidly 

during the first months of the freshman year1 (Budig and Rives, 5, p.10).

In addition to the first year being the link between the 

student's post experiences ond new years of study, the student 

becomes aware for the first time that professional training may 

involvu both intellectual learning, and personal change as ho is 

exposed to the values and cultuix or tho social work profession.

Charlotte Towle^ in lifer pioneering work concerning the 

Learner in Education for the Professions (1954), stressed this 

commitment of the social work oducutor to effect personal change 

in the learner. In the preface to her book she stated that



In professional education v/e have the common obligation 
to imparl certain essential knowledge and to conduct 
our educational processes so that they are a means to 
personality growth. Only thus may the student become 
free imaginatively to consider, understand and relate 
to the needs, Wants and strivings of those whom he is 
to serve. (Towle, 30, p.ix)

In her chapter relating to the aims of social work education,

Towlo detailed the- manner in which the student is required to

grow more specifically. Thus the student is required during

professional train g, firstly, to develop the capacity to think

critically, secondly c-ynthosizo and generalize, thirdly, to

develop the feelings ana -attitudes that will make it possible

for them to feel and act appropriately, fourthly, to develop the

capacity for establishing and sustaining purposeful working

relationships and, finally, to develop a social conscience and

social consciousness.

Many of the writers in the field of social work education

have commented on the fact that during professional training the

student undergoes personal change. Although the specific nature

of the personal change required is variously described in the

literature, the common thread running through all writings on

the topic is that the personal change should be such that the

student becomes better equipped for his helping role. Thus, for

example, in 1961 Rusa Wosscl^* said that,

It has become almost axiomatic in social work education 
that the self of tho student is at the very centre of 
his learning and that change in its use takes place during 
.... study. The nature of that change we have just 
begun to understand, but we know that it moves from the 
self-centredness of the self conscious learner to the 
generosity of reaching out to others in compassion.
(Wessel, 181 , p.158)
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In 1962, Grace Coylo^ indicated that the kind of learning 

required of social work students is different from the educational 

requirements of other courses as in social work education, 

intellectual learning is nut sufficient but a change of self is 

often involved in addition,

Bcrengarten and Kerrigan'* held the view that the change of 

self involves modification of all aspects of the self, that is, 

a change in behaviour, thinking and feeling and that social work 

unlike pure academic learning requires the student to participate 

in diverse relationships and responsibilities from the very 

beginning.

In 1970, Mary Barker stated that 'Becoming a professional

person involves a change of role in some relationships! and to

some extent it involves a change in self image, a change of

identity', (Barker, 44, p.21) In the same year Cheotham®®

expressed the view that during social work training students

require that their attitudes, beliefs, resilience, adaptation and

ability for compassion be tested and developed,

Finally, in 1974, Thomas and Morrison'^® stated

Educators have long grappled with the issue of how to 
impart information and knowledge to students so that 
it is useful and retainable. This is especially 
perplexing in the area of social work training in that 
preparing students for the professional practice of 
social' work entails ottitudinal and personal as well 
as conceptual growth. (Thomas and Morrison, 178 , p.24)

Although personal growth and change toko place throughout

the student's training process, it is in the initial phase of



training, the first year, that the student first becomes aware

of these demands of the social work course. For this reason it

is of extreme importance for

those charged with developing and implementing a sound 
social work education and training programme ... (to) 
decide How to establish a climate which will enhance 
and nurture these processes of learning and growth.
(Thomas and Morrison, 178 , p.2l)

It appears therefore that, as McKendrick-̂  has pointed out, 

the first year of training 'can make or break the professional 

student* and that the so.iol work educator must face the problem 

of how to give the student the satisfaction in the first year 

course which strengthens the motivation to moke social work his 

career, and of how to challenge his creativity and give him 

knowledge ond experience to reinforce his desire to be of service 

to society.

In the light of this conclusion, it is of relevance to 

examine the course content of the first year course in social 

work offered at some of the English-speaking Universities in 

South Africa. To this end, the Social Work 1 course content of 

the University of the Witwatersrand, the University of Natal, the 

University of Cape Town and Rho.'-r, University will be presented 

and discussed as examples.

6.1 The Social Work 1 course at thu University of the 
Witwqtc-rsrond 197

The first qualifying course in Social Work is designed to 

introduce the student to the values, ethics ond methods
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with other disciplines connected with the social welfare system. 

Courses are given in Social Legislation and these include the 

study of co-ordinative measures relating to social welfare and 

statutory provisions relating to the core and protection of 

children, aged persons and other individuals who suffer from 

mental or phyr-ical disabilities, such as blindness, drug 

dependence or alcoholism and associated social security provisions.

A series of lectures cn "the Law of Persons" is given by a 

member of the School of Low.

Students are familiarised with community resources by way 

of lectures, seminars, films and supervised visits of observation 

to selected welfare services.

6,2 The Social Work 1 Course at the University of Natal^ ^

1, Structure and definition of welfare services with 

particular reference to the local scene.

2. Brief hittory of the development of social welfare in

South Africa, England and the United States of America.

1 Methods of Social Work

(o) Case work (introduction)

(b) Group work (introduction with particular 

reference to children and the aged),

(c) Community Organisation (introduction).

4. Organisational analysis of Social Services.
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5. Physical development of the individual from childhood 

to old oge together with o study of diseases commonly encountered 

by social workers.

6. Emotional development of the individual from childhood 

to old oge.

7. Ethics and Professicnalis1 s

Practical Work

1. Visits of Observation designed to acquaint the student 

with resources in the community.

2. A six weeks' practical training in n social work 

agency at the end of the academic year.

6.3 The Social Work I Course ot the University of Cope Town^ ^

Social Work theory and method

(a) Introduction to the Professional :"i%ld: An introduction 

to the nature, scepe, task, methods, values and i>;i»f^nsibilities of 

modern professional social work. Social vork an^ cognate professions.

(b) Basic human needs: An introduction to the developmental 

phases of personality growth from infancy to old oyo stressing 

basic human needs, and stresses and symptoms of collapse evident

at each phase with special reference to sovicl work.

(c) Group Work Theory and method: Intvc '"Jotory study of

the theory of Social Group Work, The group as a unit for social 

work practice with special reference to recreational and 

institutional settings.
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(d) Case work theory and method: An introduction to the 

principles, methods and procedures of cose work,

(e) Social Work Practice in Special Fields:

i. Welfare of the Aged: an introducti.vn to the

study of the oged. The role of social work in coring for the oged.

ii. Welfare of the child; Child care policy and 

practice with special reference to the role and function oT social

Social Administration

(a) Social Services surveyed, the South African welfare 

system examined and the rr.le of the Church, State and voluntary 

agencies studied and the needs of transitional communities in 

South Africa assessed.

(b) History of Social Welfare: A brief review of the

historical origins of modern welfare systems and approaches, the 

study of social welfare pioneers, and a review of the history of 

social work in South Africa.

(c) Social Legislation: A study of the background, 

provisions, implementation and social work implications of the 

Children's Act (No. 33 of I960) as amended, and the Aged Persons 

Act (No. 81 of 1967).

Field and Tutorial Instruction

(a) A programme of field visits and tutorials providing an 

introductory study of community resources and services.
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(b) A programme of seminars and workshops designed os an 

introduction to group work ond case work,

(c) A programme of on-going Field Instruction in which each 

student is placed in a selected agency un'!-r supervision in order 

to gain practical experience closely co-ordinated with the 

theoretical work done in the first year.

6.4 The Social Work 1 Course at Rhodes University^^

1. Nature ond Application of Social Work

Definition and descriptions, basic assumptions and principles 

and the development of social work as < profession ore studied.

The roles of the social worker ond an introduction to the main and 

accompanying methods of social work are discussed. The terrain 

in contemporary Social Welfare and Social Work as well as o 

structural and functional analysis of contemporary welfare services 

in South Africa comprise this section of the covise.

2. Human Life Cycles (with special reference to the
• social situationj

Here the student is presented with information regarding 

childhood, puberty, adolescence and young adulthood.

3. Child Welfare

(a) The child within the natural family and

(b) The ch.xld within the substitute core situation

is studied.
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4. Lfegislotive Procedures (relating to the child)

The Children's Act and applicable regulations os well os 

legislation pertaining to compulsory school attendance is studied.

Other Acts discussed in the course are the Mental Disorders Act, 

the Maintenance Act and the Specie! Schools Act.

5. Procticols

The students have one practical per week with the purpose of 

orientation.

6.S Discussion of the first year Social Work Curricula at the
four Universities discussed

Table 1, p. 132 reflects an analysis of the first year 

social work curricula at the four universities discussed above.

Although it is hazardous to identify firm tre-ds from data as 

abbreviated as University calendar entries, some tentative comments 

can be mode.

As can be seen from the Table, all four universities offer 

in the first year a course on the methods of social work, the 

values and ethics of social work and some form of field instruction.

All of the four universities offe~ a first year course in the 

structure of social welfare and, more specifically, the same 

universities all offer a course in the structure of social welfare 

with reference to South Africa while two of them offer additional 

courses on the organisation of social services. Three universities 

offer a course in the development of the individual from childhood 

to old age, and three universities offer courses in social legislation 

with the stress on legislation relating to the child.



TABU 1 - AN ANALYSIS OF SOCIAL V.0RK 1 COURSE CONTENT* AT. FOUR SOUTH AFRICAN UNIVERSITIES

Course Content
U N I V E R S I T Y

University
Witwatersranc of Natal

University 
of Cope Town Univ.r.it).

I. Values and Ethics X X X X
2. Social work os o Profession X X
9. Social work methods X X X X

e. Social ease work X X
h. Social group work X X
6. Community organisation X

4. Relationship of social work 
to other professions , X

5. History of social welfare 
end social work X

4. Structure of social welfare X X X
a. Structure of social welfare 

with reference to South x X X
7, Orgenisottwn of social X X
8, Development of the individual 

(physical and emotional) from childhood to old age X X X
9. Diseases relevant to social X
10.Social legislation X X

a. Legislation relating to the Child X X X
h. Legislation relating to X X
c. Legislation relating to mentally or physically X X

d. Legislation relating to drug or alcohol dependent x
11. Lew of persons X
12. Welfare of the child
19. Welfare of the aged
14. Field instruction X X

a. Visits of observation X •
b. Supervised field inetrvetio
0. Other field instruction X X

*5aurf« of Ootor Univerilty of the Witvatenrond Calendar of 1975, p,2B9, 
Univerelty of Netel Calendar of 1975,p.93.
Unlverelty of Cope Town General Proepeetue of 1975, p.15. Rhodes University Calendar of 1774, p. 385
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Two of the four universities offer social work methods 

courses with the focus on social case work and social group work, 

a course in the history of Social Welfare and Social Work, the 

relationship of social work to the other professions end ot two 

of the universities the student participates in supervised field 

instruction in social work methods, while ot the remaining two 

universities alternative forms of field instruction are utilised.

In considering the course content discussed, most of which 

is of on informative and introductory nature, it is useful to 

refer to the comment made by Eileen Blackey^ in 1967 that the 

expecations of students who come into social work are directed 

toward on early identification with the profession they have 

chosen. In her view, it is therefore important that in the. 

first year of study, even though it may be heavily weighted with 

background courses, some courses ore offered that will 

interest the student and increase his motivation toward social work, 

Brennan and Arkavo^ conducted a study at the University of 

Montana in 1973 to ascertain students' opinions of the undergraduate 

social work curriculum. The 51 senior social work majors in the 

study were asked to rank their six major course content areas in 

order of usefulness and in order of importance. They rated their 

practical course as most useful and their course in social welfare 

and history as least useful. The course in social work practice 

was rated as most important, the course in knowledge of man and 

his environment was rated as second in importance and the course 

in history and philosophy was rated lowest. Their practical 

experience was seen as more useful than any class-room course
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overall. When askwd to view their course in retrospect, over 

50 per cent of the students reported a preference for either more 

practical courses or for more courses in the social and behavioural 

sciences.

When the course content at the South African universities 

discussed here is evaluated in terms of Blackey's statement and 

the findings of the Brennan and Arkavu^ study, it becomes apparent 

that the first year is heavily weighted with background courses of 

a largely informative nature. Moreover, the informative courses 

deal with the philosophy of social work (that is, values and ethics, 

social work as a profession and the relationship of social work to 

other professions), the history of social welfavs and social work 

and the structure of social welfare amongst other course content 

areas, the content rated by students in the Brennan and Arkowa 

study as least useful.

In the light of the findings discussed here, social work 

educators in South Africa may possibly have the need to re-examine 

course content seen as important at this stage.

It is clear that social work educators are confronted with 

the difficult task of challenging and motivating students by 

providing stimulating courses. In addition, during the first 

year, the social work teacher must provide the students with 

support and encouragement as the student, possibly for the first 

time, begins to cope with the processes of growth and change.

For this reason it is of great importance for social work



educotors to exomine the process and content of the course offered 

to social work students as scientifically as possible and, where 

necessary, make possible adjustments in order to enhance effective 

learning.



136

CHAPTER 7 - THE RESEARCH STUDY: AIMS, SCOPE AND SETTING

The aims of the study were:

1. To study the admission and selection procedures used by the 

School of Social Work of the University of the Witwatersrand, 

Johannesburg, in admitting candidates to the first year course of 

the Bachelor of Arts in Social Work degree of 1975.

2. To present and evaluate the curriculum content of the first 

year social work course of 1975.

3. To examine the experiences of students admitted to the first 

year of study for the degree of Bachelor of Arts in Social Work

in 1975 in order to:-

(a) ascertain their views w.1 regard to a professional

education in social work prior to .! '•mmencement of their

studies;

(b) examine their views of the Social Work 1 course during 

their studies in the 1975 academic year;

(c) assess whether or not changes in their views and 

opinions occur after exposure to their first year of social work

4. To survey the academic performance of the students admitted 

to the first year course of the Bachelor of Arts in Social Work 

degree in 1975, and to attempt to relate perft. nance to factors 

which were considered in admitting students to the course.

As the third aim of the research study was to investigate
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the total first year experience of the first year social work 

student tit the University of the- Witwatersrand, the research 

project was designe-J tc encompass os much of this experience as 

possible. The study therefore commenced with the selection of 

students for the first year social work programme, followed the 

progress of students throughout the year, and concluded with the 

end of year examinations.

The research project was implemented in a number of 

chronological stages. The first stage was referred to os the 

‘intake1 process, which included selection and orientation of 

the students; the second stage was on examination of the 

curriculum ond the teaching methods and media ussd by teachers 

in the Social Work I course of 1975 (discussed in Section 7.2); 

the third stagy was referred to as the evaluation of the 

curriculum ond the teaching methods ond media by moans of feed­

back obtained from the students' responses to specially designed 

questionnaires and is discusseu in Chapter 8; and the final 

stage -as the evaluation of the selection procedures implemented 

in the first stage and assessed for their effectiveness as 

predictors of success oh the Social Work 1 course of 1975, as 

indicated by examination results achieved by the students (see 

Chapter 9).

The study began in September 1974 and was concluded in 

December 1975.
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7.1 Stoflu 1: Intake

Before commencing with the selection study, a pilot study 

was conducted.

7*1.1 The Pilot Study: In September 1974 three students

currently registered at the University of the Witwatersrand for 

non-social work courses, as well os one S.A. graduate of the 

University, approached the School of Social Work at the University 

and expressed the wish to register at the University as first year 

candidates for the degree of Bachelor of Arts in Social Work in 

1975. These four applicants were requested to participate in the 

pilot study on selection, and dates for on interview with each 

applicant were arranged.

Two research instruments had been designed for the pilot 

study - the INTERVIEW SCHEDULE and the DESIRABLE ATTRIBUTES SCALE.

(ti) The Interview Schedule: An Interview Schedule

which had been used in 1973 and 1974 for interviewing applicants 

to the B,A. (Social Work) course at the University of the 

Witwatersrand was consulted. This schedule was referred to as 

the 'Application Interview with First-year Candidate* and 

consisted of a number of factual items which identified the 

applicant (for example, name, year of matriculation, additional 

qualifications, family composition, place of residence, date of 

birth, state of health, home language) and c number of open-ended 

questions, dealing with reasons for choosing social work as a 

career, experience in voluntary services related to social work,
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and the sources through which the applicant gained knowledge of j

social work. ;

Tfe final section of the 1973/74 schedule required that the 

interviewer coniment on each applicant; assess whether he should !

be accepted for studies toward the 8.A. (Social Wor$ degree, be !

put on a waiting list or rejected; and predict his performance 

in both social work theory and social work practice along a three- ]

point scale, as above average, average or below average (see j

Appendix I). '

For the pilot study it was decided to modify this schedule 

by removing open-ended questions and attempting to categorize all jj

possible responses. The modified schedule was referred to as the I

'Application Interview with First-Year Social Work Candidates'. J
Although the modified schedule was designed to obtain the same |!

basic data as the previous schedule used, it was more structured |

and provided for a detailed and searching enquiry into how the ji

candidate had acquired knowledge of social work as a career. i;

Additionally it provided for the interviewer to assess the f

applicant's potential as a social work student along a ten-point i;

scale ranging from one (poor potential) through to ton (excellent 

potentvol)(see Appendix II). ji

(b) The Desirable Attributes Scale: In May 1974 a |

meeting of the Staff of the School of Social Work of the University j-
ii

of -e Witwatersrand was held to discuss seluctici procedures of ;;

prospective social work students in 1975. At thio meeting a I
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senior lecturer in social work proposed thot in interviewing 

candidates staff members should take cognizance of those attributes 

or characteristics deemed desirable in social work students. A 

list of such desirable attributes drawn from the United Nations 

Third International Survey on Training for Social Work^ was 

discussed and, after some amendment, was accepted as an embryo 

'desirable attributes' list for use when interviewing candidates 

for the Social Work 1 course in 1975.

The embryo list was subsequently studied and modified by 

the researcher, who used it as the base for designing 0 ‘desirable 

attributes scale1. The scale consist-: ̂ of el' ven items and 

required interviewers of candidates to record their assessment of 

the presence or absence of each attribute in the candidate 

interviewed, together with the evidence upon which their assessment 

was based (Appendix III).

(c) The Pilot Interviews and Evaluation of the

Selection Tools: The pilot interviews were

conducive in October 1974. Two senior staff members of the 

School of Social Work were present at each interview, one to 

conduct the interview and the other to record responses of the 

applicant in th-i appropriate category of the desirable attributes 

scale. Tii-, interviews were conducted in an Informal manner and 

lasted for about one hour each. The interviews were tape 

recorded for research purposes with the knowledge and permission 

of the interviewee, and these tape recordings and the completed
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interview schedule and desirable attributes scales were used by 

cr: researcher, who listened to each recorded interview and 

modified, whe:e necessary, responses which had been mirked on the 

desirable attributes scale by the interviewer responsible for 

recording during the interview.

Scoring procedures in respect of each candidate were then 

decided on by the researcher in conjunction with a senior lecturer 

at '.he School of Social Work. Each applicant was given a positive 

score for eoeh attribute on the scale which they po-sessed, and a 

negative score if they did not possess an attribute on the scale.

If neither the presence nor the absence of an attribute could be 

established, the applicant obtained no score in respect of this 

attribute. If the applicant had indicated at some stage during 

the interview that he possessed an attribute and at another stage 

contradicted this and indicated tho' in fact he did not possess 

the attribute, he obtained both a positive and negative score in 

respect of the attribute concerned.

Thus two scores, a positive and a negative score were 

obtained for each applicant on the desirable attributes scale.

In addition, each applicant was given a rating between one ond ten 

on the interview schedule indicating their potential os a social 

work student. At this stage the researcher obtained a score 

from the Faculty of Arts at the University of the Witwatersrond, 

which gave some indication of the past educational performance 

of the student. This score, referred to as the X-score, was



computed by the University for each student in order to establish 

a basic minimum score for each Faculty, which the applicant to the 

Faculty concerned had to attain in order to be admitted for 

studies (see footnote).*

The four scores discussed were examined by senior Staff 

members of the School of Social Work (that is, the X-score, the 

interviewers' assessment score, the positive desirable attributes 

score and the negative desirable attributes score) and it was 

decided to accept all four applicants to the Social Work 1 course. 

One applicant did not, for personal reasons, subsequently register 

for the course.

After the completion of the pilot study, the research 

instruments were re-examined. With regard to the interview 

schedule, firstly, the item 'commune' was added to the question 

dealing with 'place of residence during term time1. Secondly, the 

question which sought to establish how the candidate had obtained 

knowledge about social work as a career (question . .s not clear 

and it was decided to distinguish between the applicor t's first 

contact with social work and his subsequent contacts. Thus the 

interviewer would, in subsequent interviews, olace a ring around 

the item corresponding to the applicant's first contact and a

•The X-score for the Faculty of Arts was computed by assigning a 
numerical value to each matric symbol, adding these numerical 
ratings together and dividing by the number of symbols. Usually 
six subjects were required for matriculation but in some cases 
students took seven subjects for matric. X-scores for these 
students were computed by adding the numberical ratings together 
and multiplying by A,
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cross next to items dealing with subsequent contacts with social

\n answer category of the same question (question 8) - 

‘contact with social workers' - was found to be ambiguous and this 

category was therefore divided into two items, namely,(i) 'through 

having been personally helped by a social worker1 and, (ii) 'through 

knowing a social worker socially*. Finally, three additional items 

were added to question 8: through having hod a vocational guidance

test; through contact with persons, other than social workers; 

and through having worked in an organization, either os a staff 

member or a voluntary worker, which employed social workers 

(Appendix IV).

With regard to the desirable attributes scale, it was 

decided to drop item eleven on the scale - 'Absence of disabling 

personality traits'. If a candidate was considered to possess any 

such traits, it was decided to refer them to the Professor of 

Psychiatry at the University, who had agreed to act as a consultant 

and would interview such applicants.

7.1.2 The Selection Study; With the approval of the 

University authorities, the staff of the School of Social Work 

decided that 1975 applicants for entry into the B.A. (Social Work) 

course at the University of the Witwotersrand would be selected on 

the basis of five selection procedures. These were:

(a) The X-score computed from the matriculation results

(b) A confidential report obtained from each 

applicant's school principal (See Appendix V for scoring and report).
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(c) A personal interview with two senior staff 

members of th-= School of Social Work who would rate their opinion 

of the applicant's suitability to complete on education in social 

work (the interviewer assessment score) using as an additional aid 

an essay written by the applicant, entitled 'How I see Myself and 

Why I want to be a Social Worker*.

(d) A personal interview with a psychiatrist if the 

candidate was considered to have incipient personality or 

psychiatric problems,

(e) An assessment, by the staff member who personally

interviewed the candidate, of the presence or absence of attributes

considered desirable for successful performance in social work 

education (the 'positive or negative desirable attributes score*) 

(Appendix VI).

These research procedures were implemented in January 1975. 

Firstly, in early January, the X-scorus were obtained for all 

persons who had applied for entry to the B,A.(Social Work) course 

and at the some time the Principal's reports were collected and 

scored. In addition the essays entitled 'How I see Myself and 

Why I Want to be a Social Worker' were received from each applicant 

by post and the information obtained from each essay was classified 

by the researcher, in terms of the Desirable Attributes scale.

The selection interviews were scheduled to be held on 17, 20, 22

23 and 24 January. Prior to these dates, one of the applicants to the

B.A.(Social Work) course requested an interview as he lived out of town
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one! would not be avoiloble on his scheduled date for on interview.

A meeting was held with the Director of the School of Social Work 

to discuss the procedures involved in administering the Intervic-w 

schedule and the Desirable Attributes, scale and, prior to the 

interview, the applicant's esscy was obtained and coded. The 

applicant was then interviewed by the Director of the School, 

while his interview responses were recorded on the Desirable 

Attributes scale by the researcher.

Selection Interview Procedure: The interviews were conducted

by two pairs of interviewers, one of each pair conducted the 

interview, and the other recorded the applicant's interview 

responses on the Desirable Attributes scale. One pair comprised 

the Director of the School of Social Work and the researcher, and 

the other comprised a senior lecturer in social work and o junior 

lecturer in social work. Prior to commencing the interviews a 

meeting was held with the four interviewers, during which attempts 

were made to standardize their understanding of the Interview 

schedule and the Desirable Attributes scale in order to introduce 

a measure of uniformity into the interviews.

Seventy-one applicants were interviewed for the sixty-five 

places available in the first year of study for the B.A. (Social 

Work) degree. Each interview team saw ten to twelve applicants 

each day and each interview lasted for approximately half an hour.

The interview was conducted in a fairly informal manner, 

with the interviewers seated in chairs, one opposite the candidate
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and the other to one side of the candidate, and not behind a desk. 

From comments made by the applicants it was apparent that the 

interviewer who completed the Desirable Attributes scale was 

scarcely noticed during the interview. The part of the interview 

designed to elicit information with regard to the Desirable 

Attributes scale was conducted in an unstructured manner and 

precisely the same format for each applicant was not used in each 

interview.

At the end of each interview both interviewers suggested a 

numerical rating for each applicant and, after discussion, a 

mutually agreed-on rating of between one and ten was given to 

each candidate.

The researcher, who, as mentioned, was one of tha interviewers 

who recorded responses on the Desirable Attributes scale, collected 

all the completed interview schedules and Desirable Attributes 

scales at the end of each interviewing day, and read through the 

detailed responses recorded on the Desirable Attribute scale in 

order to attempt to introduce a measure of standardized scoring. 

Positive and negative scores ranging from nought to ten were 

computed for each applicant. Applicants were given a positive 

score if they exhibited a positive trait and at least one example 

of the possession of this trait was given by rhe interviewer. If 

the applicant exhibited the absence of a desired trait or the 

presence of a negative trait he was given a negative score; if, 

as happened in a very few cases, the interviewer could not detect
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the presence or the absence of a desired trait, the applicant was 

given no score.

The essays which had been read by the researcher prior to 

the interviews were found to be unstructured and, in many cases, 

little pertinent information with regard to the applicants could 

be elicited from these essays. In addition, in a few cases, it 

was doubtful whether the essay had in fact been written by the 

applicant. It was decided, for these reasons, that the essay 

could not be regarded as an independent selection tool, providing 

a ’selection score1, but should be used as a supplementary tool 

to the Desirable Attributes scale and the interview schedule, in 

order to provide possible additional information with regard to 

certain candidates.

At the end of the interviewing period, it vas decided to 

refer two applicants for interviews with the Professor of 

Psychiatry as it was felt that they could have personality problems 

which might preclude them from satisfactorily meeting the 

requirements of the B.A. (Social Work) course. In both instances, 

psychiatric judgement was that tho candidates were free of any 

disabling personality problems ond they therefore proceeded onwards 

in the selection process.

Selection of Students for Entry into the First Year 

of B.A. (Social Work) in 1975: After the completion of the 

interviews, each applicant had been given five scores. These
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(1) A weighted matriculation score or X-score.

(2) An interviewer1s assessment score.

(3) A positive score on the Desirable Attributes scale.

(4) A negative score on the Desirable Attributes scale.

(5) A principal's report score.

It had previously been decided by the Staff of the School of 

Social Work that candidates for the B.A. (Social Work) course 

would be selected primarily on the basis of the interviewer's 

assessment score, as previous research in this field indicated 

that it was a reliable predictor of performance in the selection 

of students for social work education (e.g. Hepworth).^® The 

applicants were therefore ranked in terms of their rating by the 

interviewers. The applicant who obtained on interviewer's 

assessment score of ten was ranked highest and the applicant with 

a score of 3,5 was ranked lowest.

The first sixty applicants were then selected for the social 

work course; three applicants were rejected and eight applicants 

were placed on a waiting list in the event that certain selected 

applicants would not register for the course. Applicants on the 

waiting list would then be selected in order of their ranked 

position on this waiting list. The remaining five places on the 

course were filled by five students who hod failed in 1974 and 

were automatically re-admitted to the course in terms of the 

University's rules, without these students participating in any 

of the described selection procedures.
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7.1.3 Orientction Day: Orientation day is con=a.dered to

be a finol selection procedure, as it is possible that students 

who have been selected for the course may not register for the 

course after gaining a clearer conception of what is involved in 

social work education. Orientation day was held on 11 February 1975 

from 9.30a.m. to 3.30p.m. The programme consisted of: firstly,

a welcome and introduction by the Director of the School of Social 

Work; secondly, a short talk by a senior lecturer in Social Work, 

stressing that professional training is difference from training 

for a general university degree as it involves a measure of 

personal growth and change; thirdly, a brief talk by the 

Professor of Sociology entitled 'Sociology l 1975 Su/ls', 

fourthly, a talk by a -staff member of the Department of Psychology 

on 'Psychology 1 1975 Style'; fifthly, a talk by a staff member 

of the School of Social Work who briefly outlined some of the 

topics to be coveted in the initial stages of the Social Work 1 

course; sixthly, on address by two final year social work students 

and a new graduate, outlining experiences over the years as social 

work students; and finally, a senior lecturer of the School of 

Social Work summarized the main points of the talks (see Appendix 

VII).

The purpose of the orientation day talks was to introduce 

the selected students to the nature of social work training from 

the first year through to the final year and graduation, stressing 

that personal change in the social work student occurs over these
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years as well as the acquisition of intellectual knowledge. This 

is in order to equip tlie student to assume his professional role 

after graduation.

After the conclusion of the programme at 3.15p.m., all 

selected candidates were asked to answer two questions designed to 

assess the impact of orientation day on all those who attended the 

proceedings. These questions were:

(1) How did yov experience Orientation Day?

(2) If you were to plan Orientation Day, what would 

you do differently from what was done to-day?

Of the sixty-five to seventy applicants present at the 

orientation day procedures, thirty-two returned to respond to 

thase questions. All applicants answered the questions in writing 

and then left the room. The findings of this questionnaire are 

reported in Chapter 8.

7.2 Stage Two: An Examination of the Curriculum of the Social
Work 1 Course of 19/5

In acct.rdance with one of the aims of the research project, 

which was to examine the total first year social work experience 

of the B.A. (Social Work) course of 1975, the curriculum content 

of the social work course will be presented and discussed.

Before presenting the course content of the 1975 social work 

programme, the actual requirements of the B.A. (Social Work) 1 

course, os presented in the .1975 Colondor of the University of 

the Witwatersrand (p.216), will be outlined.(l96, p.216)



151

For the first year of study, the following qualifying 

courses arc prescribed:

• (i) Afrikaans 1 or Afrikaans and Netherlands 1 or 

English 1 or a course in another language by permission f the 

Senate.

(ii) Psychology 1,

(iiij Sociology 1.

(iv) Social Work 1.

In the Social Work 1 course, the student is required to complete 

100 hours of Field Instruction under supervision. The B.A.

(Social Work) 1 Course ip the first year of a four-year course.

.he curriculum c-f tb-i Social Work 1 course will be discussed 

chronologically as it was in fact presented to the class, 

commencing with a presented:} f the content of the first r.;uorter 

of 1975 and terminating with a discussion of the programme in the 

fourth and final quarter of 1975. After presenting the day-b'-day 

learning activities of the Social Work 1 class, the curriculum for 

each quarter will be discussed in terms of the basic principles of 

curriculum construction as outlined by Ralph Tyler'*'*" and previously 

presented in Chapter 3.

Throughout bhe year, the School of Socii1 Work held staff 

meetings in order to evaluate the programme which was being 

presented to the students and, where necessary, to introduce 

modifications to the planned curriculum as well as to commence 

programme planning for future y/>ors in light of the assessed 

impact of the prevent programme on the class.
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7.2.1 The Curriculum Content of the First Quarter of 1975
- 18.2.75 to 18.4.75

The- va* •.onal aim of vhe first quarter of 1975, agreed 

upi ' . s Luff of the School of Social Work, was to stimulate

and motLvot:- the beginning student by presenting him with carefully 

sfi-'Ctec! learning experiences which would involve him actively in 

the social work educational process. The first quarter was 

therefore described by the staff of the School as being 'experiential' 

in nature and should be perceived with this aim in mind.

(o) The first week 18.2.75 - 24.2.75: In order to

introduce students to current events in the field of social work 

and social welfare, and before commencing with formal methods of 

ir jt;v -tlon, the students participated in a specially designed 

v >u- -. During the preceding year the School of Social Work had 

colltvted many newspaper citings dealing with relevant indigenous 

social work and social welfare matters, and it was decided to 

organise this material under appropriate headings end, with the 

help of; th-i biginning fucial work students, create books of 

indigenous teaching material. This project was ocsen as having 

the three-fold purpose of introducing the student to relevant social 

issti. .i. ?-uth Africa, creating useful indigenous learning material 

and.enrbi‘•.g th. students to establish working relationships with 

other cli-ss members

The students \-erv divided into twelve groups, each of which 

nominated 'ts own leader, and which took responsibility for sorting



the cuttings ond organising them into a notated scrap book on one 

of the following areas: violence and deviant behaviour; crime

and punishment; institutional care (excluding the physically 

disabled); alcohol and drugs; Black issues; housing and poverty; 

health/ population issues; child and family welfare, including 

the aged; organisations and communications; physical disability; 

miscellaneous and general welfare issues (see Appendix VIll).

Before commencing with the project, the students were 

informed that they would receive o group mark for their books. 

Groups of students worked on their assignments during the five 

Social Work 1 lecture periods of the week (each three-quarters of 

an hour in duration) as well os voluntarily devoting a considera-'le 

amount of afternoon and evening time to their task. A member of 

staff was available to students as a consultant on the project, 

and a large 'workshop* in the School of Social Work was set aside 

for the use of the students. The projects were handed in during 

the fourth week of the first quarter.

As the next section of the Social Work 1 curriculum would 

necessitate students coming into direct contact with individuals 

who could be considered to be social work clients, the staff of 

the School of Social Work decided that the declaration of 

confidentiality normally taken later in the first year or at the 

beginning of the second year, should be taken by the Social Work 

class at this stage in the course.

The formal declaration-taking ceremony was attended by many
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senior students and all. staff members of the School of Social Work, 

os well as all Social Work 1 students, and was conducted by a 

Commissioner of Oaths. The actual declaration made can be seen 

in Appendix IX. In order to emphasize the significance of the 

declaration taken, the ceremony was attended by one of the 

University's deputy vice-chancellors who gave an address on the 

meaning and significance of the declaration.

(bj The course on alcohol and drug dependent persons

- 28.2.75 - 28.3.75: The curriculum content in

this section was concerned with social work practice with alcohol 

and drug dependent persons. The topic was selected in accordance 

with the overall aim of the first quarter, that is, to stimulate 

students' interest and involvement in the social work course while 

the specific aim of the course was to provide the student with 

information with regard to alcoholism and drug-dependency, and 

methods of prevention and treatment of alcohol and drug-dependent 

persons.

The staff of the School of Social Work decided that the 

content of this course could best be imparted by class-room 

teachers in co-operation with practitioners with experience in the 

field of drugs and alcohol. The professionals in the field 

mentioned included a medical practitioner, occupational therapists, 

o psychologist and a number of social workers.

With regard to the organisation and planning of this course 

(see Table 2), in order to facilitate understanding and absorption
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of the material presented, the four-sessions-a-week course was 

structured in such a way that each plenary (information-giving) 

session was followed the next day by a small group discussion.

Each small group comprised about twelve students and was jointly 

led by a staff member of the School of Social Work and one of the 

teaching practitioners. In addition, each group, os part of its 

field assignment, mode a weekly visit to o social welfare or 

allied organisation concerned in some way with the social problems 

under discussion. After each visit the students were required to 

write a report focusing on specified aspects of these visits.

These visits of observation comprised bhe field instruction 

programme for the first quarter.

When examining the course content of this section of the 

curriculum (Table 2) it is apparent that in this part of the course, 

good use was made of audio-visual teaching aids, including films, 

cose illustrations, psycho-drama sessions in which social work 

clients discussed their problems, and visits of observation to 

social welfare and allied organisations. In addition, both 

teaching methods of lectures and group discussions were used.

During lectures factual information was presented and was discussed 

during group discussions.

The impact of these learning experiences on the students 

could be evaluated by neons of the reports written by the students 

after each visit of observation, by unstructured observation of 

the students by the researcher on visits of observation and during
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group discussions, and through the specially designed questionnaire 

administered by the researcher to the students at the conclusion 

of the first quarter.

(Appendix X shows the programme which students received 

regarding social work practice with alcohol and drug-dependent 

persons. The programme gives full details of cl^ss-room and field 

instruction content and organisation, required reading and 

particulars of the assignments set.)

The programme for the students for Mondays to Thursdays has 

been presented, as this concerned drug and alcohol dependency.

On Fridays the students attended a lecture entitled 'This is the 

week that was1 where talks on highly topical subjects of current 

interest and importunes were given by leaders in the community 

involved in social welfare or allied fields. These speakers 

included a minister of religion and White and Black newspaper 

editors from leading newspapers in Johannesburg.

(c) The course dealing with attitudes towards disability 

with the focus on 'Blindness1 - 1.4.75 - 18.4.75:

The curriculum content in this section was concerned with attitudes 

towards disability with special reference to blindness. The aim of 

the course was to examine existing attitudes held by the Social Work 

students in the class towards general physical disability and 

blindness in particular and, if necessary, to attempt to modify 

stereotypic views held by students towards the disability, and replace 

negative attitudes with more positive perceptions of blindness.



Once again, the course content wos selected in accordance with

the overall aim of the first quarter, that is, to involve the

students in a dynamic way in the learning process. A course 

designed to involve attitude change, it was believed, would fulfil 

this aim.

The basic structure of this section of the curriculum was 

the some as that of the previous course (see Table 3) ond once 

again the teaching team comprised staff members of the School of 

Social Work os well os selected 'practitioners’ from the field of 

services for blind person^.

Initially, the factual course content was designed to be 

imported using formal lectures os the teaching method but during

the second week of the course, os class participation was minimal,

these plenary sessiony were replaced by three large groups (of 

about tventy-two students' net to discuss course content.

This teaching method (t!\ discussion group method) wos

believed to be more conducive to the teaching of a course designed 

to change attitudes where class participation was of the greatest 

importance in order to assess existing attitudes, and, through 

discussion, discover whether, in fact, attitude change was taking

In addition to the class-room teaching, a number of specially 

designed field work projects were incorporated into the course.

During the first veek of the course the students were 

taught sighted guide techniques. Working in pairs, each of the



TABLE 3 - OUTLINE OF COURSE CONTENT FOR PROGRAMME ON ATTITUDES 
TOWARDS DISABILITY WITH FOCUS OH BLINDNESS

Date Class-room Sessions 12.30 - I X 15 Field Assignments
Attitudes towards persons with a 
disability e.g. blindness

IWneedey Sighted guide techniques After being blindfolded students 
were required to negotiate 
the central block and other 
buildings on the campus

Thursday
3.4.75

Discussion based o.i 'people N f l  that 
blind people are...'

7 ^ 7 5
Psychosocial origins of attitudes 
towards blindness and persons who are 
blind - discussion i.i groups

17$ As above for Monday - discussion in

Wednesday9.4.75 File on South African Guide Dogs 
Association and discussion

Visits of observation to one of 
the following: South African 
Guide Dogs Association; Enid 
Whittaker Centre f-r Newly 
Blinded Persons; Coloured and 
Indian Blind Welfare Association

Thursday
10.4.75

The class met in groups and one of the 
eloss members who had attended the 
three visits to social welfare or 
allied organisations reported bock to 
groups who had not attended the some 
visit, and discussed visits

14^4^75
Class met in three groups and 
discussed the meaning of blindness
Two persons who were blind met thn

Wednssdo;1 Preparation for Field Assignment Students went to town in pairs 
one blindfolded. Came back end 
discussed experience

Thursday
17.4

Students met in groups to review and 
summarise course content
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students was blindfolded in turn and led the other around the 

University of the Witwatersrand campus buildings. In the next 

field assignment, the students were required to catch a bus into 

town with one of the pair blindfolded on the way into town and 

the other blindfolded on their return. The aims of the field 

assignments were to give the the students the opportunity, firstly, 

to experience simulated blindness and, secondly, to enable the 

students to perceive attitudes of people around them on seeing 

a 'blind' person, and thereby gain some insight into community 

attitudes towards disability. After these field assignments, the 

students returned to the class-room for group discussions 

concerning their experiences.

Between these two field assignments the students visited one 

of three social welfare or allied organisations catering for the 

blind person, and were required to write a structured report on 

this visit of observation.

(Appendix XI shows the programme which students received 

concerning attitudes towards disability with special reference tt 

blindness. The programme gives full details of the class-room 

and field instruction content and organisation, required reading 

and particulars of the assignments sut.)

The students attended the programme discussed above from

Monday to Thursday and on Fridays they attended weekly sessions

of 'This is the week that was'. Here, once again,

topics of current interest were presented and speakers
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included u representative from the Johannesburg Child Guidance 

Clinic who presented an outline of the service offered by the 

Clinic, a speaker from the Orlando Mothers Association who outlined 

the service provided by the Association, and a speaker from the 

Witwoversrand University Students' Community Organisation (W.I.T.S.C.O.) 

who presented an analysis of services offered by the Organisation.

These three speakers were selected in order to give the - udents 

on introduction to services provided for Whites (the Johannesburg 

Child Guidance Clinic), Africans (the Orlando Mothers' Association) 

and Coloureds (W.I.T.S.C.O.) in Johannesburg, and in order to introduce 

the students to the three Social Welfare organisations which they 

would later aid in street collections. (This is discussed further 

in the activities of the second quarter.)

7.2.2 The Curriculum Content of the Second Quarter of 1975:

4.5.75 - 27.6.75 The aim of the second quarter was 

not precisely the same os that of the first quarter end for this 

reason the nature and organisation of curriculum content was different. 

While the course was still designed to stimulate the beginning student, 

it was also aimed at providing the student w.th information with 

regard to social work and social welfare. During the 'experiential' 

first quarter, staff members became aware of the fact that students 

did not have a basic knowledge of social work concepts and social 

welfare systems in Johannesburg, and during a staff meeting held 

in the first quarter it was decided that the second quarter should 

be primarily focused on providing the student with a framework
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within which he could organise acquired knowledge and new learning 

experience (see Table 4 for activities of second quarter).

Class Work 4.5.75 - 27.6.75: The curricula .untent of the Social 

Work 1 course consisted of two different series of lectures; one 

series was concerned with a systems approach to social work practice 

based on a book by Pincus and Minahan,* and the other series of 

lectures was concerned with law for social workers. Each series 

will be discussed briefly.
TABLE 4 - THE LEARNING ACTIVITIES OF THE SOCIAL WORK 1 CLASS 

THE SECOND QUARTER OF 1975

Day and Time Learning Activity

Mondays 12.30 to 13.15 

Tuesdays 12.30 to 13.15 

Wednesdays 12.30 to 13.15 

Wednesdays 14.00 to 16.OC 

Thursdays 12.30 to 13.15 

Fridays 12.30 to 13.15

Systems approach to social work practice 

Discussion groups

Systems approach to social work practice

Discussion groups

'This is the week that was'

Low for Social Workers

The lectures on a systems theory approach to social work 

practice were aimed at introducing beginning students to generic 

and basic concepts within on integrated theory framework. The 

basic facts in this section of the course were transmitted through 

th" formal lecture method allowing for relevant discussion, and 

the sequence was tauiht by o senior staff member of the School of 

Social Work. Students were required to complete three assignments

* Pincus A,, and Minahan, A. Social Work Practice, Model and Method, 
F.E. Peacock Publishers Int., Itasca, Illinois, 1973.
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based on the lectures in systems theory as port of this section of 

the course.

In order to clarify concepts and foeilitatu learning, a great 

deal of use was made in this programme of overhead projector 

transparencies which were found to be extremely useful teaching 

aids in this regard. In addition, discussion groups were held 

twice a week, one group specifically focused on the systems approach 

to social work. The discussion groups will be discussed in greater 

detail presently.

The lecture sequence entitled 'Law for Social Workers' was 

aimed to introduce students to basic concepts in the law of persons. 

Topics covered included law relating to parent and child, husband 

and wife, criminal law, huiran sexuality ond the law, elements of 

the liw of contract, aspects of public law and the law of evidence.

(For moro details of the course see Appendix XII.)

Lectures were conducted by a staff member from the Department 

of Law and great use was made in this course of cose illustrations 

as an aid to learning.

Field work- - the experience of being a volunteer: 19.4.75 to

completion of the experience.

The field work programme was not, as in the first -quarter, 

an int- ral part of the cujrse content end a learning cdd to this 

content, but the volunteer experience constituted o s< parote learning 

experience. This programme commenced in the Easter vacation and 

continued for the duration of the second quarter, through the July
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vacation and was required to Le completed fay the twentieth of July 

1975.

work as a volunteer wos undertaken for forty-seven hours at 

one of nine welfare and allied organisations (see Appendix XIII for 

a list of the organisations), and the aims of the placement were: 

fov the student to make contact vith and relate to people served by 

the agency: to assist the organisation in its delivery of service;

to enable the student to relate theory and practice/ to gain 

beginning skill in social work practice; and to begin to develop 

self awareness. Heiv the student would be exposed to o situation 

which could result in further personal growth and change, the 

process discussed in previous chapters.

To achieve these cims, field instruction was viewed os a 

shared responsibility between the School of Social Work und the 

field instruction centres referred to above. Students were invited 

to select the organisation in which they wished to undertake their 

volunteer placement and, wherever possible, they were accommodated 

and placed at one of the first three organisations of t.ieir choice. 

In a few cases this was, for practical reasons such as transport 

problems, not feasible.

The emphasis in the field instruction programme, according 

to the field Instruction Manual Reprint (see Appendix XIV p.2),

to create experiences for a student at first year level 
to encounter situations in which individuals and 
families may find themselves os the result of dysfunctioning 
on the port of the individual, family and society.
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Other principles mentioned in the Manual in respect of the 

first year field instruction programme include} that major 

responsibility for the programme rested with the academic university 

staff and not with the agency staff os the programme constituted a 

beginning experience for the student; that the students would not 

be formally supervised os they were not performing in o service 

capacity; that documentation of learning that occurred during the 

experience would be marked for examination purposes; and that the 

programme would be designed in a flexible manner, depending on 

current social issues and emphasis.

The agency representative who would assist the student in 

his functioning as a volunteer was referred to as a 'contact person' 

e.‘d jus not expected to conduct formal supervisory sessions with 

the hut guide the student in on informal manner.

The student:. =c. .: quire'- to write two reports relating to

their volunteer experience, one of which focused on the placement 

"change agent system" and the other on the student's actual 

experience os a volunteer (see Appendix XV).

In addition to the volunteer experience as part of the 

requirements for field work in the second quarter, students were 

expected to spend three hours in the second quarter, in street 

collecting for three organisations, one serving whites, one 

serving coloureds and the other serving black persons.

The student engaged .‘.n the volunteer placement had access 

to a staff member in order to discuss any problems which arose



during the placement ond, in addition, students met together in 

sc,all groups on two occasions (Wednesday afternoons) in order to 

discuss their experiences, air common problems and discuss 

solutions within the supportive environment of the group. 

Discussion groups during the second quarter;

The discussion groups in the second quarter were held twice 

a week and were conducted by fourth (final) year social work 

students under the supervision of a senior lecturer in social work. 

There were five groups of approximately twelve students and two 

final year students led each group.

The aims of the groups were:

(1) To give the students the opportunity to explore and

extend their learning experiences in the first year programme.

(2) To provide the students with another medium for

participation in discussion of matters relevant to social work in 

order to facilitate learning.

(3) To aid the student to integrate vorious facets of the

Social Work 1 course.

(4) To provide the final year student with experience in

conducting small group discussions in on educational context.

One- group meeting each week was specifically focused on the 

systems approach to social work practice and the assignments 

associated therewith as mentioned. The other group meeting had 

a flexible content, provided that matters discussed were in 

accordance with the syllabus of the Social Work 1 course.
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systems approach to social work p/actice and the assignments 
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accordance with the syllabus of the Social Work 1 course.
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To enhance effective functioning of these discussion groups, 

the role of the discussion group leader was outlined in writing. 

Their role was, firstly, to create an atmosphere conducive to 

learning, secondly, to stimulate participation of group members in 

discussion, and thirdly, to contribute relevant insights and 

experiences to group members.

The final year social work students who led the first year 

groups met weekly with a senior staff member of the School of 

Social Work, who supervised their discussion group performance.

Each week, students once again attended lecture sessions 

entitled 'This is the week that was' where once again matters of

topical interest to social work were raised and discussed.

The second quarter we concluded with a week of tests 

including a test designed to examine knowledge relating to the 

Social Work 1 course up to this stage. The test (which can be 

seen in Appendix XVI) consisted of a cose which was presented to

the students for analysis in terms of the systems approach to 

social work practice.

7.2.3 The third quarter of 1975 - Curriculum Content -

29.7.75 - 12.9.75: The educational aims of the third

quarter of 1975 were the same as those of the second quarter, that 

is to transmit, in a stimulating manner, basic knowledge required 

by the students as a foundation to subsequent study at more 

advanced levels of education. Once again, the students acquired 

this knowledge through class-room teaching, field assignments and 

small group discussions (see Tahiti 5).
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TABLE 5 - THE LEARNING ACTIVITIES OF THE SOCIAL WORK 1 CLASS 
DURING THE THIRD QUARTER OF 1975

Day and Time Learning Activity

Mondays 12.30 to 13.15 

Tuesdays 12.30 to 13.15 

Wednesdays 12.30 to 13.15 

Wednesdays 14.15 to 16.15 

Thursdays 12.30 to 13.15 

Fridays 12.30 to 13.15

This is the week that was

Small group discussions

Social Welfare Systems and Programmes

Field work assignments

The law and Social Work

Social work method; Introduction to 
social group work

Gloss work; The lectures dealing with law for social workers I;

described in the previous section, were continued in this quarter. |

In addition, the formal lecture content in this quarter r

dealt with social welfare systems and programmes. Once again, I

this course a.' ed to provide the student with basic information |

regarding the social welfare structure in South Africa as it had 1

bean noted through feedback received from the students by way of ■

reports, and in group discussion and in the June tests, that such i

basic information had not been adequately acquired by the students j;

in the course of the first quarter's programmes. More specifically 

the course aimed: to give students an understanding of social I

welfare and to enable them to locate the profession of social work |

within the social welfare context, and to enable the students to 

acquire an understanding of human needs in relation to the resource !

systems which could be 'c,i,id to meet those needs.
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During the Monday session, for the entire third quarter and 

into the fourth quarter, in order to give the students a picture 

of serviv is rendered social welfare organisations in Johannesburg, 

a presentation from four welfare orgonisutions in Johannesburg was 

organised. Each organisation (the Transvaal Cripples Care 

Associat-on, the Mental Health Society of the Witwatersrand, the 

Johannesburg Child Welfare Society and the National Institute for 

Crime Prevention and the Rehabilitation of Offenders, i.e. N.I.C.R.O.) 

participated on two occasions in order to portray to the students 

a picture of their services as related to a particular client or 

case. The class discussed the presentation during discussion groups 

held on the following Tuesday (t*ii-s will be elaborated on presently). 

These lectures constituted the programme entitled ’This is the Week 

that was’ during this quarter.

The aim of the course entitled ’Introduction to Social Group 

Work* was to introduce the student to the primary social work 

helping method of social group work. The course was introductory 

in nature and aimed to provide the student with some elaboration 

of the application of the social work helping process about which 

he hod already acquired sc/re knowledge. The content discussed in 

the course included content on social group work as a method of 

social work, the philosophy underlying social group work as a 

method, social group work as port of social work, the goals of 

social gr*_ p work, introduction to programme planning and an 

introduction to diagnosis and treatment in social group work.
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As part of the course, a case record was presented to the class 

for analysis and discussion.

Field Work: During the third quarter and continuing into the

fourth quarter of 1975, the field instruction assignment consisted 

of presenting the class with a case record (see Appendix XVII). 

This was to be studied in the light of the available community 

resources from the point of view of one of the four racial groups 

in South Africa, i.e. the Whites, Coloureds, Indians and Africans. 

The class was divided into four groups of about fifteen members 

and each group undertook the assignment from the point of view of 

one of the four racial groups in order to enable the class to 

compare resources available in Johannesburg for the use of these 

different population groups. As part of this assignment the 

students were required to make at least two study visits to two 

organisations identified by the group as being useful resources in 

solving the problems of the family in the case under consideration. 

After collecting all relevant data and completing the two visits, 

the group was required to compile one composite document which was 

to form the basis of a report back to the assembled class. Each 

group elected a leader who acted as a spokesman for the group and 

presented the report at the class report back sessions on 

Wednesday afternoons for four weekly sessions. Prior to the 

repor back session, the group leader was required to submit to 

the c*. ' member in charge a list of group members and the 

organise-:.tons visited. During the report back sessions the
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the reports were assessed by the staff member present who allocated 

a group mark which also served os an individual mark for each 

student in the group.

Discussion groups during the third quarter:

Two different sets of discussion groups were organised during 

the third quarter, with two different formats.

Regarding the one discussion group format and programme, the 

class was divided into five groups ond o guide for discussion based 

on the Monday presentation of selected welfare organisations, was 

given to the groups and the groups* leaders who, once again, were 

final year social work students under the supervision of a senior 

staff merot'jT of the School. The topics for discussion included 

an examination of the style of presentation used by the social 

welfare organisation during the Monday session, in terms of its 

public relations impact, the action systems which could be formed 

os assessed duriny the presentation; appropriate social group work 

sen that could be rendered by the organisation; the role, 

s -es, function, relevance, and image of the organisation in 

the social welfare structure of Johannesburg; and the impact of 

relevant social legislation on the participating social welfares 

organisation.

The second group formnt constituted dividing the class into 

four tutorial groups under the leadership of one final year social 

work student. (The four groups were the same as those field 

instruction gr. -»'» covering services for the four race groups.)



The suggested framework for the topics presented for discussion 

was: firstly, a discussion of 'what is social work' including its

rele>'unce to South African Society; the difference belveen a 

professional worker and a volunteer; common areas and differences 

between social work and allied disciplines; and the role of the 

social worker in the inter-disciplinary team. St-condly, the 

social worker os person and as professional was discussed. The 

third topic was the value base of social work and fourthly, social 

action as a function of the Change agent and the Change agent 

system was discussed. (For furthor details see Appendix XVIII.) 

Use was made during the discussion groups of rule play os an 

audio-visual teaching aid.

It can be seen that the aims of these discussion groups were 

the same os those of the groups held in the second quarter, namely, 

to enable the student to explore and extend their learning 

experiences in the Social Work 1 programme? to encourage student 

participation in relevant discussion; to integrate the various 

facets of the Social Work 1 course; and to clarify pertinent 

aspects of the course.

7.2.4 The Fourth and Final Quarter of 1975: 22.9.75 - 

23.10.75: The curriculum content of the fourth 

quarter (see Table 6) contained two programmes commenced in the 

third quarter, the introduction to social group work and social 

welfare systems and structures and, in addition, the students were 

introduced to social legislation and to two more primary methods



TABLE 6 - THE LEARNING ACTIVITIES OF THE SOCIAL WORK 1 CLASS 
DURING THE FOURTH QUARTER OF 1975

Day and Tine Learning Activity

Mondays 12.30 to 13.15 

Tuesday; 12.30 to 13.15 . 

Wednesdays 12.30 to 13.15

Wednesdays "14.15 to 16.15 

Thursdays 12.00 to 13.15

Fridays 12.30 to 13.15 .

Introduction to social group work

Social legislation

Social welfare systems and 
structures

Field assignment

Introduction to social case work and 
community organisation

This is the we:': that was ....

of soc'il tork, social case work ond community organisation. On 

Fridays, once again, topics of current interest were raised in ihu 

session entitled 'This is the week that was1. It is apparent that 

the fourth quarter too was largely weighted with courses of an 

informative nature. On one Wednesday afternoon during the fourth 

quarter (ll.10.75) the students were required to write a law test 

which was a one hour test designed to examine the itudents’ 

knowledge with regard to thti law of persons studied during the 

second and third quarters of 1975 (see Appendix XIX).

Class work: The courses on social group work and social welfare

systems and structures have been discussed in detail in the 

previous section ond these courscs were continued during the 

fourth quarter of 1975.
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In addition, during the fourth quarter sub-courses dealing 

with social casework and community organisation were introduced.

These methods courses were also introductory in nature and were 

aimed to provide the student with some elaboration of the 

application ot the social work helping process with which he was 

becoming familiar.

As port of the sub-course on social case work, case work was 

defined,* the auspicos ..der which cose work help is given were 

discussed; the client and his problem were analysed, and the 

student was introduced to basic concepts such as social role theory, 

modes of adaptation to stress and some principles of casework 

practice. During the sub-course dealing with community organisation, 

community organisation was defined and briefly discussed.

The course on Social legislatior. covered four Acts relevant 

to social work. Firstly, the Children’s Act No.33 of 1960 was 

presented to the class by the Director of the Johannesburg Child 

Welfare Society. The basic provisions of the Act were described 

and discussed. The Aged Persons' Act No.81 of 1967 was then 

discussed, followed by the Mental Health Act No.18 of 1973, and, 

finally, the National Welfare Act No.79 of 1965. Each act was 

covered in some detail to ensure that the student was provided 

with adequate and basic knowledge in this area.

Field work: The field work project dealing with community

resources available for the four race groups in Johannesburg which 

was discussed in detail in the foregoing section continued into
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the fourth quarter, the report back sessions described previously 

also continued, and the project was concluded in the fourth quarter.

By the end of 1975 the students had completed one hundred hours of 

field instruction, os required.

Discussion groups during the fourth quarter:

The fourth quarter was a short quarter of only approximately 

four weeks in duration, and did not include discussion groups in 

the social work curriculum.

At the end of the fourth quarter, on the last day of the 

lecturing term, the final questionnaire was administered to the 

social work class in order to elicit feed-back with regard to the 

third and fourth quarters and, in addition, information with 

regard to the entire Social Work 1 course of 1975 was obtained for 

the student respondents.

Finally, in November, the social work class wrote the first 

year examination for the degree of B.A. (Social Work). The 

Social Work 1 paper was of three hours duration, and comprised a 

case for analysis and a test of the students' knowledge of content 

acquired during the year of 1975 (Appendix XX).

7,3 Stage Three - Evaluation of the Social Work 1 curriculum in 
terms of Tyler* ŝ -1- four principles of curriculum building

The curriculum content will be evaluated in the following 

chapter from the viewpoint of the students in the Social Work 1 

class as expressed in their questionnaire responses. However, 

in this section, the curriculum content will be discussed and



evaluated in terms of the four principles for curriculum 

construction at ' 4 down by Ralph T y l e r . T h e  four principles

devised by Tylei

(1) Tht, educational objectives should be clarified and 

stated.

(2) Learning material should be selected in terms of 

usefulness in attaining these objectives.

(3) These learning experiences should be organised to 

facilitate effective instruction.

(4) The learning experiences should be' evaluated to 

determine whether they are producing the desired results.

Each section of the curriculum which has been presented and 

discussed will now be evaluated within the framework of these 

principles.

7,3.1 The first quarter: The educational aim of the first

quarter was specified as attempting to stimulate, motivate and 

encourage the beginning student and actively involving him in his 

social work learning experiences. This is in accordance with 

Tyler's first aim.

In accordance with Tyler's second aim, learning experiences 

were carefully selected to enhance interest and motivation of the 

student. These learning experiences, it was believed, were of 

great relevance to the students and would have great impact on them.

In the light of Tyler's third principle, the organisation of 

the course wus considered in detail and was structured to
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facilitate learning and absorption of material presented For 

this reason, extensive vse of audio visual material was 

made (including films of social work interest and visits of 

observation) and the discussion group method of instruction was 

instituted twice a week, in addition to information-giving lectures.

Finally, the research questionnaires administered tt> the 

first year students at the beginning of the second quarter, 

fulfilled Tyler's fourth principle of the importance of evaluating 

the impact of the learning experience. Additional material used 

to evaluate whether the learning experiences were achieving the 

desired results included personal observation of the students 

during discussion groups and on visits of observation, as well as 

reports written by the students and other written material.

This quarter, therefore, conformed to all four principles 

laid down by Tyler.

7.3.2 The second quarter; In accordance with Tyler's first 

principle, the aim of the second quarter was clearly formulated as 

attempting to provide the student with fundamen* 1'•ok.’sdge with

regard to social work and social welfare in or- / the

foundation for the acquisition of knowledge in fucv.e years and 

provide the student with necessary basic information. Courses 

were selected with this aim in view.

Once again, the course was carefully structured to facilitate 

learning and formal lectures were followed by discussion groups in 

order to elucidate imparted knowledge. In addition, extensive



use was mode of the overhead projector as a visual aid to 

learning and, in this quarter, the students engaged in their 

volunteer field work placement, which was carefully designed and 

structured in order that it would constitute a meaningful 

learning experience for the student.

The impact of this section of the Social Work 1 course was 

once again evaluated by means of a specially designed research 

questionnaire and through reports and other written material.

7.3.3 The third and fourth quarters of 1975; These quarters 

are considered together as their aim and content was similar and 

they were evaluated simultaneously at the end of 1975.

The aim of these quarters was, once again, to provide the 

students with basic social work knowledge end to introduce the 

students to the primary social work methods. Course content was 

selected in accordance with these aims and was organised to 

facilitate effective instruction. Use was mode of teaching aids 

such as case presentations and role playing and, during the third 

quarter, discussion groups were hold and were carefully structured 

in order to facilitate learning. An important aid to learning 

was the field assignment which commenced during the third quarter 

and which was concluded during the fourth quarter.

The impact of the learning processes of these two quarters 

was once again evaluated using a structured research questionnaire, 

as well as written materials completed by the students during the 

two final quarters.



In conclusion, it is apparent that the curriculum content 

of the Social Work 1 course of 1975 conformed generally to the 

four principles for curriculum construction as formulated by Tyler.

7,4 Stage Four: Evaluation of the Selection Procedures

During December 1975 the examination results for the students 

in the social work course of 1975 were released. The researcher 

compiled a list of the results which were to be used to evaluate 

the effectiveness of the selection procedures introduced at the 

beginning of 1975, in order to select students for the course and 

assess their potential for performance during 1975. Tests or 

examinations can be used in evaluating the effectiveness of an 

educational programme (Ebel, 74, p.8) and were used to evaluate the 

performance of the student in this programme.

The social work result was computed using three separate 

scores - the year mark for social work (i.e. classwork completed 

during the year), the field instruction mark for social work and 

the end of year examination mark for social work. All three 

separate social work scores were obtained as well os the final 

social work mark (a composite mark of year mark, field instruction 

mark, and examination mark) in order to compare each score 

separately, to the selection scores. In addition, the Psychology 

I result, the Sociology I result and the final composite score for 

B.A. (Social Work) X were obtained in order to assess these 

results in terms of the selection predictions of performance.
















































































































































































































































































































































