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Teaching Methodology and Teaching Materials in

Social Welfare In-Service Training Coursecs

Eduard C. Lindeman, writing in 1926, describes his personal experience:

. "My formal education began at the age of twenty-one after I hnd spent

twelve years in various occupations and industries. I could, of
course, speak the English language (at least, the Americanizeld version
which workers used) but it was not my natural medium of communication.
My initiation to formal education_was, next to the unsuccessful attempt
to adjust myself to automatic machines, the most perplexing and baffling
- experience of my existence.’ The desire scmehow to free education from
stifling ritual, formalism and institutionalism was prcbably born in
those frantic hours spent over books which mystified and confused my'

‘mind, I had already earned my way in the world from the age of niné,}

“  had 1earned the ship-building trade, had p&rtlclp ted in strikes, and

somehov none of the lecﬁnlng I was asked to do seened to bear even th

‘"°_remotest relation to my experlence. " Out of this confusion worse

'~ confounded (confounded confu51on, some one has called it) grew thc nope

f'"that some day education might be brought out of the. college halls and
 into the llves of the people who do the work of the Lnrld. Lgter I

"o‘camo to see that these very people who perform productive tasks werot

themselves creating the experience out of which education might emerge."

In the first line of his book he says:

- . WEducation conceived as preparation for life locks the learning piocess

’:wifhin a vicious circle «ecee to think of learning as a process which
ends ‘when real life begins will make no better use of intelligepce than

; ' 1
the elders who prescribed the system."

-Two Coﬁoepts of Eduoétion

In 1942 Bertha Reynolds uses the term ”aévénce preparation for living'

I

V, to ‘describe one of her twe concepts of education:
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" "There are two concepts of education ..s.. One is that it is advance
preparation for living., - Education is what the present generation
wants to pass on to the coming one in the way cf resources in knowledge
and skills, as well as the heritage of its more or less sacrcd culture.
This links the future back to the past, and has too often meant that the
elders gave the young their own'llmltat1ons. Nevertheless, the past is
rich in values for any future, and each generation will always pass on what
- it can and foresee what it can of the needs of the coming years. The
_g'h‘%'-lf.l weakness of this concept of education is that it makes a break between
, o education and the 11v1n° for which it is supposed to prepare; 1nd thot the
5. young too easily leave education behind, either because they have outgrown

it or because they have ceased to grow.

"The other concept'of ducation, which ‘does not supersede the first but
supplcments it, follows the learner into life and helps hlm with more

knowledge and the experlence of others whenever he needs 1t. ceccvone B

_ "Any art or profe351on which demands constant growth needs to organlse 1ts .
X educatlon to prov1de for such Lnterchange of learnlng onportunltles.
Social - ("o) work is. itself a form of educatlon 1 work in this dynamic
| sense because it follows people into llfe, at the p01nt at whlch they

need. help, and brings them (.....) the use’ of knowledge and skllls

hii'adapted to their particular problem. '........ Soc1al hork 1s, the refor:;
hextraordlnarlly indebted to progressive educctlon for 1ts close pqrallels n
in method and apprOach and social work needs to guard 1tself by ell means,l

agalnst smreotyped forms of educatlon which set teaching of academlc:

-subJects in opposxtlon to the values of learnlng 1n an experlence gulded {f

and 1nterpreted by qusllfled teachers." 2. : L - : "ﬁ*ﬂ~

L, It is clear that in social.wifare'we are concerned'with people who are going;f~
‘.,to spend their working lives involved with people foundering, struggling,
.. enduring, Shffering; puzzling, persisting, resolving and hopefully surmounting
h the infinite tariety of -problems which are part of the human condition, in a
u'.:, world-wide'Sitnntion of profound social change, with all that that implies.
' They find themselves faced with problems.hhbh, if not entirely unknown to their‘
o elders, are at least in new and bewildering combinations. For these the past{

can give only limited guldarce as a storchouse from which we must 1nte111gently N

choose materials to make over 1nto tools for the present, in order to free |

‘; ourselves to carefully examine our ongoing experience and thinking. In thls
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way we may determine something of the future in which otkers in turn will
freely make over our contribution in ways that we can hardly hope to
recognise, in response to their own quite differcnt situations. This is
_not to depreciate the past but to start whers we all are in the present and

to emphasise the future as a series of on-coming presents from where others

will be beginning.

‘ Se Flne words, but it is the implications which are important. They
suggest that the elders and the younger ones, the teachers and the learners
» ' A in social welfare are sharers in a free exchange of experience, and set out
' jointly to give meaning to this experience and to fashion ways of reaching
LI socially defined objectives. '
6. The old relationship between the keepers and the recelvers of knowledge
glves way and the status of teacher changes - perhaps uncomfortably for those ‘
v o: us who palnfully learned earned or were given the right to become keepers.-
Thls also reflects change in an outmoded concept of welfare, that of 'us" - .
_“;and “them" --the givers and the recelvers - to a concept of we, the worker
't and his clientele being involved together, 1dent1fy1ng the problens and u81ng n}*i

-—-—h-

“fpthelr exper1ence, skllls and resources 101ntlv to reach agreed obJectlves. '

ﬂfThe Title'of this Paper

e

Let us begln our process of sharlng by focu51ng our attentlon on tne

'iftltle of thls paper -a tltlc, 1nc1dentally, derived from the needs you

4’f;,expressed 1n the answers to the questlonnalres prepared for thls Uorkshon.

8.K'"Soc1al Nelfar’" 1nvolves a w1de range of act1v1t1es, bu essentlally

f~suggests act1v1t1es and relatlonshlps with people, such & ct1v1t1 s being
f:ﬁstructured and organlsed in agencles and serv1ce, training focuses on acults ;
. who brlng to their task a wide range of experlence, of education, and of '

. abilitieés b work with people.

ﬁ£v9; MIn-Service" is self-explanatory, 1mply1ng that ordlnarlly the trainees 'le
;are already performlng serv1ce or are temporarlly relieved of that serv1ce ‘
.. with a generally clear idea of what service it is that they will be called )
‘ upon to prov1de. . Some writers, and 1ndeed the United Nations in its

o :publlcatlon lIIn_Servlce: Tralnlpg 1n Social welfarc, 1952 include educatlonal

-

. .;f leave (at home or abroad) as a method of in-service tralnlng- - Tam .
:7?1‘1n011ned to thlnk that such leave, which is often for the purpose of
jiprofe581ona1 education, should be seen within the wider context of staff

. development which one hopes will lead to better service in the long run,

U

© put is not in-service either in the sense of services being provided by the
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It is rightly pointed out that professional education on its own does not

fit a person for a particular job without subsequent in-service training.

lO. Ve all know the depressing incidence of bersonnel given the
opportunity for professional education who find themselves with infinitely
increased job mobility and are lost at least to the agency and sometimes

to the country who may have spohsered them and awaited their return eagerly.

» S " "Educational leave requires careful planning both befcre and
v after. It should come at the right stage in the worker's :
v personal development as well as at the right point in his
service in the agency. He should have worked under good
supervision and also himself have undertaken some relevant
study'before the course begiqs. When he returns after’ _
- alnlng he should.be as carefullj placed ans superv1sed, in -
i order that he may . consolldate whnt he has lelrned as eny
- f_other newly-trained worker recrulted to the agerncye. Moreover,§

-~ ..-‘educational leave shoul& not be ‘an 1solated element in 1n-serv1ceff

i."-73:'a1n1ng, but should be co—ordlnated w1th everj other kart of thet”,f;%A ;

‘".1;total scheme and planned, .and glanted 1n relatlon to.the over-allf;}si
;arrangements for the contlnuous 1n—serv1ce tralnlng of the ‘whole ‘

i ,staff, and on the ba51s of. an, evnluatlon of each worker ‘s present}35'

.?‘?'contrlbutlon and probable future performance'....v

‘ :"Careful preparatlon beforehand and follow—up afterwards 1s'

almost more 1mportant here than in oth r forms of in-service f

tralnlng. f Agen01es sendlng staff members fer stuoy abroad

w111 w&sh to do 'so in a carefullythought—out relationship to :
l the ‘total ‘development of-ﬂmtr service and to their in-service °
tralnlng plans as a whole. The selected staff members will -

find it essential to study 1n advance the hlstory, customs and

“?A8001ﬂl serv1ces of the country of observatlon, more partlculsrly
the serv1ces they are g01ng to observe. Otnerw1se they will
',not obtaln the maximum beneflt from the r151t, will waste time
~ and through lack of ba51c knowledge will be lluLle to mlslnterpret
~ the meanlng of Wh&t they see. . Language study, particularly of
i_ technical terms, may also be hecessery. _ The agency should plan

' ‘to make full use of the workers' experlence on the1r return,
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through study groups, staff meetings, lectures. and the discussion of written
material. | WhereAa worker hes gone abroad in order to undertake new

' responsibilities or a new job on his return, it ie axiomatic thatlplans shall
be made to utilize to the full what he has gained and has to offer to the

agency. n3

Training is not Professional Education i !

11. The numbers who ‘can be adequately educated to professional standards is
. small in any country, and although the demand is high and the few so educated
- precious (even dec151ve) the more 1mportant challenge and the one for
dlscu$51on here is in the provision of personnel to do spe01f1c JObS in
- sufficient numbers at an'adequafe standard on?hon-professional'lewel.
" Carol H. 1\‘Ieyerl+ makes a very strong case for g1v1ng up the idea that
A,profe551onal education is the eventual goal of maty social workers. " She
Ggacknowledges the reallty that in competltlon w1th other professions and f1elds
" "'of higher- learnlng, there will never be enough people who are academlcally 773'
" - suited for full profe551onal educatlon in SOClal work nor would soc1al work -
bkvvschools be alble to handle such numbers even if they were available.. Thle, :
:_{'acknowledgment should diminish the impression given to those who spend their -
]I;worklng life in practlce that thev are somehow second best or have not yet .
L "arrlved"' 1nstead we must encourage them to concentrate on on-the-job - tralnlng .
" as an excellence in its own right. ' ' '
{f££l2‘ Meyer, although wrltlng from the p01nt of view of the Amerlcen publlc } -~
E welfare agency, has much to say, I belleve, of value to tralners in A51a.A o

Speaking of staff development, she says:

1."Our nldn rests on the existence of certain conditions that there will
B ‘be a clear definition of the function and tasks ‘of all social workers
- in publlc Welfare, professional as well as ron-profes51onal and that
:tfthere will be supports reflected in the administrative practice of the
-agency for the staff devélopment programme. -The staff to be
ﬁ,‘tralned within the agency must not be percelved as pre-professional »l

"5

;.soc1al workers but would occupy a career line as social work techn1c1ans.,,.
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Training Objectives are Administratively Determined

' 13, This is a fundaﬁental matter. The objectives of training, which
~lead to a firm guide to the training content, arise from a detailed statement
of agency objectives and clear job descriptions. There mustbthen be a
further close analysis of what and how the job is to be done and what
knowledge, change in attitudes, development_of skills is to be the purpose
of training. This is emphatically a matter for administration to decide
(in consultation with such people as social work educators, of course);

it is comnected with the job, and does not.spring directly and primarily

from broad educational objectiyes.' _ Educational principles and methods will
_of course be used to reach the administratively defined objectives.  These

: matters I am assumlng will have to be explored fullv in one of the carlier

‘workshop papers. S5

.« Differentiation Between- Profe551onal and Non—Profes51onnl Jobs.

~7T¢;l4.f_ Carol Meyer dlfferentlates between the profe551onal and non-prof9551on,l.rf.

., Job as lollows._i;‘

"One of the ways of approachlng thls problem sen51oly is to determlne

i what the profes31onally ‘educated social worker is actually tralned to “'ﬁwxsh;

. do. ' ¥hat it is necessary to save him for w1ll then become clearer. ;_577

Above all things he is trained to exercise Judgement to make de01s1ons’3:

'? about case problems, to welght and synthesize ‘evidence, evaluhte~T

~j; 51gn1flcance, determlne need estlmato strength and potentlals, dlagnose é’~$f7

phychosoc1al problems, and use his personal resources con501ously 1n his

relatlonshlps with clients.’

'"No amount of agency tralnlnw can develon the theoretlcol knowl edge and

73[?. the controlled practice skills which are acquired only through a long

T process of studlous 1ntegrat10n of clqssroom work and fleld practlce.

"What then, is left for the agency tralned worker° r"here rcmoin those
tasks that are not practlcable for the prole551onally trained: workers “
to do as long as there are not enough of such workers and thcy must be‘i'“

"conserved for functlons more approprlate to thelr 1evel. ~The aﬁency -

';?tralned worker can be 1nstructed and superv1sed to secure 1nformat10n,
 to record data, to observe and 1dent1fy problems that are a“parent to
him and will serve as clues to the prof0351onol worker, and to essemble

facts. Moreover. he can he trained +n 'ln‘i'ovwr'lou AanA +A +alra 4--»no.4-m~v.4-
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actions that are carefully defined in direction and aim. The professional

- worked may then devote his time to applying the knowledge ad skills with
which he is equipped by education, while his non-professional team-mate may
supplement his own practice thereby, using skills that may be developed
within the agency."‘6 . :

Training the Responsibilitv of Agencies Not Schools of Socizl Work !

o .115. i She also argues that tralnlng programmes for soclal workers are not

B pr0perly the respon51b111ty of schools of social work and that the school

o staff do not naturally have the job competence, nor can they be as effedive
: within the school as training which 1s flrmly placed in the’ admlnlstratlon

h of the agency or serv1ce 1tself.v

£ "Whlle schools of soclal work mey be enllsted to supplement 1n—serv1ce
training’ programmes, it is 1mportant to dlstlngulsh between '

:”profe881onal educatlon and 1n—serv1ce tlalnlng, as only in-service o

;tralnlng is conducted w1th1n the agen cy structure, accountable to

.fllts admlnlstratlon and subJect to the stralns and llmltatlons of its

’f”forganlzatlonal structure. )

:i "It 1s 1mportant to make thls dlfference clear, because the very
‘.locatlon of 1n—serv1ce tralnlng w1th1n a bureaucratlc publlc

;;;welfare agency modlfles educational alns and values qnd 1mposes

'T'demands that would never be tolerated 1n an academic settlng "7

S

16. The p01nt to be empha51zed here is that tralnlng is not prlmarlly

b-fleducatlonal in alm (professlonal or otherwise) but is vocwtwonallv-

ZT related to a Job of work not’ to subgects or to theorles.

- ﬁifferentation7betwcen Training and Professional Education =

..};ﬂ.- ~_yl’?_. o "In summary, f1eld work for the grqduate soc1al work student
s "x:w.; 11*~1s a creatlve, challenglng experience w1th the chlef obJectlve
- -of giving the student a controlled area in which - to put his
_ knowledge of theory to work; not to get the job done, although
: '4fthls mlght be serendlpltous. " Quite the reverse is true in the
e ;fi‘i?fﬁ fvf[:; case of agency training, where the job must bc_done and any
o B learning that may come of it secondarlly is a "bonus" to the -

_worker and the agency."
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"Another significant aspect of professional education that
differentiates it from agency tralnlng is the fact taat it

“is generic in its focus; that is, it aims to educate the
student across the lines of all fields of soclal work, certainly
beyond the confines of particulsr agency practice, and even
across the boundaries of particular methods."

. ) . . ]
..we have come to view ... 1nserv1ce tralnlng as-fulfilling

a dlfferent but supplementary role to ese graduate social

- work education." ' -

.:'"The deflnltlons of educatlon and tralnlng w1ll help “to orlent

- us in our dlscuss1ons of methods, for recognltlon of tbe '
‘L‘iﬂdlfference between the two w1ll be clarlfylng, and ult1m°tely -

,,:w1ll affect the spe01flc mode of agency tralnlng. ‘ _.The SRR

;;Jdlctlonary deflnes educatlon as 'the totallty of the 1nformatlon

,and qualltles acqulred through 1nstruct10n and tralnlng, which R
further the development ‘of an 1nd1v1dual phy81ca.ly, mentally, -
;gand morallyt . .In dlfferentlatlrg educatlon from tralnlng, the ’du'
Hdlctlonary states further that whlle oce’ 'educatlon is the .~ - -
’71?::general and formal word for schoollng of whatever sort, espec1ally ._jtu
lféas galned in an 1nst1tut10n of learnlng, tralnlng suggesus '
ﬁfexer01se or practlce to galn sk111 endurance, or fa0111ty .'€
{”ijThus, educatlon connotes an 0pen-ended obaectlve, best achleved

.througa e process of unfoldlng, of developlng the. thlnklng

-:':processes. - On the other hand, training is concerned with A

'"adaptlng to the needs of the situation. ”learly, thereforo,
v - : a spe01f1c aim is involved in the tralnlng process whlch is not
f; ; ,*l,véilir. inherent in the educatlve process.ﬁ_ :
:r'18 Thls view firmly advocates knowledge as and when it : is approprlate for
f 7staff use, suggestlng more of a cafeterla-style of teachlng than the more L
,.trwdltlonal formal set:"meals" ' '

The Questvon of Subjects el

: 19. As a way of organlslng knowledge and add:Lno to an 1ntellectu11 "pyramld"
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scholars have for convenience divided the whole conglomerate of reality

into convenient subjects. But as Lindeman points out:

"Conventional education has somehow become enslaved to a false
premise: knowledge is conceived to be a precipitation, a
sediment of the‘experience‘of others; it is neatly divided into
subjects which in turn are parcelled out to students, not because
,students‘express égerness or interest, but because the subject fits
into a traditional scheme - so much mathematics, so much histery,
so much language, etc., and above all so much regard for
disciplinary values as to meke even the study of interesting
subjects an uninteresting task. Happy the student whose teacher
knows more than his subject. And brave the teacher who dares to
reveal his special subject in the context of the whole of 1ife and -
- 1earning. ; '

ne e -

"Subgects we need to be remlnded are merely conve rlent lsbeis for
portlons of knowledge to whlch spe01ullsts have given attentlon.' .
 Research is probably clurlfled by the departmenta11s1ng of. knowledge* k

“and the 1nvest1gator who calls himself an economist will- undoubtedly ~
. profit by dellmltlng the area of his enquiry, by spe01fy1ng his
problems.‘; If, on the other hand teachers assume that educatlon
.can be achleved by . the same procedure they will ultlmately succeed

. ~in revers1ng the true educative process, thelr students will bef
:’”j<\1ncllned to view education. as mastery of subjects instead of mastery
';': of 11fe.’_. After all, it requires no more than comnor11n51ght to’
B percelve that 11fe does not present 1tse11 to us 1n the form of .Af

N ;experlence, some of which may be. 1abelled econonlc, some. physalc,fl _

l some 5001a1, some 11gulst1c etc. nd

""‘26; -You will note that I have talked sbout 'convenient'fsubjects.i The -

4question is: convenient for.what and for whom?

' :]2i Convenlent for the structurlng of knowledge, but we cannot fa11 to
observe that the subaects have a way of breaking into sub-subaects and
'.refbrmlng into new subJects, and in our time we are 1ncreaslng1y concerned

“about the fragmentatlon of knowledge. ~ C.P. Snow goes ® far as to suggest '

“-ﬁfthat knowledge’ has divided 1tself into two specific cultures and

distinguishes between the cultures of science and art. B t social workcrs

need an integration of knowledge for use, derived both fromgthe-socxal

Caeianrac anA Pram ke el o0 -« e . .
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The Focus on Leamers - Calls for New-Style Teaching

22. In the same way as in social Qelfare generally concentration on
giving has moved to consideration of what this means in experience of the
receiver, so teaching has moved from subjects to learners. How do
learners learn° has become (or should have become) a major concern of
teachers. Scholars and researchers adding to the sum total of knowledge
: are not necessarlly good teachers, nor can they necessarily tell us how
best to use that knowledge, and mastery of the subject should not bel the

sole criterion for teaching it. Reynolds observes:

Wi YA beginning teacher has an almost irrestible need to demonstrate
: 10

SRS " his command of subject matter by reciting it."
- 23, What is being suggested here is that a clear relatlonshlp has to be

"';_worked out between subJect and teacher, whlch w1ll leave the teacher free

Jﬂ’";to learn how the student(s) learn and to make the subJOCt matter avallable -

‘when and in a way that the students can use 1t. .

fff”"The flrst requ1s1te for tewchlng is to learn"11A;Ate'studv the'ﬂ,;Q ;g;ﬁ
learners and . "galnlng from them the ‘necessary clues to ways of

:Vbest helplng them 1n u51ng subaect matter,’ alwqys in relatlon to"

%fwhat it could mean to these partlcular learners at thls stage of o

h{ff. -their growth nte

N "'5;

:fTI24 Where there is great demand ‘for soclal work teachers, there is a

ﬁ“’{tendency to underestlmate the nature of a teacher, and to assune that a >":ﬁ

s }hlgh status, a relevant social serv1ce experlence, the holdlng of a
RERR A degree or a knowledge of a social science subject is all that is requlred‘f;:.{
Examlne the follow1ng. In Reynolds'! chapter entitled: "Subaect Matter in 2 -
v-1ts Place', she says: : : ‘ . Cor

"A teacher who wants- £o find the point of'livingtccntact between '

_each learner and the subject has a task which calls for all hls L .

'!‘ alertness to what the learners are thlnklng and feollng.‘_ Sub;ect

matter wh1ch was very 1mportant to his own learnlng becomes

. secondary after he knows it well, to the problem of how_ to. translate.h
| B L

:;1t into terms in which 11v1ng people can use it."
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25. There is a parallel here between serving clientele and learners.

It is not just the service or knowledge- which count, but also who is

; receiving it and what positive use tbey can nake of it. Such a concept
.~1s simple until it is lived agalnst the familiar habits of outmoded
educational practice and our own as yet primitive skills in making it a
releasing and creative force. ThlS focus on the learner is what we cell

the learner-centred approach.

"If a teacher can be guided by what is happening to the learner

wllt

-he will be'in a pesitien reelly to teach wvhat he has to give e

‘Principles of Learning ' .

'.26. Ralph Tyler has llsted elght principles of learnlng 2nd the relted -
' 15 o S

characterlstlc learnlng experlence.

.“A). The pr1n01ple that 'learnlng derends on capﬂc1tv 1np11es that an o

: .effectlve learnlng experience must be within the cqpac1ty of the
, learner, that the activities required ‘in the experlence are’ w1th1n

;_the realm of hls capabllltlcs of performance.

) The pr1nc1p1e that 'learnlng,depends on past experlence' 1mp11es that

.Z?an effective learnlng experlence bullds on-the past experlences of the
”“{elearner. f ‘The 1earn1ng experlence nelther dupllcates what the learner
“has already expa1enced nor requlres such a jump shead that it is

uu‘?%unrelated ta: the past falllng to utilize past experlencesoil

‘:;The principle that '1earning depends on mctivation' implies that an

‘f;effectlve learnlng experlence is 1nterest1ng to the student so that hev‘f;”
is deeply involved in 1t not s1mnly going through the motions 'in a i
_superflclal way. . It also 1mp11es that an effectlveib arning exnerlence .
@?15 one- in which the student obtains satisfaction from currylng on the

' kind of behaviour implied by the obgectlves.

U p)- From the principle that 'learning depends on the seareh for meehiug‘

it follows that ar effectlve learnlng experlence:equlres the student
“to seek and to find meanlng. The experience must provide somethlng !i,
.7 . which is meaningful in terms of ‘the student's perception of hlmself |

" and of his career, A purczly routine practlce is not enough.



12.

E) The principle that Nearning depends on perceiving relevant

" relationships' implies that an effective learning experience should

be designed so that all the necessary aspects that bear on the
situation are open to observation, and therefore the learner can
bring the parts into meaningful relationship in order to

construct the satisfactory 'whole'.

F) The principle that 'learning depends on feedback' implies that 1an

« C effective learning experience will give the student some indication
: of how well he is doing at that tlme, so that he can use this in '
guiding his learnlng. -In the case. ‘of obgectlves 1nvolv1ng
,'understandlng ’ for example, if he 1s beglnnlng to understand the
important concepts and prlnc1ples, he reallzes 1t and pursues his
. activity in the way in which it has been 'payﬂng off'.  If, on the
Other hand ‘he is making errors in his effort to understard _the feedback :
‘tglves hlm a clue to modlfy ‘his ef’orts so as to try to get more accurate

‘ S . «_ ldeas' . ‘j S ' -

. @) {The pr1n01ple that 'leurnlng depends on satlsfactory persooal and’

‘.social ad]ustments in-the learnlng situation' requlres that an effectlve

ifl~,%ﬁ;?:;*gf; learning exnerlence be worked out 1n the context of good personal and .
‘ e '3.5001al relutlons. ' ' ‘ » .

BT

.. H) From the principle thatliiearning founded in the acquisition of

7 meanings can be repeated and applied in new situations' it follows .

&°'?:3that an effective learning experience will 1nvolve a variety of

:'51tuat10ns in which the student has a- chence to practlce the desired _
~Vbc-:-h:aLv:!.om:', instead of having a single 'standard situation'. As the
’etudent has been finding meanings in his learnings he is able to see
; how the learnlng ‘can be used in a dlfferent 51tuat10n from the one in E

which he has acqulred the meaning.,"’ 5 R o “ﬁ s Lo e
: Z:f'f.; 1427.A:;f'These principles illustrate what we are now certain about - that'. .

| learning is not just an intellectual process; the whole person, his feelings o

. and attitudes are involved, and nowhere more keenly than wnen learnlng in the.

- social welfare field., .: - ,-_T:”:"f'
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Stages of Learning ‘

'~28. Bertha Reynolds outlines five stages of what she calls "use of
conscious intelligence" - the combination of intellect and life experience - ;
which I think-is particularly relevant to our thinking about how learners
learn. She puts us further 1n her debt by subgestlng what the teacher's
role is in each ‘stage.

'
29. Stage'one:; The state of acute consciousness of self. - This is the
state in‘which;.faced.by unfamiliar situations, the person is unable to act.

.Fortunately, this is usually a comparatively short period. She tells us

"The role of the teacher in this stage of learning is security miﬁing,

helplng the learner to find the SOlld ground of personal adequacy he
16 . .

already has ..."

30. Stage twoi- the ‘state of sink-or-swim adaptation. ‘Q Thls is the per10d%_¥f;

A‘_1n which the learner gets an 1nk11ng of what other people wunt of hlm Q in-
‘which he is dependent upon.approval or dlsanuroval of t 10se who secem at home

. .in the 51tuatlons. - Bertha Reynolds savs'

o d"Skllled teachlng at thls stage carries on the function of 1ncrea51ng .
';5{'securwty from mobllISlng the kncwledge and skills the learner already
‘ has and encouraglng him to trust and use hbs 'spontaneous responses' "
- 31¢ Stage three.- The stage of understandlng the situaticn w1thuut4power to .

3ﬁcontrol one's own act1v1ty in it. Th1s is the perlod in vhlch the studcnt" :

“4th1nks he has mastered the art and flnds "the practice of what he understands

>.fnso well still lagglng behind. He understands what should be done but hls'

;T.ab111ty to do it is very uneven. -

’* "The 1earner can now, with help, thlnk out for hlmself, ‘after hlS
spontaneous responses have apparently failed him, why they are
. 1nadequate and how his 1ntellectual apprec1atlon of what the
situation demands can be turned to use in later trlals of his skill.
.One'éan help a learner to say without loss of courage: - 'I nade a
mess of that, didn't I, but now I understand where I didn't quite’ get

7

18- TN

wéf;gfu.hold and I am anxious to see if I can't better that p01nt next time' " e f}i%



The author points out wisely:

"Our whole field of social work is only partially able even now to
claim a clear understanding of what it is we are doing, to say

19

nothing of being able to do as well as we know,"

32. Stage four:- The stage of relative mastery, in which one can both

s understand and eontrol one own's activity in the art which is learned.
The learncer now knows he can deal with the experience and why, becalse he
é _understands what it is and what its demands will be. He has related
- newly learned skills to his old acquired skills and to his natural responses
"~ to situations. = The problem here is to %revent the student from becoming
satisfied with hlS performznce, and the teacher's role is to bring new and
.t‘challenglng experlences to further the skills of the learner. Bertha‘

'“iﬁReynolds says:

"What is’mastery todaj is;apprenticeship tomorrow."v>

‘?’33f,'Stégeifireé;;The”Shge'of learning>to teaeh what.Ohe:hds'hastered;:

"There is a prevalllng 1dea that what one knows he can 1pso facto teach.

‘3*iﬁThat 1dea comes from a subaect-eentred concept of educatlon. ] When

'hﬂfeducatlon is oriented to the person who is to learn pluu the s1tuat1on

.*fk~li;to be mastered, there is somethlng more. to teachlng than prov1ng to the"la
Z’Zilearner that one knows the subject'. 20 ‘
1;734WT;Asﬁé ?6iﬁtémoﬁt.that-the'learner now as te;cher mathell find himself E;~57

::lback at stage two, where he. duesn't know what he .is doing to help, but h*pesA""

."L?students will learn somehow._' It is exnected at this stage “that the learnerﬁ
will be freed from pre-occupation with subject matter so as to develop an '

'-ablllty.to understand the difficulties of a person who is ;earnlng.

One of the w_ys to begln thls process is through an educatl nal

‘ dlagn051s. ,

Educatlonal Dlapn051s

1 33¢ An educational dlagn031s is the tool with whlch the teacher beglns and
"'contlnues to study the manner in which the learner functlons in relation to
his work and upon whioh the teaching progression is based.' ~ Such a diagnosis

would include a description and relevant:background infermation of the
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learrner; what are his goals and life situations; what motivations favour
learning and what impedes it and must be outgrown; how does the learner
best learn, and what holds up his learning; what has he already learned
and what problems is he having at present in learning; what is clear to
the student, still obscure, confusing; at what point is help needed and
when does help get in the way; what does he do well and can be used as a
base for security from which he can move into more difficult situations;
how does he use the teacher's help and what does the teacher learn about
the student's learning from the ongoing exposure to the work demandsiand

the learning demands.

-

_36. " As he studies the learner and his work, the teacher selects conkent

. and as far as possible devises phased learning experiences for the student.

}‘ We arenot discussing here a therapeutie diagnosis in terms of the student's

' personelity, but‘an educational diagnosis in terms of the'way the student
-learns in relatlon to hls worklng experience, - Of course,>the‘student' S
: personallty is of. 1mportance here, but it is his functioning in relatlon to

f,the Job whlch 1s the focus of the educatlonal dlagn051s.

:"€37- ’ Such careful work is of course best seen in superv181on (to be

ﬁ'dlscussed later) but a teacher must begln to think- about the studen*s in

":feany group. in. thls way and in addltlon, must understand thc group as well es

1}y11ts individuals in establlshlng an educatlonal dlagnos1s.

SN T

-, A summary

’Ef38.'? ‘Until'now I have emphaSized the differences between'educatiou focuse d

5-upon systematlc structurlng of knowledge and education for use and learning

by d01ng. ' I have suggested that in-service training should be ﬂon31dered

" a specific use'and:that differentiation must be made betweén profe551onal

. education and training.n Ve must adapt'educational principles and

B technlques to tralnlng programmes, and sharc our teachlng experience. I

have drawn attention to the learner-focused teachlng as central to our efforts

"' and offered a list of learnlng pr1n01ples and stages of learnlng which I

~ thought were partlcularly relevant to teachlng social welfare in-service

efftralnlng progremmes.

- 39. we must now turn to methods - a method belng "an orderly systematlc

mode of procedure."
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IECTURES

:40. A definition:
"It is a process of verbal communicatioh between one person and

a group or assemblage of others where respon51b111ty for that

communication is carried and discharged by the one." 21

v b, . Mrs. Perlman in a most compelllng manner champlons the lecture used in
‘ - the proper way and proper place, and brilliantly explores all that lectures
- should be. Indeed, so exciting is her analysis that we hardly recognise
| that she is in fact disocussing the very thing we are only too familiar with
L when we are subjected to or when we deliver.(inflict upon others?) the ever-
— Lt present lecture. Mrs. Perlman's paper is written as something of an
4ant1dote to the rising tide of disfavour of the lecture method continuing to
- 'play a promlnent part in teaching, but even Mrs. Perlman argues within the
| f:'context that'

'... the lecture must frankly be recognlsed and utilised as an

2 o
aux111ary or supplementary method", 25--'*b

Let her speak for herself.v ?he lecture.serweSAWell, she.eays ;

”51;flto impart knowledge-. , A e

~12.?7to organlse and pattern knowledge so that’ relatlonshlps and
.A.';L3 significance may be seen which are the essenoe of understandlng;'.
“; 3;*“to'interpret and illumiﬁate knowledge which, though it may be in
-, the student's 1ntellectual possession, has not fully been sevoured

,Qhor dlgested.

$'¢v~l~ jﬁi A lecture if | o
5 '> -"may serve to prov1de such ba51c information as may not otherw1se
-j-f} . be avallable .or acce551ble, to integrate and to make whole such.
L . portions of knowledge as have ‘been ‘culled from readlng, to condenserrl”
' Qior:telescope eertaln facts which need to be known at .the time only
3::{in compact.form..f Such lectures perform the eerviee of providingihi'
'¥'readied equipment with which the student may tackle their more |

B

'iimportant and compelling task - to use such knowledge in under- o
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standing, appralslng, and comming to some conclusion about the problems
at hand.23

'"May set up for purposes of patterning or organizing that which the
student has been learning or is about to undertake, may provide him a
..  demonstration of ordered thinking and at least a temporary experience of
2k |

security. ' : i

42, For example

‘ "The lecture with the purpose of organizing learning may take several
 forms.  First among them is the lecture which sets the framework and o i
essential structure of the course - what its scope; its bounds, its functions,
and its means are - in short,'its essential working anatomy. A major
‘“'purpose of this lecture is to place squarely on the shoulders of the teacher
'j7{1the respon31bllaty for formulatlng the bone and flesh of course contento '
‘aa;lWhen he has done this, he is ready to extract from 1t what will- be useful to :

"i_the student's beglnnlng and contlnulng orlentatlon. - If the student's own

{ efforts are to have d1rect10n and purpose, he must know - and he wants - to'”
h'know - what in general he will be expected to work at 1n this course, what
5.problem areas w1ll be covered what focus will-direct hlS learnlng effort, o
fwhat respon51b111t1es he will carry.  Such a lecture, in ‘wholeor part, .
Lserves as’ prev1ew or review of essentlal content seen- w1th1n a steady frame>f1

of reference.asj*'

L "A br1ef perlodlc lecture may help him to take 1nventory. Such a lecturen
Ti*purports to take stock, to come to a full stop and to answer this questlon. “
471Where are. we, in relatlon to where we have come from and where we arc bound

 for? ~ 'No new ideas cr knowledge are put forth here.  Rather what the
:“:Fstudent has already learned and thought in small part is ‘placed in some

_:.dorderly relatlonshlp, either to other knowledge which he has or to some
.hﬂbfgenerallzatlon of that knowledge. It 1s only as knowledge is ordered,

related, and generallzed that it is transferable from one situation to another

26

and made usable to 1ts bearer.




18.

""The lecture which organizes knowledge presents implicitly, and may well
make explicit, a demonstration of a way by which tiat which has been
perceived and thought about may be understood and used in further study.
The student likes this, he wmts it, because it is useful to him; it helps

27

him make order out of what is often chaos for him.

"ees. out of his own search for order, and, in part, out of his conscious
or unconscious imitation of the instructor's ways of organizing subject matter,
the student develops both respon51b111ty and a greater ‘capacity in maklng his

knowledge manageable for use." 28

L L3, A fascinating purpose of a lecture is discussed in what Mrs. Perlman
.. calls "interpretation'. She takes a quotation from John Cardinal Newman: -

_ "The general prlnClples of any study you may learn by books at home, A *{?V
;L;but the detail, the colour, the tone, the alr, the life whlch makes it llve,""
- 29

.1n us, you must catch all these from those in whom 1t llves already. °.
'"Beyond thls plaln need to make clear by deflnltlcn and exposlt1on is the
jneed for 1nterpretatlon whlch llghts up the subgect matter fron w1th1n, which

y.lnfuses it with qualltles of feeling 1ns1ght,- ) All great teachlng has thlswfkr

'k:characterlstlc, but the humble among us- recognlve that greatness is not

'Qattalned by w111.4'. Nevertheless, every. teacher, if he is ready to be a
teacher, is equipped in ways which should make it p0551b1e fbr h1m to 1mpart.l;1
'some llghted vision of sweep and depth to his students.BQ;,fi S RTICIINEE ‘

‘ "So there ‘are tlmes when the student's energles or enthus1asms must flag,:}}tn

h1s vision becomes blurred, he begins mechanlcally to take the word for the

., spirit. Every teacher knows these 'low spots" amonz his students. At such

-~ times the ‘student needs the refreshment of the teacher s understandlng, o
~"‘perspect1ves and conv1ct10ns. Perhaps thls 1s the salient contrlbutlon .

. which the teacher has to make to his students - not a more exact knowledge o
or Just the loglcal orderlng of knowledge, or yct the brllllant play of 1deas -
about 1t (for he may hot be so glfted) _but rather that,"hav1ng lived ,Jnt

- 1nt1mately w1th his subaect he can 1mpart the colour, the tone, the alr, f"
" the life'". 31 ' ' : :
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"So, then, what are the attributes of '"good" lecturc methcd?  They are
not essentially different from those of any good communication. The desire,
the impelling wish, to relate one's self to another by specech comes first.

In teaching, this desire takes on the added motivation of helpfulness -

"I want to help you to know what you will find good" - and the fact that the
student has chosen to be here bespeaks his partnershlp, though temporarily

it may be a silent one. To communicate begins with a recogn1t10n of the one
by the'other. On the teacher's part if begins by hls thlnklng about these

particular students with whom he is to share his subject. . ceececcocsece

The basic essentials for good teachlngfgbr all: That the teacher knows his
subject matter thoroughly and feelingly and that he relate to the learner w1th

pleasure and respect. To these essentlals the- teacher must add his thought -

" and clarity as to what specific purpose ‘in furthering tae student's learnlng
" his communication is to serve. -When these elements combine, there is little
- relation between the lecture and exciting oratory or deadenlng pedantry..:” A

A"ﬂfIt may be seen for what, at ‘best, it.is: a means by which knowledge may be

'paper of participating students and knowledge for use 1s belng emphas1sed._

ﬂB. S. Bloom summarises as. follows.

"-1 types of though

"‘1mparted, organized, and 1nterpreted for its 1mmed1ote use by the partlclpatlng
student," 3

I have underllned these last words, for hem;the constant theme of th1

"It may be said that the leoture is espec1ally successful in securlng the

;‘attentlon of students to what is belng sald but that it evokes prlmarlly thow

thoughts whlch are aporoprlate to the follow1ng and comprohendlng of 1nfornat10*

"while the dlscu851on is more successful in evoking complex problen—solv1ng '

g 33

»’4-5. WRITTEN I.ECTURI'.‘S

Perhaps a high proportlon of lectures need not be dellvered at all, but

.could be dlstrlbuted after mlmeographlng or even prlntlng, which would allow

any number of students to read the material in their own time.. It must be

, observed that-where books or up-to-date -material or dupllcat1ng equlpment are
'”flnot available, as occurs in some places, then the lecture is necessary but '..'

expensive in both staff end student time.
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{'foplnlon some potentlally useful talks had been largely a waste of tlme " 35

5?47;w Talklng about spe01allsts 1nv1ted to lecture to a group, pr. Batten goes

';fon to suggest ways of combattlng thls prOblem'p~?'

:l) ae get clear 1n our own . mlnds Just what we want the out51de person for ..;—j

'?'3) Brlef the tralnees about the speaker, what he has to offer, and the o

4) Help the class draw out the sneaker on the most relevant matters.
*:'48..: To get full value, the training staff must referﬁtotand integrate the;;l
" material as it becomes relevant in the course of the tralnlng programze.:;.d‘”

“_Bertha Reynolds makes a 51m11ar p01nt.

"what he - could make use o

20.

The United Nations Study Kit in Training for Community Development
warns ".... It has been found that lectures as such are not a very effective

n 34

way of training field workers.

L6, VISITING LECTURERS

A1l the problems are compounded when the lectures are brought in from
outs1de of those irmediately respon51b1e for the tralnlng programme. T.R.
Batten says.

"We have found that thls is by no means easy, for, although we do not

invite anyone to talk unless we are conv1nced that he has somethlng really

.- relevant and useful to say, we have often lound cither that he does not say

.v',_lt or, more often, says it 1n such a way that our group members do not grasp B
T};‘glts full relevance and 1nterest to themselves ...' Thus however useful his fﬂ?;
'ffdfknowledse may be, unless somethlng is done to help hlm, much of the potentlalij
'viQ;-value of his talk may be lost.. - That this was actually hapnenlng was very ¥

- ljgifor01bly brought home to us 1n dlscuss1on w1th the Course members.' In thelr

2)'Exp1a1n our purpose clearly and fully to the person concerned 1nclud1ng

rleflng h1m about the tralnees and the programme perlcd.

relevance of his materlal to the tralnlngn

”*”.... What was wrong w1th the lecturlng ef the nast was not that 1t was

.~lectur1ng but that 1t was out of relatlon to what the learner could take anddf“

f " 36 .. S R '
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\ The United Nations Study Kit in Training for Community Development

warns V'.... It has been found that lectures as such are not a very effective

n 34

way of training field workers.
\\

4, VISITING LECTURERS : ' . .

A1l the\problems are compounded when the lectures are brought in from

outside of those\;mmediately respcnsible for the training programme. E.R. e
Batten says: ) \\ S o ' A ‘ "_g very
"We have found fhat thls is by no means easy, for,' althoﬁgh we do not | vity
invite anyone to talk‘unless we are conv1nced that he has somethlng really ' | he
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knowledge may be, unless somebhlng is done to help hln, much of the potentlal Vi o
_ value of hls talk may -be lost. %\ That this was actually hapnenlng was very JAfﬁleast
forc1bly brouoht home to us in dlscu551on with tne Course: members. In thelr ?1é'f:

oplnlon some potentlally useful talks had been largely a waste of tlm
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47, Talklng about spe01allsts 1nv1ted to lecture to a groupv Dr. Batten goes j;hd-t

iri?_on'to suggest ways of combattlng thlS problem-_

e get clear 1n our own mlnds Just what we‘want the outs1de pcrson for wee Qéai’
: N g

fExplaln our purpose clearly and fully to- the\person concerned, 1nclud1ng ATQTCf-f;

&brleflng him about the tralnees and the prowrémme perlod. ‘L

\ B

'~Br1ef the trainees about the speaker, what he has to offer, and the

‘{“Qrelevance of his materlal to the tralnlng. N

K .
\

h)'Help the class draw out the sneaker on the nost relevant matters. - . Pl '

. ' o ‘K o ' - ;:-s~..

- 48, To get full value, the tralnlng staff must refer to and integrate the '_f.dingt
material as it becomes relevant in the course of the tr 1n1né\programme. ' _;; : y:

Bertha Reynolds makes a 51m11ar p01nt.f

“'V.... What was wrong ‘with the lecturlng of the nast was not tbat 1t was
lecturlng but that it was out of relation to ‘what the learner could take and
what he . could ‘make use of." 36 o i " SR ’ : }'}{ﬁﬁﬁ
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- both hlm and his love obaec

SOME, NEGATIVES

L9, Iet Mrs, Perlman have the last word:

"The problem aspects in the use of the lecture are oobvious; they arc the

|
- negative phase of all that is held to be positive and educationally

valuable in discussion. In the course of the lecturz the mind - or at very

least the musculature - of the teacher is active and engaged. The activity

" of the student's mind cannot be known. He may actively be "teking in", he

may actlvely be thinking of something else, or he may ua551v91y be lettlng

- the” flow of words wash over him and drain of ff. Furthermore, the gaps or
.- distortions .in the student's reception cannot always be gauged, nor can the
“reactlons .and attitudes which may be roused in him and which may block or ;
:.;idlstort his receptlon 1mmed1ately be known or dealt with. - And not the - least
:among the 'negatives' of the lecture 1s the comfort it may provide for the:f.
:{:1nstructor, not the comfort of feellng competent to work w1th1n a 51tuat10n,
?’but the too cosy comfort of hav1ng a situation which will work itself.
: :1("Here it 13, all written down,’ solid as Glbraltar needlnp only my eye and

5Fvolce to transmlt 1t'")

S

\

Here lles the danger that the- teachor falls more 1n love w1th his"

;‘formulatlons than with his students, and the students, sen51ng thls, reJect

g 37

.. LECTURES AND DISCUSSION

v .51. ~ However good the lecture or the lecturer, the lecture is still a tool
'Zg~of the one to the many.  However "caught up" the llstener may be, his is
'm“?the relatively po551ve role, in in-service tralnlng we uro teachlns for doing

- and must always aim to move from ﬂ&SSlVe to active partlclpatlon. In any

" event it is difficult to know whethcr ‘and in which way the listeners have
"Trecelved the lectune and haw, if at all, they are likely to be able to use

" what they have heard. ¥  "learners are selective and transformative.

' ?Information which‘gets across and is used ie‘never quite the same as was :

_given ... Attitudes determine what information is taken in and how it is

38

used.
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52, Mrs. Perlman in her exposition of the lecture method, sees this method

"as auxiliary and supplementary' and makes it clear that

"it is a sometime thing. It is a communlcatlon whlch either sows

or garners the fruits of discussion'e. 39

¥

52. We will be turning our attentioh to discussion as a teaching method in
L : its own right shortly. Here we need only.emphasise that a lecture can
- always be enhanced in its training ohjective by active'participation.
et o The lecturer must be prepared to answer questions of clarification,

‘ elaboration or on seemingly contradictions or possibly outrlght 1llog1ca11t1eso
. He should give illustrations or make further speculatlon, and so on. . By

’encouraglng orderly discussion within the audlenoe and ‘with the lecturer, and
by seeklng comment, different experiences, views or conclu51ons, or further a
ﬁv;"lllumlnatlng what" he has to say, the lecturer contributes much., .If he can,
:fi:relate the way in which his content connects to other matters and focuses on\:
'the uses to which the content of the lecture can be put he w1ll be ' )

‘ "44;:1mprov1ng upon hls presentatlon.

g "53. L1ke all dlscu881on, 1t must e kept purposlve and draw upon the
';k;materlal provided by the 1ecture. : Some lecturers welcome ouestlons of

75clar1f1cat10n or comment during the lecture - th1s glves some 1dea of what

kols belng recelved. It does however 1nterrupt the lecturer s 1dea of- "flcw".,
?'Questloners can be’ asked to'hold"questlons untll the end of the 1ecture, hut ‘
hﬂzaudgment must be used in handling these matters. A ch01ce can be made,
- however, to invite and welcome. "1nterruptlons"_or to leave dlscus51on to

"t:; the end.

ji;Sh'f "Tho dlscusslon method of teachlng has much v1rtue prov1ded it has a fh
:t_i:predetermlned objective, is contalned within a prescrlbed time and
- -is limited to the focus the teacher previously determ;hes this
h,subject, in this time, will have. .'This immediatel& suggests“

A,r‘that the members of the group do not themselves elect to discuss

.gfwhat'theyiwant to talk about when they want to.
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that is their thought, is channelled and directed in the way the
teacher deems best. Within this restriction, however, all the
dynamic elements of group activity can be allowed if not

encouraged". 4o

55. There is.no question that discussion methods in education are
increasingly being used, explored, developed and found to be a waluable
tool in reaching training objectives. Certainly discussions require ‘
an approach that differs both for those who traditionallj sat at the
feet of the wise ones and for those wise ones that merely seex to
-instruct. -Discussion is a special kind of sharlng in which both ‘
- teachers and students actively participate, and this k1nd of part1c1- o
ipatlon 1s an 1mportant theme of this whole paper. It must not be
thought that. dlscu5510n in and by 1tself constltutes ledrnlnp or

constructive part101pat10n, or that it necesoarlly produces ﬁnowledge.

‘f or skllls 1n puttlng knowledge to use, ‘nor does the deceptlve ease .

'F.‘w1th Wthh the teacher often seems to be 'in retlremunt' durlnv long

,»:"perlods of classroom discussion mean that dlscu351on is 81mpler to i,';°

'&gftlons of time, of what needs to be learned, and what 1t

. conduct than is the preparatlon and "’ presentatlon of a 1ecture. Indeed

Efkeen preparatlon and control of tbe dlscusslon are essentlal-
56.t5 Dlscuss1on Cannot be allowed to be about zthl

3ﬁdlscu sants brlng with them to the experlence will. d rmlne the ;;’*~J:Aﬁ

-llinature of the dlscu551on. D1scuss1on cannot 1mpert_ arge qunntltles

iiof 1nformat10n in a short tlme, as can a 1ecture, nor ‘can 1t reasonably
Ptruly involve large numbers of people - though in classrooms or =

~. auditoriums unoonduclve to this g1v1ng and taklng thtre are technlques

‘Efxfor breaklng up groups into’ sub-groups occa31onally in order to come

"i to grlps with- thls kind of problem. ‘Discussion can be matcned to the o

4part1c1pants 'needs, ‘pace and background accurately beceuse of the :-"ﬁ
‘observable and ongoing feedback to the: teacher of tht hnd how the
student is u31ng the knowledge he is belng glven and the experlcnce he

‘fbrlngs. Indeed discussion is a hlgher form of d01ng tnan a lecture .

.can .poss:Lbly be. Even S0, the teacher must set the Ir'—w.mework far
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discussion, having supplied or mades sure that the participants have
appropriate and sufficient facts, ideas and experience to relevantly
examine what has been set as the discussions's focus. The framework
for the discussion must of course itself be part of the overall
structure of the programme. The teacher neceds to be sure that the
participants understand and keep to the rules of the game -~ that

¢ L S discussion is not just se}f—expression but an opportunity to express

~ ideas, question facts or assumptioné} make different judgments and
.5”’ .- .. interpretations, pool experience,_find that there is more than one way
of looking at things - but all within- the context of ﬁct‘ terms of
. .reference and . theory, loglc and rea sonlng, if there are dlfferences‘
of. oplnlon, it must be clear what they are based on and prefcrences
b;‘must be seen frankly as preferences rather than self-ev1dent truths.

o Such an exchange glves students the hablt of .clear thlnklng and prectlce;;

itln orgqnlslng their thought and communlcatlng it, in shar;ng, in

‘*5test1ng thblr ideas and synthe5121ng a varlety of thihgs intc an order

;ﬂ‘of 1mportance and cohesive whole. These are the . very essence of frww
- —

'j;what the student needs in the world of 5001e1 welfare where there

".are clearly no unamblguous 51tuatlons or 51ng1e rlght answers.

What of the roles and the SKlllS of the dlscu551on leader°,y,

,fSee how Mrs. Perlman descrlbes prepuratlon.?g>y"

"Qe has set "down . hls major teachlng p01nts._ These urethe p01nts -
. around whlch the student's learnlng is to spin 1tself.- If‘

: ""1 dlscu351on is to be the means toward that learnlng, then the

'can be formulated in advance.:'Immedlatcly as thls is done,
- posslble student responses and resctlons suggcst themselves.
o In the quiet and. safety of his own office the discussion
wf~:ﬁ;* leader mq; have that fantasy rehearsal which prepares him to

'Yt_expect even the unexpected and to be able to deal with it.

-

':: questlons which w1ll provoke thinking in the de51r°d dlrectlon .,:
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j?:.'outreach and learn exc1t1ngly for themselves. _ﬁ If the teachlng p01nts
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Perhaps it is needless to say that this is no rchearsal of the posture
and the technique. It is the anticipatiom of the possible ideas
which may be or need to be evoked by the central questions. It
enables the leader to plan how stalemate might be avoided, how
speculation can be encouraged or curbed, how movement may be propelled
from generalization to the specific or the other way about, and so on._‘

'.Finally, the discussion leader may prepare by setting down some rough
formulaticns of the possible conclusions to which the class,may‘come.
By this means he has his goals in mind, and at the moment of summation
he is not desperately dependent upon memory to serve h1m cees |
One danger may be inherent in such carefzi plannlng - the danger of

‘-over-plannﬂng and subsequent r1g1d1ty."~‘

W'_58, 'There are t1mes when - the group suddenly takcs hold of an aspect whlch

..‘1s sometlmes unexpected to the leader - somethlng cllcks, the leader mustxﬁ
-encourage the opportunlty to let the stuoents ‘illuminate the subJect in.

‘somethlng of the truly spontaneous way that we. mentloned in relatlon to-

'1n pursult of this 111um1nat10n, we w1ll plan to return to them in good tlm

| and in the meantime the teacher will have learned how the g”oup is able to

" have been properly identified in relatlon to the group end to the materlal
lffor dlscu581on, it should not be dlfflcult to find cne's way 1nto these

‘matters again.

?‘3'59 Bertha Reynolds puts 1t thls way: (once agaln the emphasms is on L ‘

':learners - educational dlagn051s - and for use)

_ -"Slnce learnlng and teachlng are both two-way processes, the teacher s B
. ; learning experience w1th a group may be expressed as: learnlng to

”;;'know the educational needs of the group and the way they can learn best;
.d.relatlng their- expressed needs to the teacher s body of knowledge DR

G(theory and experience), and formulatlng an educatlonal programme

R h(a prescription, if you will) for this partlcular group, learnlng to‘*

';.glve what will sglmulate the group to use whatﬁls given in response;nf:-
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adapting constantly to a running diagnosis of the group neceds and to
varied ways of illustrating the standard principles; learning to keep

a unity in the midst of diversity of contribution from the members of
the group; summing up what has been done, from time tc time, and opening

‘new vistas of what can be ‘achieved," 2

60.‘:Auer and Ewbank, in a "Handbook for Discussion Leaders', i3
ten skills:

1. Getting tie meeting started

lists

i 2. Defining tae question or topic

L f 3. Keeping dic ussioh"on the track

j;i";"ﬁﬁ“flﬁ.ifi> L, .Maklng occasional summaries in order to

SRR : " _a. Check needless repetltlon _ - = A S fr*'fgﬂ
.b. Bring a random conversation back to the toﬁio' | '

~: Ce. Record appare1t areas of agreement and dlsagreement

. 5. 'Encouraglng ‘general participation
:6.}:Keep1n6 the dlscu531on from belng one 51ded
275 ~Getting at the root.of the matter .

f ~ 8. ;Remalnlng in the background '
7 9,.-Concluding the dlSQUSSlOnVr

.210;: Evaluating the discussion

1;61;:§5Reynold llkens the process to the squlrrel runnlng in ‘and out of the
ffbranches but keeplng his main path to the ton. . Perlnan env1sages the_r
vifocus of discussion as the hub of the wheel and the leader rlmmlng the spokes

Qlof the discussion; here is a selectlon of approaches 1n enploylng dlscuss1

L I A
PRCIREAN N

R

' GABE MATERIAL s

s 62. Case materlal as the focus for group dlscuss1on 1s 1ncre351ngly ;avoured.
It brlngs to life what needs to. be taught by the reallty of the situation” to

- be discussed. - However, as in all such teachlng, the material avallable
o _ F-should not ordinarily determlne the educational objectives of the tralnlng
'f“j:‘- programme. - The obJectlves come flrst and the material is clustered -
. round. these obJectlveig the objectives are of course what 1s selected to be

S taught, and are in a proper progression. »7 The use of case materlal and its

Jﬁlmany—facetted and suggestlve p0551b111t1es for dlscu531on npy well dlsturb
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progression,'but flexibility without neglect of general dircction is the key
~ here. However, letus be clear about what case material is. Each case

»‘should contain:

- 1. Sufficient background»to the situationgpsuch‘as sources of
referral, agency concerned, family and cultural metters as
3 s relevant, o .
i;c{i o 2. Some dstails as to the problems of and what had been done'and
said by the client(s), group or community. '
.;ff T 3. Some deteils about the worker's purposes and what he said ~and dld._l‘il
- : ' '.4. Sufficient 1nterrelatlon of (2) and (3) to show the’ respcnses -and :
'counter—responses of the persons and the worker concerned (thls is S
- what is called process) o ' s ‘

"h263. A The record should contaln enough 1nformatlon to reduce conaecture and :

“be: pruned to. ellmlnate 1rre1evant detall for the. teachlng purposes.

.’Case materlal obtalned from the group members has.a real advant age 1n belng o

gfﬁfrelatlvely 51mple to obta1n° that is, it is derlved from thelr practlce and

‘7‘tnerefore 1mmed1ate to the’ partlclpants concern. . It hcszmnnlng for them,

. and pernaps most of all 1t prov1des splendlo dlqgnostlc materlal from whlch
; fzzﬂthe teacher can dlscern where the group is and what 1ts educatlonal needs :
huu‘are. . There are of course dangers 1nherent 1n the use of thls "happenlng f
.3:7now and to us" materlal upon wh1ch more w111 be sald later, along w1th some'

';;of the tralnlng 1mp11cat10ns.‘p For ‘the moment 1t must be emph351zed that

:che group dlscu551on of the mater1a1 is not used to solve the case (a focus
_g;more sulted to the processes of superv131on) but to draw out the general ;
'~v-pr1n01ples, concepts, 1deas and technlques whlch are transferable to 11ke E
_;.lsltuatlons - the knowledge, 1nte111gence, 1mag1natlon, Skllls and experlence
.'.of the tralnee belng relled upon with the help of tralnlng te 1dentlfy '11ke

7} (and to what extent 'llke') when he comes accross 1t 1n classroom and 1n

,jjpractlce. It is in thls sense that we use case matcrlal as knowledge for ;lﬁ

:l use; the. materlal must be translatcd and modlfled approprlately, to bear upon

5 ‘a varlety of 51tuatlons.’.: Ue are not concerned w1th thc speclflc case

':_81tuatlon that the materlal descrlbes.__” Case materlal lends 1tself
i:excellently to dlscuss1on in matters of observatlon and understandlng of

'A:behavmour, 81mple dlagnos1s and plans of actlon, the 1llum1n;t10n
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work skills. - The trainees should be able to identify with the worker in
‘ ‘ the case and feel that they themselves arc faced with similar problems;

,41 ) they can be helped to think out realistically their conclusions and analyse
what was actually done or alternatively suggest what might have been done

to achieve different and possibly more effective (for what?) results.

. - CASE_CONFERENCES \

- 6ty A case .conference focuses ubon the presentation of a 'case! for
discussion by those persons closely concerned with the situation. This :

: usually means people from different. disoiplines and with different ‘ '

. : 1L:. responsibilities. It is a useful practlce for trainees to prepare case841

R for presentation - giving clear and relevant information and offerlng oplnlons,

, It 1s also useful for them to hear and see how others v1ew the 51tuat10n,

’ ;add other 1nformat1on, come to dlfferent conclu51ons ‘and offer suggestlons for

actlon. A case conference aims at a consensus-of oplnlon and an agreed

.!and co-ordlnated plan of actlon. ‘ A wrltten account of the conference

»-nf:should be made and. used for further dlscu381on in the classroom.: T

;' BUZZ GROUBgAm) BRAI'\I-STORMING

- NThe buzz-group is a term applled to the d1v1510n of an audlence 1ntofq;f

figroups of six to ten persomns so that on’ a 11m1ted subgect everyone sl
" can feel more qulckly involved in the total dlscu551on perlod. L
"It is most useful in rather large groups, espec1ally after a. lecture,

X so that everyone can get a chance to dlscuss the speaxer s p01nts.flcff“

.féf“ fff?:,’. o Braln-storm1ng is a method used to develop thlnklng aulllty and to

throw open the door for new, 1mag1nat1ve and unlque ideas. Its
_empha51s is not on leglcal analy81s but on spontuneously seylng any’
zf"thought that may come to mind in connection with a problem or subgect., f
: Braln-stormlng is an atidote to the "playlng qafe uttltUue"; 1t E
: removes the barrler of tlmldlty when the educator encourag s the olassaf
“to think freely, and even w1161y.»_ No eveluatlon or crltlclsm is :'
allowed of any idea whlle the stormlng process 1s golng on. Judgment._;
is suspended for the time belng to encourage everyone to "thlnk big" ;}
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by removing mental stoppers. Brain-storming should not be announced
ahead of time. The success of "brain-storming" lies in the "storm".
The number of ideas is important in brain-storming. Thus 2 list of
about ten or fifteen ideas is produced, depending on the subject, the
need, and the interest of the class. These ideas are then carefully
examined by a committee -~ it is surprising how many have merit. In

examining them the committee can ask the following questions:

l. Can it possibly be done this way?
2. Will the idea work?
3. Can this suggestion be advantageously conblned with

another idea on the llst°

ROLE PLAYING

. 66, In role pleylng, two or more members of the tralnlnp group essume'the

p081t10n of oersons in some agreed 51tuatlon in whlcn a problem is to be

'7]jthe1r behav1our, feellngs, purposes, attltudes, verbal and non-verbql

ﬁ*ecommunlcatlon. It is a mlnl-play in whlch the Dlayers adopt thelr own .

.fithemes or. rhythms (as in music) and the symphony of. 1nteractﬁon of thelr»

T‘lnd1v1dual themes 1s observed and llstened to by tne audlence (the group).

: ”;As in a. play, film or music, many thlngs can be hwﬂpenlng at once, blendlng
"qi“unw1nd1ng and reblending in a way that, by 1t4nature, the spoken or wrltten -
1::_word hardly achieves because sentences - except in the hands of poets qnd

" novelists - (and social work materlals arb not spe01f1cnlly wrltten by such

”although we can put such works toc our purnose .as we shall see 1ater) fail
t'to convey the dynamic nature of relatlonshlps in which many things are ‘
‘happening with multi-dimensional meaning all at the same time. Exgperience
_ has shown that role playing (once it has been accepted by the trainees)
* can lead to an ' o 4
“'“astonishing degree of identificetion with the paff heing ieken;
which occurs quite spontaneously without any deliberete 'ecting
a part's - It may be used to demonstrate 1nterv1ew1ng, what it
.feels like to be turned down for a Job, to go into hospital, to -

be a handlcapped person, to ask for help, or to be confronted

used

ne

' " pkey
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with many other real life situations. Role playing may also be used

to give realism to legal and administrative studies, for example by
staging a court, or a board meeting to discuss a specific projecte.

It thus gives an experience of group progress and of what it feels

‘like to the individual to be faced with various -stresses and demands._';.
The 'play' is of course unscripted and develops spontaneously as the .
tactors' become identified with their parts," 45
67. The very force of this method suggests some of the dahgersl The

leader must now allow the role-playing to become drama for its own sake,

but must keep it as a method of exploriﬁg situations and leading to full
discussion. As in all discussions, some members may be tempted to revecl
‘themselves in ways which they might come to regret or which are 1rrelevant

_ to the role plcylnz purposes. It is common for a player to have performed
wn.th such conv:.ctlon that he finds it dlfflcult thereafter to have hls o

rlnfellows respond to hlm except "1n character',

68.- The leader must not walt for the play to te nlayed out he can stop ‘

':'fi'the action at any point where he thinks enougb materlal hcs Leen nrov1dcd

‘Qiexamlned'

. e sw1tch roles, 50 thﬂt the worker becomcs the cllcnt .nd vice versa.

';for c1scu551on. " Such social work act1v1t1es as the follow1n~ may be [@

What has the worker(s) been hoplnw to achleve
c ::lHas he succeeded or not? ' . s
R r:iwhat effect has the worker been having on the other players° ;‘
ATHOW and why has the worker succeeded or not° o :

7 What else mlght have been done°'

68, ‘This may lead to a re-enactment either by the sace nlcyers or others.ji‘

‘Sometlmes in simple role playing the leader mlght suggest thct the players

v::f69;' Occa51onally less elaborate rcle playlng mlght “be temporcrlly ﬂopt d
- by the -teacher. - Perhaps he might say to the group: "Look, I am the
mother" (the village leader, the hlnlster, etc.). MI'd like to ask you" -

;(the worker) nWhy should my child ....‘ (this villege, thls programme etca) .
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This, in common with all role playiug; forces the perscns concerned into .
putting into 'normal' communication (conversaticn, tone, gesture, etc.)
what he may have come to think about in jargon or rather vague terminology
("support", '"help", "clarify", "interprot'). The teacher is here in effect
asking "'show me how you support".... etc. in this actual situation,; and can
turn to the client(s)and ask "Well, did you feel 'supported', etc.? "vhy?"
"Why not?" '"What would have?", etc.

)

70. Much will depend on the skills of the teacher, especially in setting
up the playing and the closlng stage of consolidating and summarising what ‘
was learned from the role playlng, and relatlng thls tc its ub“llcﬁblllty 1n,

once again, "like" 51tuat10ns.

j?l. Enough has been sald for you to see that role olaylna in the right .
fhands and at the right time is a powerful ‘tool for helping trainees towards
-sensitivity to people and 51tuut10ns, to tuckle pntle solving, and thut ;t‘.

is excellent in the context of learnlng by d01ng._

72, Of course the ‘group needs to feel secure 1n unf"ertaklnb role playlng

.ff and must be" 1ntroduced to it w1th forethought and ‘care, Role pleylng draws.
w‘t7»fon group feeling and can both add to the group's ablllty to think clearly f?
. and deepen 1ts cohe51veness. A It has educatlonul alms and shoulc ‘not 1n '
:Eﬂ,tralnlng be confused with role playlng as therapj or used to out any of 1tu !
. pmembers 'on the spot'. It is somewhat t1me-consun1ng and we must not be T;

‘:so 1ntr1gued with it as a technlque that we forget to think about why we are

using it, and at what point in the programme it is the method of ch01ce.ug;ﬁ

It is not enough for a .gcod time to ‘be had by ull, althouvh this helns - ,;f
it must be good for somethlng. That sonethlng must in most part be

_dellberately pre-planned.

FIIMS AND PLAYS are a great source, though those qoec1flcally centcred on

’-,“;soc1al work themes are few in number. However, the rlchness of this. L

) materlal is enormous, which in f: act is part of the rroblem, for the question
”f‘of prev1ew1ng, selectlng, decldlng on the specifics to be brought to the ']'

| attentlon of the students, and focusing the dlscusslon demands cereful

>

plannlng in the face of the drumatlc and complexnmpact of the medla.;‘{iéi-t

Note For a potentially marvellous piece of teachlng ma terlal see
‘the British television plays published nnder +ha +i+7- N1t e



-32-

I have known students so deeply moved by a film that the& felt it

undiscussable - at least immediately after seeing it.

74. Trainees might try producing their own films or radic scripts,
or a series of photographs (film strips) to illustrate situaticns

.(see an example in Batten's "Training for Community Development").
SUPERVISION '

" Definition: (It will be noted that the definition and objectives
derive from supervision of professional students.
For further definitions see Appendix I).

© 75, ?Supérvision may be defined as a disciplined tutorial process
'.A undertaken betwecn two professinnal social workeré,;oith the
"";faim of helping one of them tobgoin.ardeeper'understanding of

| himself in relation to his work so that .he may be able to function .
p‘more effectively as a Social Worker. Professional socizl work :

1jecucat10n, parx rtlcularly in the area of soc1 1 oase’work,_has' f:éu f:;

}alwuys relled very heav11y on the contribution made bj the ‘. A

- yffleld worke" and the fleld work agency in providing the necessary

ie ugerv1s1ﬁﬂ in the pra Cthul tralnlng of 5001a1 workers. As w1tn

"fmuny other urofe551ons, notably medlclne, the 001al work stud ent '%:"ﬁ
: ‘at some stage in his trolnlng, prov1ded w1th opportunltv T

- for direct personal invclvement in the proocss of profe851onal
Apraotice. This has:beenofhe-caée‘from the earliest days of S .;s

‘ ~professional education. - Indeed, in the early days, training

k6

. 'was prcvide-l wholly "on the Job“....

Objectives of Supervision

'~76.o."The essentl.l purpcse of svpervlolon is to help the student

'’ or beginning worker to apply his theoretical knowledze' more "'".i;'“""*

quickly, more effectively and more consistently in respect

.. of principles, diagnosis and treatment.

S s A i E e g
The supervisor secks tc clarify with the student, on the basis

_of the student's ficld experience, tﬁe'way in which social

‘work concepts, and theoretical material are applied in practice,
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He does this by (1) identifying the learning needs of the
student; (2) helping the worker to scc what the client is

really like, and what his situation really consistsvof;

(3) helping the worker to recognise how his own reactions are
influencing his judgements; (4) helping the worker to learn

to observe and listen‘accurately, to know what information it .
is essential to secure and to weigh’all these factors carefully;Q
in order to determine the, type of individual and situation

with which he is dealing; (5) assisting the worker to understand
and to make discriminating use of community resources and of

various methods of treatment and especially to make full use

:,of the 1nterv1eW° (6) demonstratlnp to the worker, within the
superv1sory relationshlp itself, the same social work corcents
- and g rr1nc1ples 'as the supervisor is stre581ng as 1mportent for o

"-ethe worker to have townrds hls cllentso_ “fv>' ST o :illa

siibThese obgectlves are achieved by the establlshment be twee ,i;iA“ %:;:i:
 the worker and ‘supervisor of a autual rﬂlatlonsnlp wklch ;-"" R

'?;.w111 make 1t p0551ble for both to follow thn student's work

:;fpattern 0155¥1Y, by means of an examlnatlon of the 101ker'n ;74:“ ;

j““lrecorqed materlal ard mutual dwscu551on based upon this

' materlal. This requlres in the supervzsnr a capac1ty for

“’1~ob3ectlv1ty and an ablllty both to glve and to receive

- constructive crltlclsm in the 1nterest of the student'

47

ff-profe551anal growth" SR S
77. It is throvgh the development of superv151on as aneﬁucotlcnal

» method in the fleld of nractlce that social work has maue 1ts most

',dlstlnctlve contribution to learnlng as a whole.' It is here that N

'ffsoclal work empha51s links w1th the concern of modern educatlon for thu f:j;j

learner and the way -he 1earno, and here tralnlng is seen at 1ts very 'f

L best. It is of significance that one of the most outstanclnr teachers

l.of social work, Charlotte Towle, entitled her truly mcnumental wcrk.

"The Learner 1n Educatlon for the Profe551ons", and 1n smhll prlnt

’ added‘ "as seen in ‘education for 500131 work"

The U.N, nublicetion."In-Service Training in Social Wbrk", in

the chapter on Methods, states eategorically:
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"Educative supervision is really the heart of in-service training,

for a new worker will waste a large part of his potential skills

if he is plunged into the job to sink or swim. A gocd supervisor .

cen, at the same time, be a continuing stimulus and a source cf
inspiration to experienced workers; for it is on the job itself

that the worker really learns effectually to apply what he has

learned - and this is the aim of all training. Good supervision

may be a substitute for courses; but courses are never an adequate
substitute for good supervision, for it is the method through which the

s . . best use of all other learning experiences may be made". '

Of importance to notice here is that supervision is described es

"educative", for there is supervision of a narrow administrative kind.

"It is important to rcalise that the term, as used in current
~ practice, has several different meanirgs. As used in many countries,
it means supervision of a worker ty his_immediete superief;'who”is
‘responsible for seeing that he carries out his dufies"éfficiently A
w1th1n the prescrlbed code, neither exceedlng hlS functlon nor
:,s leav1nﬁ any loose ends in his Wﬁrk" h9 LY
HfLeachlng and oroad concepts of admlnlstrqtlon are 1ncluced in th

'ifi;ldea cf superv151on, “and perhaps the Unlted Natlons 1952 Summlng Up

' 1s of value here: "Superv1s1on is a teucher-leﬁrnlng rrocess rather
. 0 - : S . . :
_ ‘than a cbechlng cne 5
78 There 1s a vast llterature on superv1s10n, much of 1t Qer1v1ng
:7nfrom teachers of graduste students in profes51on11 soc1sl work and from S

iAlzhlghly developec agency practlce in the WSst. There is no qucstlon that : .-

:£{¥”_} ;e S much can bc and must “be borrowe( " howe ver much must be mude over 1n
o B relatlon to in-service training and in relatlon tc the genﬁrzl social
;work educqtlonal resources in the Asia reglon. In mﬂst parts of the
:'wsrld, including the West thcre is a gross scer01ty of supervisors -
lv_those who have ooth v1s1on and who are EEEEE’ In this resycct Carol
VMeyer 's work seems to be of dlrect 1nterest to- the experience of the
"."Reglon as it is reflected in the Bangkok Social Work Educators ana

kz?ﬁ.Fleld Work Superv1sors Report of 1966 She wrltes. o )
"What is the role of the 1mmed1ate supervisor in thls tvpe of learnlng -
s1tuat10n? The supervisor naturally must have the rcsponslbllltf -
for the worker s practice, admlnlstratlvely and educatlonally.' It is

the supervisor who is present and on the spot, who knows
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administrative supports and limitations of the worker's
practice; it is the supervisor who knows, and is known best

. by, the worker. It would seem, thercfore, that the supervisor
is the primary socurce of learning as well as control of the

untrained worker in practice ina....on ag=ncy".5l

79. CShe recognises too, that supervisors are often those who hold
" such positions without their tecaching ability looming very large in the

promotion criteria to the post of supervisor. She says: :

FHow then can good practice habits be‘tauoht, particulhrlytif ,
, | the superv1sory Staff in the agency are the very ones who havexf
.« o R ‘”,t' been employed there ‘the longest ond may be the most tradition- .

o A .. bound group 1nfhe egencv as far as practlce 1s concerned°
Accordlng to our conceptlons of staff development as a process
whlch must begin where staff are and 1nvolve them 1n all
aepects of the progrqmme, there is no ch01ce but to accept the ‘ ‘
fact thﬂt the superv1sors of practlce are the core group to. ;15,£;.

‘:. whlch 1n—serv1ce tralnlng must be dlrbctcd._ They dre’ thb'
C-A ones who stay the longest the cru01al ptople when 1t comes

to dlrect work with- practltloners, thp cnes who know the agency s..

programme the best,' Thev are the permanent found-tlon of: thtf

_agencye. That the agency's programme plvots on. the superv1sor L*ift

. group is partlcularly evident wneh the workers arﬁ untr11ned ;h S

":g and transltory, and when case superv1sors und othcr hdmlnlstrat1v9n;;}5
| staff are 1nvolved 1n keeplng the bur cracy g01ng.- ' .

i

' It has to be recognlsed th«t these ch.racterlstlcs of the

flrst-llne superv1sors arethe very ones that muke it difficult
“to work w1th thcm° They often are not young, and usually have
t rlsen ‘on the promotlonul ledder w1thout profe331onal educqtlon.
: Ordlnarlly they h1Ve an authorlty thot stens from dlrtct
knouledge of the caseloads and the worktrs, to an extent that
~ no other level of staff has in the agencys Thcy are 1ndlspensab1e‘
. as is no other group to the ongoing work of publlc wclfare. -

- Thcrefore, 1t is obv1ous that the 1nfluence of the staff

developmcnt prograrme needs to be felt first by the superv1sors

o

if the programme is to be efrfective,
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The cducational function of the supervisor is pa;ticularly
crucial with respect to the untrained social workztechnician..
Such a worker must have someone to tell him what to.éo and,
perhzps equally important, to tell him what he has done so
that intellectual connections will taoke place and learning
will be transferred to later experiences. This is the

~ educational component of supervision that points to the ?f‘
difference betwecn when a2 social work technician is doing a
routine job and performing tasks perfunctorily, and when he is
deriving mecning and gratification from his practice. The
supervisor is the only person under the hierarchical system
found in most bureaucratic publlc welfare agencies who hss

‘suff1c1ent access to the worker to help him find that meﬂnlng.

~In;séfvice‘training_really rests, then, with the sﬁpefvisor
" .and not with the administrative unit of-stwff development
: .gpersonnel. ~The efforts of a Sttff dévelopmeqt programie need.

2{to be directed to the enhancempnt of thb supgrv1sor s te"chlng
"skllls,'hls knowlcdge of practlc;,-and hlS constructlve autltudes.

..Indlrect as. 1t may sesm, the most dlrect way to affect the

ﬁis}of the workers who deul w1th thg cllent" 2

,,,\'
~

;, ?SQ.' This natter states a p031t10n w1th such conv1ctlon that 1t mlght
.‘H”;_well ‘be one of the. most cruc1a1 1ssues for con51derat10n in thls
l-,LWOrkshop.. as has been my 11m1t .4 experlence in the Reglon, there
. "1k¥are countrles in whlch the ide a of an educator in 500111 work is a
:.fstrange concept bccause it is taken for grnnted that Pnowledge cf
N if5pr00edares or a sub;ect or even a stralghtforwﬂrd status 1= sufficicnt
: r‘b'{ﬁbgckground to 1nstruct others, then it is llkely thqt the idea of
o spec1al teﬁchlng skllls requlred for saperv1sors w111 come as an even
néistranger idea. Yot accordlng to Carol ileyer's v1cu - towards whlch I’
flean - it is clear that it is prdcssely here that bruakthrqugh in .

" ‘gervice might be’strategically best made.

Aifwelfﬂre of the client group 1s through tr 1n1ng the sunerv1sor- RO



'ftrylng to 1dent1fy and mect them. The sunerv1sor 5 expgrlbnce in :

‘::v1sory skllTs und the growing sophlstlcatlon of th» met hod.' It should
‘f.be noted that in this arrangcment the few well-tralned educ"tors qu' '
T.Unot worklng w1th the line workers. Quite apart from thla being 1mprqctlcel
_-5‘1n ngmbers and in tlme, the tralned educator cannot rcally know . the Job
fyﬁfand in any case 1t is unllkely that hg actually practlsed in a glven

’ivserv1ce - and if he had, much is leely to be ch“nged, as se rvices

:fi:about teechlng and 1earn1ng, theory materlals and subgects.l It 1s the

'ﬁj:82;: It is W1th supurv151on that the SpeCIflCS of a 51tuat10n are,v
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81. What is required according to this view is that within stoff

development throughout the service structure the supervisors will be the
key persons, being helped to turn their attention tv the way in which the
workerAcan best learn to do his job. A careful z2nalysis exactly of what

the Jjob consists will provide the supervisor with a focus and a set of

standards which the worker will be helped to achieve, and the supervisor

by an ongoing examinntion jointly with the worker of his performance on
the Jjob will_come to an "educational diagnosis" of the worker's present
capabilities and will be able to plan for his ongoing educztive super-

vision in a progressive manner. In a similar way to that in which the

_supervisor functions by concentrating on the workcr's learning process

in helping the service clientelc, the supervisor must be helped by

the available profcsulonally treined educators to 301ntly ex-mine the way

in whrn he is understo nding his pnrtlcular worker's needs throuah the

medlum of job performance, end the mnner in whlch the °uperv1sor acts in = -

A‘h¥superv181on will thcreby become the focus for the deVblopment of super~ fm';{&:

"ff‘change constantly to adapt to changing 81tuatlons., ‘The- educrtor knows ;ﬁ‘

,.gaisuperv1sor who knows the Jub and is respon81ble fer work per¢~rmanc H he
7{'15 now in Bertha Reynold's flfth stege, that 15; "leurnlng to tea ch uhat

f.one h“s mqstered” She s“ys.

"To otudy learnbrs to sce what they brlng to thu 1eurn1np :

.4expur1ence and how they change as a group as well as

';n/fff;- individually 1n contact with the social ‘forces play1n~ : V'-:<x~~;“.. .

upon them, calls for all the conscious 1nte11150nce we

_ have as teachers and superv1sors of field practlce .53

 examined in a way which does not take place in a group dlscu551on and

- it 1s'on the strength of the worker-supurv1sor relatbnship that th» -

': worker comes to openly discuss his perfornance in a way that is nelther



38.

efficient nor desirable in group situations. To say this is not to

suggest that there are therapeutics involved; learning is thelobjective

‘and although'this involves the learner as a whole person and may subject

him to many strains; the supervisor works within an educationzl diagnosis

of a normally functioning adult and not within the more familisr psycho-

: social diagnosis of people in trouble or people beset by problems.
‘However, it is this individual teaching - based upon the trainee's case
- records, careful examination of his functioning, and admittedly time

SRR ... consuming - which-is the essence of supervision. .
83, .Charlotte Towle, in a paper on supervision, said:

. - ...~ . "The student-supervisor relationship should not be a one~to-one
’ relatlonshlp, but a twosome in wh;.ch the two as one are- contlnuously
,related to the agency and cllent. This relationship has been set

_up to serve the agency on behalf of ‘the client, therefore these are

,w kept in focus as a reallty pr1nc1ple" 5

TﬁACHDIG MATERIAL

;;8#. Teachlng materlal has been deflned by the Coun011 of Soc1a1 work _h5

'_fEducatlon Wbrklng Group as_.-” : .
: "the medlum through whlch a teacher (used 1n the broad sense to :
'{1nclude all those who conduct staff development 1n—serv1ce tralnlng

fffprogrammes) teaches and the student 1earns. Spe01flc materlal may' '

--ybe v1sua1 in nature, such as books, artlcles, case recoros, excerpts, N
_graphlcs- audltory, such as tapes or dlscs, audlo-v1sual, such as ' ;
.»:{fllms, fllm cllps, klnescopes, fllm strlps or slldes, or actisn. medla;ff
, isuch as fleld trlps, observatlon trlps, role plays or drcmatlc ER
ﬁ:t' presentatlons"' 55 . ' o

TN

“Priuciples in Selection andese of Material
g 85 - Once more the underlylng anproach must be relterated
| "That the teacher first determine the educatwonal obJectlves to be~"wl
N ~ach1eved not only 1n the course of the tralnlng programme as a
‘whole but in each phase of 1t°' that he clearly definecs the 1earn1ng

‘1experience through which he blans to achieve them; and that he.be in

';ﬁgeneral clear in'his'ownvmind with respect tothebehavioura;'changesu.Vf
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he aims to help the learner to effect in fecling, understanding and doing". 55

86. .Let us take feeling first. "Feelings" in social work are very
important; they involve our fundamental values md out attitudes towards people,
ideas about the inherent worth of human life and compassion for our fellows,
tempered with the kind of dignity and humility which go with the fceeling
"there but for the grace of God go I'', and the conviction that we cre at least
in part able to determine here on ecrth the human condition one for another.
Within a training programme what materials could be used for this feeling
component?  Selected novels and stories, biographies and autobiographies
arouse the talent for putting oneself imaginatively into another;s place

and extend our feelings into experiences we have not directly had, or mcke us
know our feelings more sharply than we previcusly_realised - the recognrnising .

feeiing we have of "yes - that's the way it is".

" 87. In addltlon to the wrltten word is that whlch is snoken - tepe

.~, ecordlngs, reudlngs, songs, can catch the tones and he81t1tlons, silences
Ahi and nuance ‘of sound (the ‘cry, the whlsper, +he ldugh the shout, the
"’scream, ‘the sob the cheer), tenderness, anger, joy, feﬁr, tranqullllty,

' :; and turbulence - thc whole gamut of feellng conveyed by the humnn v01Cc.v‘fff£f

.;. -

;l188 Vlsually, photogrephs, fllms ’ plays and Tole PleY’na Drlng further Tg.iiy'

.:{:dlmenslon57 gesture, stance, garments, p ys1cal env1ronmnnt mOVement, I B

: ‘?glnteructlon, the Juxtap031t10n of 1m1ges, passage of tvne bﬁck and forth. B
: i:Who can. f£ail to be moved by vld family portraltso All these are metvrlalsvt__h i

"7fffto engage the fecllngs and can be put to purp051ve use in tralnlng, 1f

"3 materlal for the tralnees.

cc.réfully selected and timed.

89, Tt has also been pointed out that theiteacher isfejﬁoworfnl influence
“;_and!he:mustiattempt.in every way to personify those'attitudcs and behavicurs -

i,;thet he edVOCates° A child was heard to‘say. "How can I listen tovhat you

‘say when what you are is ringing in my ehrs"°u Here 1s the tedcher as

- Understanding and knowing is the second area to be:considered.

... * see "The Family of Man", Méco Magazine Corporetion,fﬁew_Yorh;'1955. A s ‘
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90. In a beautiful film, '"Monsieur Vincent", St. Vincent de Paul
_immerses himself in the life of the poor. He calls out to kis God in

an anguish of coming to understand: "Forgive me, I did not know''.

91. Books, rescarch, charts, visual aids of all kinds and agnin the
arts are repositories of knowledge. Information giving, lectures,
bibliographies - not routinely but carefully and sensitively devised -
A'are the easiest tools with which to give knowledge, but they zre clumsy
:ones for making surc it has been creatively received.
e 92. Sendlng students to seg, and to find out, “nd to report are "dolng
- . as well as "know1ng" devices.. What is it like there? Vhat did the
. people you Spoke to’ thgre think about it? Who are the people whe try to
'va.deal with tnls problem? What resources do they have? Vhere do the
'fresources come from? ° What is their experlence of d01ng thls° 'Uhﬂt-did

-iﬁ;the pioneers in this wvork think and do? How did they change their v1ew,

’;approach, etc. and why° What different explanatﬁons, plac:.no of bluﬂc,_
,‘gffattltudes, serv1ces arethere° How do we "explain the dlfferunces° What

 d1d you fecl? Thlnk° ‘what were the nroblems encountcred 1n ;1nd‘n" out°

: How typlcal was your exper1ence9 Was it the same elsewhere° How mapv,' .
vhow much? How does thlg flt wlth...What are “the p0551b111t*es in deallng '

'L“T"QW1th..;? etc,

‘ j£.93.}-Lé$tly, ldoing';.thét'is,:the skill behaviduﬁs} _

?Wé'ére reminded that: -

s "iﬁ éélécting teaching haterials for learning skill it is necessary j
~to find materlgl moving from no skill to the levcl you arc after. ;
' If the' behaviour involved in learning the Sklll 1s too hnrd at this
 level of leurnlpg, ‘the student mey make a resnonse th"t 1s not ‘
f'adequate. -Learnlng means mastering; if- the student cannot he may
‘get adJusted to, inadequate responses and addltlonal experlence that

""" is meant to reinforce his prev1ous lehrnlng may relnforce his
w27 ' '

E inadequate behavio
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94. Skills always depend on practice for their effectivenessz. DEven
those fortunate enouzh to be ‘unaturais® 1n a skill imvrove wilh practice.

Much practice can be devised before embarking on the 'real thing'. 3IEve

=]

things like skiimg and swimming can be anticipated to a certzin degree:
without snow or water. Noontrlps have been 51mulated so too can social.
work -~ but of course in all cases so far and no further. This is well

to be borne in mind by teachers ‘who lose touch with practice but who
catinue to teach skills in the classroom. Ultimately the best skill
learning is by actually doing, and to some degree the fundamental teaches
is e clientele of the social worker. Amazing how thoughtful, coasiderate,
patient, and painstaking they can be and hew carefully they czan explain,

suﬂgest and encourage in the face of all klncs of clumsy perfornancea

. -.'q* N 95. Pre-action materials are written and recorded 1nterv1ews and
situations that can be dlgested w1thout 1mﬂed1ate pressure “to re ct
_where one can M'stop tne action" and go back or 1mag1ne what is to (or

'hishould) follow. All good case recordlngs er téachlnc are of this type. £f~g:

‘:EA carefully graduated book of case records can tﬂke us from 81mple to o

‘:complex. Observ1ng othcrs 1nterv1ew1nn in’ person or som 1mes wlth

4"7,e1aborate equlpment like tape recorders or through one—way screens hos - .
:igreat. value but 1ntroduces °e1f-con501ousness to the W rker and occas;onw'ﬁ'

thally to the clientele (though less tnah thought at one tlme) if handled

Liilntelllgently and cons;derately. _

These are demonstratlons and 1f relafed to the level of the o

1earners, glves them goals to asplre to.'“'u}

'j}__;96 Role playlng is also one way of thel'dolng approach where skllls ;f A
ff.can be both dlsplaycd and develooed. o :

e T The most effectlve and skllled and also tlme«consumlng way of
'.[;fhteachlng skllls that. 5001a1 work has dev1sed is of course superv1s1ono
"T?;In athletlcs we know 'the coach', and in thlS sense the superv1sor -
‘takes the learner bacx over his perfo mance to 1mprove upon for 'nexti i

_ time', The naterlai here of course 1s thc student s record' the ..'A 1h.j'

4student/heeas the precedlng skill of oelng able to glve an 1ncrea51ng1y };ﬁf .

‘. P

'ﬁg:adequate account of his own performance in the partlcular case 51tuat10n,
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and is secure encugh with the supervisor to share his thinking, fecling,

and action inadequacies.

97. In many places the kind of record keeping we exp»ct of students,
espec1a11y process recording, is cften superior to records produced by
the actual practitioners. This 'don't.do as we do - do as we tell you
to' is obviously counter to the way in which students Jlearn bJ
identification with their mentors., This is also one of the nroblems in

‘getting good case material from services for use in the ‘classrocm,

We shall now turn to the general problem of finding, refining

or creating teachihg material.’

Q Methods of‘Déééidpiﬁg Teachiug Muteridls

~a75d98 You w111 recall that at the beglnnlng of this paper I quotec»"

“'?*Llndeman aescrlblnglow he felt w1th hls background towards the

T,z;educatlon he was, subJected ta he added hls understandlng ebout educqt

"Later I cam:to see that thcse very people who perfcrm productlve |

li’tasks were' themselves creetlng the experlence out of whlch ,

e" 58

"hfifcﬂacataon m:ght emerg

RS ’ﬁnThls seems to me the crux of where teachlng materlal is to come
o dfrom - from ‘those performlng producblve tasks.» How cqn we persuade

'»:~them to produce materlal for us° o

799 Flrstly, exactly what we want must be made clear, and thls 1nvolver o
us deeply in educatlonal obJectlves and dlagn051s. But we must ‘begin to

."spell out what we want bifod o teachzng in ways that the producers can fully =

'o:,understand. AA nlce example is Miss Yasas’ "Gulde Lines for Themes to be

Sought in A51an therature that Mlght ‘be Useful for Teaching Materlal 1n
8001al Work“ Our teuchlng collea gues or even students of llter vture’

dmlght hclp us here - if thev knew what we wanted.
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100, The matter of editing materials goes for books, articles, journals,
and so on. Bspecially where language translations are involved, it is
not enough to put the original into the local words, Asian educators
. ‘must begin to examine the written foreign materials that they recommend
to their students and methodically (asdpart of staff and materials |
development) go through it paragraph by paragraph, giving local illustratiors
- for those which are not readily understood or are likely to be ambiguous.
The concepts and attitudes which do not reflect the culture of the country
- concerned should be rejected or modified where appropriate. ' There mhst be
. a substitution of local attitudes to mzke the same points as the original,

" or the differences from the original must. be discussed. Thls~procedure,

'd‘fwhlch has been attempted cn a small scale in the Reglon, not only suppL:es N

; _z.,i"good indigenous material but could be contrlbutlng to the whole bodv of
'¥“~-;A”_;;.'gkn~wledge in thls field. ' ) o

.Q;lOI,i Blbllegraphles should be annotat d for student use, show1ng 1n what ijﬁ_fhyj

.- ways the wrltten material can be put to local use. This does of course"

f;idemand a hlgh degree of s0phlstlcat10n., But books are expens1ve, scarce A

;fln many A51sn countrles and because of thelr relatlve abundance 1n +he g_;,;

'"7~West confus1ng to: choose from. ff_.g

Tt

ilOZ, Book rev1ews should be dlstrlbuted from western Journals and then red

f“?:rev1ewed for local- relevance before 1nVest1ng scsrce book-buylng resourees,

“;fﬁand book—readlng enersles. Books must not be for adornment of the 1earned
~ but for use, they live only 1n relatlon to each ;ther end w1th1n the 'cu;‘zre
of readers. Thase not 1n educwtlonql stratus where readlng 1s w1ue and

'dcrltlcal, and who are not experlenced in extrapolatlng from'one culture to‘;;

o another, should heve a fair degree of predigestion done’ fbr them - withonut
.. of .course destroylng cur1031ty, spc ntaneity and the sheer rlchness of wr:tten,“

c }fexperlence." Books unused make the saddest rooms in the worl

‘ h;[-iCB. Soweone must oe respon51ble for the productlon of tcachlng materlals.
' %;¢}Of course all teachers should be expected toc so. prnduce, but a re5pon51b1119y

'i of all is often the rcsponslbllltj of noné. A council of soc1al work

.- educators or a professionalyorganisation needs to spearhesd and’ sp ell out

:*;'requlrements, aijInt working parties, and brlng pressure to beﬂr to'meet

SEE deadlines!
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104, This paper has tended to argue that training should not be the
- responsibility of schools but of services and their staffs, It has
supported, too, the idea that supervision is of paramount impcrtance and
. should be carried out by practitioners. I also-lean to the view that in
.oonditions where poor practice prevails generally, teachers must retain '
or develop (if they don't already have) practicol skills. There is time
for division of labour between social work teachers and practitioners (if
it is thought desirabi®) when there is a goodly supply of personnelj this
- division must be functional and not‘largely administratively determined or
J status conferring, and would-be teachers must show that they can cr are able
. to learn to teach ( one of the criteria here should be proven ablllty to

~ﬂproduce relevant teachlng materlals!)

-

.'TTTVIOS. Broadly speaklng, the development of teachlng materlals must be
hf‘:undertaken by teachers and schools of soclal work of course in ClUue

“‘5?jcollaborat10n with and based upon the experlence of practltloners.i

f1106 The Tralnlng Centre for Social work Educators and Field Vork Superv1 ﬂm$ o
751n Bangkok in 1966 had much to say in thls matter, as d1d ‘the 1964 work1nr
:j?group on Developlng Materlals. SRR Co e ’

1L?};:107; A wealth of materialreweloped at the profe551onal leval glves .

j*one an opportunlty for a rich selectlon to make over for tralnlng purposeoo'

:However, it seem -likely to me that most tralnlng programmes of an in-.

i:serv1ce klnd, ‘both by pressure of work and the non-acacemlc quallty of its i“

ﬁ members, w1ll not be able ‘to spend much time in solid readlng. Therefore o
’1what readlng there is muet count. ‘ ' ‘
: r:ajioé;: Phere a tralnlng programme is to have falrly hroad obaeotlves, those’
‘]f,"'f :ifilrespon51ble for training will need to look for a wide range of gaterials,
L 1.,A Those tralnlng programmes keeplng a strict focus upon "the JOO" must louk
'7§‘to the Job fOr their materials. - :

v109. \ The staff of a tralnlng programme should therefore be ex”ected and

.:iff encouraged to produce case records from their own practlce.: -Social warkers i
must develop the faculty of self—expre551on and self—dlsc1p11ne and these

'gfattrlbutes must begin o be felt in competent recordlng. ~ That there are
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' try:.ng to deal wito Eastern cond:.t..ons.

112 Some orga:usatlons have offered prizes for the 'best Iecordsr 'the
s mater:.al subm"hed then beJ.ng made over for teachlng purposes. -

"-4f"113. - The productlon of records should- be wr:.tten :i.nto a- spec1f1c T s-:.-'-;'":;

a.

'.;_.;: . ;job descr:.ptlon and both- fmanc:.al and. status rewards should e’ dev‘i. ed‘ se’
"i'_.:f.,'support that requirement,: -’ It should be self-evident that tralneos who S
) _. i'f‘“-'. xp'\cted ’co produce recor ds for wh:.ch there is no precedence from ik »
'~"v'.'5uaff members will both lack guidance and qu:.ckly abandon the pract:1 ~>' By

. treining, if this fanction has not been built into agency practice..
TR currency drives out good but good pract:.ce m.ll regenerate 1tse1f ‘.

. records better than nothing, to be sure. - one is restricted to a- oo 5
L e:.tuauon of the blind leezding ‘the blind, WJ.thOU.b providmg models wh:. =
‘ w:.ll exnﬂnd the students'- capabilities. .- T ~ S

S

w115, Cese records which “ef‘lect closely the agency pract:.ce are whe., we L
" should be Looking for. i These records should show posltive pcract:.c AL

a standard of pi ractice Wiich is at least acceptable from beglnnlno worlw-s,f";_f; T

lfs o

great pressures to do withou’ recording and its Inherent and subsejuvent

requiremen” for reflecicii is a very ccmmon feat'wre of many services.

110. However, profissionsls have the responsibility to "go beyond" and

-this is one of the beycudsa Social workers in the field have a uziqux

observation post. Krowledgo of these conditions; these situations; thesc
practices resides more or'less'exclusively in the hands of the praciitioners

and these rands muis% take up the pen.

111. Oniy whon unou.l descriptive accounts of our observation, experiercs .

\ :
and activities is svrial welfare will be available, will we be able +o Tuwin

to 1m;elllgenn.l.y an¢ veiidly construcc universals and theories which in ths

social sci ences at The moment seem heav:.]:y culturally Yased and give wise

to susm cions aad confu81ons for those Eastern'-bred, Western-taug.u.' anc

.,... e el

‘ ‘;'>\~; z R B el LT

llr.«_ Moreover, 1t is well observed that if one relles only on stt. 'e e '

316 A case record is of course the main tool of superv:.szon. ‘ ".'he

".f supcrv::_sor must read and understand the record and in the course of -

S superm.on helr the stuoent record more effectively. The supernsor L
in turn should keep a record of the supernsory process. . Both these ."‘
'records then become the basis for developing teacn:.ng materialsa ".f.'h:.e .
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is only the basis - we wust remember that case records are teaching
materials more brozdly cpesiting only when they have been edited and
“translated" for teachiag purposes. Dr, Batten’? gives good exarplcs

of how to edit simple sitvations written up by trainees.

Some suggestions for 'doing! and obtaining writter material for teashing

116,Ficld trips and visits of observation can provide material., - They

skould not be go-: ¢ .-rou~please affairs, but nrepared for by develcpiny
' guide lines of ths Lurpose of the visit, what to look for, by reading annual
‘:"reports or 11te1 wars if avallaole about the agency or service to be gisit...
- and a range of quaetions ore will want to ask ought to be pre-thougit ue”
. setting off._. G'ﬂap v1s~ a should always be thought of as group affpive i,
' “ ' which the group " ‘:5kes pr*de 1n supplementlng each other's explorziics o %
E,i ' 'ifz:fagency visited. = They should practlce skilled pursuance of. suppicrente::.
. Ai ;que sions and not be compeolng ‘with each othe to get thelr quest:cn in,
";;£See1ng behlnd +he scenes must be practiced, at a given moment ask;rg suel

. ques* lons as° "IP you were startlng all over agaln ooy "would you
N iﬁiencourage your son/oaughter to take up this work?", Mwith a 50% 1ncreas"iﬁ.
'“ﬁfibudget/staff, ov ‘would you use: 1t°..o", "what kinds of thlngs meke’ voﬂ_
?wonde“ 1f it is- all worth it .ee? Not only nust the visit be-of vaiut in

o ,;fand of~ it self but 1t rust develop a well-needed soc1al welfere 5f1" i
.’[7summ1ng up agenczes/eerv1ces sensitively, qu’ckly and w1»h acumens Sgﬁﬁ.
;¥V1Slts should be recorded and be the’ bas1s for clscu551on, the teache* |
f'han1ng prepared what ‘he thinks are the salient matters.7= These re,ora

sifshould be kept and made available for subsequen+ v151t1ng groups wd pﬁg“—3.’f

e as a resource for me agency.; »

'°]:117. nsk students to wr~te a short essay: "How I learnsd to ,,,,' I

Lo
- ‘ L~f; them: choose” for themselves. ' . It may be to ride a b1cycle,.sw1m, drive;f B
éf *'??A. cook; Tell,them they mustnteil~ﬁhat they felt as they learned. -
1" pgk stiidents to describe their feelings: - . ... 1.1 )
‘ rivies’ o applying for aijob | -
.wllxirl;going to a:doctor'&:.'b
N ’;5(.5; going 1“to hospital - cute o : ‘
..~ being questloned by authorlty - the pollce, the army, R ff.’iti

;f*he headmaster,vetc.‘.v

SNt e e T . : R e -t
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In joining a group
- first day at school
- first day in the army

~ first day in some residential situation, etc.

118. Ask students to describe howtheir village/neighbourhood Qlanned a
- ceremony, wedding, burial, visit of a dignitary; dealt with a local

‘disaster or problem, _ 4 -

119. Ask the stLﬂents to imagine they are a client coming to thelr agency.
. Ask them to write an account to a close frlend, of their feellngs,
'?'observatlons and conclu51ons regarding their visit. '
‘t"120.' Ask the students to descrlbe briefly thelr most successful or un=- ‘; o

‘”'Q“isuccessful case. . (There is a tendency for students to choose the first

'1;If this 1s markealy so in your group, discuss the reasons for thls w1th tne: )'ﬁ,;

'q”;?:Is there an 1den»1f1ably good' or . 'bad' c11entele arlslng from the

'istudents' accomnts’> ‘;f"fs

‘iilél; A581gn them for an- hour to the waltlng roon or place 1n vour agency

o as ’choueh they were'a client. ', Get them to descrlbe what the people i -r;"
-"‘,‘-’"-'.;vwaltlng sald and did. S SRR . Pt

Les e ST

fléZ; Dev1se an "111ustratlon of the week" comoetltlon in- whlch the staff o

:,vl'_are asked to submlt samples of voe (vhatever teachlng polnt you want
Vn;,lllustrated) ‘

B

.123. Set up a notlce board for tralnees to keep up-toadate newspaper

_cllpplngs and 1tems of soc1al welfare 1nterest.

;124 Send students to a publlc place - a restaurant a rallvay statlon, etc. '
A:_Get them to select a small group or a famlly and w1thout reference to each ,,:
.. other urlte down what they observe.:f: Then get the students to examlne the

"‘two rerorts ‘for dlscrepanc1es and dlfferences of observatlon or 1nteroretat_oa.
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125. When you know the class well, one day when a student arrives a little
late, wait for him to sit down and then ask him politely to go out again,
knock at the door and then come in and go to his seat. Yhen this is done
ask the class why you asked him to do this. Iist all the reasons on the
. boards © Then explain that it was an experiment in observation. (Apologise
to the student for using him this way) and then get the group to describe the
differences of behaviour between the student's first entry and the second.
-.Point“out'the frames of reference that the students used in explaining the
aincidentAand'Show them how more information ("It is an experiment in observatin:”
_ changes the meaning of the situation although observably the situaion has. .
7f_not changed.
i'jf126§ Mary schools set "lorg essays", ndissertations" or research projects
1'”as an academlc exer01se for students.ﬁf,: Some ofihis’material ‘would lend ‘
'G{f'ltseTI for teachlng purposes.  However, it needs to be catalogued and - o
‘.fcla851f1ed by subgect matter, . summarlsed (this should be the student's o
f”respon51b111ty when submlttlng his work) annotated by the exqmlner (teaoher)
and the tltles and abstracrs c1rcu1ar1sed 1n a school Journal and the works .

kept avallable those ano w1sh to borrow them..‘ These materlals ‘and all

other llteraturu should be 1ncorporated 1n some 1nter-11brary loan system.f*ufi:

Agencles mlght well ask profes51onal schools to undertake 51nple research

for themvand to use the resu.tlng materlal for teachlng nuryoses.;_k~

'oULTURAL' L, iNFLUEN’CE'é

Throughout this paper, whether dlscu851ng the phllosophy and theory

of 1earn1ng, the role of the teacher, methods and materials or soc1al work

skllls, I have drawn on wrltlngs and thought heav11y welghted w1th western o ffi;

1nf1uences. _Q;gw;.;,,,.m.ui-;;:m:.v S .3;.¢“

5':lc8 Tt 1s an 1mportant task of this worksh0p to scrutlnlse what has veen o
ﬂf:offered and from the base of one's cwn culture make 1t over in apnrcPrlate ;ftihi

f;ways for use 1n the 51tuat10n in one's own country. ‘

-f{f 129.( Our own soc1al, cultural, economic and polltlcal condltlons w111

‘i'r:fdetermlne both the nature of our soc1a1 service practlce and our teachlnSe bfﬁﬁ.j

.b;130.ﬂ These culture-based 1nfluences need to be nade more exPllclt than they

are at present.ﬂ? ‘Information and experlence are requlred to know and

understand these influences and to work out the spe01flc skills to_;,_ f o

;f:accommodate them properly. Fundanentally only the practltloners and ':»_“7 |
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innovators in the Region can do these things and lead the way to a more

balanced and truly world-wide social work profession.

131. But there is a long way tc gOo. Participants in earlier Regional
gatherings have mentioned a number of matters which seem to differ widely

_with social work experience in the West.

‘-132. Here are a few of the matters mentioned:

-~ It is considered impolite to differ, particularly if the person
wlth whom one differs is of hlgher status. .
= A'normal response to a demand or opinion to whlch one is opposged
' would be silence, withdrawal from the situation or surface appearance of
agreemen+ ,
= One does nct compla Ln dlrectly but resorts to a person s sunerlo*s.

P 5‘;jjv ~f:‘n Aopeaser'“t of teacbers is common.

ks x1lence and resnect for elders is expected.

f‘bne does nct express one' s real thoughts, so maklng 1t dlfflcult

"for anovher to uluerstane the true’ 31tuét10n. ,y*fﬂ4

A"'- There ar:a very ey d dlfferenées 1n marltal and sexual statuses ‘f A

"*‘f - rnere ig a sen51t1v- ty to-criticism and a' variety of practices of -

,self—cr1t1c1sm.5

ﬁ- The Practlce of "savlns face" Prevalls"

Tt is true that cultural elements are used 1n a varlety of ways,

133,

ifdefenslvely and’ adaptlvely, and that matters like those mentloned above

are to be fOLnd in Western s001et1es. However, rarely 1s there the:u

ypowerfui relnforcement that makes these the ’normdl' attltudes and

behav1ours 1n the East. ) There are also not yet strong sub-cultureS'as

N

ex1st in the Uest with whlch a person can 1dent1fy end so medlate change° EEL

134 ThlS poses a real problem for the 5001a1 viork teqcher who is trylnp [

to adopt some of the methods and technlques derlved from Western

.d.; eﬁperlence. It also throws into serious questlon the valldlty of some f;fl

of the mast cherlsbed 1deas o; 5001a1 work.v

.(-

135. In theory one emphatlcally reSpects the culturally determlnedrA

‘ jelements 1n ‘human behav1oun. In practice, Whut klnd of accommodhtlon

can be made between tradltlonal attltudes and what we have been ST

~

. _}_‘

dlscu351ng° ;'jf- L e
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-nnovators in the Region can do these things and lead the way to a more

>alanced and truly world-wide social work professicn.

31, But there is a\long way to g0o. Participants in earlier Regional

satherings have ment1 ned a number of matters which seem to differ widely
ith social work experidence in the West.,

32+ Here are a few of the matters mentioned:
- It is considered im olite to differ, particularly if the person
/ith whom one differs is ozghdgher status. .

- A normal response to a\gemand or opinion to which one is opposed

iould be silence, withdrawal from\the situation or surface appearance of

'greemenf X

- One does ret compla Ln dlrectly but resorts to a person s sunnrlors.

_ Anpeasemznt: of teacbers is common.
.= Silence and resoect for ‘elders 1s expected. : .
‘i'fin bne does’ net express one's real oughts, uO maklng 1t dlfflcult
‘r'another to uLuerstand the true’ 81tuat1 ne i

- There arz2 very G0 J dlfferenées 1ﬁ\mar1tal and sexual statuses ;7*;

1 expectatlo“\

:~f-qv-qere rs a sen51t1v-ty to cr1t1c1sm anéﬁa.varlety of oractlces of .

alf—cr1t1c1sm. 3

It is true that cultural elements are used in

53 ‘varlety of ways, .
>fen51vely and adaptlvely and that matters llke thos' mentloned above ;;
e to be found 1n Wéstern 5001et1es.

0

)werful relnforcement that makes these the 'normal' attitpdes and.

'hav1ours in the East. - There are also not yet strong sug;cultures as

lst 1n the West, w1th whlch a person can 1dent1fy and so mediate change. e

4.

Thls poses a real problem for the s001al work teqcher whq 1s trylnp'
adopt some of the’ methods and technlques derlved from Western

perlence. ‘Tt also throws- 1nto serious questlon the valldlty o}\some

the most cherlsbed ’deas o; 5001a1 work.xj;5v;A A' _ ; _,f " \\

N T

. e D . Kjg
In theory one emphatlcally reSpects the culturally determlned A\

aments 1n human behav1our. In practlce, Whut klnd of accommodhtloﬁ\
1 be made between tradltlonal attltudes and what we have been

:cuss1ng°

However, rarelyxls there the :;pff7d'

ral'’
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136. There may be out-and-out incompatibilities, and unlike the Asian
tradition of accommodation, perhaps something will have to go. But what

exactly?

137. I have no specific answers or suggestions. It is for the members

" of the Workshop to consider and suggest lines of advance.

s ... - ILet us look at the idea of democratic participation which sits

.
. . '

“at the base of social work.
2. . Dr.-Nakamura from Japan héé feported:

o "Cu“ ncianism taught the Japanese not ratlonal 1mprovcment of,

’*buﬁi~nu;escenee in this workd. _ Thus Jqpunese custom often” demands
o wach po“"+eness and oubm1351veness to authorlty even when they

ffln distr' s" '

Ang iéééf;héféayéz?“

: n..the caSeworker has to become a klnd of educator of democratlc

1deas to. the cllent...as wéll as a technlcal helper.",j60

fhim in d01ng the rlght thlng...Slnce “the c11ent.o.comes from a

“"lower economic class, often a paternallstlc attltude imperceptibly

'i'develops...'Gl

T

_ ...dlscuSSlon method has certaln 11m1tat10ns too. The general
l:'talkatlveness of Amerlcan students adds to the success of the

”pdlscu851on method...Indlan students are more restrained and

R 62
. educatlon period. Suddenly they are exvosed to this mcthoc..." -

H‘:flnhlblted and they are not ‘used to this method during their 'llberal' : _f:
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138. It is true that both writers g on to champion the "democratic"
basis of social work and its teaching, and Dr. Banerjee descrites the
steps he takes to valuable discussion periods, but it is interesting to
note in the Report of the Working Group:

"Naturally prevailing Asian attitudes tc the learning situation
and the Asian concepts of the proper relationship between teacher and
taught are mt presented in texts designed primarily for Western consumption.
- The discussive, informal relationship betwecn.teacher and student does not
A Eji ;f{generally prevail ia this region, where the teacher is regarded as hhving 2

more didactic and authoritarian role. Also, the readiness of the Vestern

. student to challenge and debate his teacher'S‘contentions, a characteristic

~-which is encouraged throughout mcst of the Western child's. school experience,

~f is forelgn tc many Asians. Slmllarly, the Asian stucent is often not able

to offer: or recelve criticisms even though these may be’ constructlve in

._1ntent. Forelgn text books, for example offer no ~u1dance/to the .

: superV1sor s role in countrles ‘having a cultural cllmate where "face-sav1n~", B

- devices are prevalent and widely accepted.v SuperV1sors in this reslon have, jtli;
”therefore,‘somehow to be equlp}ed in such a way as w1ll ellclt from Qhe ‘

students that frankness whlch 1s so necessary to a fully co—operctlve
studcnt—superv1sor relatlenshlo."6?

lIt{iS?the “somehow tO‘be equipned"_which provides the[challenge;*‘lﬁi7'>

our'actual trad1t10na1 31tuat10ns° Such dlfflcultles 6em1nﬁ mure 1qfurm—

atlon - detalled 1nformat10n, please - before we con work out speclflc '

'suggestlons, recommendatlons and development?gechnlques.j»ﬁ-‘

o It mlght be worth mentlonlng here that one consultant has commented
r:.that. :;; ' o
“'fﬂ,"vaerty as ‘an observed cultural phenomenon in most as1an countrles

?f'ls str1k1n5 because of its perva51ve presence...Yet the hanﬁllnF of

- poverty...ln 351an case records is more strlklng in 1ts absence"

- 140. Once agaln, more information please. Fron teachers to practitioners
and practltloners to cllents, we must all say: "Help us to help you; tell
ngus and each other" - 1nformatlon and working experlences please. This is

the ‘raw materlal from which we can make apprec1able advanccs in the future. o o
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APPENDIX I

Definitions of Supervision

Virginia P. Robinson in 1936:

, "Superrision can be defined as an educational process in which a person
‘pwith certain equipment of knowledge and skill takes responsibility for traininggf:”
~a person with less equipment", She goes on-to. mention a supervisory :
AT time  structured process with a beginning, focus and ending and its
».utmllsaulon for the movement of a relationship process,' "The difference
‘.between ‘a succession of conference discussions' and a tlme~structured

R process is cruc1al" RN

- L_ﬁls'o'nf and ARyla‘nd_. in 1949;

R

_"Superv1s1on is a relatlonshlp between a superv1sor and workers, 1n whlcn

.thelsuperv1sor because of his knowledge and understandlng of hlmself, of other

:human belngs, of the ~agency functlon, and of the soc1al s1tuat10n, helps the ‘

-workers to perform thelr functlons and to co—operate 1n the accompllshment of

Athe purpose for whlch the agency 1s organlsed"

=Inmock and Trecker..gi:h;{
Superv151on is concelved as co—operatlve leadershlp and act1v1t1es f“f
:de51gned to 1mprove the quallty of experlence and the growth of learnlng 01 ;;7-

5partlclpants in an agency s programme. .5' Superv151on 1s a process of

fleadershlp 1n the formulatlon of educatlonal p011c1es and obaectlves,iln -

Fthe plannlng and evaluatlon of the programme,'ln the selectlon and tra:nlng e

BTN

“of the workers, and in communlty plannlng and organlsatlonV ﬁ?t“'”" o

f;chrinne H;.Wblfe:'{fff

Aniéf3i“”ﬁ, "Superv151on 1s admlnlstratlve leadershlp =a leadershlp whlch alme to'
N develop the 1nd1v1dua1 staff member s skill and knowledge and to dlrect

’“fact1v1t1es of the staff in such a way as to ‘bring about improvement in the

-_agency serv1ces glven to the cllent"
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A, Co Abrahamson

"Social work supervision is g .,eachlng and adpinistrative prooocrc nf
leadershlp which enables the social worker to access, plan and execute
adequately responsible services to clientele who require and receive

~ professional assistance from a social agency'e’
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