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ABSTRACT. 

The research proj ect involved an analysis of social work 

education and , training policies and programmes within a 

statuatory welfare agency in New Zealand (the Department 

of Social Welfare) . 
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A functionalist epistemology and methodology was used to 

examine the Department's inservice social work training 

policies and programmes. It is argued that ther e are 

four central elements to address in social work education 

and training: the theoretical base, the knowledg e base, 

skills training, and personal development. It is also 

argued· that social work education and training should be 

informed by empirical study of the nature of social work 

practice • . 

The thesis states that an ana lysis of inservice social 

work education and training policies and programmes 

would reveal that social work training within the Depart­

ment of Social Welfare is ·i reactive to issues of the day; 

comprised of a 'patchwork' of unco-ordinated elements; 

and is centred on meeting the needs of the agency, rather 

than systematically preparing social workers for practice. 

It was found that inservice social work training policies 

and programmes within the Department of Social Welfare 

were not based on an exp licit theoretical perspective, 

nor were they grounded in empi rical study of the natur e 

of social work practice. Further, the analysis indica­

ted that the four elements of social work education were 

unevenly covered on training courses and that theory and 

practice were not in tegrate d. These findings largely 

s upport the thesis. 
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INTRODUCTION. 

The aim of this thesis is to study a neglected facet 

of social work education: inservice training. In New 

Zealand this education occurs in two major settings: 

tertiary educational institutions, and welfare agencies. 

Whereas the role of the universities in social work 

education has been studied in some depth (Crockett 1977, 

Daniels 1980, University Grants Committee 1981), the 

nature of social work training within welfare agencies 

has remained largely unexamined. This thesis sets out 

to analyse social work education and training with New 

Zealand's largest welfare agency, the Department of 

Social Welfare. 

Inservice social work training has been an important 

feature in the preparation, and continuing education, 

of social workers in both the statutory and voluntary 

sectors. A small, though increasing, percentage of 

social workers in New Zealand have a professional social 

work qualification (less than 20%, reported by Rochford 

and Robb, 1981), but the majority rely on inservice 

training to meet their educational needs. This training 

has traditionally been the responsibility of welfare 

agencies, particularly the Department of Social Welfare 

which has a statutory responsibility to, 

"Provide for training of such persons as the 

Minister may direct (whether employed by agen­

cies of the Crown or by other organisations) 

to undertake social welfare activities." 

(Department of Social Welfare Act, 1971) 

In analysing social work education a series of issues 

or themes are evident. The first is the integration of 

theory and practice. It is argued that social work 

training policies and programmes should be structured 

l. 

by a theoretical framework. Without an adequate epistem­

ological base policy and programmes simply become reactive 



to issues of the day. This is particularly true 

in relation to curriculum development. Consequently, 

I have drawn on the work of Parsons, Siporin and 

Teare to provide an epistemological foundation for 

this thesis. It can be classified therefore as 

exemplifying the functionalist tradition. 

A second concern of this study is based on the 

belief that curriculum development and evaluation 

should be grounded in an empirical study of social 

work practice. Without this grounding, training pol­

icies and programmes are likely to be irrelevant to 

practitioners, and subject to transient fads and fash­

ions. Alternatively, where social work training pol­

icies and programmes are based on theory and grounded 

in practice they are more likely to be relevant, co­

ordinated, and systematically applicable to practice. 

A significa~component of the present research is the 

use of an empirical study of social work practice (a 

Job Analysis) as a means of informing curriculum 

planning decisions for social work education and train­

ing. This thesis is therefore grounded in social work 

practice through empirical investigation. 

Other themes and questions that are explored include: 

what knowledge, skills and values to be emphasised in 

developing training programmes? The place, if any, of 

personal development activities in training courses; 

professionalism in social work; the accreditation of 

social workers; what teaching methods, materials and 

media should be employed in training social workers? 

And the question of whether the preparation of social 

workers for practice should be a matter of 'education', 

'training' or should include aspects of both these 

learning processes. The ideologies of various appro­

aches to social work education are also briefly expl­

ored. 

2 • 



Chapters One and Two examine the epistemological found­

ations of this thesis. In Chapter One the basic ele­

ments of functionalism are laid out; and the work of 

Talcott Parsons is developed in some detail. The 

influence. of functionalist theory on social work prac­

tice theory, particularly through the work of Siporin, 

is also examined. Finally the relationship between 

functionalism and the Job Analysis methodology is out­

lined. 

The central elements of social work education are 

dis cussed in Chapter Two. The argu_emen ts for 'training' 

and for 'education' as preparation for social work 

practice are briefly discussed, and the major models of 

curriculum development, that may be used in developing 

social work education and training programmes, are 

considered. 

Chapter Three outlines the methodological issues invol­

ved in analysing social work training within the 

Department of Social Welfare. This chapter reports an 

analysis of social work training policy statements, on 

inservice training, from the Department and other 

agencies. Chapter Four analyses social work training 

programmes mounted by the Department of Social Welfare. 

In Chapter Five the nature of social work practice with­

in the Department is examined. This examination takes 

the form of a Job Analysis study using a functionalist 

theoretical orientation. The methodology and findings 

of the Job Analysis are discussed in detail. 

In the final chapter the thesis is recapitulated, and 

an alternative model for developing inservice social 

work training policy and programmes is outlined. 

3. 



CHAPTER 1. FUNCTIONALISM AND SOCIAL WORK THEORY. 

Functionalism(l) is one of the most significant social 

theories to be advanced whenever curriculum development 

in social work education is discussed. Its origins go 

back to before Sociology was established as a discipline. 

Early thinkers believed society was like (or indeed was) 

an organism whose parts were biologically interrelated. 

This tradition runs from Plato through to some of the 

recognised founders of modern Sociology: Compte, Spencer, 

and Durkheim. (Wells 1978:8) This thesis commence~ 

with a discussion of functionalism and its relationship 

to social work theory. 

Functionalism is based on several assumptions about the 

nature of society. The central focus of the function­

alist perspective is culture - the organised values, 

norms, and beliefs that pattern all of social life. 

4. 

For any society culture is seen as relatively permanent. 

It gives society its order. Traditionally, functionalism 

has investigated how the parts of a society function for 

the total society - that is, what their purpose (function) 

is in the overall system. 

The functionalist view is that each individual role, 

group and institution has a set task and position (their 

function) in society, and that we are all interdependent 

in the running of society. There is no simple assumption 

that if a thing exists it is good for society. Some 

functions are harmful (dysfunctions) others merely 

unintended or hard to perceive (latent functions). 

Society is seen as held together by common values which 

are institutionalised and controlled through the influ­

ence of education. 

Strasser (1981:190) has summarised the basic principles 

of functionalism as: 



"l. Societies are seen as systems of interdependent 

parts. 

2. A system is assumed to be self-maintaining 

and self-regulating, thus fundamentally in 

a state of equilibrium. 

a. The different social forces are viewed 

as parts of a more or less integrated 

whole and hence explained in relation 

to the integration of the system, that 

is, as more or less contributing to it. 

b. Social integration is achieved through 

value consensus, that is, through goals 

and principles which most members of a 

given social system agree on; this con­

sensus is implemented through the mech­

anisms of institutionalization, social­

ization, and social control. 

3. Accordingly, dysfunctions, strains and 

conflicts do exist, but they tend to 

resolve 'themselves' or become 'institution­

alized' in the long run. 

4. Social change is generally conceived as 

occurring in a gradual and adjustive manner 

through differentiation and adaption to 

extra-systemic pressures." 

These principles are exemplified in the work of Talcott 

Parsons. 

5. 



Parsons. 

Talcott Parsons(Z) (1951, 1956, 1966) has been a 

prolific and influential writer who has had a major 

impact on social work theory and education. His main 

task has been in developing an abstract conceptual 

scheme that applies to all societies and their evolu­

tion. His comprehensive theory has been referred to as 

a 'total' ( 3 ) theory. As the term is used here total 

theory denotes complex, comprehensive, wide ranging 

theories which provide a comprehensive approach to all 

aspects of society. Marxism is another classic example 

of such a theory. Total theory contrasts with more 

specific theories that deal with particular situations 

or problems. Such partial (or middle range) theories 

are developed to explain limited aspects of society. 

Parsons, though, was interested in theorising on the 

'grand scale'. 

He saw human action as anagologous to a biological 

system. Social action is the means through which a 

social system functions and maintains itself. He 

identified four 'levels' or systems of action, which 

are interlinked but which can be studied separately: 

the biological system, the personality system, the 

social system and the cultural system. Each system is 

provided by the other systems with an 'environment' 

within which it operates. 

Of particular interest to Parsons was how these systems 

maintained themselves and how they resolved the contra­

dictions that threatened their survival. He looked very 

closely at the social system, in which individuals face 

a series of choices about how to respond in different 

situations. In any situation, he found the choices are 

generally the same, and they provide a sort of 'pattern' 

to which the individual has to respond. Parsons called 

them 'pattern variables', and they provide a foundation 

6. 



for his sociological theories. There are four pattern 

variables: 

"l. Universalism/particularism: the individual 

has to decide whether to treat a situation 

as a general one, or as a very special one. 

2. Performance/quality: the individual treats 

a situation either in terms of what it does 

or achieves; or in terms of its own impor­

tance independent of its benefits to him. 

3. Affective neutrality/affinity: the individ­

ual either sets his feelings aside, or 

involves his affections in the situation. 

4. Specificity/diffuseness: the individual may 

have very precise relationships with people; 

or he may have more of a total relationship, 

and be involved as a whole person." 

(New Society, 1981:iii) 

Alongside these pattern variables, Parsons identified 

four 'functional prerequisites'. Any social system 

(whether a family, a large welfare organisation, or 

society at large) is seen as having two types of needs: 

it must maintain itself within its environment, and it 

must maintain its own internal form. If these needs 

are to be met the social system must carry out four 

functions (functional prerequisites) which are: 

"l. Adaption: the system has to adapt to the 

other systems in its environment: it does 

this by exchanging things it produces for 

those things it needs from the other 

systems. 

2. Goal-Attainment: the system has to have 

certain goals and objectives which it 

must strive to achieve. 

3. Pattern-maintenanc~: all systems must have 

an energy base, or reservoir of motivation, 

which powers the system and channels it 

towards specific actions. 

7. 



4. Integration: all systems have to guard 

against the imbalance which can occur in 

their constituent parts and avoid serious 

disturbances." (New Society, 1981:iii) 

Parsons added a further dimension to his functionalist 

paradigm. He suggested the systems of action were 

structured by four •structural categories': values, 

norms, collectivities, and roles. Values were seen as 

the primary connecting element between the social and 

cultural systems. Norms are primarily social, and 

regulate social processes and relationships. The 

collectivity is the category of intra-social structure. 

And role is conce rned with th e individual memb e rs' 

boundary be t wee n t he social s ys t em and t he ir p e r sonalit y 

syst e m. 

Th e s e four structural cat e gori e s we re furth e r r e lated 

to th e ge ne r a l fun c tional pa rad i gm: 

"Va lues take primacy in th e patte rn maint e n­

ance functioning of a s oc ial system. Norms 

are primarily inte grative ; they regulate the 

great variety of proce ss e s that contribute 

to the impl e mentation of patte rned value 

commitments. The primar y functioning of the 

collectivity concerns actual goal attainme nt 

on behalf of the social syst em. Where indiv­

iduals perform societally important functions, 

it is in their capa c it y as collectivity 

me mbers. Finally, the primary function of 

the role in the social system is adaptive. 

This is particularly clear in th e category 

of service, as the capacity to fulfil! valued 

rol e -performances is th e most basic generalised 

adaptive resource of any society, though it 

must be co-ordinated with cultural, organic 

and physical r e sources." (Parsons 1966:29) 

8. 



The final section of this quotation is particularly 

relevant to this thesis as social work falls into the 

category of 'service', Using the Parsonian framework, 

social work tasks and activities (manifest by individ­

ual workers' role-performances), can be seen as main­

taining the equilibrium of society. This equilibrium 

is maintained through the functions of Pattern Main­

tenance, Integration, Goal Attainment, and particularly 

Adaption for the personality and social systems of 

clients, whether individuals, groups or communitie~. 

9. 



Functionalism and Social Work Practice Theory. 

Numerous social work theorists (eg: Smalley 1967, 

Si p o r i n 1 9 7 5 , S h e a f o r 1 9 8 0 , Te a re 1 9 81 ) h a v e a d o'p t e d 

functionalist theory and used the central concerns of 

functionalism as part of their organising frameworks 

for middle range practice theory. Social work tasks 

and activities are seen as maintaining the equilibrium 

of society. Social Welfare and Social Work are societ­

ies' efforts to enhance social functioning, of groups 

and individuals, and to resolve social problems. 

Social problems can be seen as maladaptive or dysfunc­

tional. They are expressed as difficulties in social 

functioning of individuals and groups that are of 

serious concern to many members of society. Social 

functioning can be seen as adaptive, and is defined 

as the way individuals and groups behave in order to 

carry out life tasks and meet their needs.( 4 ) 

The work of Siporin provides a clear link between 

Parsons' Functionalism and Social Work Practice 

theory. (S) The Social Welfare system is referred to 

by Siporin as a 'Meta System', that is, a large social 

system that subsumes many 'subsystems'. He identified 

some of the subsystems of Social Welfare as: Social 

Services, Social Welfare Administration, Income Main­

tenance, Social Welfare Policy and Planning etc. Each 

subsystem has its own elements. Social Services for 
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example contains: Access Services (information, referral, 

advocacy), Therap ·eutic Services (Care, protection, 

control), and Developmental and Socialisation Services 

(day care, education and training). This analysis of 

Social Welfare as a series of interlocking systems is 

highly compatible with Parsons' functionalist perspec­

tive. 



Siporin suggests that the primary function of social 

work is to strengthen and maintain the Social Welfare 

system to meet basic human needs. Compare this with 

Parsons' notion, that any social system is seen as 

having two needs: to maintain itself within its envir­

onment, and to maintain its own internal form. The 

influence of Parsons on Siporin is obvious. 

Siporin (1975:34) developed a Task-Role Intervention 

model for social work practice that is a middle range 

theory based on the Parsonian functionalist perspective. 

This model is summarised in Figure 1.1 (over). Here it 

can be seen that social workers, individually and coll­

ectively, work within social institutions, in the dual 

capacity as agents of stability and agents of change. 

Their diverse tasks and roles help individuals and 

groups within the social system (society) to meet their 

social needs. 

In Siporin's model, Parsons' functional prerequisites 

are renamed 'system task functions'. Each of these 

system task functions result in specific outcomes, as 

for example with Adaption which results in viability, 

maturation and competence if the function is carried 

out successfully. Siporin links helping processes to 

these functions and outcomes. Education for example is 

capable of facilitating competence. Finally specific 

helping roles are involved in each helping process. In 

this respect Education may require the roles of teacher, 

guide, model etc. Siporin's list of helping roles (see 

Figure 1.1) reads like the job description for the ideal 

social worker. 

l l . 



FIGURE 1.1. Task-Role Intervention Model for Social Wo rk Practice with Individuals 

and Social Systems. 

System 
Task Functions 

1. Adaption. 

2. Integration. 

3. Pattern 
Maintenance. 

4. Goal 
Attainment. 

Outcomes 

Viability, Maturation 
Competence. 

Integrity, solidarity, 
Interdependence 

Autonomy, stability, 
identity repair. 

Productivity, self­
realisation, creativity. 

Helpi.!:!..9. Processes 

Education, sociali s ation, 
structure building . 

Relation2l: commun i on, 
inclusio,,, mutual a id. 

Helping Roles 

Social parent, socialiser, 
teacher, guide, model, social 
reformer, planner, researcher. 

Social parent, supporter, 
protector, mediator, advocate, 
community organiser, social 
conscience. 

Rehabilitation, th e rapy, Rehabilitator, therapist, 
correction; certif i cation.healer, restorer, care giver, 

confessor, guru, social cont­
roller, regulator, certifier. 

Problem-solving, c r isis 
and conflict resol ution. 

Counsellor, adviser, enabler, 
expert problem-solver, broker, 
referrer, resource person, 
co-o~dinator, administrator, 
work manager, consultant. 
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Central to Siporin's model of social work practice is 

the concept of resources. He suggests that effective 

social functioning depends on a balance of resources. 

A resource is defined as any valuable thing that can 

13. 

be used to meet a need or resolve a problem. A resource 

may be: human or non-human, official or unofficial, 

internal or external. Resources are means and facili-

ties for the accomplishment of life tasks and goals. 

In order to provide social work services effectively, 

social workers ne ed to have knowledge about the whol e 

area of social resources, and skill in assisting people 

with regard to them. Social welfare agencies can be 

seen as banks of essential resources needed by people 

in society. Further, resources are finite, and a social 

worker acts as a broker between the people and the 

resources. 

Access to resources is seen as a citizens right. Help-

ing interventions in social work may be understood as 

influential actions through which resources are request­

ed, introduced, mobilised ~ utilised, interchanged, 

denied, or withdrawn. Social work is primarily dedi­

cated to programmes to preserve and strengthen human 

resources, and the social worker mediates between 

people in need and the resources of the social systems. 

According to Siporin's model, social problems arise 

when social conditions are such that there is difficulty 

in meeting human needs; a dysfunction is apparent. 

Social Welfare and Social Work are society's response 

to these dysfunctions. In this way social work is both 

preventative (in maintaining social functioning through 

developmental services and income maintenance) and 

rehabilitative (by working on social problems through 

therapeutic and access services and by social action). 



Siporin has operationalised the general abstract 

concepts of Parsons' scheme in to a concrete middle 

range practice theory. He has taken Parsons' scheme 

step-by-step from the abstract down to the concrete, 

connecting abstract concepts with roles that social 

workers perform. He has, in fact, attempted to use 

theory to inform practice and to provide practitioners 

with an organising framework within the functionalist 

tradition. 

14. 



Empirical Studies of Social Work Practice. 

The work of Teare( 6 ) (1981) and Sheafor(]) (1982) 

provide an empirical analysis of the tasks and skills 

involved in social work practice. These studies 

utilise a functionalist theoretical framework, but 

unlike Siporin, they have studied social work practice 

inductively, moving from practice to theory. These 

studies have been used to inform curriculum development 

decisions (Sheafor 1982) and to validate educational 

qualifications for social work positions (Teare, see 

N.A.S.W. 1981). 

Teare has made several studies of the tasks social 

workers perform. His preferred methodology is a Job 

Analysis. 

"Basically a Job Analysis may be defined as 

the process wherein tasks performed by work­

ers and employed in a particular job are ident­

ified and verified." (Finch and Crunkilton 

1979:121) 

There are a range of Job Analysis methods. Perhaps 

the simplest distinction is between analyses that 

generate worker-orientated information, and analyses 

that generate work-orientated information. The former 

would result in a listing of abstract worker charac­

teristics or attributes; the latter in a description of 

observable tasks, duties, and activities that are 

performed on the job. Teare has focussed on the work­

orientated Job Analysis method because it is specific 

with respect to job content and it is able to identify 

critical or important job activities. (N.A.S.W. 1981:6) 

15. 

In 1968 the United States Department of Health Education 

and Welfare began a national study of workers in social 

welfare and rehabilitation. Teare was involved in this 

study, and subsequent studies through to 1981. His 

task was to field test data collection instruments and 
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methodology. One of the instruments developed was a 

distant ancestor of the Job Analysis Questionnaire. 

(J.A.Q.) that was used to generate data for this thesis. 

The first step in developing the J.A.Q. was to compile 

a bank of task data that would describe the work activ­

ities of social workers in a range of different practice 

settings. A stratified sample of 747 workers (from a 

total of 14,500 employees) from welfare agencies in the 

state of Florida was chosen. These workers were asked 

to compile a five day work diary about the work they 

performed. Respondents used a standard format to 

describe each task, to indicate its duration, and to 

specify its frequency. 

This generated some 30,000 specific task statements. 

These statements were screenid by experienced workers 

and statements that described the same task, despite 

differences in client and setting, were grouped together. 

These tasks were further refined and synthesised into 

358 Representative Task Descriptions (R.T.D.). 

The 358 tasks, which came to be called the Florida 

Task Bank (F.T.B.), still had to be organised in some 

way. Teare used a series of 'functional roles' he had 

developed in a previous project (Teare and McPheeters 

1970) as an organising framework. This project had 

been undertaken under the auspices of the Southern 

Regional Education Board, of the State of Georgia, in 

Atlanta. (The S.R.E.B. Project). The S.R.E.B. Project 

included a series of symposia and workshops, for social 

service workers in the south-east. The results of 

this project were summaried by Teare and McPheeters as 

a listing of Social Welfare goals, objectives and the 

roles workers perform. (see over) 



"Basic Social Welfare Goals 

1. Promotion of positive social functioning: 

activities that are directed toward client 

systerrs functioning at a level of well-being. 

These interventions are designed to enhance 

self- or community-actualisation. Problem 

prevention is a by-product of these activ­

ities. 

2. Prevention: intervention that takes place 

at the risk stage of problem development. 

It is aimed at removing obstacles or barr­

iers to need fulfillment. 

3. Treatment: activities that occur at the 

problem or crisis stage in which the pri­

mary objective is the elimination of the 

acute difficulties being experienced by 

the client system. 

4. Maintenance: activities that are directed 

toward client systems no longer able to 

cope with problems. These interventions 

are usually continuous activities and are 

often required for long periods of time." 

(Teare, 1981:15) 

"Intermediate Social Welfare Objectives. 

l. Detection: identification . of individuals, 

groups or structures that are experienc­

ing crises or are at risk, and identific­

ation of conditions in the environment 

that are causing problems or increasing 

risks. 

2. Linkage: physical connection of a client 

system with existing sources of help or 

connection of elements of the service 

delivery system with one another. 

3. Advocacy: active removal of obstacles or 

barriers that prevent people from exerci­

sing rights, receiving benefits, or using 
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needed resources. 

4. Mobilisation: the assembling and energising 

of new or exiiting groups, resources, 

organisations, or structures to deal with 

problems or to prevent them from occuring. 

5. Instruction: conveying information and 

knowledge, increasing awarene~s, and 

developing skills of others. 

6. Behaviour change: bringing about modifi­

cation in behaviour, attitudes, values 

and perceptions of various client systems. 

7. Information processing: collection, classi­

fication, and analysis of data (about clients, 

organisations, communities) within a social 

welfare context. 

8~ Administration: planning, direction, control, 

and evaluation of a facility, organisation, 

programme or service unit. 

9. Continuing care: provision of ongoing treat­

ment and support on an extended basis. These 

activities can be carried out in institution­

al, community or home settings." 

1.8. 

(Teare, 1981:15-16) 

These goals and objectives, summarised in the quotations 

above, were seen as the centres of gravity of Social 

Welfare activity from which specific interventions and 

tasks could be developed. The parallels between these 

goals, objectives and roles and Siporin's Task-Role 

Intervention Model (refer to Figure 1.1) are many and 

obvious. For example, the movement from abstract goals 

to concrete roles in Teare, compares with Siporin's 

move from System Task Functions to Helping Roles. 

Further the S.R.E.B. basic Social Welfare goals appear 

to closely parallel Parsons' functional prerequisites. 



Throughout his summary of the S.R.E.B. Project, Teare 

(1981:10-17) utilises functionalist terminology and 

concepts. For example: 

" ••• Domains of Living. They represent the 

different spheres of human existence in which 

individuals, groups, and social institutions 

attempt to function." (1981:13) 

Teare's term 'domains of living' is similar to Parsons' 

concept of 'the human action system', comprised of the 

biological, personality, social and cultural systems, 

in which individual~ and collectivities function. 

Another quotation from Teare reinforces the comparison 

and his theoretical debt to functionalism. 

"When service workers deal with social 

problems, they attempt to maintain or 

alter the state of functioning of target 

groups (that is, clients, groups, organ­

isations, or communities) in one or more 

domains of living by dealing with or over­

coming various obstacles to functioning." 

(1981:12) 

The report of the S.R.E.B. Project indicated that the 

S.R.E.B. model for social work grew out of the symposia 

and workshops, and was crystalised by Teare and 

McPheeters (1970). This model is clearly in the func­

tionalist tradition. 

The S.R.E.B. model was used as an organising framework 

for the 358 tasks from the F.T.B. Panels of experts 

(Social Service workers) took each R.T.D. and assigned 

it to one of the eleven 'functional roles'. Within the 

eleven roles a number of specific sub-categories or 

substantive areas were identified (21 in all). (The 

functional roles, substantive areas and the number of 

tasks assigned to each is depicted in Table 1.2.) When 

complete the Florida Task Bank consisted of 358 care­

fully written task statements set into an organising 

framework based on a functionalist theoretical perspec­

tive. 
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TABLE 1.2 Content Areas of the Florida Task Bank. 

Role. 

Broker 

Consumer Advocate 

Activator 

Systems Advocate 

Counsel or 

Consultant 

Rehabilitator 

Care Giver 

Client Programmer 

Substantive Area. 

Arranging services 

Advocating for 
individuals 

Developing resources 
and support 

Generating support 
for change 

Guiding/advising 
consumers 

Coaching/training 
consumers 

Training staff/lay 

Number 
of Tasks. 

·_ 13 

2 

6 

l 

17 

26 

persons 15 
Exchan g in g kn ow ledge 

with collegues 4 

Providing behaviour 
treatment 

Regulating activities 
Providing physical/ 

medical assist. 
Providing daily living 

care 

Collecting/recording 
consumer information 

Planning/organising 

10 

12 

10 

33 

23 

services 15 
Evaluating/processing 

consumer information 14 

Systems Researcher Collecting/organising/ 
reporting operational 
information 15 

Administrator Co-ordinating 27 
Planning 11 
Managing personnel 33 
Monitoring procedures 27 
Carrying out support 

activities 44 

Total 358 

Note. Material has been paraphrased and abbreviated 
to facilitate presentation. 
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This framework was based on a logical organisation of 

content, and lacked the empirical rigour that was to 

come from Teare's ongoing work. Teare developed the 

first version of the Job Analysis Questionnaire (J.A.Q.) 

by drawing heavily on the task descriptions he had 

researched for the F.T.B. This first version was used 

to collect data about social work practice for the 

Alabama Department of Pensions and Security (D.P.S.). 

After this study Teare set about refining the J.A.Q. 

To do this Teare used an hierarchical grouping procedure 

(Ward and Hook, 1963) to group 77 tasks into 12 task 

clusters. A profile of each task statement was constr­

ucted, using the standard scores of the 661 respondents 

to the D.P~S. survey. The profiles were then compared 

with each other using the error criterion procedure 

(Teare 1981:36-37) and the tasks were recombined into 

homogeneous clusters. Each cluster consisted of items 

that were highly correlated across the sample of workers. 

"Since these clusters were composites of a 

number of tasks, they were much more stable 

than any single task and thus a better veh­

icle for describing the similarities and 

differences among responents and their jobs." 

(1981:37) 

A series of revisions of the J.A.Q. were made by Teare, 

and the early instrument was refined and enlarged to 

comprise 136 tasks organised into 23 task clusters. It 

was this form of the J.A.Q. that was used by the National 

Association of Social Workers for its National Classifi­

cation Validation project (N.A.S.W., 1981). 

Professor Bradford Sheafor, Colorado State University, 

was a Curriculum Consultant to the N.A.S.W. project. 

In 1982 he was a Fulbright Visiting Professor to the 

Social Work Unit, Sociology Department, Massey University. 

During his visit Professor Sheafor conducted a curriculum 

development exercise utilising the methodology developed 



by the N.A.S.W. for its National Classification Valid7 

ation project. This involved a Job Analysis and a 

Curriculum Analysis. It is the Job Analysis, which 

used the J.A.Q., that is of particular interest to this 

thesis and is reported in detail in Chapter 5. 
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NOTES. 

1. Functionalism is also referred to as Structural­

Functionalism or Systems Theory by some writers 

(Wells 1978:10). The terms Consensus theory or 

Equilibrium theory are also used. The functional­

ist tradition encompasses a range of 'schools', 

Wells (1978:7 -45) provides a good introduction. 

Parsons (1951, 1956, 1966) is the dominant theorist. 

Other significant figures include Merton (1957), 

and more recently the 'systems' theorists, espec­

ially Buckley (1967). Major critics of function­

alism include: Homans (1964), Cohen (1968), and 

Gouldner (1970). Their major criticism of function­

alism (especially of Parsons) is about its conser­

vatism. Particular points they raise are: the lack 

of attention paid to conflict and change; the almost 

complete lack of reference to Freud and Marx; and 

functionalisms remoteness from the real world of 

action. Despite these criticisms, functionalism is 

still a major force in Sociology, and a potent 

influence on Social Work theory and practice. 

2. The Social System (1951), was Parsons' first major 

attempt to spell out a functionalist theoretical 

framework. An introduction to Parsons can be found 

in Wells A. (Ed.),(1978). 

3. See also: 'Talcott Parsons 1902-1979.' New Society 

(1981). 

4. Summarise·d from Siporin M., (1975) pp. 30-38. 

5. Practice theory represents the models of interven­

tion that have been created by social workers for 

their own use, they are unique to social work 

practice and represent the disciplines own theoret­

ical growth. Theory for practice represents the 



wide range of theory that social work practitioners 

use which are derived from the physical, psycholog­

ical and social-sciences. Specific concepts are 

drawn from their primary disciplines of Sociology, 

Psychology, Philosophy, Political Science etc. and 

are then translated for application in typical 

Social Work situations. (Baker 1980) There is a 

constant interplay between theory for practice and 

practice theory. 

6. Teare has written in detail about the development 

of Job Analysis as a methodology for investigating 

social work practice. The major reference is: 
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Teare , R., Social Work Practice in a Public Welfare 

Setting: An Empirical Analysis, (1981). The major 

application of this methodology is reported in: 

Teare, R., Gauthier, T., and Field, H., The National 

Classification Validation Project, N.A.S.W., (1981). 

A 'draft' copy of the final report of this project 

was given to me by ~£~f. Sheafor. This is the only 

copy in New Zealand. I have drawn on this, and 

Teare's book in particular throughout this chapter. 

7. Sheafor S., Social Work Practice in New Zealand: 

An Analysis For Education and Training Curriculum 

Development, Massey 1982. This is the major written 

report by Prof. Sheafor of his work in New Zealand. 

An article reporting on this study is forthcoming in 

the Journal of Education for Social Work. 



CHAPTER 2. SOCIAL WORK EDUCATION AND TRAINING. 

The goal of social work education and training, from a 

functionalist viewpoint, is to prepare social workers 

to perform their tasks and roles effectively within a 

welfare agency. Through the performance of these 

tasks and roles they will enhance the social functioning 

of their clients and help to resolve social problems. 

What then are the central elements of social work educa­

tion and training? 

Smalley (1967:303) suggests that there are four central 

elements: firstly, social work education needs to have 

a consistent theoretical base underlying it, grounded 
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in practice and based on principles derived from practice; 

secondly, a knowledge base, appropriate to established 

method(s) of social work practice is required; thirdly, 

there should be skills practice in the use of social 

work practice methods, through the application of prin­

ciples of practice; fourthly, there should be opportun­

ities for personal development that allows workers to 

use their own uniqueness as part of ari a~ency staff or 

operational 'whole'. 

The Theoretical Base. 

There are a range of middle range practice theories, in 

the functionalist tradition, evident in the social work 

literature (Smalley 1967, Siporin 1975, Middleman and 

Goldberg 1978, Sheafor and Morales 1981). But it app­

ears that few social work educators and trainers, and 

even fewer practitioners, are trying to use practice 

theories. Bartlett (1970) suggested that some social 

workers are fearful that theoretical models are too 

controlling, but she also identified the positive 

aspects. 

"Perspectives and frames of reference are 

positive devices for more effective thinking. 



They give professions their distinctiveness; 

they identify what is characteristic and thus 

give the practitioner security; they describe 

what is common so that thinking can converge; 

they are essential for effective communication 

which requires that people be in the same 

universe of discourse; they are essential for 

cumulative thinking and theory building." 

(1970:206) 

Other social workers condem 'theories' as having little 

relevance to everyday problems, and do not experience 

themselves as working according to a theory. However 

that they are without any theoretical guidelines in 

their work is subject to doubt. It is highly probable 

that most social workers have implicit theoretical 

notions of which they may not be aware. A careful 

examination of social workers' behaviour and work will 

often reveal the assumptions behind it. As Stefflre 

(1965) noted: 

"The real question then is not whether we 

shall operate from theory, since we have no 

choice in the matter, but rather what theories 

we shall use and how we should use theories." 

(1965:3) 

Implicit in this statement is the assumption that it is 

desirable for social workers to be aware of their theo­

retical points of view. 
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A theory, like any scientific tool, has little intrinsic 

value. The value can only be assessed by the use the 

theory can be put to. If a social worker finds no 

practical assistance from a theory then it is of no 

value. On the other hand, a worker who understands 

how to put a theory to a constructive use has a tool 

that will provide practical assistance and benefits 

both for the worker and to the clients they serve. 
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A theory can help the worker to understand the behaviour 

of clients (whether individuals, groups, families or 

communities), by describing, interpreting, and predic-

t i n g be h a v i o u r • I t a 1 s o p r o v :k:Le _s a b a s e f o r t h e or g an -

isation of knowledge. From this understanding possible 

goals and changes can be made, based on the proposed 

direction of work and on the understandings of the 

client or .client group. With these perspectives the 

worker is in a better position to judge the possible 

impact of selected interventions. The appropriateness 

of interventions can be assessed against an hypothesis . 

derived from the workers' theoretical orientation. 

Hence a theory is used to suggest possible objectives, 

and how those objectives may be achieved. Further, 

outcomes can be evaluated and understood in a systematic 

way on the basis of theory. 

A theory is a useful tool for the worker to understand 

the broader social, economic and political issues that 

surround, and at times may engulf, both the worker and 

client. Feelings of uncertainty, confusion and power­

lessness can be reduced by the worker who has a frame­

work to explore, "What would I do if .••. ?" questions 

to experiences not yet met. 

Another constructive use of a theory is action research. 

This research can be based on the workers' own observa­

tions, grounded in their theoretical perspective, and 

can add to the knowledge base of social work. As 

workers continue to integrate experiences into the 

theoretical orientation they adopt, alternative strat­

egies for new situations can be tested, adapted, inte­

grated, or rejected. This process can increase a sense 

of competence and reduce anxiety over the ambiguity and 

unexpectedness that is part of the nature of social work. 



It would be naive to assume that a theory will always 

be used constructively. Theories do not act; workers 

do, and they can readily misuse the same tool that 

yields the benefits noted above. Some of the possible 

misuses of a theory will now be briefly examined. 

Firstly, there is the problem of reification. A worker 

can become a 'slave' to a theory, accepting notions 

from it as truth. This pushes a theory beyond its 

limitations, a theory is a guide to understanding not 

a fact. A worker who uncritically accepts a theory 

becomes at least ineffective, at worst destructive. 
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A second misuse is wh e n a worker uses a theory to und e r­

stand a client but then formulates the direction the 

client 'should' proceed according to 'theory'. This 

mi s use may be compounded when the client does not 

respond as predicted, and the worker continues dogmat­

ically 'according to theory', not according to the 

reality of the client. A rigid theoretical position 

may result in a failure to understand the uniqueness 

of individuals. 

A third misuse, is when the worker discovers a theory, 

treats it as 'the way', and then attempts to convince 

collegues of its 'truth'. Such prostelizing is seldom 

helpful. The realisation that other theories have their 

own validity is a step towards mature theorising. 

Though workers may share an identical theoretical orien­

tation, it is suggested that each workers' application 

of theory is a personal statement reflecting unique 

experiences. 

The choice and use of a theoretical base for social work 

practice, education, and training is seen as critical, . 

for it is from this base that decisions about knowledge, 

skills and other curriculum issues are made. 



The Knowledge Base. 

The ~nowledge base underpinning social work education 

and training is derived from social works own developing 

practice theory and selected key concepts reformulated 

for use in typical social work situations. 

Smalley (1967:288) identified four areas of knowledge 
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that social work education and training will necessarily 

be concerned with. The first area was the 'terrain', or 

context within which social work is practiced; that is, 

the welfare programmes and operations, social legislation 

and policy, and the relationship of each of these to the 

socio-economic scene within which social work operates. 

This would translate, in functionalist terms, to an under­

standing of the social systems, and sub-systems, and the 

environment of social work. 

The second area Smalley identified was human growth, 

human behaviour, and the way individuals use and are 

affected by the environment and social provesses, and 

in turn effect that environment and those processes. 

This area of knowledge again refers to the social system 

but it also encompasses an understanding of the personal­

ities of individuals in the social system. 

The third area includes an understanding of the processes 

of scientific enquiry that allow workers to examine and 

work on social problems, welfare organisation, and social 

work practice in an informed manner. 

The fourth area is that of the basic principles of social 

work methods, their similarities and differences. 

Social work knowledge is knowledge about the human action 

systems, how they work and how they change. The social 

worker is particularly interested in the social systems 

and the personality system of their client or client 



groups. In order to provide social work services effec­

tively, social workers need to have knowledge about 

resources, and skill in assisting people with regard to 

them. The social worker needs to know how to go about 

30. 

providing material resources (eg, social welfare bene­

fits); how to facilitate the development . of inner resour­

ces (eg, the development of self esteem within a client); 

and how to develop community resources (eg. the develop­

ment of a community action programme). This knowledge 

may not necessarily be the preserve of each social worker 

b u t ma y b e s h are d am on g an age n c y ' t e am ' • The re s o u r c e 

of knowledge should, in the functionalist view, be freely 

available to all individuals and groups in society. 

The ' terrain ' , or context , of social work activit y 

changes as the issues and problems in society change. 

Social work knowledge needs to adapt to these changes. 

Toffler (1970, 1980) and other social commentators have 

raised the issue of accelerated change and the vast 

increase of information. Brennen (1978:26), in response 

to the 'knowledge explosion', suggests social work curr­

iculum materials should be chosen for their relevance, 

flexibility, and durability. 

The functionalist position, on social work knowledge, 

favours understanding the social and personality systems 

of client and client groups; the processes of scientific 

enquiry; and the basic principles of social work methods. 

These broad understandings enable the social worker to 

come to terms with the rapidly changing context of social 

work practice. 

The Skill Base. 

Traditionally the functionalist approach to social work 

skills has led to a 'methods' approach to social work 

practice. Smalley (1967:177-268) originated the methods 

approach, and gave a detailed ac~ount of how social work 
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methods could be applied to casework, group work, and 

community organisation. She was the leader of the 

methods approach which has recently come under criticism. 

Baker (1980:31) has warned of the danger of social work 

methods becoming ends in themselves, resulting in 

'method fetishism'. He also suggested the method appr­

oach led to specialisation, and fragmentation within 

social work and the compartmentalisation of problems. 

Despite the criticisms of the methods approach, which is 

characterised by the application of principles of prac­

tice, skill is still a central concern for social work 

education and training. Social work educators have 

moved on from Smalley. Middleman and Goldberg (1974), 

Siporin (1975), and Baker (1980), have argued that there 

is a common base of skills for social workers, and that 

these skills can be applied to different settings. 

Middleman and Goldberg (1974:45) identified thirty-six 

discrete skills which they organised into six groups 

based on the time phases or work. Particular skills were 

linked to specific phases of an interview, for example 

at the beginning of an interview, the worker would aim 

to 'set the stage' by arranging the physical setting 

and positioning him or herself to help communication 

with the client. 

Baker (1980:30) suggested that the common skills for 

social workers were: listening, observing, interacting, 

assessing, planning, focussed intervening, recording, 

and re-evaluating. Siporin (1975:163) developed a simi­

lar scheme based on the skills of: engagement, intake, 

assessment, planning, intervention, evaluation and term­

ination. 

Though each of these attempts to organise the skills of 

social work practice have resulted in a slightly diff­

erent listing of skills, they have a common character­

istic in that they systematically organise social work 



tasks and activities into a series of skills that can 

be taught, practiced, performed and assessed. Skills 

training, based on the principles of practice and infor­

med by current knowledge, is characteristic of the func­

tionalist approach to social work education and train-

ing.(l) 

Personal Development. 

Social work is by its very nature a highly personal 

activity. Indeed, Brandon (1976:48) argues that, 

"Compassion lies at the heart of all helping." 

How can education and training help a trainee become 

the kind of person capable of functioning effectively 

as a social worker? Does a welfare agency have a role 

in promoting personal development? 
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The issue of personal development has presented great 

problems for social work educators. Some have resolved 

the problem by ignoring it, or by saying that it is a 

'personal' matter. Others have provided 'growth' or en­

counter experiences as part of their social work training 

programmes. 

The functionalist position on this issue is an active 

one. Workers are encouraged to become creative within 

a pattern, to achieve and continue their own develop­

ment as. a unique person, but discipline themselves to 

use their uniqueness within an institutionalised pro­

fession. This requires them to learn to function and 

contribute as part of an agency staff or operational 

'whole'. Further it asks that each worker is to achieve 

what is necessary, in their own growth, in order that 

they may consistently, compassionately, and generously 

put themselves at the service of their clients, through 

the use of relationship skills and personal involvement. 

Within the functionalist perspective, personal develop­

ment is encouraged as an integral part of social work 



education, and is not divorced from the acquisition of 

knowledge or the development of skills. 
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Education v. Training, the Functionalist position. 

The terms 'education' and 'training' are central to any 

discussion of the preparation of social workers for 

practice. Frequently these terms are used interchangably 

or inaccurately, which has led to some confusion in the 

literature. Education and training can be seen as two 

discrete learning processes. R.S. Peters (1970:34) 

suggests 'training' refers to learning processes which 

result in competence in a limited skill or mode of 

thinking. 'Training' involves the acquisition of skills 

to be learned for a specific end. 'Education' on the 

other hand suggests a linkage with a wide system of 

beliefs. In 'education' students not only acquire know­

ledge, skills, and ways of behaving but acquire these 

in a way which involves understanding and evaluating the 

rationale underlying the knowledg~ skills, and ways of 

behaving. 'Education' thus involves the development of 

a 'critical edge' to the minds of workers. 

Crockett (1977) uses the terms training and education 

synonymously throughout his study of social work educa­

tion in New Zealand. On a professional social work 

course, he suggests: 

"The twin processes of education and training 

are seen as interwoven and, for practical 

purposes, indistinguishable." (1977:vi) 

Pilalis (1982:25-28) suggests the processes of education 

and training are linked to alternative educational ideo­

logies. Training is favoured by conservative ideologies 

as a preparation for social work, and education is the 

goal of liberal and critical-libertarian ideologies. 

The functionalist position on the 'training v. education' 

debate is clear. The preparation of social workers for 

practice requires not only the acquisition of skills for 

a specific end but an understanding and evaluation of 

the wider social systems involved. Smalley's (1967) 



emphasis on the four central elements of social work 

education (knowledge, skills, personal development, and 

a theory) clearly places the functionalist position in 

favour of a broad social work education for the prepar­

ation of social workers for practice. 

It will be argued throughout this thesis that the sep­

aration of training and education is a false one, and 
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that the preparation of social workers, whether inservice 

or otherwise, needs to integrate these learning processes. 

Learning activities may have a 'training' or 'education' 

emphasis but it is not consistent with the functionalist 

perspective to have 'training' without 'education' or 

'education' without 'training'. 



Curriculum Development for Social Work Education and 

Training. 

The literature of Curriculum Development, a specialism 

within the discipline of Education, provides a basis 

for understanding and classifying the processes that 

may ~e used to develop social work training and educa­

tion programmes. 

Whilst there is no general theory, acceptable to all 

curriculum specialist, there is a consensus concerning 

the generic components of curriculum construction. 

There is agreement that, in one form or other, curricu­

lum development includes: identification of educational 

goals and objectives; se l ect ion and organisation of 

content, learning activities, and teaching processes; 

and evaluation of stu dent outcomes and the effectiveness 

of the design process (s ee Gay 1980:120-121). What app­

roach should be taken to accomplish these tasks is open 

to debate. 
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Gay (1980) id e ntifies four discernable models fo r concep­

tualising the curriculum planning process. 

1. The Academic Model which is based on academic rational­

ity and theoretical logic. The curriculum special­

ist makes unilateral decisions about curricula, and a 

value is placed on the 'experts' intellectual skills 

and objectivity to make these decisions. This app­

roach tends to lead to discipline or subject centred 

instructional designs. Tyler (1949), Phenix (1962), 

and Parker and Rubin (1966) are exemplars of this 

model. 

2. The Experiential Model is subjective, personalistic, 

heuristic, and transactional. It favours a learner­

centred, activity-orientated approach to t eac hing 

and learning. A high value is placed on finding per­

sonal meaning from educational experiences. Self­

directed, self-paced , unstru ct ured and personalised 
·--·---LOO --- - • 
inst ruction a l des igns are favoured. Rogers (1 954 ), 



Bettelheim (1969), and Foshay (1975) have ench 

contributed to this approach. 

3. The Technical Model seeks to maximise educational 

progres~ proficiency and performance through the 

principles of scientific management and production 

operating in industry. The basis for sound curric­

ulum decision making is the logic of systems­

analysis, empiricism, scientific objectivity and 

managerial efficiency. Typical instructional pro­

grammes would include programmed learning and com­

petency based packages or C.R.I. (Criterion Refer­

enced Instruction) programmes. (As used on the 

clerical training programmes in the Department of 

Social Welfare.) Theorists include: Bobbitt (1918), 

Thompson (1971) and Gagne (1974). 
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4. The Pragmatic Model perceives instructional planning 

as a particularistic, localised process that is 

specific to the socio-political milieu of the con­

text in which it occurs. Of particular interest is 

the informal political negotiations, power alloca­

tions and consensus building that takes place among 

different interest groups. Curriculum changes are 

made through small incremental moves on a particular 

problem rather than through comprehensive reform. 

In many ways this model can be seen more as an imple­

mentation process rather than a design model. 

Exponents of the pragmatic approach include: Walker 

(1971), Jennings (1972) and Della-Dora (1976). 

These four models form the 'mainstream' of curriculum 

development theory. Among other models, one in particular 

has implications for social work education and training. 

This model is based on the work of Paulo Friere (see 

Brigham 1977 and Shirley 1982) and is a Cultural Action 

model. 



The Cultural Action Model is not a matter of techniques 

or methods but ra~her a whole stance, a matter of basic 

relationship. The approach is based on the following 

elements: 

"l. Learners are subjects, not objects. 

2. The traditional vertical teacher-student 

pattern needs to be changed to a horiz­

ontal dialogu e about a world to be trans­

formed, a world in which people create 

their own reality. 

3. It is necessary to try to achieve a unity 

of theory and practice. 

4. Education is not, cannot be neutral. 

5. Content and process are and ought to be 

strongly related." (Brigham 1 977 :7) 
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Friere has influenced s ocial work practice and education, 

particularly radical practice . Leonard (1975) argues 

that the Cultur a l Action Model of Friere, 

" •.• is an educational process which is designed 

to develop praxis, critical reflection on real­

ity and subs equent action upon it." (Leonard 

1975:54) 

Social work students, following a Cultural Action Model, 

would live their experience with the 'oppressed' and, in 

dialogical action with a group, develop goals_ and plans 

of action. 

"The overall objective (of the Cultural 

Action Model) is to conscientize the disad­

vantaged sectors of society so that their 

dignity, liberty and freedom is enhanced. 

There is no rigid theoretical framework of 

operation because theory is constantly modi­

fied and enriched through action, but the 

ultimate objective is a society based on 

principles of equity and social justice." 

(Shirley 1982:7) 
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Gay (1980:121) suggested that any single conceptual model 

was rarely used to guide curriculum practice. Rather, an 

eclectic approach is more likely to be adopted. 

"In the act of creating curriculum, they 

combine bits and pieces of content and pro­

cesses from different theoretical models to 

make their actions coherent or to develop a 

workable format that can turn the potential 

chaos of conflicting demands, needs, and 

interests of different constituent groups 

into reasonable, manageable instructional 

plans." (1980:121) 

Despite this 'reality' there is a place for theory in 

curriculum practice. Taba (1962) declares that, 

" •.• any enterprise as complex as curriculum 

development requires some kind of theoretical 

or conceptual framework of thinking to guide 

it• II (1962:413) 

The functionalist position on curriculum development 

includes elements of two of the conceptual models iden­

tified above; the Academic Model and the Technical Model. 

The Academic model contributes theoretical logic and 

rationality, which is evident in the functionalists' 

insistence on a consistent theoretical perspective under­

lying social work training policies and programmes (Smalley, 

1967). The Technical model is concerned with clear links 

between the tasks workers undertake and the training they 

receive to develop competence at those tasks. The work 

of Teare (1981) and Sheafor (1982) is clearly in the tech­

nical tradition of curriculum development. They both use 

an empirical analysis of social work tasks to establish 

priorities for social work education and training. 

It may be argued that the Experiential model for curric­

ulum development is relevant to the functionalist pers­

pective because it emphasises per~onal development. 
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However the functionalist position clearly links personal 

development with the welfare agency and its functioning, 

this would conflict with the Experiential educators' 

emphasis on self-directed, personalised education. 

The functionalist perspective embodies a theoretical 

logic and rationality which it links closely to the tasks 

social workers undertake in their practice, and as such 

draws from the Academic and Technical models of curric­

ulum development. This thesis will now examine the 

curriculum development processes within the Department 

of Social Welfare utilising the theoretical models out­

lined. 
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NOTES. 

1. See Swain P., Interviewing Skills for Social Workers, 

Social Woik Unit, Sociology Department, Massey Uni­

versity 1982, (Revised 1983). This is an example of 

how skills training, based on a functionalist theore­

tical orientation, can be operationalised to help 

prepare social work students for practice. 
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CHAPTER 3. SOCIAL WORK TRAINING POLICIES. 

Methodology. 

Functionalism has no single method of analysis, rather 

the functionalist employs an eclectic approach to re­

search. Functionalist method favours empiricism and 

objectivity, specific research methods are employed for 

specific research problems. This thesis utilises three 

different methods: Document Analysis, Interviews, and a 

Job Analysis, to analyse the central elements of inserv­

ice social work education within the Department of Social 

Welfare. 

The first step in the document analysis was to decide on 

the sample. It was decided to restrict the sample to 

documents from the five years 1979 to 1983, and to select 

only documents that were concerned with inservice social 

work training policy and programmes. The intention was 

to deal with current issues, rather than historical mat­

erial, as the history of social work education in New 

Zealand has been well covered by Crockett (1977). (1) 

The documents were then collected, collated and analysed. 

Collection and collation presented few problems as there 

is a paucity of policy documents on inservice social work 

training policy and the Annual Social Work Staff Training 

Programmes were readily available. The lack of policy 

statements however was a continuing problem. There was 

no definitive statement of the Department's Social Work 

Staff Training policy. Analysis of documents had to rely 

on policy statements gleaned from the Staff Training Pro­

grammes. 

Two other organisations have a particular interest in 

inservice social work training: the New Zealand Social 

Work Training Council and the New Zealand Association of 

---Soci-a--l- WoT_kers. -Documents -were -also obtained from these 



two organisations, that covered the time frame 1979 to 

1983, these documents were analysed. (see Appendix C.) 

43. 

The policy and programme analysis focused on four central 

elements of social work education and training: the need 

for a consistent theoretical base; the requirement for 

an established knowledge base; the need for skills prac­

tice, in the use of social work methods; and the oppor­

tunity for personal development for workers to understand 

them~elv~s, vis a vis the agency. Policy documents were 

scrutinised to see how they addressed these elements (if 

indeed they did at all), and training programmes were 

examined using similar criteria. 

ted below. 

This analysis is repor-

Interviews were the second method used to collect data on 

the Department of Social Welfare's inservice staff train-

ing policies and programmes. The Directors of the three 

social work training centres run by the Department were 

interviewed.(Z) These people have a pivotal role in 

implementing inservice training policy and it was thought 

that their understandings of policy and programmes would 

supplement the meagre quantity of policy statements avail­

able in documents. 

Practical considerations required two separate interviews. 

Firstly the directors of the two field work training 

centres were interviewed, and then the director of the 

residential work training centre was interviewed, later 

in the same day. This may have led to some methodolog­

ical problems (ie. slightly different conditions in each 

interview, and exchange of views). However attempts 

were made to reduce these problems by using a standard 

set of questions,( 3 ) following up responses with clarify­

ing questions, and preparing a transcript of the tape 

ricorded interviews. 



Discussions were also held with the Assistant Director 

(Social Work Training), who co-ordinates all social work 

training within the Department of Social Welfare, and 
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the Secretary of the New Zealand Social Work Training 

Council. These interviews were intended to provide back­

ground information on inservice training policy and pro­

grammes, as such they were less structured and not tape 

recorded. 

It was intended, by using two different methods to gather 

data, that the evidence gained would be corroborated 

thereby increasing the reliability of the research. 

To set the scene for the analysis of inservice social 

work training policy and programmes, the process by which 

policy and programmes are developed within the Department 

of Social Welfare has been described and discussed. (see 

Figure 3.1)( 4 ) 

The process involved: information gathering, negotiation, 

and decision making. A series of inputs of information 

were prepared by training staff, head office Administra­

tion and Operations divisions, and processed at a meeting 

of training staff , iusually in June-July). A draft pro­

gramme, for the next years inservice training courses, 

was then prepared and submitted to senior management for 

approval. This draft programme could be modified on the 

request of the Assistant Director General (Social Work) 

and the Training Policy Committee before a final programme 

was published in the Annual Social Work Staff Training 

Programme (usually in October-November). 

The Pragmatic Model of curriculum development comes clos­

est to describing the process that takes place within the 

Department of Social Welfare which is based on a series 

of negotiations between the formal and informal hierar­

chies within and outside of the Department. The process 

_i~ _sp_~cific to the Department, and _~hilst some advice is 
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sought from outside agencies (eg. N.Z.S.W.T.C.), there 

is no accountability to these agencies. The process is 

centralised, bureaucratic, and based on the agency's need 

to have a trained staff for effective functioning. Fur­

ther, changes in the curriculum occur through small incr­

emental changes rather than comprehensive reform (this 

will become evident in Chapter Four). These points supp­

ort the notion that the process of developing social work 

training policy and programmes within the Department of 

Social Welfare is based on pragmatism. The Assistant 

Director (Social Work Training) summed up the pragmatic 

nature of the process when he commented, 

"There are things we must do; things we should 

do; and things we would like to do: and we try 

to do a bit of each. " 
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Policy Analysis. 

This thesis concentrates on five elements that contribute 

to the Department of Social Welfare's inservice social 

work training policy: the legislation (ie. the Department 

of Social Welfare Act 1971), head office policy statements, 

the training centres' views, and the positions of the New 

Zealand Social Work Training Council, and the New Zealand 

Association of Social Workers. 



The Legislation . 

The primary statement of social work training policy can 

be found in the legislation that established the D.S.W. 

which requires the Department to: 

"Provide for training of such persons as the 

Minister may direct (whether employed by 

agencies or the Crown or by other . organisa­

tions) to undertake social welfare activi­

ties." (D.S.W. Act 1971) 

The Act provides no explicit theoretical guidelines for 

social work training policies. However it contains some 

implicit theore~ical propositions. The use .of the term 

'training', rather than the term 'education', directs 

the preparation of socia l workers along narrow lines. 
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As discussed previously, training is concerned with the 

acquisition of specific skills and knowledge to be used 

for the agency, on clients of the agency. Training, as 

the sole process of preparation, discourages the develop­

ment of a 'critical edge' to th e minds of social workers. 

The training emphasis in the Act appears to flow from a 

Technical approath to curriculum development. This emph­

asis may be a reflection of the norm throughout the 

Public Service, where training on-the-job for-the-job is 

the standard practice. The Technical approach is utilise d 

throughout the Public Service to train employees to per­

form specific tasks. 

Should the preparation of Social Workers be any differ ent 

than other Public· Servants? Is 'training' sufficient? 

It is argued throughout this thesis that training is a 

neces sa ry, but not a suffici e nt, preparation for social 

work practice. Social workers also require a theoreti­

cal framework, a knowledge base, and opportunities for 

personal development (that is, an education). The Act is 

not supportive of this broad educational stance th e fun c­

tionalist a dopt s on the preparation of social workers . 
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A second implication of the Act, at a theoretical level, 

is contained in the requirement for the Minister to pro­

vide training for social workers, 

" .•• employed by agencies of the Crown or by 

other organisations." 

The purpose of this statement may have been to try and 

assume responsibility for the training of all social 

workers, and to make the best use of available resources. 

However this statement appears to assume that all welfare 

organisations share a common view of social work, utilse 

similar methods, and thereby have compatible training 

needs. In practice this has not been the case. 

The example of the Department of Maori Affairs illustrates 

this point. In the past when Maori Welfare Officers carr­

ied out a social work function, similar to Department of 

Social Welfare workers, the type of training provided by 

the Department was appropriate for these workers, and 

many Maori Welfare Officers attended departmental train­

ing courses. This is no longer the case. The Maori 

Affairs Department has adopted the Tu Tangata(S) philos­

ophy as its guiding theoretical framework. This approach, 

which is similar to the Cultural Action Model and advo­

cates 'training' based on a dialogue between those invol­

ved, contrasts with the Department of Social Welfare's 

approach which emphasises the workers professional ex­

pertise. It is suggested here that the minimal attend­

ance of Officers from the Department of Maori Affairs on 

recent D.S.W. training courses, is illustrative of the 

different theoretical perspective adopted by these Depart­

ments. 

Similar examples could be given (ie. the Department of 

Justice, the Department of Health) to illustrate the 

point that not all welfare agencies share the same theore­

tical perspective and consequently do not have similar 

views on what is appropriate preparation for their workers. 
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The Act provides no explicit theoretical framework for 

inservice social work training policy, only some propo­

sitions that have implications for training policy. It 

may be unreasonable to expect legislation to provide 

theoretical guidelines for policy, but this begs the 

question: Whose responsibility is it? The next step was 

to examine the Department of Social Welfare's head office 

policy statements. 



Head Office Policy Statements. 

The only statements of the Departments inservice social 

work training policy were found in the Annual Staff 

Training Programmes. The paucity of policy statements 

was a continuing problem and anaiysis was limited to a 

small sample, which illustrated the low priority accor­

ded to published statements of training policy by the 

Department. 
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Head Office policy statements clearly follow the Acts' 

lead in emphasising training as the preferred prepara­

tion of social workers for practice. Training is regu­

larly linked to social work tasks with effectiveness and 

efficiency the objectives. 

"Our training must be made as relevant as 

possible to work which staff members are 

required to undertake .•• (and) effectiveness 

of staff in their jobs, in terms of effect­

iveness based on adequate training, becomes 

more important than ever." (D.S.W. 1978:3) 

This statement is in the Technical tradition of curricu­

lum development with its emphasis on the increase of 

effectiveness of job performance. The following is even 

more specific. 

"Training needs to be made as relevant as 

possible to the tasks Social Workers under­

take and be directed to increasing competence." 

(D.S.W. 1980:2) 

Training policy statements from 1979 to 1982 all had a 

similar emphasis. Often the previous years statement 

was just reworked. For example: 

"Our training must be made as relevant as 

possible to the work which staff members 

are required to undertake and our training 

resources must be used to the fullest 

extent." (D.S.W. 1978:3) 



"Our training must be made as relevant as 

possible to the work which staff members are 

required to undertake and our training re­

sources must be used to the fullest extent." 

(D.S.W. 1979:3) 

"Our training must be made as relevant as 

possible to the tasks Social Workers under­

take and be directed towards increasing 

competence in tasks." (D.S.W. 1980:2) 

"Training needs to be made as relevant as 

possible to the tasks Social Workers under­

take and be directed towards increasing 

competence." (D.S.W. 1981:2) 

It appears to be implied in these statements that social 

work training was a technical exercise that did not re­

quire a critical examination of society, social problems 

or social work interventions. Training for social work­

ers was aimed at increasing the competence of workers 

and thus the efficiency and effectiveness of the Depart-

ment of Social Welfare. Wider social and educational 
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issues were not seen as coming within the ambit of social 

work training policy. 

However in 1982 (the 1983 Programme) there was a shift 

in the statement of training policy. A detailed ration­

ale was offered for inservice training programmes. 

"Crystal ball gazing is a hazardous bus­

iness particularly at times of rapid change. 

It is important however to speculate to some 

degree when planning a programme of staff 

training to ensure that not only does the 

pogramme go some way to meeting present 

learning needs of Social Workers but also 

takes account of trends and expectations 

in service delivery." (D.S.W. 1982:2) 



Several trends were then outlined as issues the training 

programmes attempt to meet. The trends were: 

" - a greater concern with demonstrable 

effective 

- more complex demands from client groups 

and consequent additional skills being 

required, 

- a more stable work force, 

- an increasing demand by supervisors 

for planning, 

- a greater awareness of the multi­

cultural nature of society and need 

for service delivery to reflect this, 

- new specialisations that reflect comm­

unity concerns, 

- a stronger emphasis on community resp­

onses to emerging social issues." 

(D.S.W. 1982:2) 

This shift in policy statements was seen, not so much 

a shift away from the Technical approach of curriculum 

development, but a broadening of the Technical approach 
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to take account of future trends. Effectiveness was still 

emphasised, and on-the-job skills highlighted (albeit add­

itional and specialised). What was particularly signifi­

cant was the identification of community responses to 

social issues. If this trend continues it would repre-

sent a major shift in policy from a focus on the individ­

ual client, to a focus on the wider social system. 

Whilst the 1983 policy statement raised some important 

theoretical issues it avoided discussion of some of the 

major social issues of the day. Unemployment, racial 

conflict, and domestic violence are not addressed at all, 

or only obliquely (eg. "A greater awareness of the multi­

cultural nature of society.") However the 1983 policy 

did move some way towards addressing wider social issues 

that had previously been ignored by the annual statements 

of social work training policy. 
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The Training Centres' View of Training Policy. 

Though each training centres' policy was the result of a 

collaborative staff effort it was assumed, for the purp­

oses of this thesis, that the Directors could articulate 

their centres' policy and represent the view point of 

their staff team. The directors were interviewed to det­

ermine what (if any) theoretical framework underlaid 

their centres' training policy. Documents were also 

examined to further explore this issue. 

At first none of the directors could easily identify an 

explicit theory that they worked to, or that informed 

their work . 

"I don't have a clear theory per se." 

"God knows." 

However after further discussion it became clear that 

each training centre had some guidelines implicit in it's 

policy. The frameworks they utilised included models of 

learning, or learning theory: 

"We base our training on a Tell-Show-Do model." 

(R.S.T.S.) 

"Adult learning models have become more 

apparent." (Taranaki House) 

"We have skills to facilitate groups, and 

our models should be based on that." 

(Tiromoana) 

Middle range practice theories were also evident: 

"We base it (training) on a fairly tradi-

tional view of social work. Base it on a 

pragmatic, functional approach. Social 

workers are people who help other people, 

and they need to be competent." (R.S.T.S.) 

"We use a meta-model, regardless of content or 

course title, we apply this model to casework, 

community work, group work. Its an Assessment/ 

Contracting/Intervention/Termination/Evaluation 

model." (Tiromoana) 



As were major theories for practice: 

"Systems theory has very much influenced 

our total thinking." (Taranaki House) 

"We use a systems analysis. We want workers 

to think and act on macro and micro-levels, 

to be able to analyse a problem, to see what 

level its at and what level of intervention 

to use." (Tiromoana). 

Further, each of the training centres indicated they 

subscribed to the values espou sed in the International 

Social Workers Code of Ethics and indicated that they 

used this code explicitly in their work. This illustr-
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ates the Training centres' commitment to a 'professional' 

social work, where workers aim at sharing a common value 

base and code of practice. 

The three training centres would appear, from the above 

co mm ents, to base their activity on some propositions 

about the nature of society, learning, the social work 

task and social work ethics. However there was no evid­

e nce of an explicit theoretical tradition that guided 

training policy development. Many of the elements of a 

comprehensive theory were present but they were not arti­

culated in a consistent, explicit framework. 

E a c h o f t h e Di re ctor s i n di c a t e d t h a t the t r a in i n g c en t r e s 

play an important part in social work training policy 

development. They agreed they have a good deal of auton­

omy in developing policy. 

"I believe the training centres have had an 

incredible amount of autonomy in developing 

policy. They have been looked to for direc­

tion and lead in creating policy." 

(Taranaki House) 

But from time to time policy decisions have been imposed 

from above: 

"When the Induction courses were restructured 

last time none of the Directors were consulted. 



The idea came, I think, from the Assistant 

Directors' Conference." (Tiromoana) 

This situation has led to disagreement, as the Director 

of Tiromoana noted: 

"So there is an inherent conflict between 

their (Head Office) needs and our (the trainers) 

needs. Policy can come from either. : side." 
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He saw his role (as Director) as that of a broker, betw­

een the policy from Head Office and the personal goals, 

objectives and priorities of his training staff. He saw 

his job was to operationalise policy, taking into account 

the principles of adult learning, social work ethics and 

values, and the strengths of his tutors. The Director of 

Taranaki House had a similar vie~ but added a caution: 

"But the danger is that we set ourselves up as 

experts - we are trying to be more collabora­

tive." 

This position was seen as a shift away from 'the trainers 

as expert' approach to a more collaborative approach, and 

is in sympathy with Shirley's plea (1982:8) for social 

work educators to examine alternative models of social 

work education. 

This analysis revealed the inconsistencies between Head 

Office policy statements and the Training Centres view­

point. There was little evidence to suggest that theore­

tical issues influenced Head Office training policy, 

whereas the Training Centres showed some evidence of 

informing their training policy and programmes with theory. 

However this theorising was not consistently applied and 

lacked rigour. Training policy, and hence programmes, 

from the three Training Centres, appeared to be reactive 

rather than guided by a consistent theoretical framework. 

As the Director of Taranaki House said: 

"The training centres have been able to react 

to expressed needs and personal interests, and 

from these have evolved policy for training." 
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The Department's social work trainers were not unaware 

of the lack of a consistent policy on inservice training. 

"I was not aware ther e was any centralised staff 

training policy. So, in the absence of some­

thing clear, we have done our own." (R . S.T.S.) 

During their 1983 Trainers Conference (to develop the 

1984 programme) the Trainers developed a policy state­

ment which has the pot ent ial to refute some of the 

criticisms raised here and may go some way to unifyin g 

the Department's inservice training activities. (see 

Appendix C. for the policy statement) 



58. 

The New Zealand Social Work Training Council. 

The New Zealand Social Work Training Council (N.Z.S.W.T.C.) 

was established in 1973 to advise the Minister of Social 

Welfare, other Ministers of the Crown, and the Director 

General of Social Welfare on matters relating to social 

work training. (see Appendix C. for terms of reference). 

New Zealand Social Work Training Council documents (from 

1979 to 1983) were analysed, and the Secretary inter­

viewed, to determine if the Council's policy was predic­

ated upon an explicit theoretical perspective. 

Policy, decision making within the N.Z.S.W.T.C., appears 

to be a pragmatic process based on practical and political 

considerations. There was no evidence of an explicit 

theoretical orientation operating within the N.Z.S.W.T.C. 

However the N.Z.S.W.T.C. documents showed evidence of an 

implicit theoretical perspective operating within the 

N.Z.S.W.T.C. For example, in the definition of social 

work adopted in a recent publication, a functionalist 

perspective is evident. 

"Social work is concerned with helping indiv­

idual people, families and other groups and 

communities to achieve a more effective degree 

of social functioning. It aims to promote 

social development and relieve social distress." 

(N.Z.S.W.T.C. 1982-83:1) 

(Compare this with Siporin's functionalist definition 

of social work on p.10). The definition of social work 

was then followed by a discussion of: the "background 

of knowledge", the "approaches to problem solving and 

developmental change", "skills which make it possible 

to put these approaches into practice", and the "Work­

ers' personal character! sties". These concerns closely 

parallel the central concerns for social wo~k training 

and education identified as being in the functionalist 

tradition. (see Smalley 1967:303 and Chapter 2) 
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N.Z.S.W.T.C. has made clear its policy on inservice 

training and education. (6 ) The Council adopts a supp­

ortive stance and takes an interest in inservice train­

ing; though its decision to opt for pre-entry and basic 

professional training as its main focus has left this 

area relatively neglected. The Council acknowledges 

that there is a place for inservice training and sees 

the responsibility for the provision.of inservice train­

ing rests primarily with the employing agencies. 

The Council keeps informed of developments in inservice 

training within Government departments and other agenci es, 

and acts in a consultative capacity. Its position paper 

on inservice training notes: 

"The large number of courses, their wide 

variety and breadth, would make it diffi­

cult for the Council to give more attention 

to this area, in light of its other priori­

ties." (N.Z.S.W.T.C. 1978:2) 

It is clear from th e above statements that the N.Z.S.W. 

T.C. views inservice training as an agency function, 

this stance is consistent with its advisory brief. Th e 

effect of this µolicy on the Department of Social Wel­

fare is to reduce the potential contribution to inservice 

training policy from independent sources. 

The title 'Training' Council appears to be somewhat of 

a misnomer. The N.Z.S.W.T.C. has demonstrated it is 

primarily concerned with tertiary education, as a pre­

ferred preparation of social workers for practice. This 

policy has contributed, to a split between . 'education' 

and 'training' which is not consistent with the function­

alist tradition that appears to be espoused in N.Z.S.W. 

T.C. policy documents. For example, 

"The education and training provided for social 

workers involves: 

- acquiring a background of knowledge drawn from 

a wide range of social sciences focusing on 



forms of social organisation and human behav­

iour; 

- relating this information to approaches to 

problem .solving and developmental change for 

individuals, groups, communities and organis­

ations; 

- devloping skills which make it possible to put 

these approaches into practice using the resou­

rces of the social worker, his/her employing 

agency and the community at large. 
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Successful social work is also based on the workers' 

personal characteristics, including their experience 

and attitude to other people and some social issues." 

(N.Z.S.W.T.C. 1982-83:2) 

The N.Z.S.W.T.C. may be seen to be supporting the Depart­

ment of Social Welfare's stance on inservice training by 

up-holding the Department's right to determine its own 

training policy. However the Council has recently 

(1983:5) given a high priority to in-post training, this 

may represent a shift from its passive stance to an act­

ive policy on inservice social work training. 

"The highest priority which emerged (from a 

recent poll of members) was the in-post train­

ing need, and one of the Council's committees 

is considering a iange of options including 

part time training through which access to 

social work training for in-post social work­

ers can be increased." (N.Z.S.W.T.C. 1982:5) 
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New Zealand Association of Social Workers. 

The New Zealand Association of Social Workers (N.Z.A. 

S.W.) attempts to influence social work education and 

training policy within welfare agencies by raising the 

professional awareness of members about current issues 

through conferences, journals and position papers. The 

Association has raised a number of issues that challenge 

traditional models of social work education and training. 

A recent position paper(]) summarises the central issues, 

provides background information, and lists the remits 

passed at the 1982 Annual General Meeting to reinforce 

the Association's stance. 

The Association takes the view that social workers have 

an important role in, 

"highlighting the structural causes of the 

issues which face their clients and of pro­

posing means to engender change." 

(N.Z.A.S.W. 1983:1) 

Italso argues that agency based training does not addr­

ess these social work roles. 

"Indeed it could be argued that often agency 

based training actively discourages any act­

ivity apart from immediate service delivery 

in a manner regarded as acceptable and effi­

cient by the agency." (N.Z.A.S.W. 1983:2) 

The Association recognises that skills specific to an 

agency can be taught in an agency but it favours placing 

social work education and training in the context of an 

overall educational experience which includes social work 

values and ethics. Th-e N.Z.A.S.W. advocates a profess­

ional education independent of the agencies, and the foll­

owing quotation outlines the reasons for this stance. 

"Social workers need a sense of identity with 

and commitment to a sense of values, ethics 

and standards. Social work education should 

socialise individuals with the sense of pur-



pose and the controls that are necessary in 

the interests of the client. Without the 

experience of this socialisation process, 

social workers are likely to be influenced 

primarily by their . own personal values and 

the controls of their agencies and not look 

beyond questions of immediate service deli­

very. Furthermore social workers without 

the appropriate educational experience, are 

less likely to question their agency's goals 

or the goals of others with whom they work. 

Social conditions change constantly and both 

service delivery and general policies need to 

change with them. " (N.Z.A.S.W. 1983:2) 
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Though the Association outlines alternative models for 

social work training and education in its position paper 

(N.Z.A.S.W. 1983), the three guiding principles, and the 

remits adopted at the 1982 Annual General Meeting reflect 

an essentially "radical approach"(N.Z.A.S.W. 1983:6) 

adopted by the association.( 7 ) The N.Z.A.S.W. has a 

stated commitment to social justice and equity; and the 

guiding principles for social work education and train­

ing reflect that commitment. The guiding principles 

are: 

1. More dialogical educational experiences. 

2. More radical educational content. 

3. More accessibility to training and educa-

tion opportunities." (N.Z.A.S.W. 1983:5) 

The N.Z.A.S.W. has recently given a good deal of consider­

ation to theoretical aspects of social work education and 

training. Though the N.Z.A.S.W. has shown some commitment 

to a radical approach, it has provided a forum to discuss 

divergent theoretical viewpoints. 



The Association's position contrasts with the Department 

of Social Welfare's training policy in that it adopts 
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a strong 'educational' emp.hasis and underlines the imp­

ortance of socialisation; whereas the Department empha­

sises 'training' for the job. Furthermore the Associa­

tion sees social workers have a role in bringing about 

structural changes, whilst Department of Social Welfare 

policy encourages workers to maintain existing structures 

and services efficiently and effectively. 



This analysis of inservice social work training policy 

has found that there are a range of approaches operat­

ing within the Department of Social Welfare, and that 

these approaches are in conflict. 

On the one hand, the approach taken in Head Office 

policy statements appears to embody aspects of both the 

Pragmatic and the Technical approaches to curriculum 

development. However neither of these approaches are 

consistently or fully applied. Rather, a loose 'Prag­

matic-Technical' approach would seem to be operating 

within Head Office. 
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On the other hand, the three social work training centres 

have developed their own approaches to inservice training 

policy, based on their understandings of social work 

theory, practice, and their experiences as adult educat­

ors. The training centres' approach could be best descr­

ibed as 'eclectic'. 

A further factor in policy development, is the influences 

of the N.Z.S.W.T.C. and the N.Z.A.S.W. These two agenc­

ies contribute to the debate; The Association reflecting 

its members viewpoint (currently a predominately Critical­

Radical approach); and the Council supporting the Depart­

ments perogative to determine its own inservice policy. 

The ensuing inservice training policy is not based on one 

explicit approach, but is the result of the conflicting 

demands of a number of approaches. It is argued that 

this conflict has led to some of the divisions and incon­

sistancies highlighted in the policy analysis. 

It may be suggested that these divisions can be accounted 

for by the different roles and functions of each organis­

ation. However, it is argued in this thesis that the 

lack of a consistent theoretical framework for inservice 

social work training policy is a central factor contrib­

uting to the current confused situation. 



NOTES. 

1. For details about the history of social work educa­

tion and training see: Crockett, J., (1977) 

Further historical information may be researched 

through: Daniels, K., (1982) 

One earlier document was analysed. This was The 

Department of Social Welfare Act (1971). This Act 

established the Department and gave it a training 

brief. The inclusion of this document was seen as 

important to provide a start for the discussion on 

social work training policy, and place this research 

within its legislative context. 

2. On August 25th 1983 the three directors of the 

Department of Social Welfare social work training 

centres were interviewed. The directors were: 

John Groom (Tiromoana), Graham Harbutt (Taranaki 

House) and Warwick Jory (Residential Staff Training 

School), 

3. The questions were: 

1. What part does your Training Centre have in 

developing social work training policy within 

the Department of Social Welfare? 

2. How do you go about that? 

3. What do you base your social work training on? 
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(the following questions were used for Chapter~). 

4. What is the knowledge base for your programmes? 

5. What is the skills base for your programmes? 

6. Is there a place for personal development oppor­

tunities in social work training programmes? 

Clarifying and supplementary questions were used 

when needed. 

4. This summary was provided by Colin Haynes the Assis­

tant Director (social work training) in a personal 

communication. 

5. See The Department of Maori Affairs, Annual Report~ 

1980, 1981, 1982. 

6, N,Z.S.W.T.C. Position Paper 2.4, Inservice Training, 

March 1978, see Appendix C. 



7. N.Z.A.S.W. Position Statement on Education and 

Training 1983, for the remits, see Appendix C. 

8. The N.Z.A.S.W. position reflects the influence of 

Friere's Cultural Action Model of curriculum devel­

opment. The position paper explicitly draws upon: 

Richards, M. and Righton, P. (Eds). Social Work 

E du c a t i on i n Con f l i c t , · (1 9 7 9 ) 
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CHAPTER 4. SOCIAL WORK TRAINING PROGRAMMES. 

The Document Analysis. 

Two quantitive analyses were undertaken in an attempt 

to identify what trends were evident in the courses 

offered by the Department of Social Welfare training 

centres for the five years to 1983. All courses that 

were advertised in the Department of Social Welfare's 

annual staff training programmes which were open to 

social work staff both within and outside of the Depart­

ment were included. (see Table 7.8, Appendix C.) (l) 

Courses offered on a regional basis, to selected groups, 

were excluded from this analysis. 
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A total of one hundred and eighteen courses were includ­

ed in the analysis. Forty-four different course titles 

appeared. Courses with similar titles were grouped 

together (eg. Group Work Methods and Group Work in Social 

Work). There were several courses, with similar content, 

that were offered by different training centres (eg. 

Loss and Separation, Group Work, and the Induction Train­

ing Courses) which were also grouped together. 

Table 4.1 (ov e r) summarises the courses offered by iden­

tifying how many courses each centre offered each year. 

Also noted is the number of new courses offered each 

year, that figure is expressed as a percentage of the 

total courses that were offered each year. The number 

of courses offered in 1983 is lower than for the other 

years. This is due to the Residential Staff Training 

School staff being involved in developing a modular train­

ing package (D.S.W., 1983), and running a series of reg­

ional courses for specific groups that do not show up in 

this analysis. The other two training centres have also 

been involved in similar projects (particularly to imple­

ment a recent review of the Social Work Division of the 

Department of Social Welfare (D.S.W., 1982)) and conse-
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quently the number of courses they offered for 1983 are 

slightly down too. Each training centre would offer, on 

average, thirty weeks of courses each year in the nation­

al programme. Some courses are longer (Induction Train­

ing) than the average two week course. 

The high percentage of new courses offered each year was 

noted, and this fact was examined further. Table 4.2 

notes how many years each course was offered. The most 

obvious feature arising from this table was the high 

percentage of courses that were offered for one year 

only. Of the forty-four courses, thirty (68.2%) were 

offered for one year only. Only three (6.8%) were off­

ered for the full five years surveyed. These findings 

illustrate the wide range of courses offered by the 

Department of Social Welfare training centres, and the 

short term tenure of most courses. 

Table 4.1. Social Work Training Courses 1979-83 Summary. 

Year 

R.S.T.S. 

Tiromoana 

Taranaki House 

Total Courses 

New Courses 

Percentage 

1979 

9 

10 

10 

29 

7 

24.l 

1980 

6 

13 

8 

27 

9 

33.3 

1981 

10 

7 

8 

25 

5 

20.0 

1982 

5 

9 

8 

22 

3 

13.6 

1983 

4 

6 

5 

15 

6 

40.0 

118 

Table 4.2 Number of Years Courses Offered, (1979-83). 

l Year 

30 

68.2% 

2 Years 

4 

9.1% 

3 Years 

2 

4.5% 

4 Years 

5 

11.4% 

5 Years 

3 

6.8% 

Total 

44 

100% 



The second quantitative analysis utilised a functional­

ist framework based on Smalley's (1967:303) central 

elements for social work education and training. ( 2 ) 

Table 4.3 contains the Departmental training courses, 

1979 to 1983, grouped according to this functionalist 

framework. 
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There are several trends that emerge from an examination 

of this data. First, over half the courses (55.8%) had 

a focus on social work methods. However, when these 

findings were further examined, and the methods courses 

were grouped into the years they were offered, a trend 

away from methods courses was uncovered. This trend is 

illustrated in Table 4.4. In 1979 82.7% of training 

courses were identified as 'methods' courses; by 1981 

this number had fallen to 32%. Though a slight upwards 

trend is evident, less than half the courses offered in 

1983 focus on social work methods. 

The course objectives make it clear that the methods 

courses were aimed specifically at two groups of workers: 

firstly, newly appointed or untrained workers to providi 

a 'generic' base for their social work practice; and 

secondly, newly promoted supervisors or those workers 

with a specialised interest. Generic methods courses 

were aimed at workers without a pre-entry, or profession­

al social work qualification, and attempted to provide 

a comprehensive training in the core elements of social 

work practice for both field and residential workers 

(ie. Induction Training). 

The Induction Training Courses were an attempt to provide 

some training for social workers as a stop gap measure 

whilst the number of professionally trained workers built 

up. Started in 1974, the Induction courses were a temp­

orary measure. Manchester, in a report to the New Zea­

land Social Work Training Council described Induction 

Training as, 

" ... an interim programme of short-term courses 
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TABLE 4.3 D.S.W. Training Courses, Content Analysis. 

1. Understanding/Inter­
vening in Social 
systems or subsystems 

Levels: a. Communities 

b. Groups 

c. Families 

d. Individual 
Total 

2. Knowledge of Human 
Growth 

Development, Behaviour 
and Dysfunctions. 

3. The processes of Scien­
tific Inquiry. 

4. Social Work Methods, 
Principles Skills, etc. 

a. Generic 

b. Specialised 
Total 

Grand Total 

Course Titles Total Number 
Offered of Courses. 

2 

4 

5 

10 

21 

3 

7 

13 

44 

% 

4.5 

9.0 

11.4 

22.8 

47.7 

6.9 

15.9 

29.5 

100.0 

4 

11 

10 

% 

3.4 

9.4 

8.5 

20 17.0 

45 38.3 

7 5.9 

34 28.9 

32 26.9 

118 100.0 



71. 

TABLE 4.4 Social Work Methods Courses 1979 to 1983. 

Course/Year 1979 1980 1981 1982 1983 Total 

Generic. 14 9 3 5 3 34 

Specialised. 10 10 5 3 4 32 

Total. 24 19 8 8 7 66 

Al l Courses . 29 27 25 22 15 118 

% Methods 
Courses. 82.7% 70.3% 32.0% 36.4% 46.6% 

TABLE 4 . 5 Social Systems Courses 1979 to 1983. 

Level/Year. 1979 1980 1981 1982 1983 Total 

Community. 3 1 4 

Group 1 2 3 3 2 11 

Family 2 2 3 2 1 10 

Individual 2 3 7 6 2 20 

Total 5 7 16 11 6 45 

All Courses 29 27 25 22 15 

% Systems 
Courses. 17.2% 25.9% 64.0% 50.0% 40.0% 



providing induction training in the theory 

and practice of Social Work for newly app­

ointed social workers, without social work 

qualifications, these courses to be contin­

ued until the longer term courses can be 

developed and brough~ into effect." 

(Manchester, 1976:7) 

The trend over the last five years has, as demonstrated, 

been away from generic courses. This trend has been 

accelerated by the increasing number of professionally 

qualified workers (see Rochford and Robb 1981, and 

Sheafor 1982), a reduction in staff vacancies due to a 

tightening economic situation, and a trend towards a 

more specialised social work practice orientation. 
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The Department's social work training policy did not 

prescribe this trend away from methods courses. In 1983 

the training policy statement (D.S.W. 1983:2) simply con­

firmed the existing trend. 

"the programme ••• takes account of trends and 

expectations in service deliver~" 

Training policy within the Department would seem to be 

legitimising current trends, on a post hoe basis, rather 

than prescribing practice. 

Twenty (58.8%) of the methods courses were aimed specif­

ically at the Social Work Supervisor and Manager. This 

represents a large proportion of the social work train­

ing effort over the last five years. In 1979 the train­

ing of Supervisors and Managers was identified as a 

priority area and training courses have reflected this 

p~iority. This emphasis has been supplemented with organ­

isational development initiatives in regional offices and 

institutions. 

The content of Supervision and Management courses is a 

mixture of the methods of these tasks and bureaucratic 

procedure. A Management By Objectives (M.B.0.)(
3

) 
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approach has been favoured, and attempts have been made 

to adapt this approach to social work situations. The 

fit is not always comfortable. The M.B.O. approach was 

derived from North American business management practices 

and is task orientated, aims at increased effectiveness 

and efficiency, and is supposedly 'value free' and objec­

tive. It is understood that social work is a value laden 

activity, frequently affectively orientated, and often 

subjective. It is not surprising that the techniques of 

modern management do not sit comfortably alongside (or 

on top of) social work practice. 

Forty-five (38.3%) of the total courses surveyed were 

aimed at an understanding of, or intervention with, a 

particular aspect of the human action system (see 4.5). 

The bulk (20, 44.4%) of these courses were focused on 

working with individuals. However Families (10, 22.2%) 

and Groups (11, 24.4%) were groups that received the 

least attention with few courses mounted that reflected 

a community orientation. The only course that examined 

Community Development practices was offered in 1983. 

However this may be a new trend initiated by Departmental 

policy, for the 1983 policy statement predicted, 

"a stronger emphasis on community responses 

to emerging social issues." (D.S.W. 1983:2) 

and, "new specialisms that reflect community 

concerns." (D.S.W. 1983:2) 

are future trends. 

Courses that focused on understanding of, and interven­

ing with, social systems or sub-systems typically had an 

emphasis on skills development and practice. The know­

ledge base of these courses was eclectic, and personal 

development was seen as a product of training. An exam­

ination of course objectives makes clear the major ther­

apeutic and sounseling orientation of these courses. 

Whilst the introductory courses (eg. Basic Helping Skills) 

emphasised communication, and problem solving skills; the 



more advanced coursed (eg. Advanced Helping Skills) 

aimed at developing competence in Gestalt techniques, 

Psychodrama and Neuro Linguistic Programming. The in­

fluence of the psycho-therapeutic movement, Humanistic 

Psychology, and the work of Milton Erickson (1976) are 

particularly evident. These courses also utilised ass­

ertion training, behavioural approaches, group, and 

family therapy techniques. 
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The skills taught to social workers on training courses 

come from a variety of sources and appear to lack a con­

sistent theoretical base. For example, there are ele­

ments of: Developmental Counselling (Carkhuff 1969, 1971) 

in Helping Skills; Gestalt Psychology (Perls 1973) in 

Group Work courses; Systems Theory (Buckley, 1967), 

(Bateson, 1979) in Family Work; Communication Theory 

(Sandler and Grinder,1975) in Neuro Linguistic Programm­

ing (N.L.P.) Skills; and 'Popular' Psychology (Butler, 

1976) in Assertion Skills training. Consequently, it is 

suggested that these courses are subject to fashions of 

the day rather than grounded in social work practice. 

Informing skills training courses with an empirical study 

of the skills social workers use in practice, and basing 

the programme on a consistent theoretical framework may 

overcome some of these criticisms of the current approach 

to skills training. 

There is also a trend towards courses that focus on under­

standing of, and intervening with, a particular aspect 

of the context of social work. Table 4.5 illustrates this 

trend. The courses that focus on a particular 'system' 

have increased from less than twenty percent of all cour­

ses .offered in 1979, to sixty-four percent in 1981, and 

remains high. When Tables 4.4 and 4.5 are considered 

together, the swing away from 'methods' courses towards 

'systems' courses is obvious. 



There were few courses (7, 5.9%) that focused on know­

ledge of human growth and development. This is obvious-

ly regarded as a low priority area. However each of the 

training centres have a library for course members and a 

policy of issuing reading lists to course members. For 

example the programme for the 1983 Social Work Induction 

Course at Taranaki House noted, 

"The following areas will not be formally 

covered. We have an expectation that course 

members will have knowledge in these areas 

or will make a commitment to acquire that 

knowledge during their twelve months induc­

tion period. 

- A knowledge of the physical, social and 

psychological development and behaviour 

of children, adolescents and adults. 

- An understanding of the structures and 

processes of organisations, with a part­

icular knowledge of your own agency and 

it's structure and practices. 

- A knowledge relating to the elements of 

law relating to social work practice." 

(Taranaki House 1983:2) 

It also emerged that there was a total lack of any cour­

ses that examined the processes of scientific enquiry. 

Research into practice was either seen as the role of 

specialist researchers or simply disregarded by the 

Departments' social work training programmes. This gap 

in the training effort is seen as disturbing. Social 

workers that lack social scientific skills and under­

standing have to rely on subjective evaluations and 

assessments to determine the effectiveness and effie­

iency of their practice. A grounding in some simple 

social scientific skills in research and evaluation 
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would appear to be a first step towards the objective 

assessment of practice and would enhance the Department's, 

and the profession's move towards greater accountability. 



Programmes, The Training Centres' Views. 

The concerns Smalley (1967:303) identified, as central 

to social work education and training were utilised to 

provide a framework for interviews with the directors 

of the three Department of Social Welfare social work 

training centres. The questions (see Notes, Chapter 3) 

were centred around the knowledge base, skills develop­

ment, and personal development issues in social work 

training programmes. 

discussed below. 

The Knowledge Base. · 

The responses are outlined and 

The three directors each acknowledged that their progra­

mmes drew knowledge from a variety of sources. 

"We reflect the social work profession in 

that we don't have a s ingle source of know­

l e dge - we are eclectic." (Tiromoana) 

"We are very much eclectic." (Taranaki House) 

" A variety of sources form our knowledge 

base." (R.S.T.S.) 

These responses give a clear indication of the eclectic 

knowledge base of each of the training centres' progra­

mmes. Further questions elicited some specific sources 

of knowledge. 

"We use knowledge from the research into 

helping skills. Books by experts in the field: 

Carkhuff Egan, the Gestalt people, T.A., Behav­

iourists." (R.S.T.S.) 

"More towards the technologies (N.L.P. etc), 

but also personal values - a whole range." 

(R.S.T.S.) 

"We are dogmatic about skills approaches and 

the knowledge given fits in with the skills 

approach." (R.S.T.S.) 

Of the three training c entre s , th e R.S.T.S. i s th e most 

committe d to a skill s approach. Th e y tak e the po s ition 

that, 
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"in the time we have, we are better off 

training in skills." 

They provide reading lists for course members to explore 

the knowledge base, to their skills approach, in their 
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own time. Much of the skills training material used by 

the R.S.T.S. originates from the United States of America, 

however it has been adapted by training staff for local 

use. ( 4 ) 

The Director of Titomoana suggested that there were 

static generic elem e nt s o f soc i al work knowledge t hat the 

training centres addressed. 

"All the training centres tend to reflect 

basic knowledge in social work. Traditional 

case work." 

But he also noted that the training centres responded to 

current trends. 

"The skills orientation is a reflection of 

the direction of training generally." 

And, he suggested, 

"We are often brokers and facilitators for 

courses on specific issues (eg. Incest, 

sexual issues) and we don't necessarily have 

the specific knowledge." 

What is suggested here is that part of the knowledge base 

of social work training is the knowledge of process: how 

to facilitate groups to address issues of the day. Here 

the principles of adult learning were seen as important. 

As with the R.S.T.S., specific knowledge was seen by 

Tiromoana as course members' responsibility, with the 

trainers providing direction and reading lists. 

For their social work training programmes, Taranaki House 

drew knowledge from similar generic sources to Tiromoana. 

"Content is eclectic - taken from a variety 

of sources." 

"We used the N.Z.S.W.T.C. position paper on 

middJe management and supervision for our 
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own supervision and management courses." 

However for social issues of the day Taranaki House 

programmes draw on indigenous material. 

"Social issues that are present, racism 

and sexism, are an integral part of con­

tent, we get this from locally generated 

material." 

Whilst Taranaki House programmes demonstrated a generic 

orientation to knowledge, they emphasised the importance 

of current social issues and locally generated training 

material. 

The Ski 11 Base. 

Th e wo r k of Robert Carkhuff (S} (1969, 1971, 1979) has 

been a major influence on skills training in each of the 

three training centres' programmes. 

"The base is Carkhuff." (R.S.T.S.) 

"Our skills base is e clectic, Carkhuff 

has been one of our major frameworks." 

(Taranaki House) 

"Carkhuff still has an influence." 

(Tiromoana) 

The influence of Carkhuff is seen mostly in the intro­

ductory courses (induction, basic helping skills), more 

advanced courses build on the basic skills. 

"The base is Carkhuff. From there the 

specialist therapies/models are added." 

(R.S.T.S.) 

"We bring in T.A., Gestalt, and behav­

ioural approaches." (Taranaki House) 

"Carkhuff is still an influence, but we use 

that New Zealand book (Munro, Manthei, and 

Small), and then we draw on group work app­

roaches from Peiffer and Jones, and most 

recently management theory and Systems the­

ory." (Tiromoana) 

Each of the centres indicated they attempt some form of 

sequencing of skills train i Dg. __ St a rting with basic comm-
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unication and counselling skills (listening and respond­

ing) before moving onto more sophisticated skills of 

intervention or analysis. There appears to be agreement 

on the basic skills, and only a small variation on app­

roaches between the training centres. There is less 

agreement on the appropriate advanced skills of inter­

vention and analysis. The R.S.T.S. favours a 'helping 

technology' approach, whilst Tiromoana and Taranaki House 

lean more towards systems analysis and the skills of case­

work, family work, and community action. 

Personal Development. 

For some years the topic of personal development has been 

debated within the Department's training staff. Crockett 

notes that Manchester (1976:7), 

" ••• criticised an orientation towards 

sensitivity and encounter group-type train­

ing." (Crockett 1977:63) 

Crockett supported the view that a social workers, 

"sensitization may properly be regarded 

as a primary goal within a restricted 

training period." (1977:63) 

However Head Office policy has continued to support the 

view, expressed by Manchester, that appropriate training 

was, 

"to prepare the beginning social worker 

for effective involvement in an office or 

an agency." (1976:7) 

This begs the question: can there be effective social 

work training without personal development? Each of the 

directors agreed that effective social work training 

requires opportunities for the personal development of 

social workers. 

"The question for all of us has always been 

when and how." (Tiromoana) 

The means used to achieve the goal of personal develop­

ment varied between traing centres: ~ 



"We don't make an explicit goal of per­

sonal development, but I believe it happ­

ens from the feedback we get." 

"By taking a skills approach there is 

personal growth and change that comes as 

a by product." 

"Personal development is adding skills 

they did not have before." 

"We see a place for values clarification 

and clarification of beliefs." 

These comments illustrate the approach taken at the R.S. 

T.S. where personal development is seen as an integral 

part of social work training, and not sought as an end 

in itself. 

Taranaki House takes a similar approach: 

"Personal development is a result of the 

process rather than an explicitly set 

objective." 

"It is part and parcel of the training 

of a social worker." 

"A great deal of personal growth goes on 

during skills training because we ask them 

to use personal issues." 

"I am committed to, and believe that, per­

sonal growth needs to, and must be, part 

of the course work." 

Tiromoana takes a similar position, on the place of 

personal development opportunities, in their programmes. 

"Personal growth has a very valid place 

as one of four or five approaches." 

"I analyse the level of need (in course 

members) and I may put in a personal 

growth activity because I diagnose the 

problem as at an intra-personal level." 

There are slight variations evident in approach but each 

training centre agrees that effective social work prac-
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tice requires social workers that are aware of their 

personal development. The final quote, from the Direc­

tor of Tiromoana, provides a good summary of the train­

ing centres' position on personal development in social 

work training. 

"The immediate out come (of personal devel­

opment) may be to free up this human being, 

who happens to be a social worker. The 

justification for me doing that is that I 

have a professional belief that they will 

be more effective as a consequence. The 

ultimate justification is that some client 

will benefit because their social worker will 

be less rigid or less hung up." 
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To summarise: personal development is seen by each train­

ing centre as an integral part of social work training 

programmes; opportunities for personal development may 

form an explicit, or implicit, part of training progra­

mmes; personal development activities are justified on 

the basis of their contribution to more effective social 

work practice. 
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The common, essential features of the three Department­

al Social Work Training Centres' programmes are: they 

draw upon an eclectic knowledge base; the sources of 

course content is varied and there is no one established 

knowledge base; and that skills training is a feature. 

Basic skills are drawn from the Counselling literature, 

rather than the Social Work literature. More advanced 

skills have a predominantly therapeutic orientation. 

However some skills are taught for the analysis of social 

issues from a social systems perspective, but there is 

little evidence of any training in theoretical, ideolo­

gical or policital analysis. Further, personal develop­

ment opportunities are seen as an integral part of social 

work training programmes by all three directors. 

In this chapter inservice social work training programmes 

have been examined in some detail. The focus has been on 

the knowledge base of programmes, skills practice, and the 

place of personal development. A search has continued 

for a theoretical framework supporting social work train­

ing programmes. A number of methods have been employed: 

documents have been analysed, statistics have been com­

piled, and those involved have been interviewed. Each 

of these methods have their strengths and weaknesses but 

together they support the following findings. 

A high percentage of Department of Social Welfare social 

work training courses are only offered for one year. 

There is a demonstrable trend away from social work meth­

ods courses with a traditional generic orientation. 

There is a trend towards skills based courses that focus 

on intervention with, and understanding of, one sub­

system of the human action system, typically these cour­

ses have a therapeutic or counselling orientation. There 

is no established knowledge base for training courses, as 

eclecticism is favoured. There is some conflict evident 

between the management 'ethic' and the social work 'ethic', 

in supervision and management training courses. There is 



Some movement towards a community development orienta­

tion. Personal development is seen as an integral part 

of the ~ocial work training process. Finally, whilst 

there is some ' evidence of some quasi-theoretical propo­

sitions underlying inservice training prog r ammes, there 

is little evidence to suggest that there is an explicit 

theoretical orientation linking social work training 

programmes within the Department of Social Welfare. 
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This final point is central to this thesis. The evidence 

demonstrates the uneven approach to inservice social work 

training policy and programmes taken within the Depart­

ment over the last five years. The recent training activ­

ities appear to have aimed at producing agency effective­

ness and efficiency (ie. meeting bureaucratic needs) rath­

er than achieving social welfare goals. 

In se rvice social work training within the Dep a rtment may 

be seen to be rea cti ng to dem ands from within the agency, 

rather than reacting to the social needs expressed in the 

wider society. Th e 'patchwork' of frequently changing 

courses , offered by the training centres, lack a coherent 

patte rn. Some patte rn would be evident if training was 

informed by a consistent theory rather than based on a 

reaction to issues of the day and agency demands. 



NOTES. 

1. The annual social work training programmes from 1979 

to 1983 were examined. These programmes are publi­

shed annually in a Staff Training Circular, usually 

in November each year. Circulars are made available 

to all Departmental social work staff and are freely 

circulated to other agencies and voluntary organisa­

tions. Relevant Staff Training Circulars are listed 

in the Bibliography. 
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2. Smalley identified four areas of knowledge that social 

work will be necessarily concerned with: the 'terrain', 

or context, of social work; human growth and develop­

ment; the process of scientific enquiry; and social 

work methods. These concerns were used as the basis 

for an organising framework in which the training 

courses were placed. It soon became clear that the 

four categories would be of limited use by themselves 

and these were subsequently expanded to include some 

sub-categories (see Table 4.3). 

In the first category was grouped all courses that 

had a major focus on understanding or intervening in 

a social system. These courses often included skills 

and knowledge of that social system (or sub-system) 

and perhaps examined · the workers own experiences (eg. 

of their own Family System). Four levels, represent­

ing sub-systems of the human action system, were used 

as the basis of four sub-categories, ie: Communities, 

Groups, Families, and Individuals. 

In the second category were grouped all those courses 

that had a major focus on human growth, development 

and behaviour. Also included were courses with a 

focus on dysfunction. These courses were typically 

knowledge based, but some course time would be spent 

on examining personal experiences and appropriate 
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CHAPTER 5. SOCIAL WORK PRACTICE: A JOB ANALYSIS. 

It is argued in this thesis that an empirical study of 

the nature of social work practice has the potential to 

inform social work training policy and programme develop­

ment, and provide an objective basis for decision making. 

Further, it was suspected that some of the assumptions 

the Department's inservice training is based upon would 

be challenged if an empirical study of social work pra­

ctice was made and used to examine recent training pra­

tices. To explore these propositions further a job 

analysis was undertaken. 



/ 

The Job Analysi-s. 

Introduction. 

During the latter half of 1982 a study of social work 

practice in New Zealand was conducted by the Social Work 

Unit at Massey University under the direction of Profe­

ssor_i) Bradford W. Sheafor.(l) The primary purpose was 

to gather data about the practice of social work in New 

Zealand in order to inform a curriculum review at Massey 

University. The goal was to examin :e the fit between soc­

ial work practice and the Massey curriculum. Sheafor 

also suggested that, 

"The job analysis has the potential 

a. to inform curriculum development in 

other social work education programmes; 

b. to facilitate the planning of staff 

training in social service agencies; 

c. to identify common features in the 

various forms and settings of social 

work practice; and 

d. to identify unique features of social 

work practice in the various social 

service agencies, job classifications, 

practice roles, and community sizes." 

(Sheafor 1982:1) 

8 6. 

This thesis attempts to realise some of that potential by 

using the data generated by Sheafors' study to examine 

the nature of social work practice within the Department 

of Social Welfare and inform this research into social 

work training policies and programmes. 

The Instrument. (l) 

The development and theoretical underpinnings of the Job 

Analysis Questionnaire (J.A.Q.), used to generate data 

for this study, has been discussed in detail in Chapter 

one. The methodology is discussed in finer detail here. 
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Sheafor (1982:3), and a panel of seven local practition­

ers, adapted the J.A.Q. to fit the New Zealand context. 

Modifications were made to the language and examples 

used in the questionnaire, and one further task cluster 

was added (ie. Formal Therapeutic I~tervention with Fami­

lies) to reflect the difference between the New Zealand 

setting and the United States of America where the J.A.Q. 

was developed 

The J. A.Q . is a sel f-r e port in s trum ent, 

"The key to this methodology is for respon­

dents to serve as experts about the content 

of their own jobs. They are asked to rate 

each of 136 tasks in relation to how they 

perceive their current positions. Using 

this approach the respondents do not report 

what should be done if adequate time, talent, 

and resources were available and does not 

provide comment on t a sks that he or s he does 

not perform. The respondents, then, were 

asked to rate each of the tasks contained in 

the 136 statements on four five-point scales." 

(Sheafor 1982:3) 

The scales (see Questionnaire Appendix A) r e late to the: 

frequency workers perform each task; how critical the 

worker views each task to the well being of their clients; 

the importance of each task for newly hired workers; and 

the extent to which successful performance of the task 

relates to overall successful performance of the job. 

"With a score of "l" assigned to the low 

end of the scale reflecting non-performance 

of the task and "5" assigned to the high end 

of the continuum, it is then possible to de­

pict the importance of each task on the four 

scales." (Sheafor 1982:4) 

Task Index Scores (T.I.S.) for each task statement were 

computed by multiplying the four ratings for each state­

ment (range l to 626) and finding the mean. (x) for all 

respondents. The scores were then combined into the 



twenty-four clusters, and a Cluster Index Score (C.I.S.) 

that reflected the mean of the cluster was computed 

(see also Chapter l for the rationale for the clusters). 

Respondents were also asked to resp~nd to a range of 

personal information questions i~ the J.A.Q. Frequency 

distributions, and a range of descriptive statistics 

were computed for each 'personal information' variable. 

The personal information is not central to this thesis 

and the findings for the Department of Social Welfare 

respondents to the J.A.Q. are contained in Appendix B. 
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Statistics were computed on the Massey University Computer, 

printouts were made of the Department of Social Welfare's 

respondents to the J . A. Q., these were analysed and the 

findings are discussed below.(J) The results of the tot­

al responses to the survey was also used to make compari­

sons. 

The Sample. 

"Factors of time, costs, distance, and access 

to respondents required that a sample of New 

Zealand social workers be approached to comp­

lete the J.A . Q. The complexity of data on 

New Zealand social workers and its uneveness 

made it virtually impossible to construct a 

national sample. Therefore the lower one-

half of the North Island (an area roughly 

bounded by Gisborne, New Pl ymouth, and Well­

ington) was selected with the goal to compl­

ete a census of social workers in that region." 

(Sheafor 1982:4) 

The Head Office of the Department sanctioned the study, 

and a memorandum was circulated to Directors and Prin­

cipals supporting the project and encouraging staff to 

participate. 



An estimated return rate of 61.3% was achieved overall. 

With Department of Social Welfare respondents returning 

an estimated 69.4% of questionnaires fro m eligible resp-

ondents. (A summary of returns is contained in Table 
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5.2 below). The 159 Department of Social Welfare respo­

ondents represented 44.4% of the total 358 usable returns. 

The current positions ( 4 ) reported by Department of Social 

Welfare respondents were as follows; (table 5.1) 

TABLE 5.1 Current Positions D.S.W. Respondents. 

Field Social Workers 77 48.4% 

Residential Workers 41 25.8% 

Community Workers 4 2.5% 

Administrators 33 20.8% 

Others 4 2.5 % 
Total 159 100.0% 

The sampl~ ~ included a major metropolitan area (Welling­

ton), smaller cities (eg. Palmerston North), many towns, 

and a large rural area which provided a cross section of 

New Zealand. The sample of residential workers was skew­

ed towards institutions for long term training, as four 

major boys' homes are located in the area (Kohitere, 

Hokio, Holdsworth, and Beck House). Interpretation of 

findings should bear this in mind. 

Table 5.3 summarises Department of Social Welfare returns 

according to geographic region. The Department of Social 

Welfare return closely follows the distribution of the 

total population of the study. Exceptions occur where 

there are major residential institutions (ie. Wanganui 

and Horowhenua), or where Hospital Board activity is 

centralised (ie . Manawatu). Wellington also has a high 

number . of Department of Social Welfare staff due to the 

location of Head Office plus the Wellington regional 

office . 



TABLE 5.2 Distribution of Total Respondents, by 

Agencies. 

Type of Agency N. % 
Estimated 

Return Rate% 

Hospital Board 103 

Local/Regional Government 7 

Justice Dept. 25 

Social Welfare Dept. 159 

Maori Affairs Dept. 6 

Other Statutory Agencies 3 

Voluntary Religious Agencies 15 

Voluntary Secular Agencies 40 

Total 358 

28.7 

2.0 

7.0 

44.4 

l. 7 

0.8 

4.2 

11. 2 

100.0 

73.6 

46.7 

38.5 

69.4 

14.3 

60.0 

26.3 

78.4 

61. 3 

TABLE 5.3 Distribution of D.S.W. Respondents, by 

Region. 

Total 
Region N. % Sample 

Hawke Bay 22 13.9 12.3 

Horowhenua 25 15.8 8.7 

Manawatu 14 8.9 12.0 

Poverty Bay 6 3.8 5.6 

Taranaki 5 3.1 5.6 

Wairarapa 16 10.1 5.3 

Wanganui 22 13.8 9.2 

Wellington 40 25.2 38.l 

National 8 5.0 3.2 

Total 159 100.0 100.0 

% 
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Sheafor (1982:4) suggested the sample favoured workers 

with greater amounts of formal education and professional 

social work qualifications than those represented in 

Rochford and Robb's study, who reported 12% of paid work­

ers had a Certificate Qualification in Social Work (C.Q. 

S.W.) (N.Z.S.W.T.C. 1981). However their data was coll­

ected over a national sample, and two years prior to 

Sheafor. The Sheafor sample may reflect a regional diff­

erence, or an increasing number of better educated and 

qualified workers in-post.(S) 

Administration. 
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The J.A.Q. was administered by Dr. Sheafor, and his train­

ed assistants to groups of social workers throughout the 

lower part of the North Island. Several staff were train­

ed by Dr. Sheafor to help administer the J.A.Q. to Depart­

mental social work staff, this helped ensure a high return 

rate. The J.A.Q. was designed for group administration 

(see Teare 1981:29) and took about one hour to complete. 

In areas not covered by .group administrations, questionn­

aires were sent to workers with detailed instructions with 

requests for the completed questionnaires to be returned 

by mail. When the questio~naires were returned they were 

coded, keypunched and programmed into the Massey University 

computer for processing. 

Findings. 

The findings from the survey are presented in two sections: 

the Task Analysis, and the Cluster Analysis. To assist the 

reader the 136 task statements, and the 24 task cluster 

descriptions have been listed in Appendix A. Familiaris­

ation with this material will assist in the following dis­

cussion. Other points of note here are: the task state­

ments were arranged in a randomised order in the J.A.Q.; 

the respondents had no indication of which tasks belonged 

to which task cluster; and respondents were not party to 

the task cluster descriptions. 
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The Task Analysis Findings. 

The mean scores for each of the 136 tasks were calculated 

for the Department of Social Welfare respondents. The 

highest ranked tasks can be seen as the central tasks for 

social work practice. (The ten highest ranked tasks are 

listed in Table 5.4) To gain an impression of the central 

tasks for the major practice areas, ~e tasks of Field Work­

ers (Table 5.5), Residential Workers (Table 5.6), and for 

Administrators (Table 5.7) were ranked. 

Examination of these tasks reveal the common areas of 

practice amongest field and residential workers and admin­

istrators, differences are also highlighted. Eight major 

points emerged from the Task Analysis. 

Flrst, there was a high ~riority given to tasks relating 

to counselling and pioblem ~olving ·(tasks froM Cluster 2) 

by those_ workers in direct service. Five of ihe top ten 

tasks ranked by field workers were in this area of activi­

ty; with four of the tqp five places going to counselling 

problem solving tasks. Residential workers ranked these 

tasks four out of the top ten places, with the top two 

places going to counselling problem solving tasks. The 

Administrators showed a different pattern, with only one 

of the top ten placed tasks from the counselling problem 

solving cluster. The similarity between direct service 

workers (field and residential) and their differences 

with administrators was a theme that continued throughout 

this analysis. 

Second, Administrators ranked highest tasks in the Practice 

Assessment/Worker Development cluster (23). These tasks 

all relate to the activities surrounding the supervision 

and management of direct service workers and keeping up 

with professional and administrative literature. Four of 

the top five places were from this cluster of tasks. It 

is noteworthy that direct service workers also ranked 

three of these tasks (71, 82, 126) in their top ten places, 
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TABLE 5.4 Highest Ranked Tasks, Total D.S.W. Respondents 

Rank T.I.S. N. 

1. 347.8 . 101 

2. 286.8 48 

3. 274.9 74 

4. 261. 7 69 

5. 257.6 71 

6. 257.l 82 

7. 254.4 126 

8. 240.8 27 

9. 234.0 127 

Cluster Task 

2 Express and demonstrate under­
standing of clients' points 
of view, feelings, and needs 
in order to establish open and 
trusting relationships. 

2 Talk with clients or relatives 
about problems in order to re­
assure, provide support, or 
reduce anxiety. 

2 Encourage and help clients to 
discuss their points of view, 
feelings, and needs in order 

2 

23 

23 

23 

11 

6 

to increase their insight into 
the motives for their decisions 
and actions. 

Discuss options with clients in 
order to help them understand 
choices and resolve a particu­
lar problem. 

Evaluate your actions and dec­
isions in order to determine 
if your practice activities 
are meeting the standards, val­
ues, and ethics required for 
quality service provision .. 

Meet regularly with supervisor, 
other superior, or collegues 
in order to review current 
workload, explore alternatives, 
and work on personal or profe­
ssional development. 

Take part in discussions with 
co-workers, talking over events 
of the day, problems, or part­
icular clients in order to 
learn about programme o~erat­
ions or share experiences in 
dealing with clients. 

Review files and records prior 
to an interview, home visit, 
meeting or other type of con­
tact in order to be familiar 
with the details of the situa­
tion. 

Observe clients and gather in­
formation to determine the 
urgency of a client's situation 
and emotional state in order to 
decide if emergency services, 
or routine handling is needed. 



TABLE 5.4 Cont. 

10. 200.4 116 3 

94. 

Confront clients about unacc­
eptable behaviour in order to 
bring about changes or promote 
adjustment. 
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TABLE 5.5 Highest Ranked Tasks, Field Social Workers 

Rank T.I.S. N. 

l • 390.4 101 

2. 357.4 48 

3. 311.3 69 

4. 297.4 74 

5. 278.2 82 

6. 273.2 71 

7. 271.2 123 

8. 270.8 27 

9. 268.7 127 

Cluster Task 

2 Express and demonstrate under­
standing of clients' points 
of view, feelings, and needs 
in order to establish open a nd 
trusting relationships. 

2 Talk with clients or relatives 
about problems in order to re­
assure, provide support, or 
re duc e an x i e t y . 

2 

2 

23 

23 

4 

11 

6 

Discuss options with clients in 
order to help them understand 
choices and resolve a particu­
lar problem. 

Encourage and help clients to 
discuss their points of view, 
feelings, and needs in order 
to increase their insight into 
the motives for their decisions 
and actions. 

Meet regularly with supervisor, 
other superior, or collegues 
in order to review current 
workload, explore alternatives, 
and work on personal or profe­
ssional development. 

Evaluate your actions and dec­
isions in order to determine 
if your practice activities 
are meeting the standards, val­
ues, and ethics required for 
quality service provision. 

Make home visits in order to 
assist families to improve their 
social functioning and/or solve 
problems. 

Review files and records prior 
to an interview, home visit, 
meeting or other type of con­
tact in order to be familiar 
with the details of the situa­
tion. 

Observe clients and gather in­
formation to determine the 
urgency of a client's situation 
and emotional state in order to 
decide if emergency services, 
or routine handling is needed. 



TABLE 5.5 Cont. 

10. 264.6 49 2 Work with clients and their 
families to prepare them 
psychologically and socially 
for movement from one living 
arrangement to another. 

96. 
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TABLE 5.6 High~st Ranked Tasks, Residential Workers 

·R an k T. I • S • 

l. 369.5 

2. 330. 7 

3. 329.8 

4. 327.3 

5. 326.2 

6. 313.l 

7. 298.6 

8. 289.l 

9. 281. 0 

N. Cluster Task 

101 2 Express and demonstrate under­
standing of clients' points 
of view, feelings, and needs 
in order to establish open and 
trusting relationships. 

74 2 Encourage and help clients to 
discuss their points of view, 
feelings, and needs in order 
to increase their insight into 
the motives for their decisions 
and actions. 

126 23 Take part in discussions with 
co-workers, talking over events 
of the day, problems, or part­
icular clients in order to 
learn about programme operat­
tions or share experiences in 
dealing with clients. 

116 3 Confront clients about unacc­
e ptabl e behaviour in order to 
bring a bout changes or promote 
adjustment. 

35 8 

94 2 

48 2 

93 8 

127 6 

Provide knowledge to clients · 
about personal living skills 
in ord e r to improve their inde­
pendent functioning. 

Participate in leisure activ­
ities with clients in order to 
provide recreation or reduce 
loneliness. 

Talk with clients or relatives 
about problems in order to re­
assure, provide support, or 
reduce anxiety. 

Teach clients leisure time 
skills in order to participate 
in handicrafts, recreation, 
therapy, or other socialisation 
activities. 

Observe clients and gather in­
formation to determine the 
urgency of a client's situation 
and emotional state in order to 
decide if emergency services, 
or routine h~ndling is needed. 



TABLE 5.6 Cont. 

l O. 273.7 71 23 

98. 

Evaluate your actions and dec­
isions in order to determine 
if your practice activities 
are meeting the stand~rds, val­
ues, and ethics required for 
quality service provision. 
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TABLE 5.7 Highest Ranked Tasks, Administrators 

Rank T.I.S. 

1. 250.l 

2. 228.l 

3. 215.5 

4. 215.2 

5. 209.8 

6. 196.8 

7. 194.8 

8. 189.0 

N. Cluster Task 

82 23 Meet regularly with supervisor, 
other superior, or collegues 
in order to review current 
workload, explore alternatives, 
and work on personal or profe­
ssional development. 

126 23 Take part in discussions with 
co-workers, talking over events 
of the day, problems, or part­
icular clients in order to 
learn about programme operat­
ions or share experiences in 
dealing with clients. 

66 23 Read administrative literature 
(manuals, memos, circulars) in 
order to learn about or keep 
up with agency policies and 
procedures. 

101 2 Express and demonstrate under­
standing of clients' points 
of view, feelings, and needs 
in order to establish open and 
trusting relationships. 

71 23 Evaluate your actions and dec­
isions in order to determine 
if your practice activities 

27 11 

136 18 

84 16 

are meeting the standards, val­
ues, and ethics required for 
quality service provision. 

Review files and records prior 
to an interview, home visit, 
meeting or other type of con­
tact in order to be familiar 
with the details of the situa-
tion. 

Discuss job performance and 
personal assessment with worker 
(subordinate) in order to pro­
mote understanding of job ex­
pectations or to work out diff­
erences of opinions. 

Go over activities with subord­
inates, clarifying and evalua­
ting the situation, recommend­
ing methods and approaches, in 
order to instruct workers in 
dealing with various client 
situations. 



TABLE 5.7 Cont. 

9. 186.9 28 

10. 183.9 21 

23 

18 

100. 

Read articles in professional 
journals, books, in order to 
keep up with developments re­
lated to your job responsibil­
ities. 

Clarify job duties, roles, and 
work assignments for workers 
(subordinates) in order to in­
crease individual or group 
effectiveness. 
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but with a lower priority than the Administrators. 

Third, the only difference between the top ten ranked 

tasks of residential and field workers was that residen­

tial workers were concerned with their client's personal 

care and as well were involved in their leisure time ac­

tivity. This commonality, of tasks undertaken by field 

and residential workers, is further investigated in the 

Cluster Analysis. 

Fourth, field workers demonstrated their involvement with 

the families of clients, and the famil y as client, by 

ranking two family orientated tasks {49, 123) in the top 

ten places. Again this result was reinforced in the 

Cluster Analysis findings. 

Fifth, residential workers gave a high priority, fourth 

place, to a task {116) that centred on controlling unacc­

eptable behaviour to promote adjustment in clients . This 

is perhaps a reflection of the regimes within institutions 

which require a high level of control. However , when 

viewed alongside the other tasks residential workers gave 

priority to, this 'control' is seen to be mitigated by a 

high level of 'care'. This caring was evide nt in the pri ­

ority given to counselling tasks by residential workers. 

Sixth, there was a noticeable lack of priority given to 

the tasks relating to formal therapeutic interventions. 

Only one task from these clusters appeared in the top ten 

ranked tasks of each of the direct service workers. This 

point is interesting to note, in contrast to the high 

priority given to counselling problem solving tasks. It 

is suspected this finding may indicate something about 

the nature of interventions favoured by direct service 

workers, a0d their training (or lack of it) in formal 

therapeutic interventions. 

Seventh, when examining the task rankings of each group 

of workers, there was an impression that there was a 
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'logical fit' between this data and a subjective under­

standing of the nature of social work practice. These 

findings appear to have a 'face validity'. For example: 

it was found that social workers, both in field and in 

residential care, were primarily concerned with 'face to 

face' encounters with their clients, rather than 'paper 

work'. This is borne out by the Task Analysis findings 

where client focused tasks (101, 48, 74, 69) are ranked 

highest. 

The final point, is like the seventh, based more on a 

personal impression rather than an empirical interpreta­

tion of responses. The highest ranked tasks (see Table 

5.4) show evidence of an empathic concern for clients, a 

non-judgemental stance, and a priority given to consider­

ed action. These tasks appear congruent with the values 

of client centredness and self-determination that are 

seen as central to good social work practice and are es­

poused in The International Code of Ethics for Social 

Workers. 

The Cluster Analysis Findings. 

The Cluster Index Scores (t.I.S.) reflect the relative 

emphasis of the twenty-four clusters of activity in the 

practice of the respondents. Mean scores for the total 

Department of Social Welfare respondents have been graph­

ed (see Figure 5.9), and further graphs have been drawn 

for the three major practice areas: Field and Residential 

Social Work, and Administration (see Figures 5.10 - 5.12). 

This data has been summarised in Figure 5.8 (over). 

Further the top ten ranked C.I.S. for each of these groups 

was tabulated (see Tables 7.3 - 7.6 in Appendix B). The 

cluster analysis findings have been summarised in the 

following figures. The other tables that contain cluster 

analysis findings have been placed in Appendix B, along­

side of detailed tables of results from the Job Analysis 

Questionnaire. 
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An examination of these graphical representations, and 

the tables of findings, highlights the commonalities and 

differences among these areas of social work practice 

within the Department of Social Welfare. 

The central position of basic counselling and problem 

solving tasks in both Residential and Field work is ob­

vious in the cluster analysis findings (as it was in the 

task analysis). The major difference between Field and 

Residential work was the high level of performance of per­

sonal care tasks and the teaching of social and living 

skills undertaken by residential workers. A lesser diff­

erence is noted in the types of therapeutic interventions 

undertaken. Field workers favour family based methods 

whilst residential workers favour group based techniques . 

Both groups show an equivalent high use of individual 

treatment strategies. 

Apart from these few obvious areas of different activity, 

the graphed findings show a close relationship between 

field and residential social work tasks. To explore if 

there was any empirical support for this notion, the 

Pearson Product Moment method(G) was used to measure the 

correlation between the C.I.S. of Department of Social 

Welfare Field and Residential workers. A correlation 

co-efficient of plus 0.43 was obtained, which indicated 

a moderately strong relationship between the C.I.S. of 

Field and Residential workers. Thi s result would suggest 

that the tasks these two groups of direct service workers 

undertake have much in common. 

The graphed C.I.S. of the Administrators (Figure 5.12) 

shows little surface resemblance to the C.I.S. of the 

direct service groups. The relationship between Field 

workers and Administrators was examined, also using the 

Pearson Product Moment method. There was a small posit­

ive correlation (plus 0.19) found, this indicated a neg­

ligibl e relationship between the tasks of Administrators 

and Field workers. 
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When the Field workers' C.I.S. (Figure 5.9 and Table 

7.4) were examined, a pattern of field work practice em­

erged. The activities of personal counselling and prob­

lem solving (task cluster 2) assume a top prioity, supp­

orted by the tasks involved with the management of serv­

ice arrangements (11). Reviewing, assessing and devel­

oping the workers' own practice activity (23) as the next 

most fundamental aspect of field work practice. These 

three clusters (2, 11, 23) of activity stand clear of 

other tasks as the centres of activity for field wor k 

practice. 

Four task clusters form a second group of activity which 

was seen by respondents as important for field work prac­

tice. These are more specific tasks, than the first 

group, and require a set of discrete skills. These task 

clusters were: Providing a Professional Opinion or Exper­

tise (24), often in the form of a court report; Formal 

Intervention with Individuals (3), using a specific inter­

vention strategy; Client Status Assessment (6), often a 

formal assessment document is comp.iled to facilitate a 

referral or treatment; and Formal Intervention with Fami­

lies (4), perhaps Family therapeutic techniques would be 

employed or a meeting arranged with the family. These 

tasks form a secondary, though important, constellation 

of tasks that field workers perform. 

The respondents reflected a view of residential social 

work (see Figure 5.11 and Table 7.5) where Counselling 

Problem Solving activity (2), the Provision of Personal 

and Physical Care (7), and Teaching of Living and Social 

Skills (8) were given a top priority. This was a more 

physically active form of practice than the approach taken 

by field workers. Both the age of the clients (children 

and young persons), and the setting for . practice (resid­

ential centres) contribute to this activity. Task Clus­

ters 2, 7, and 8 are the central activities of residential 

social work practice as reported by the responents to this 

job analysis survey.( 7 ) 
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A second constellation of task clusters supported the 

Counselling Problem Solving and the Teaching of Social 

and Living Skills clusters. These included: Formal In­

tervention with Individuals (3), which may involve an 

individualised behavioural programme for a child in care; 

Practice Assessment/Worker Development (23), which would 

typically include team meetings, training and supervis­

ion; Case Management (11), the activities around making 

service arrangements; and Formal Intervention with Groups 

(5), involving therapeutic group activities, often re­

creational or educational at the same time as being ther­

apeutic. 

This second group of activities has a close similarity 

to the Field workers' activities. The major difference 

is the Residential workers' preference for group work 

interventions in contrast to the Field workers preference 

for family work. This is perhaps more a reflection of 

the milieu for practice rather than a value placed on the 

mode of intervention. Few of the boys in residential care 

at Kohitere or Hokio are close to their families, which 

makes family work interventions rather problematic. 

Perhaps the most striking feature of the C.I.S. (see Fig­

ure 5.12 and Table 7.6) of the Administrators, that resp­

onded to the Job Analysis survey, was the lack of any 

dominant features. Though the cluster of Self Assessment/ 

Worker Development (23) showed out from other task clusters, 

a large group of other task clusters supported this acti-

vity. This group included task clusters: 11, 12, 16, 18, 

19, 20, 21, 22 and 24. This spread of activity would sug­

gest that Administrators have a wider range of tasks, 

that are less focused than the direct service workers. 

Indeed, when viewed alongside the direct service workers, 

the Administrators job profile (as seen in Figure 5.8) was 

quite unlike the others. This finding would indicate there 

are few points of similarity between the tasks involved in 
the administration of social work services and the actual 

implementation of those services. The low correlation 
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(0.19) between Field workers' C.I.S. and the Administra­

tors' C.I.S. would support this view. 

Discussion. , 

When current inservice training policy and programmes are 

examined in the light of the Job Analysis findings then 

some major issues are raised. For example; social work 

training within the Department has been predicated on the 

common sense assumption that 'different jobs require diff­

erent training'. Consequently separate training centres 

have been established for Field and Residential social 

workers; separate induction training courses instituted; 

and more recently a Certificate of Proficiency in Residen­

tial Social Work (D.S.W. 1982) has been under development. 

Are these policies justified? Do Field and Residential 

social workers undertake sufficiently different tasks to 

justify separate training? The findings of this Job Anal­

ysis would suggest not. 

Direct Service workers (Field and Residential) were shown 

to share a large core of common tasks. In fact the Clus­

ter Index Scores of the two groups had a moderately strong 

correlation. This finding raises many questions for in­

service training policy and demonstrates clearly that the 

empirical study of social work practice has the potential 

to inform training policy development. 

Further, the Job Analysis identified the tasks Field and 

Residential workers share and the tasks that they do not 

have in common. This information has the potential to 

form a basis for constructing training curricula .. with a 

core of shared topics of interest, and a series special­

ised topics dependent on the workers occupational role. 

Another finding of the Job Analysis has a particular im­

pact on current inservice training policy. Supervisors 

and Managers were found to undertake a range of tasks 

that were significantly different from those tasks per-
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formed by direct service workers. This finding raises 

the issue of the appropriate training for Supervisors 

and Managers. Is a social work training centre, with 

social work training staff, the most effective alterna­

tive? Should there be a training centre specialising in 

training Supervisors and Managers? 

The Job Analysis raised some quite specific issues for 

social work trainers to ponder. For example: . What skills 

do particular workers require? The Residential Staff 

Training School has adopted a policy of 'skills' train­

ing with a particular emphasis on 'Helping Skills'. 

These skills were developed and adapted from the Human 

Relations Development model of Carkhuff (1979). It is 

informative to compare the skills taught and practiced 

on courses for Residential Social Workers with the find­

ings of the Job Analysis that detail the tasks and activ­

ities these workers undertake. 

The highest ranked tasks for both Field and Residential 

workers (see Figure 5.8) were from the Counselling Prob­

lem Solving Cluster (2), and these tasks are similar to 

the skills taught on the Basic Helping Skills courses at 

the Residential Staff Training School. These courses were 

not planned on the basis of empirical investigation but on 

the basis of subjective assessment of practice. In the 

case of Helping Skills this assessment proved accurate. 

A recent memorandum from the Director of the Residential 

Staff Training School notes that the findings of Sheafors' 

study, 

" confirms our major direction." (R.S.T.S.1983:11) 

However this does not bear up to more detailed analysis. 

The second and third ranked task clusters on the Residen­

tial Social Workers Task Index Scores (see Table 5.8) 

were titled: Providing Personal and Physical Care (Clus­

ter 7), and Teaching Social and Living Skills (Cluster 8). 

These are central skills in residential social work, 
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according to the Job Analysis, but there were few courses 

mounted by the Residential Staff Training School in the 

last five years that specifically addressed these tasks 

and activities~ The current subject~e approach to policy 

and programme development has led to gaps in the training 

effort that can be identified by empirical investigation. 

Whilst an empirical study cannot answer the questions 

raised by policy developers it can provide objective data 

to base decision making on. This thesis does not attempt 

to provide a definitive answer to the many questions rais­

ed in training policy development, but it does suggest 

that policy decision making based on data from an empiri­

cal study of the nature of social work practice has merit, 

and that training policy not informed by empirical invest­

igation is subject to the contradictions and vagaries of 

subjective decision making. 
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NOTES 

1. See Sheafor, B., Social Work Practice in New Zealand. 

Massey University 1982. The two major antecedents of 

Sheafo~s study are: Teare (1980) and N.A.S.W. (1979) 

2. The Questionnaire is in Appendix A. 

3. The computer printouts for the Job Analysis are held 

at Massey University. These are available for fur­

ther analysis on request to the Social Work Unit, 

Sociology Department, Massey University. 

4. The analysis concentrated on the three major groups, 

the Community Workers are a small number (4), too 

small to provide reliable data. However this group 

should not be dismissed, an identifiable trend to­

wards more community involvement in social work acti­

vity was noted in the 1983 Staff Training Circular. 

As other agencies move towards a Community Work orie­

ntation the Department of Social Welfare may be re­

quired to provide a training response. 

· 5. See Appendix B for a discussion of Department of 

Social Welfare workers' Personal Characteristics, 

including educational qualifications. 

6. The detailed calculations are available on request. 

7. It should be remembered that this view of Residential 

social work is a reflection of the geographical reg­

ion the job analysis covered. In this region are two 

major boys' homes, Kohitere and Hokio, which are in­

volved in the long term training of children in care. 

Because of the centralisation of activity in residen­

tial centres, Residential social work has a greater 

regional variation than Field work. One should keep 

this point in mind when interpreting the findings of 

this survey. 
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The central thesis of the present research is that there 

are four primary elements to be addressed in social work 

education and training policies and programmes. First, 

sound social work education requires a consistent theore­

tical base which is rooted in practice and based on pri­

nciples derived from practice. Secondly, a knowledge 

base, appropriate to established method(s) of social work 

practice, is required. Thirdly, sound training requires 

skills practice in the use of social work practice meth­

ods. Fourthly, there should be opportunities for person­

al development that encourages workers to use their own 

uniqueness as part of an agency staff or operational 

'whole'. 

It has also been argued that social work education and 

training needs to be informed by an empirical study of 

the nature of social work practice. Without this ground­

ing in practice any curriculum development process in 

social work training would be just a theoretical exercise. 

Functionalism favours an approach to curriculum design 

that embodies theoretical logic and rationality. In this 

study considerable emphasis has been placed on linking 

theory to the tasks and activities that social workers 

undertake in their practice. This blending of theory and 

practice is of critical importance. 

These propositions about social work education and train­

ing have provided a theoretical framework for the analy­

sis of social work training policy and programmes within 

the Department of Social Welfare. It was argued that 

this research would reveal that inservice training tends 

to be reactive to the issues of the day; comprised of a 

'patchwork' of unco-ordinated elements; and is centred 

on meeting the needs of the agency for training rather 

than systematically educating its social workers for 

practice. 
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The analyses, in the three previous chapters, have produ­

ced a comprehensive view of inservice social work train­

ing within the Department of Social Welfare. It was 

found that the Department's inservice training was not 

based on a consistent, explicit theoretical perspective; 

it unevenly covered the central elements of social work 

education; and was not grounded in an empirical study 

of the nature of social work practice. These findings 

support the thesis. 

Functionalism is of course only one of the many approa­

ches to social work education and training that has the 

potential to provide a theoretical and empirical base 

for policy and pro g ramme develo pmen t. Wh ilst some crit ­

ics (Leonard 1975, Righton 1979, Shirley 1982) have sugg­

ested alternative approaches, based on different theoret­

ical perspectives, the functionalist approach has much to 

offer. It provides a conceptual fram e work through which 

social work practice may be analysed, it serves as a log­

ical rational explanation of how society functions and 

it establishes boundaries for practice. Further, funct­

tionalism is clearly one of the most useful conceptual 

models for analysing current approaches to social work 

education. To illustrate this point I want to close out 

this study by proposing an alternative model for curric-

ulum development. This model is based on the functional-

ist theoretical tradition, and rooted in empiricism. 



The Inteqrated Model of Curriculum Development for 

Social Work Education and Training. 
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The model is rational, linear and systematic (see Figure 

6.1). It incorporates a number of features from various 

traditions plus some innovations. It is divided into 

four linked sections, or steps, each step is based on a 

particular activity which leads onto, and slightly over­

laps, the next section. The movement of this model flows 

from abstract policies to concrete programmes; the pro­

grammes operationalise the policies. 

The integrated model is designed to be applied to a range 

of settings. In the first instance it has been designed 

with the Department of Social Welfare in mind, however 

it may be applied to other welfare agencies with little, 

if any, modification. Further, the principles espoused 

in this model could be applied to organisations, other 

than welfare agencies, that place a high priority on the 

training and education of their staff. 

This model, when applied to an agency, would ideally be 

implemented by a team of management, workers, trainers, 

and others involved or interested in the training proc­

ess. Within the Department of Social Welfare this group 

could include: the Assistant Director (Social Work Train­

ing) and other management staff, the social work trainers, 

advisory staff, a group of practitioners, and represent­

atives of the N.Z.S.W.T.C. and the N.Z.A.S.W. This Curr­

iculum Development Committee should have the facility to 

'contract out' detailed aspects of the process. For 

example specific research projects (ie. a Job Analysis) 

could be assigned to a university or the research section 

of the Department of Social Welfare. The writing of 

training programmes could be assigned to subject experts 

within and outside of the Department. 



Figure 6.1 (below) provides a schematic representation 

of the Integrated model of curriculum development for 

social work education and training. It is divided into 

four sections each based on a discrete, though linked, 

activity. The four activities are: Planning the Curri­

culum, Content Identification, Programme Formulation, 

and Implementation and Evaluation. An evaluation feed­

back loop completes the model by allowing adjustments, 

based on the evaluation procedures, to be made at all 

steps. 
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Figure 6.1 The Integrated Model of Curriculum Develop­

ment for Social Work Education and Training. 

PLANNING CONTENT PROGRAMME IMP LEMEN-

THE ~ IDENTIFICATION ~ FORMULATION ~ TATION AND 

CURRICULUM EVALUATION 

'~ '~ ' 

I ~ 

' ~ 

EVALUATION FEEDBACK LOOP 

This figure, and the one page summaries of the four steps 

that follow, provide an outline of the Integrated model. 

(Appendix D contains a detailed account of the four steps) 



Step 1. Planning the Curriculum. 

Goal 1: the development of a Curriculum Framework 

Document which includes, 

a. Philosophy and aims of the institution. 

b. Statutory obligations. 

c. The staff the curriculum is to serve. 

d. Instructional and support staff. 

e. Material and financial resources. 

f. Employment setting(s). 

g. Curricular arrangements. 

h. Content coverage. 
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Goal 2: the establishment of a decision-making process. 

In most cases a problem-solving model would be 

employed which would involve: analysing the 

problem, sorting out alternatives and their 

consequences, dec iding upon a course of action 

and analysing actual consequences. 



Step 2. Content Identification. 

Goal: the development of curriculum goals and objec­

tives based on objective data and an informed 

decision making process. 

Figure 6.2 Summary of Content Identification Process. 
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Figure 6.3 

Mission 
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The Curriculum Content Document. 

(Based on Egan, 1982) 
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Terms relating to the Curriculum Content Document. 

Mission Statement. A generic term which indicates the 

overall purpose of a programme. 

Aim(s). A loose statement of the expected 

outcome of an aspect of a programme. 

A programme may have several aims. 

Goals. 

Objectives. 

Specific statements of intended out-

comes of a programme. Major aims 

may have several goals. 

Often confused with goals and a clear 

distinction between these terms is 

not always easy. Objectives are 

defined here as precise, measurable 

statements of particular behaviours 

to be exhibited by a learner under 

specified conditions. (Also referred 

to as a Behavioural Objective.) 

It should be noted that these terms are listed in order 

of increasing specificity and that each term subsumes 

the term above it. 
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Step 3. Programme Formulation. 

Goal: the development of sequenced and graded learning 

experiences designed to meet the curriculum goals 

and objectives. 

Figure 6.4 

Curriculum 

Content 

Document 

Steps Involved in Programme Formulation. 

Match Objectives 

with Learning 

Experiences and 

Materials. 

Grade and Sequence 

Programmes. 
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and Materials. 

Develop New Learning 

Experiences and 

Materials. 



Step 4. Implementation and Evaluation. 

Goal: the implementation of the training programmes; 

and the evaluation of outcomes, the trainers' 

performances, the training materials and exper­

iences, and the overall curriculum process. 

1. Develop Evaluation Procedures for, 

a. Training materials. 

b. Trainers ' per f ormance. 

c. Social Workers' achievement. 

d. The curriculum development process. 

2. Implement the overall programme. 

3. Implement regular evaluation procedures to 

monitor the effectiveness and efficiency of 

the training programmes, making adjustments 
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as the resources for, and constraints on, 

training programmes vary. The curriculum 

development process is constantly monitored 

and changed, via the feedback loops, as social 

conditions and social work practices change. 



A range of curriculum .development models provide the 

basis for the 'Integrated Model'. The Academic model 

provides the necessary theoretical logic and rational­

ity by making explicit, and consistently applying, a 

theoretical framework. 
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The Technical model, the other major influence, provides 

findings from the Job Analysis as a basis for identify­

ing and ranking the important social work tasks and acti­

vities_ to be taught and practiced by social ·workers. 

Some of the learning activities incorp0~ated in training 

programmes, particularly those dealing with personal 

development, could be derived from the Experiential 

model of curriculum development. These activities would 

provide participants with opportunities for exploring 

their personal issues vis a vis the agency in which they 

work. 

Attention is also given to the socio-political milieu in 

which these policies and programmes would be implemented: 

the Department of Social Welfare. This particular facet 

of the proposed Integrated model is enhanced by reference 

to the Pragmatic model, especially during the early stages 

of curriculum development, where competing goals and pri­

orities need to be negotiated and resolved. This is also 

the point in the curriculum development process where a 

collaborative approach (ie. the Cultural Action model), 

which involves all parties interested in, and affected by 

the policies and programmes, may be applicable. 

In the Integrated model an attempt has been made to in­

corporate the most fruitful elements of each approach. 

This is not inconsistent with functionalism which favours 

an integrated approach to the formulation of policies and 

programmes. Further, such an approach is not inconsis­

tent with the views of Gay (1980) who suggested that: 

"Curriculum development is far from being a 

purely objective or scientific enterprise 



that follows a universal, predetermined 

planning process; curriculum development 

is more of an 'artistic' endeavour that 

is often chaotic, political and emergent. 

It embodies a combination of intuition, 

individual initiative and creativity, 

trial-and-error experimentation, social 

politics, and educated guesses." (1980:120) 
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The Integrated model, though developed for the Depart­

ment of Social Welfare, could be applied to other agen­

cies and organisations. It is suggested that this model 

may have the capacity to translate the conflicting de­

mands, needs and interests of different groups into real­

istic, manageable instructional plans. 



Final Comments. 

The application of the Integrated model would allow for 

the following benefits to acrue. Social workers would 
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be able to plan and sequence their training programmes 

over several years, they would also have a clearly enun­

ciated theoretical perspective to work from, and their 

practice and training could be based on an objective 

understanding of social work practice • . A theoretically 

informed training programme would help workers to under­

stand the broad social, economic and political issues 

that surround their practice. Further, the basis would 

be provided for workers to evaluate their own practice 

through action research. Supervising social workers 

and managers would also benefit from an integrated app­

roach as long term planning of training would be possible. 

The appointment and promotion of workers could also be 

systematically related to an integrated training progra­

mme. 

An obvious area for further research would be the imple­

mentation and evaluation of this Integrated model. The 

Department of Social Welfare would appear to be a logic­

al venue for further research, as it is the largest emp­

loyer of social workers in New Zealand, and much of the 

initial research (ie. the Job Analysis) has already been 

completed. 

The task of developing a theoretically based and empiri­

cally informed curriculum for inservice social work train­

ing is both complex and daunting. However it is an imp­

ortant task which has been noticeably absent in social 

work training policies and programmes in New Zealand. 

This thesis has advanced one approach and argued that it 

has merit, but this approach does not obviate the need 

to seek other alternatives. It is hoped that the findings 

from the present thesis will act as a catalyst to encour­

the development and discussion of fresh approaches to soc­

ial work education and training in New Zealand. 
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APPENDIX A. THE JOB ANALYSIS QUESTIONNAIRE. 

SOCIAL 

WORK 

JOB 

ANALYSIS 

STUDY 

Social Work Unit July/August 1982 



SOCIAL WORK JOB ANALYSIS STUDY 
Massey University Social Work Unit 

July/August 1982 

CODING INSTRUCTIONS 

Thue .iM.tlw.ction-6 aJLe .t.o be w.ed -U1. c.omplw.n.g PART II 06 the 
t.oci..al woJtk job an.d.lyt.i.A quu.tlonna..ilt.e. We aJLe ..i.nteJLuu.d -U1. the 
.ta.t,k.t, ljOU peJL60Jtm (1!, ljOU c.a.M.lj out yoU/1. job and aJLe ..i.nte.JLU.te.d ,Ul 
ho. v-U1.g you make 60 U/1. di. 6 6 Vte.n.t Jt.a.t.utgt. o.bo ut a. t. e/Llu o 6 tat, kt. 
.typJ..c.all.y peA60llmed by Mci..al woJt.keJL!,. At, you bec.ome 6~ 
wUh the w.t 06 .tat,k.t, you rNZ.1J t.h-Ulk 06 1,ome .ta.t,k.t, you peJL601U11 
.tho..t a11.e no.t on the w.t. Pleiu.e a.dd them a.t the end 06 the 
w.t and Jta.te them on e.a.c.h 1,c.a.le. 

SCALE A: "HOW OFTEN?" 

This scale simply asks you to rate each of the tasks by how frequently you perform that 
activity in the normal course of your work. Write the nwnber from the scale below in 
the space provided that best represents how often you perform that task. 

A. I CARRY OUT THIS TASK:--:-

(i;) ------- @ ------- (j) -------- @ ---------- (]) 
Not Performed Seldom Occasionally Frequently Almost all of 
At All 'nle Time 

NOW COMPLETE SCALE A, FOR ALL 136 ITEMS. 

BE SURE THAT YOU HAVE HADE A RATING FOR EVERY TASK. 

Now go on to Scale B. 

SCALE B: "HCM CRITICAL?" 

This scale asks you to rate each task according to how critical the task is to the 
well-being of your clients. 

00 Nor RATE ANY TASK YOU DO Nor PERFORM. IF YOU HAVE A "l" UNDER "HOW OFTEN?", YOU 
MUST PUT A "l" IN THE BOX UNDER "HOW CRITICAL?". 

Now rate all of the tasks on SCALE B - including any new tasks you have 
written in at the end of the list. 

B. IMPORTANCE OR CRITICALITY TO CLIENTS: 

(i) ------- @ -------- G> -------- (9 ------ @ 
Not 
Performed 

Somewhat 
Important 

Moderately 
Important 

Very 
Important 

Critical 

BE SURE THAT YOU HAVE RATED ALL TASKS ON SCALE B BEFORE GOING ON TO THE NEXT SCALE. 

p.t.o. 
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CODING INSTRUCTIONS continued 

SCALE C: "NEWLY HIRED?" 

The next scale measures the importance for the newly-hired workers in a job like yours 
to be able to perform this task when they first begin work. Select the statement 
below that best describes the importance of this task for newly-hired workers and write 
the nl.llllber associated with that statement in the space provided on the questionnaire. 

RMEHBER THAT IF YOU GAVE A TASK A 11 RATING (Not Perofmred at All) ON SCALE A, YOU 
SHOULD ASSIGN A #1 RATING ON ALL OTHER SCALES. Complete all ratings on Scale C 
before going on to the final scale , 

SCALE C. IMPORTANT FOR NEWLY-HIRED WORKERS TO 00 : --

<D--------- G) ------- @ --------- 0 -------- @ 
Not 
Important 

Somewhat 
Important 

Moderately 
Important 

Very 
Important 

Extremely 
Import ant 

SCALE D: "RELATE TO SUCCESS" 

The last scale measures the extent to which successful performance of this task 
relates to overall successful performance on the job as defined by your agency or 
employing organisation. Again, place the appropriate nl.llllber on the questionnaire 
that corresponds with the following scale. 

DO NOT RATE ANY TASKS IDENTIFIED AS NOT PERFORMED ON SCALE A. 

SCALE D. RELATIONSHIP TO SUCCESSFUL JOB PERFORMANCE:-­

<D --------- CD ---------- . G> --------- @ ----------- ® 
Not 
Performed 

No 
Relationship 
to success 

Slight 
Relationship 
to success 

Moderate 
relationship 
to success 

High 
relationship 
to success 

Ta.ke a. 6ew 171.{.nu,tu t:.cJ 90 ba.c.k oveJL .the quuticnna..ilt.e and 
make i,Wte you ha.ve. a.n.6weJLe.d a..U .the quuw~ .ln bo.th 
P(l,11,U I a.nd 11. We. know :that c.omple,ting .thi.Ji quuwnna..ilt.e. 
bee.emu a. UJLuome. :tMk and thank you 6M devoUng .the time 
and eneJLg IJ to :t.hu. ende.a.v o Wt. We. .th.lnk .the. 11.U u.l:u c.a.n 
hel.p to .impll.ove. .the. quaLUy 06 Me,lal woJLk plU1.Ct,i.c.e. a.nd 
educ.a.tum .ln New Zeal.a.nd a.nd a.pp11.e.c.ia..te. ljOWI. c.on,t,r,i.buticn 
to U. 
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PART I I PERSONAL AND JOB RELATED INFORMATION 

The in6o.lu1i<llion a.bout you a.n.d yowr. job w..i.U. be kept .ur. 
-6.t'Uct c.on6.ldenc.e. The llepo./Lt.i.ng 06 data. c.oU.ected .ur. 
:t.h,i,,6 quutionna.bt.e will Cillle6uf.1.y a.void llel.eM.ur.g a.ny 
.ur.6011.ma.tion tha.:t c.a.n .lden:ti.6y you pe/l-6ona.Uy. We Me 
Miung 601L :tJu.6 .ur.6oMna:t.ion to deteJur0ie i..6 we have a. 
good lle.plluenta.tion 06 Mc.i.al. wollk.e.lL6 .ur. New Zealand .ur. 
o wr. <> ample a.nd to hei..p a.nai..yH ,6~U a.nd 
di..6 6e1tenc.u .ur. va.lli..ed ,60c.i.al. wollk. po,6,Ulon,6. 

A. On today's date are you a paid employee in a permanent position 
who devotes at least half time each week to activities generally 
considered to be social work or closely related practice? (Among 
the activities that might be included as social work or related 
employment are c011DDunity work, counselling, family work, group 
services, and administration or supervisory tasks.) 

YES NO 

IF NO PLEASE VO NOT COMPLETE THE REMAINVER OF THIS 
QU'f:STIONNAIRE-. --

B. From the list below, circle the number beside the type of welfare 
organisation that best describes your employer. 

01. Hospital Board 

02. Local or Regional Government 

03. Private Practice or Profit-making Organisation (e.g. old people's 
home) 

--STATUTORY GOVERNMENT AGENCY 

04. Department of Justice 

05. Department of Maori Affairs 

06. Department of Social Welfare 

07. Other Statutory Government Agency (specify) ___________________ _ 

--VOLUNTARY RELIGIOUS ORGANISATION 

08. Anglican, Catholic, Methodist, Presbyterian Social Services 

10. Y.H.C.A., Y.W.C.A. 

11. Other Voluntary Religious Organisation (specify) 

--VOLUNTARY SECULAR ORGANISATION 

12. Crippled Children's society 

13. Foundation for the Blind 

14. Society for the Intellectually Handicapped 

15. Other Secular Voluntary Organisation (specify) 

16. CYl'HER (please specify) 

I I I 
ID No. 

CARD 1 

I I 
5-6 
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C. Circle the number beside the category that . best -describes your 
current position: 

1. Social Case Worker 

2. Residential Social Worker 

3. Conmunity Worker 

4. Welfare Worker 

5 . Administrator 

6. OTHER (please specify): 

D. Please rank up to three items in the following list of types of 
work that best reflect the major activities of your job. The item 
ranked number one should be the primary work to which you are 
assigned and those ranked second and third the next most 
important areas. 

RANK: 

(1) 

(2) 

(3) 

(4) 

(5) 

(6) 

(7) 

Agency policy development and administration (e.g. agency 
management, staff supervision, staff training). 

Care and protection of people "at risk" (e.g. foster care, 
physical/emotional/intellect\lal disability, care of aging) 

COl!llllunity educative ~ctivities (e.g. public information, 
courses and informal groups) 

Community services (e.g. -comnunity houses, self-help 
groups) 

Control, supervision, or training of clients (e.g. 
residential care , probation) 

Le i sure-time services (e.g. personal deve l opment, 
recreation, sports) 

Problem-solving or treatment (e.g. co'-lns~lling, group 
work; family work , therapy) 

(8) Rights and access services (e . g. financial benefits, 
housing, employment) 

---- --(0) Support services (e . g. day care prc,jects , volunteer 
programmes) 

(9) OTHER (please specify) 

E. Circle the number next to the term that best reflects the practice 
role in which you spend most of your time. 

1. Administrator 

2. Practitioner 

3. Senior Practitioner 

4. Supervisor 

5. OTHER (please specify) 

2 

L_/ 
7 

L_/ 
8 

_/_/~~/ 
9-10 

I I 
11 
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K. Circle the number of the category that includes . your age at your 
last birthday. 

l. Less than 24 years 

2. 25-34 years 

3. 35-44 years 

4. 45-54 years 

5. 55 or more years 

L. Circle the number in the list below that is next to the statement 
that best describes the highest general education level, or its 
equivalent, that you have attained. 

1. Attended secondary school 

2. School certificate (passed four subjects) 

3. University Entrance 

4. Seventh form higher leaving certificate 

5. Attended university (incomplete degree, passed some papers) 

6. Bachelor ' s degree (other than BSW). Major: 

7. MA (other than social work option). Subject area: 

8. Ph.D. (other than social work) 

O. OTHER (please specify)---------------------------------------

M. Circle the number in the list below that best identifies any 
professional social work qualification, or its equivalent, you have 
conipleted. 

l. None 

2. Diploma in Social Sciences/Social Work 

3. Bachelor of Social Work 

4. MA or M.Phil. (Social Work Option) 

5. Master of Social Work 

6. Ph.D. (Social Work Option) 

7. OTHER (please ,specify)--------------------------------------

If you have any other pre-professional or professional qualification 
(e.g. community service, nursing, teaching), please list that below: 

4 

I I 
~ 

I I 
I9"" 

I I 
2() 
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N. Listed below are a series of reasons that clients of social wor kers 
use their services . * Please circle the number below that indicates 
how often, in a typical month, you deal with each of these issues 
(directly or indirectly) in carrying out your practice. , 

CLIENTS USE MY SERVICES IN REIATION TO: 

01 . Abuse (physical/ 
sexual) 

02 . Alcoholism/Drug 
Abuse 

03 . Basic Living Skills 
(e.g. nutrition, 
self-care) 

04. community Resources 
(e. g . public trans­
port, recreation 
facilities) 

05 . Family Separation/ 
Breakdown 

06. Health Related 
Problems 

07. Loneliness 

08. Mental Illness 

09. Mental Retardation 

10. Neglect (physical/ 
emotional) 

11. Personal Growth and 
Development 

12. Physical Disability 

13. Senility 

14. Shelter/Housing 

15. Status Offences (e.g. 
truancy, delinquency) 

16. Unemployment 

Almost Occas-
Never Seldom ionally 

l 

l 

l 

l 

l 

l 

l 

l 

l 

l 

l 

l 

l 

l 

l 

1 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

Fre­
quently 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

Almost 
all the 
time 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

*Throughout this study the ter111 client is used to refer to 
individuals, groups, families, organisations, neighbourhoods, 
communities, or even the more general society of New Zealand. 

5 

/__/21 

L_/22 

L_/23 

L_/24 

L_/25 

L_/26 

L._127 

L_/28 

_/ _ / 29 

/__/30 

/__/31 

L_/32 

L_/33 

_/_/ 34 

L_/35 

/__/36 
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PART II, JOB ACTIVITY 

In thiil part of the questionnaire, we are interested in getting detailed information about your job. 
Instructions for entering answers to this section can be found on the sheet of paper entitled CODING 
INSTRUCTIONS that was distributed with the questionnaire. It is important that you read the instructions 
and follow the procedures very carefully. 

You wlU noUc.e. tha,t you will. be. i.u.btg 6oWc. Jta.t,lng 6c..alu. Ea.eh one. me.a.6Wc.U a 
cU66eJLe.n:t c.onc.e.pt 11.el.a.t.e.d t.c the. job ta6k duCM.be.d. In i.u.btg the. 6c.a.lu, you 
6hou.td II.ate. aU the. ta6k6 on a. g.ive.n 6c..ale. be.6011.e. you move. on to the. ne.x.t one.. 

Please start with SCALE A, "HOW orl'EN", rate all the tasks on that scale and proceed to SCALE B. 

1. Use a formal intervention technique to assist an involuntary 
client to make appropriate changes. 

2. Develop the basic design and goals of a programme in order to 
meet various needs for service. 

3. Assist clients to find and secure entitlements to social services 
(e.g. social security benefits, educational bene.tits} in order to 
receive benefits for which they are eligible. 

4. On a periodic basis, review reports of various personnel actions 
(leave, performance evaluation, staffing) in order to assure 
adherence to policy guidelines. 

5, Participate in group meetings (e.g. houseparents, tenants, neigh­
bourhood groups, community decision-making groups) in order to 
assist in arriving at a group decision·. 

6. Gather information from various sources (e.g. people, meetings, 
records) in order to verify or clarify statements made by clients 
or other individuals and groups. 

7. Prepare procedural material, such as personnel, safety, or 
financial guidelines (alone or with others), in order to provide 
standard operating procedures. 

8. Prepare and submit a detailed progranme proposal or grant 
application to the appropriate local or national organisation, 
or to other funding sources, in order to secure approval and/or 
funding for needed services. 

HOW 
OFTEN? 

L__j 

L__j 

L__j 

_!_/ 

_/_! 

/__J 

L__j 

/__J 

HOW 
CRITICAL? 

_/_! 

_!_! 

L__j 

L__j 

_/_! 

_!_! 

/__J 

_!_! 

NEWLY 
HIRED? 

_!_! 

._/_! 

_!_! 

_!_! 

/__J 

/__J 

/__J 

_/_! 

RELATE TO 
SUCCESS? 

/__J 

_!_! 

_/_/ 

_/_/ 

/__J 

_!_! 

/__J 

_!_/ 

37-40 

41-44 

45-48 

49-52 

53-56 

57-60 

61-64 

65-68 

fo-' 
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9. Bargain and negotiate with union or employee association 
officials in order to represent and protect organisational 
interests • 

10. Assist, supervise, and/or train clients to perform personal 
chores such as housekeeping, cooking, and errands in order to 
prepare them for daily living activities. 

11. Study and evaluate training programmes in order to determine 
whether or not training objectives or needs are being met. 

12. Obse,:ve clients and gather information from appropriate sources 
in ord,!!r to make preliminary judgement about the need for 
special counselling or mental health treatment, 

13. Review records of subordinates in order to insure that docu­
mentation (e.g. case recordings, correspondence, etc.) has been 
done according to proper procedures. 

14. Propose or analyse local and national social policies in order 
to contribute to a just and equitable social service delivery 
system. 

15. Review financial reports from providers of contracted services 
in order to assure their compliance with contract terms. 

16. Take formal action (e.g. remove child from home, call police, 
restrain client) in order to protect client or others in times 
of crisis or danger. 

17. Fill out requisitions, invoices,or vouchers in order to 
authorise or deny payment to vendors, suppliers, or other 
providers. 

18. Attend meetings, review information, make other contacts in 
order to keep an up-to-date knowledge of service resources and 
providers. 

19. Suggest or propose a plan to workers (or superiors) in order to 
gather needed support for a change in services, guidelines, or 
procedures. 

20. Inspect facility and contents (e.g. building, grounds, vehicles 
security posts, furniture, equipment) in order to assess security 
or hazards, determine deficiencies, or monitor status, 

HOW 
OFTEN? 

L__j 

L__j 

L__j 

L__j 

L__j 

L__j 

L__j 

/__J 

/_J 

L_/ 

/__J 

L_/ 

HOW NEWLY 
CRITICAL? HIRED? 

L_/ L_/ 

L_/ _/_/ 

/_J /__J 

L__j _/_/ 

L_j _!_/ 

L__j L_/ 

L_/ _!_/ 

/__J L__j 

/__J _!_/ 

L_j _!_/ 

_/_/ /_J 

L_/ _!_/ 

RELATE TO 
SUCCESS? 

_!_/ 

_/_/ 

_/_/ 

L__j 

_!_/ 

L__f 

_/_/ 

_/_/ 

_!_/ 

_/_/ 

_/_/ 

L__f 

69-72 

73-76 

77-80 

CARD 02 

6-9 

10-13 

14-17 

18-21 

22-25 

26-29 

30-33 

34-37 

38-41 

I-' 
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21. Clarify job duties, roles, and work assignments for workers 
(subordinates) in order to increase individual or group 
effectiveness. 

22. Use a computer, or information retrieval system, in order to 
gather or store data or infom practice decisions. 

23. Review subordinates' records to insure that professional 
standards are being met. 

24. Obtain infomation from various sources in order to carry out 
intake or determine the appropriateness of a situation for 
providing service. 

HOW 
OFTEN? 

_!_! 

L__J 

f__J 

L__J 

25. Give information to clients, relatives, or other people in order L__/ 
to explain and interpret agency progiAll'll'les, policies, or procedures. 

26. Collect status information relating to condition of buildings and L__/ 
equiprnent in order to document need for repairs or purchasing. 

27. Review files and records prior to an interview, home visit, 
meeting or other tY.pe of contact in order to be familiar with the 
details of the situation. 

28. Read articles in professional journals, books, in order to keep 
up with developments related to your job responsibilities. 

29. Establish service policies and practices in order to provide 
standards for unit, progranne, or agency services, 

L__J 

f__J 

f__J 

30. Write or supervise the writing of news releases, stories, brochures, L__/ 
and publications in order to inform clients and the public. 

31. Visit and inspect care facilities (e.g. day care, foster homes, 
residential care) periodically, in order to evaluate services 
provided, the suitability of the environment for the persons 
cared for, or to solve any problems. 

32. Design surveys (questionnaires, interviews) for specific groups of 
people (for example, clients, employees, community people) in 
order to gather their opinions. 

33. Carry out arithmetic or statistical calculations in order to 
determine characteristics or infer relationships about clients, 
workers, programmes, or facilities. 

L__J 

L_/ 

_!_/ 

HOW NEWLY 
CRITICAL? HIRED? 

f__J 

L_/ 

L_/ 

L__J 

f__J 

L_/ 

f__J 

f__J 

L_/ 

f__J 

L_/ 

L_/ 

f__J 

_!_/ 

_/_/ 

f__J 

f__J 

f__J 

_/_! 

f__J 

f__J 

L_/ 

_/_! 

_!_/ 

_!_/ 

_/_/ 

RELATE TO 
SUCCESS? 

_!_! 

_!_! 

L_/ 

_/_/ 

L_/ 

L__/ 

_/_/ 

L_j 

f__J 

_/_/ 

_!_/ 

_!_/ 

_/_! 

42-45 

46-49 

50-53 

54-57 

58-61 

62-65 

66-69 

70-73 

74-77 

CARD 03 
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10-13 

14-17 

18-21 
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34. Calculate or record employee (including paid clients) information 
(e.g. attendance, leave·, travel status, compensatory time) in 
order to prepare payrolls or summarise employees' status. 

35. Provide knowledge to clients about personal living skills (e.g. 
hygiene, grooming, money management, housekeeping, food 
preparation, personal mobility) in order to improve · their 
independent . functioning. 

HOW 
OFTEN? 

L_f 

L_f 

36. Observe or inspect clients' homes in order to assess security L_f 
or hazards, determine deficiencies, or evaluate their status. 

37. Work with clients in a small group or during a structured activity L_f 
in order to teach them how to behave in group situations. 

38. Develop job classifications and descriptions drawn from established / / 
social service staffing patterns to organise personnel structure. ---

39. Attend workshops, seminars, or programmes, dealing with topics of L_f 
interest or need, in order to improve your job knowledge and skills. 

40. Plan or participate in organised campaigns or demonstrations in 
order to persuade officials cir other decision-makers to establish 
or change laws or policies on behalf of clients. 

41. Keep track of the distribution and use of supplies, equipment, 
furniture, benefit forms, etc., in order to insure an adequate 
supply. 

42. Summarise and synthesise data about services and clients in order 
to ··determine service outcomes. 

43. Use formal change strategies with decision-making bodies (e.g. 
councils, agency boards and committees) to improve resources or 
conditions in the community. 

44. Observe clients and gather information from appropriate sources in 
order to establish the existence of a substance (e.g. alcohol, 
solvents, drugs) abuse problem. 

45. Observe clients and gather information from appropriate sources, 
looking for signs (e.g. withdrawal, flat effect, depression) in 
order to assess the possibility of sexual abuse te.g. rape or 
incest) or psychological neglect or abuse in children or adults. 

46. Plan for the development, construction, renovation, or repair of 
a building, wing, or unit in order to provide appropriate 
physical plant. 

L_f 

L_f 

L_f 

L__J 

L_f 

L_f 

L_f 

HOW NEWLY 
CRITICAL? HIRED? 

L_f 

_/_! 

L_f 

L_f 

L_f 

_/_! 

L_/ 

L_/ 

_!_! 

L__J 

L__J 

_!_! 

_!_! 

_!_/ 

_!_! 

_! _! 

_!_! 

_/_/ 

_/_! 

_!_! 

_/_! 

_/_! 

L__J 

_!_! 

_/_/ 

_/_/ 

RELATE TO 

SUCCESS? 

_!_/ 

_!_! 

_/_/ 

_!_/ 

_!_! 

_!_! 

_!_/ 

_/_/ 

_/_/ 

_/_/ 

_!_/ 

_/_/ 

_!_! 

22-25 

26-29 

30-33 

34-37 

38-41 

42-45 

46-49 

50-53 

54-57 

58-61 

62-65 

66-69 

70-73 
~ 

\,;J 

-..J 
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47. Review records and work load info:rmation in order to assign or 
reassign tasks to unit or staff members • 

HOW 
OFTEN? 

L_j 

48. Talk with clients or relatives about problems in order to reasaure, L__/ 
provide support, or reduce anxiety. 

49. Work with clients and their families to prepare them psychologically L__/ 
and socially for movement from one living arrangement to another 
(e.g. hospital, residential care, old people's home, foster h0111e). 

50. Tell clients about services and/or resource locations in order to ·L_/ 
promote their use by clients. 

51. Meet with co-workers or staff in order to plan and de'119lop the L_j 
operation of a new or expanded service progr&11111e or administrative 
unit. 

52. Convert progr&Jl'l!le goals and concepts into specific plans, including L__/ 
staffing and funding, in order to start progranne operation. 

53. Give routine first aid to clients in order to provide comfort or 
prev'!!nt more serious physical problems. 

L_/ 

54. Review work plan for an individual case te.g, appointn,ents, visits, / / 
mail, memos) in order to plan activities and set priorities for a ---
given work period. 

55. Draft, _dictate, and/or proofread correspondence to clients, workers, L_/ 
or others in order to answer inquiries or to request specific 
action or information. 

56. Testify, explain, or make rec011111endations in the justice system 
(e.g. Children's Boards, Children's Court, Family Court, District 
Court) in order to provide information on which legal decisions 
(e.g. supervision, probation, committal) can be based. 

57. Use standard reporting forms or methods (e.g. work sampling, time 
study, case sampling) in order to compile data for re:unbursement, 
b.illing, cost analysis, or other purposes. 

58. Meet with representatives of other units or agencies in order to 
develop cooperative arrangements among service providers. 

L_/ 

_/_! 

_/_/ 

HOW NEWLY 
CRITICAL? HIRED? 

L_J 

L_J 

L_/ 

L__j 

L_j 

L__/ 

L__/ 

L_j 

L_/ 

_!_! 

_/_/ 

_!_/ 

_!_! 

_/_! 

_/_! 

_/_/ 

/__( 

_/_/ 

_/_! 

L_J 

_/_/ 

_/_/ 

_!_/ 

L__/ 

RELATE TO 
SUCCESS? 

_!_/ 

_!_! 

L__/ 

_!_! 

_!_! 

L__/ 

_!_! 

_!_/ 

_/_/ 

_/_! 

_/_! 

L__/ 

74-77 
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14-17 
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42-45 
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HOW 
OFTEN? 

59. Review and discuss your personnel evaluations with your appropriate L__/ 
superior in order to clarify their assessment of your work. 

60. Supervise the administration of medication to clients, according to L__/ 
procedures, or see that medications are being taken by clients in 
order to promote or maintain health. 

61. Plan agenda or conduct meeting of staff in order to exchange / / 
information, gather opinions, and/or determine courses of action. ---

62. Record or dictate information about clients, using prepared forms L__/ 
or narrative, in order to establish records, update case status, 
document services provided, or terminate and close the case. 

63. Deal with grievances or conflicts between workers and union or L__/ 
agency representatives, discussing solutions to problelllS in order 
to resolve work issues. 

64. Provide or arrange for transportation in order to get clients to L__/ 
service or treatment resources. 

65. Use 'action methods' (e.g. role plays, play activities, family 
sculpture) or other experiential exercises to help family members 
explore interactional aspects of the family. 

L_J 

66. Read administrative literature (manuals, memos, circulars) in order L_J 
to learn about or keep up .. with agency policies and procedures. 

67. Explain service programmes and policies to lay people in public L__/ 
appearances of various kinds in order to inform the public. 

68. Follow-up or monitor clients' referrals in order to insure that 
services are being provided. 

_/_! 

69. Discuss options with clients in order to help them understand L__/ 
choices and resolve a particular problem. 

70. Help out in problem situation or dispute between clients or between / / 
clients and a service provider in order to achieve a satisfactory ---
solution. 

71. Evaluate your actions and decisions in order to determine if your 
practice activities are meeting the standards, values, and ethics 
required for quality service provision. 

L__/ 

HOW NEWLY 
CRITICAL? HIRED? 

L_J 

L_J 

L_J 

L__/ 

L_J 

L__/ 

L__/ 

L__/ 

_!_! 

L_J 

L_J 

_!_/ 

L_J 

L__/ 

L__/ 

.L__/ 

L_j 

L__/ 

L_j 

_/_/ 

L__/ 

L__/ 

_/_! 

L_j 

_/_! 

_!_! 

RELATE TO 
SUCCESS? 

_!_! 

_!_! 

_!_/ 

L__/ 

_!_! 

_/_! 

L__/ 

_!_! 

_!_/ 

L__/ 

_/_/ 

_!_! 

_/_/ 

50-53 

54-57 

58-61 

62-65 

66-69 

70-73 

74-77 

CARD 05 

6-9 

10-13 

14-17 

18-21 

22-25 

26-29 
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HOW 
OFTEN? 

72, Supervise and train clients in dressing, grooming, bathing, or L__J 
shaving in order to increase personal comfort or improve appearance, 

73. Develop client skills (e.g. organisational decision-making pro- L__J 
cedures, community action) in order to help them set priorities and 
facilitate efforts to stimulate social change in the c0111111unity. 

74. Encourage and help clients to discuss their points of view, !._/ 
feelings, and needs in order to increase their insight into the 
1110tives for their decisions and actions, 

75. Coordinate the service plans with others (e.g. co-workers, other !._/ 
providers, coll'l!lunity groups, family) in order to facilitate 
delivery of services. 

76, Gather and compile data about services provided to clients in order L__J 
to prepare statistics for periodic reports. 

77. Visit and/or investigate potential service resources or providers 
in order to assess their suitability or to approve them for use by 
the agency, 

78. Teach (or supervise the teaching of) groups of students or workers, 
in the classroom or other settings, according to a training plan, 
in order to increase knowledge or skills of staff. 

L_j 

L_J 

79, Serve as a mediator or referee in an argument between clients and / / 
others (e.g. spouse, parent, child, employer, landlord, social ---
agency, government organisation) in order to achieve a satisfactory 
solution. 

80, Fill out standard forms or questionnaires in order to provide data L_J 
for special studies about clients or the agency (unit). 

81, Review and analyse data about service needs and demands in order to L_J 
estimate workload and staffing requirements. 

82, Meet regularly with supervisor, other superior, or colleagues in /___/ 
order to review current workload, explore alternatives, and work on 
personal or professional development. 

83. Discuss the overall situation with clients, families, or community / / 
groups, including limitations and advantages of possible approaches, --­
in order to arrive at a plan for service, 

HOW NEWLY 
CRITICAL? HIRED? 

·L__J 

L__j 

L_J 

L_J 

L__j 

L_J 

L_j 

L__j 

L_J 

L_/ 

L_J 

_/_/ 

.!._/ 

L__j 

_/_/ 

_/_/ 

L_J 

_/_/ 

_/_/ 
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_/_/ 

RELATE TO 
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_!_/ 
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_/_/ 
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HOW 
OFTEN? 

84, Go over activities with subordinates, _clarifying and evaluating the L__/ 
situation, recommending methods and approaches, in order to instruct 
workers in dealing with various client situations. 

85. Assist community to assess resources in order to resolve problems or L__J 
improve social conditions. 

86, Review service plans and procedures in order to assure that clients' L__J 
human rights are protected. 

87. Use a formal intervention technique with clients in order to L_/ 
improve social functioning and/or solve social problems. 

88. Use a formal therapeutic method in group situation in order to L_/ 
improve social functioning and adjustment. 

89, Go over policies, procedures, and laws with subordinates in -order to L_/ 
inform or advise them about new or established policies or to alert 
them to effects on programmes. 

90, Talk with and counsel clients and/or family members in order to pre- L_/ 
pare for the termination of services or financial assistance. 

91, Work with a family using a formal intervention technique in order to L_/ 
develop improved communication skills within the family. 

92, Present and/or publish findings from studies or analyses in order to L_/ 
share your information with appropriate audiences. 

93. Teach clients leisure time skills in order to participate in handi- / / 
crafts, recreation, therapy, or other socialisation activities. ---

94. Participate in leisure activities with clients in order to provide L_/ 
recreation or reduce loneliness. 

95. Describe community needs to decision makers (legislators, board L_/ 
members, community officials) in order to persuade them to initiate, 
maintain, -or restore programmes . 

96. Review and analyse records, consult with clients and with other / / 
workers involved to evaluate progress and to alter service plans if --­
necessary. 

97. Counsel workers about personal or job-related problems in order to 
strengthen job functioning. 

98. Collect information and follow up leads in order to locate missing 
individual (e.g. spouse, parent, offspring, absconder). 

L_/ 

_/_/ 

HOW NEWLY 
CRITICAL? HIRED? 

_!_! 

_!_! 

_!_! 

_!_! 

L_/ 

_!_! 

_!_! 

_/_! 

L_/ 

L__j 
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_/_/ 

_!_! 

_/_/ 

_!_/ 

_/_! 

_!_! 

_/_/ 

L_/ 

_/_! 

_!_! 

L_/ 

L__j 

_/_! 

_!_! 

_!_/ 

_!_! 

_!_! 

_/_/ 

_!_! 

RELATE TO 
SUCCESS? 

_/_! 

_/_! 

_/_/ 

_/_! 

L__j 

_/_/ 

_!_/ 

_!_! 

_/_/ 

_/_/ 

_/_/ 

_/_/ 

_/_! 

_!_! 

_!_! 
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99. Get information from corrrnunity leaders, groups, officials, client 
groups, and other agencies in order to determine adequacy of 
present services or the need for new programmes. 

100, Use telephone, make home visits, or talk with clients in order to 
locate people who might need services or financial help. 

101. Express and demonstrate understanding of clients' points of view, 
feelings, and needs in order . to establish open and trusting 
relationships • 

102, Review or gather information from various sources in order t o 
monitor prograrm1e or unit progress or impact. 

103 . Review and analyse available information in order to assess the 
effectiveness and outcome of service provided to clients. 

104. Explain client or programne needs to people, individually or in 
groups, in order to encourage them to become resources (for 
example, volunteers, foster parents, contractors, vendors). 

105. Recruit and/or screen job applicants (including volunteers and 
students) in order to fill the personnel needs of a unit or 
department. 

HOW 
OFTEN? 

_!_/ 

_! _ / 

_! _ / 

_!_/ 

_/_/ 

_! _ / 

_/_/ 

106 . Prepare, supervise, and/or serve meals for clients, either individ- / / 
ually or from centralized kitchen, in order to pr~vide nutrition. ---

107. Verify expenditures or record financial transactions in order to / / 
document expenditures and balance accounts for programmes or units, ---

108, Collect and present data in narrative, graphic, or other forms / / 
about individual, group, or corrrnunity situations in order to assist --­
in the assessment and selection of intervention strategi es. 

109. Review progranune fiscal policy and practice, budgets and expendi- / / 
tures , books and financial statements in order to assure adherence ---
to accepted accounting procedures and regulatory agency guidelines. 

110. Call publ ic meetings to draw attention to public grievances and t o / / 
assist the meeting to find a proposal to remedy the i ssue. ---

111 . Teach individual workers or volunteers how to do a j ob, helping wi th _/ __ / 
job a s signments when indicated, in order to provide on-the-job 
tra ining. 

HOW NEWLY 
CRITICJ\L? HIRED? 

_/ _ / 

_/ _ / 

_/ _ / 

_/ _ ! 

L__/ 

_/ _ / 

_/ _ / 

_/ _ / 

_/ _ / 

_/ _ / 

L__/ 

_/ _ / 

_/ _ / 

_/ _ / 

_/ _ / 

_/ _ / 

_/ _ / 

_/ _ / 

_/ _ / 

_/ _ / 

_/ _ / 

/ __ / 
_/ _ / 

_/ _ / 

_/ _ / 

_/_ / 

REI.ATE TO 
SUCCESS? 

_/ _ ! 

_/ _ / 

_/ _ / 

_/ _ / 

_/ _ ! 

_/ _ / 

_/ _ / 

_/_/ 

_/ _ / 

_/ _ / 

_/ _ ! 

_/ _ / 

_/ _ / 
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112. Instruct clients in job application skills, effective work habits, 
and various job skills in order to prepare them for employment. 

113. Participate in legislative forums or hearings as a representative 
of the agency. in order to explain and advocate a posit ion on 
pending social welfare legislation. 

114. Schedule (coordinate) working hours, vacations, etc. in order to 
arrange adequate staffing patterns and coverage. 

115. Inquire about and discuss j ob vacancies or positions with employers 
in order to help clients find jobs. 

116. Confront clients about unacceptable behaviour in order to bring 
about changes or promote a.djust:me nt. 

117. Organise and complete case materials in order to prepare it for use 
in court proceedings (e.g. custody hearings, suits, committals 

118. Interview clients, or review applications and complete paperwork as 
required, in -order to determine initial or continued eligibility. 

119. Observe clients and gather information from appropriate sources, 
looking for signs (bruises, burns, cuts, unusual thinness, 
excessive dirt) in order to assess the possibility of physical 
abuse or neglect in children or adults. 

HOW 
OFTEN? 

_!_! 

_/_! 

_/_! 

_/_! 

L__j 

_!_! 

_!_! 

_!_/ 

120. Plan training session (or programme), designing curricul um, / / 
scheduling sessions, ·or arranging for staff or facilities in order ---
to improve workers' skills and knowledge. 

121. Describe and discuss safety or security regulations to staff (or / / 
clients) in order to assure safe operations. ---

122. Discuss proposed actions in order to acquaint clients or c l i ent / / 
groups with their rights and to provide full information. ---

123. Make home visits in order to assist families to improve their social / / 
functioning and/or solve problems. ---

124. Review available information and consult with other inte rested / / 
parties in order to arrive at a mutual decision and a plan for ---
termination of services and/or as sistance. 

125. Estimate or analyse funding requirements to prepare or revi ew / / 
proposed budgets and fiscal plans for existing needs or new service --­
programmes. 

HOW 
CRITICAL? 

L__j 

L__j 

L__/ 

_!_! 

_!_! 

_/_/ 

_/_! 

L__/ 

_/ __ / 
_!_! 

_/_! 

_/_/ 

_!_! 

_/_/ 
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RELATE TO 
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_/_/ 
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126. 'llikepart in discussions with co-workers, talking over events of the 
day, problems, or particular clients in order to learn about 
programme operations or share experiences in dealing with clients. 

127. Observe clients and gather information to determine the urgency of 
a client's situation and emotional state in order to decide if 
emergency services, or routine handling is needed. 

HOW 
OFTEN? 

L_J 

/.__/ 

128. Discuss job expectations and agency procedures (policiest with L___/ 
trainees or other new workers in order to familiarise them with the 
situation or to plan training and orientation for them. 

129. Provide technical assistance and support to bommunity and client L___/ 
organisations or groups to promote self-help efforts. 

130. Develop or modify personnel evaluation forms and procedures and L___/ 
instruct staff in their use in order to assure valid data on 
staff performance • 

131. Meet with clients or client groups to help them decide what are 
the alternative choices available (e.g. housing alte~natives, 
youth projects) in a problem situation. 

132, Fill out standard forms or write letters and memos to refer 
clients to appropriate services. 

133. In behalf of an individual client, use a formal intervention 
technique with family members in order to restore and strengthen 
the family as a resource to individual members. 

134. Evaluate your competence, biases, possible conflicts of interest, 
availability, and feelings about clients, in order . to decide 
whether another worker could better serve the clients' interests. 

135. Teach groups of clients knowledge and skills for living (e.g. 
parent effectiveness, marriage enrichment) in order to enhance 
the quality of their lives. 

136. Discuss job performance and personal assessment with worker 
(subordinate) in order to promote understanding of job 
expectations or to work out any differences of opinion. 

L___/ 

f__j 

L_J 

f_J 

f__j 

L___/ 

HOW 
CRITICAL? 

L_J 

f__j 

f__j 

L___/ 

L___/ 

f__j 

_/_! 
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f_J 

f__j 

_!_! 

NEWLY 
HIRED? 

_/_! 

_!_/ 

L___/ 

_/_! 

L___/ 

/.__/ 

_!_! 

_!_/ 

_/_/ 

_/_/ 

_/_! 

RELATE TO 
SUCCESS? 

_/_/ 

_!_/ 
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_/_/ 
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_/_/ 
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141. 

WRITE IN AVV1T10NAL TASKS IN THE SPACE BELOW: 
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JOB ANALYSIS STUDY 

MASSEY UNIVERSITI 

July/August 1982 

TA.SK CllJSTER DEFINITIONS 

1. BROKERING/LrnKAGE - connecting clients with existing services; IMking 
arrangenents, referrals for services; following up clients to be sure 
services have been provided. 25, 50, 64, 68, 98, 100, 115, 132. 

2 . COUN~rJ..LI}K;/PROBLEM SOLVING - prov:i.ding advice , guidance, couns el, 
and insight to clients and relatives . F.irphasis is on problem solving , 
building insight, and reducing tensions . \.Jhile not precluded, use of 
formal interventi ve techniques is not jJTf>lied. Heavy cripha si.s on 
n(-~diation and persuasion. 48, 49, 69, 74, 79, 90, 94, 101. 

3. FORMAL INI'ERVENTIOO WITI-I INDIVIOOALS - using "formal" interventi ve 
techniques, typically wi.th single clients, to nodify behaviour or 
resolve problerns. ''Fonnal'' irrplies an explicit frarre of reference, 
theory, orientation or interventive rrodel. 1. 16, 87, 116, 133. 

4. FOHl'W.. INl'ERVHfflON WITH F.Al'flLIES - conscious use of "fonnal" or 
standard rrodels, or procedures to help families rmdify behaviour or 
solve problems. Draws on principle s of farrrily tJ1eory and devel oprrent 
in a therapeutic or change context . 65, 91, 123. 

146. 

5 . FDRl'1tu.. INTERVENTION WITH GRO.JPS - using "fonnal" interventive 
techniques ·with groups to nndify behaviour or solve problems. "Fonnal" 
irrplies an explicit fraire of reference, tlleory, orientation, or 
interventive IIDdel. 5, 37, 43, 88 . 

6. CLIDIT STATUS ASSESSMENT - gathering information, making observations 
to detennine the degree of need, nature of problem(s), or severity 
of problem(s). Includes the as sessncnt of eligibility for services/ 
assistance. 12, 44, 45, 85, 108, 118, 119, 127, 131. 

7. PERS~/PHYSICAL CARE - providing for the day-to-day necessities of 
life ( e . g . , rreclicine, rreals) and carrying out personal services for 
clients . 10, 53, 60, 72, 106. 

8 . . TFA~ SOCW, AND L~ SKII.LS - instructing jndividual clients 
in daily living skills (e .g .• m:my n..-:nu1gem:nt, hygiene, hafClmking) 
and teaching groups of clients skills that will enhance their general 
functioning (e.g . , parent effectiveness, premsrriage/marriage 
enrichrrent, groups l eadership skills , prarote use of leisure, 
conmmity action techniques) . 35, 73, 93, 112, 135 . 

9. /illVOCACT - taking c:in active po!.:iition in trying to obtain inproved 
outcones for clients . Includes organized activity (e.g., dennnstrations) 
as well as i.nfonnal, case-specific activity. Objectives can range 
from legislative or system change to obtaining services denied to 
client·s . 3, 19, 40, 70, 86 , 95, 110, 113. 
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10. RESOURCE STATUS A.c.;SESS.MENl' - gathering infonnation, nk'lking observations 
to <let.ermine the adequacy of a resotn-ce (e.g., potential vendor/ 
provider, client's hone) within the context of service provision. 
31, 36, 77. 

11. CASE MANAGEMENr - carrying out intake, scheduling, making logistical 
arrangenents for service actitities. 6, 24, 27, 54, 122. 

12. SERVICE PU\NNit{; - establishing priorities, setting goals, and 
developing a plnn of services. Deals witJ-1 the technical/clinical 
aspects of the service. 75, 83, 96, 124. 

13. PAPER FlDW - gathering, recording, and processing information about 
clients, errp loyees, or work activities . Emphasis is on the use of 
standardised procedures, forn1S, or teclmiques used in established 
routines. 17, 34, 55, 57, 62, 80, 107. 

14. m1PIL~/SYNTHESIZING DATA - aggregating and analysing infoimation 
through surveys, special scudies, to describe or evaluate services, 
prepare reports, or make administrative decisions. 22, 32, 33, 42, 76, 81. 

15. EXTERNAL/PUBLIC REI.ATICNS - dealinG with the public-at-large in ternLS 
of progr~ service information, resource rrobilisation, or political 
activit.-y. 30, 67, lOL+. 

16. TECHNICAL SUPERVISIOO - providing advice, rn.Etoring case actions and 
work loads to ensure d-i.at professional standards are being net and 
ci1.at clients are being dealt wid1 appropriately. 13, 23, 47, 84. 

17. PROPERTY M6.NAG8'1ENT - taking care of d1e physical, tangible carqxments 
(e.g., equiJX]ent, supplies, building) of an operation. Includes 
maintenm1ce, inventory control, safety, and security. 20, 26, 41, 46. 

18. PERSONNEL MAN/'~'1ENT - supervising and rran.aging workers. Includes 
preparing work schedules, evaluating errployee perfonnance, handling 
grievances, and dealing with employee problems. 9, 21, 63, 97, 105, 114, 
130, 136. 

19. STAFF AND TRAil'lliE DEVEI..Dfl'1El1l' - teaching and providing infonnatim 
and orientation to subordinates and colleagues. Includes the plarming 
and design of training ITEterials. 78, 89, 111, 120, ~21, 128. 

20. POLICY DEVEI.DPMENI' - establishing and fonrul.ating policy 1mterials of 
vario~ kinds to ensure progarnrre and tnri.t operation. Involves 
service as well as achnini.strative policy. 7, 14, 29, '58. 

21. PROCI1/~t,1E PI.ANNING/DESIGN - planrting ...md ~stahlishing the objectives 
and fonn of new programres or rro<lify:i.ng the scope of existing ones. 
Includes budget preparation, job construction, and the securing of 
fl.111ding support. 2, 8, 38, 51, 52, 61, 1.25. 
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22 . PRCCRAM·IE SfA1US ASSESS1F.Nf - gathering infonnation to determine 

the adequacy of prq,rrairrre operations. Includes evaluating effectiveness 
and ccnpliance to operating s tandards. 4, 11, 15, 99, 102, 103, 109. 

23 . SELF ASSESSMENf/DEVEll)PMENf - evaluating capabilities and limitations 
as a worker and participation in activities designed to foster 
self-growth and develoJXlcnt. 18, 28, 39, 59, 66, 71, 82, 92, 126, 134 . 

24. PROVIDJ.N; PROFF.SSIOOAL OPINION OR EXPERTISE - functioning as an expert 
or representative of the _agency or profession. Includes giving 
testinony in legal proceedings. 56, 117, 129. 
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APPENDIX B. SUPPLEMENTARY JOB ANALYSIS RESULTS. 

Personal Characteristics of Department of Social Welfare 

Respondents to the Job Analysis Questionnaire. 

The Job Analysis Questionnaire (J.A.Q.) was in two sec­

tions. The first section sought responses to a number 

of questions regarding respondents 'Personal Character­

istics' (ie. Age, Gender, Race, Education); the second 

focused on the respondents perceptions of their social 

work tasks an d activities. Section two has been report­

ed in detail (see Chapter five), section one will be 

discussed below. 

The methodology, administration, and sampling procedures 

used in the J.A.Q. have been discussed in Chapter five 

and will not be repeated here. (The findings are summ­

arised in Tables 7.1 and 7.2.) Table 7.1 contains the 

personal characteristics of the 159 Department of Social 

Welfare respondents to the questionnaire and includes the 

data for the total population of the survey (expressed 

as a percentage) for comparisons. Table 7.2 breaks down 

these findings into the occupational groups found with­

in the Departments' respondents (Residential and Field 

Social Workers, and Administrators). 

21.4% of respondents had completed a social work qualif­

ication, this percentage is lower than for the total pop­

ulation of the survey (36.4%) but higher than reported 

by Rochford and Robb (12%) (1981:14). Several factors 

may have contributed to this result. First, a number of 

groups containing qualified workers are located in the 

area surveyed (training centres, student units, and Head 

Office). Whereas Rochford and Robb's sample was national. 

Second, a high return rate from the hospital board's 

workers in the sample may have distorted the overall pop­

ulation. Third, Rochford and Robb's finding, though pub­

lished in 1981, wer~ collected in 1979 and may be dated. 

These present findings may reflect a trend towards an 
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TABLE 7.1 Personal Characteristics of D.S.W. Respondents. 

Total 
Personal Characteristic N. Percent Sample % 

~ 
less than 24 years 15 9.4 10.l 

25 to 34 61 38.4 34.2 

35 to 44 47 29.6 31. 6 

45 to 54 29 18.2 19.6 

55 years or more 7 4.4 4.5 

Total 159 100.0 100.0 

Gender 

Male 91 57.2 43.6 

Female 68 42 . 5 56 . 4 

Total 159 100.0 100.0 

Race 

European Decent/Pakeha 136 85.5 90.4 

New Zealand Maori 20 12.6 8.2 

I sl and Polynesian 2 1. 3 1. 4 

Other or No Response l 0.6 

Total 159 100.0 100.0 

General Education 

Less than University Ed. 63 39.7 40.6 

Incomplete University 
degree 49 30.8 27.8 

University Degree (other 
than Social Work) 36 22.6 31. 6 

Other or No Response 11 6.9 

Total 159 100.0 100.0 

Completed Social Work 

Qu al i f-ica tion . 

Yes 34 21. 4 36.4 

No 125 78.6 63.6 

Total 159 100.0 100.0 
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increasing proportion of qualified workers within the 

Department of Social Welfare. Finally, Sheafor (1982:7) 

suggested the J.A.Q. was of sufficient length to dissuade 

some potential respondents, especially those not commi ­

tted to social work education, from completing it. 

Whilst only 21.4% of Departmental workers responding to 

the survey had completed a social work qualification, 

59.4% have attended university in some capacity and 22.6% 

have graduated with some qualification other than a social 

work qualification. The Department of Social Welfare 

workers are in the main we ll educated. 

When educational qualifications were analysed in relation 

to the workers current position (Table 7.2) a more det­

ailed picture emerged. Only one (2.4%) of the Residen­

tial workers surveyed r e ported that they had a social 

work qualification. This contrasts with 16.9% of Field 

workers and 54 . 4% of Administrators . Fewer Residential 

workers ha d att e nded univ e r sity, than in the other occupa­

tional groups, with 78 % having no tertiary e ducation. 

Reside ntial workers are clearly the least education group 

of social work staff in the Department. The Administra­

tors are the best educated and qualified group. These 

findings would appear to have some importent implica­

tions for social work education and training policies and 

programmes within th e Department of Social Welfare. 

The Department of Social Welfare respondents included 

more men than the overall population of the Job Analysis 

Survey (57.2% to 46.3%). When the findings are broken 

down into occupational groupings the distribution of 

men and women workers is clear (see Table 7.2). There 

are nearly two f emale Field workers to every male in the 

field, but administrative positions are dominated by men, 

with nearly 80% of administrative positions filled by 

men. It may be suggested that these findings represent 

support for the notion that promotional practices within 

the Department are biased towards me n. 
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TABLE 7.2 Personal Characteristics, D.S.W. Respondents 

by Current Position •. 

Personal Resident- Field Adminis- Total 
Characteristic ial s.w. s.w. trator 

N. % N. % 'N. % N. % 
,.) 

Gender 

Male 31 75.6 27 35.1 26 78.8 91 57.2 

Female 10 24.2 50 64.9 7 21. 2 68 42.8 

Total 159 100.0 

Race 

European 27 65.9 71 92.2 32 97.0 136 85.5 

N. Z. Maori 14 43.1 5 6.5 20 12.6 
Island Poly . 1 1.3 1 3 . 0 2 1. 3 

Other or N.R. 1 0.6 
Total 159 100.0 

Education 

Less than Uni-
versity Ed. 32 78.0 22 28.6 6 18.2 63 39.7 

Incomplete 
University Ed. 5 12.2 27 35.1 14 42.4 49 30.8 
Degree (other 
than S.W.) 3 7.3 22 28.6 9 27.3 36 22.6 

Other or N.R. 1 2.4 6 7.8 4 12.1 11 6.9 
Total 159 100.0 

Social Work 

Qualification 

Yes 1 2.4 13 16 .9 1 8 54.5 34 21.4 
No 40 97.6 64 83.1 15 45.5 125 78.6 
Total 159 100.0 
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Residential respondents showed a high proportion of male 

workers (75.6%), this is perhaps due to the three major 

boys' homes in the region surveyed, each with a predom­

inantly male staff. 

The final comments on personal characteristics of Depart­

mental staff will be addressed to race, or ethnic ident­

ification. First, there were no Maori, and only one 

Island Polynesian, Administrator who responded to the 

survey. When this finding is linked to gender, these 

data would support the notion that the Department of 

Social Welfare, in the lower half of the North Island, 

is administered by white males. Second, 92.2% of Field 

workers who responded to this survey are of European 

descent. This figure is disturbing in view of the high 

proportion of Maori and Polynesian clients, welfare rec­

ipients, and unemployed people that Field social workers 

and engaged with. Third, surveys of the children in res­

idential care (McDonald 1977), Swain 1979) report that 

between 70 and 80% of children in care are Maori or 

Island Polynesian. The racial characteristics of Resid­

ential workers do not match their clients, but do compare 

favourably when contrasted with Field workers. 43.1% of 

Residential workers that responded to the survey were 

Maori. This finding represents a strong Maori presence 

among staff in residential institutions, and perhaps a 

positive employment policy (towards Maoris) among Prin~ 

cipals of institutions in the region surveyed. 

To summarise the personal characteristics of social wor­

kers who responded to the J.A.Q. A typical Administr­

ator would be a university educated white male with a 

professional social work qualification. Field social 

workers are most likely to be white females with some 

higher education. A Residential worker is unlikely to 

have any tertiary education, and is more likely to be a 

Maori than either Field workers or Administrators. 
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These personal characteristics reflect a staff where a 

value, and promotion, is placed upon educational qualif­

ications, particularly social work qualifications. This 

phenomena could perhaps be explained by a Professional 

Model of social work education and training that appears 

to operate within the Department of Social Welfare. This 

model favours the development of an educated 'elite' and 

maintains boundaries between the 'profession' and their 

clients (see Shirley 1982:6). The lack of a 'match' of 

personal characteristics between social work staff surv­

eyed and their clients would tend to support this notion. 
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TABLE 7.3 Cluster Index Score Rankings, D.S.W. 

Respondents. 

Rank C.I.S. 

l 214.2 

2 180.8 

3 174.8 

4 150.8 

5 1 37 .6 

6 134. 2 

7 125.3 

8 110.1 

9 107.9 

10 99.4 

Cluster Task 

2 Counselling/Problem solving. 

23 Practice assessment/Worker develop­
ment. 

11 Case Management. 

3 Formal Intervention with Individuals. 

12 Service Pl anning. 

6 Client Status Assessment. 

24 Providing Professional Opinion. 

8 Teaching Social and Living Skills. 

1 Brokering/Linkage. 

4 Formal Intervention with Families. 

TABLE 7.4 Cluster Index Score Rankings, Field Social 

Worker S· . · 

Rank C.I.S. 

1 241. 7 

2 201. 5 

3 189.8 

4 168.8 

5 164.7 

6 160.8 

7 151.6 

8 136.8 

9 132.7 

10 102.4 

Cluster Task 

2 Counselling/Problem solving. 

11 Case Management. 

23 Practice assessment/Worker develop­
ment. 

24 Providing Professional Opinion. 

3 Formal Intervention with Individuals. 

6 Client Status Assessment. 

4 Formal Intervention with Families. 

12 Service Planning. 

1 Brokering/Linkage. 

10 Resource Status Assessment. 
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TABLE 7.5 Cluster Index Score Rankings, Residential 

Social Workers. 

Rank C.I.S. 

l 256.5 

2 222.0 

3 208.2 

4 180.7 

5 180.3 

6 171.6 

7 153.8 

8 144.0 

9 138.9 

10 102.0 

Cluster Task 

2 Counselling/Problem solving. 

7 Personal/Physical Care. 

8 Teaching Social and Living Skills. 

3 Formal Intervention with Individuals. 

23 Practice Assessment/Worker develop­
ment. 

11 Case Management. 

5 Formal Intervention with Groups. 

6 Client Status Assessment. 

12 Service Planning. 

22 Programme Status Assessment. 

TABLE 7.6 Cluster Index Score Rankings, Administrators. 

Rank C.I.S. Cluster Task 

l 171.3 23 Practice Assessment/Worker develop-
ment. 

2 143.5 16 Technical Supervision. 

3 138.6 12 Service Planning. 

4 137.2 11 Case Management. 

5 131. l 18 Personnel Management. 

6 119.2 22 Programme Status Assessment. 

7 116.6 24 Providing Professional Opinion. 

8 115.9 19 Staff and Trainee Development. 

9 115.l 20 Policy Development. 

10 112.5 2 Counselling/Problem solving. 
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TABLE 7.7 Cluster Index Scores, Summary Table. 

Task Field Res. Admin. Total 
Cluster s.w. s.w. Sample. 

l 132.7 99.6 72.5 107.9 

2 241.7 256.5 112.5 214.2 

3 164.7 180.7 98.l 150.8 

4 151. 6 49.2 54.4 99.4 

5 56.3 153.8 64.2 86.5 

6 160. 8 144.0 79.4 134.2 

7 22.4 222.0 8.7 69.5 

8 81. 4 208.2 49.0 110.l 

9 94.3 73.7 92.0 87.9 

10 102.4 62.9 52.3 77.9 

11 201.5 171.6 137.2 174.8 

12 136.8 138.9 138.6 137.6 

13 86.3 82.7 67.6 78.6 

14 20.8 25.l 45.7 27.2 

15 69.6 38.2 54.8 57.9 

16 22.9 80.2 143.5 62.8 

17 14.9 84.l 20.l 33.8 

18 33.3 73.7 131. l 64.4 

19 31.2 91. 9 115.5 70.2 

20 57.2 54.6 115.l 70.2 

21 55.6 82.l 107.7 77.2 

22 63.6 102.0 119.2 88.9 

23 189.8 180.6 171. 3 180.8 

24 168.8 60.0 116.5 125.3 

Mean < x) 98.4 113.2 90.3 99.5 



APPENDIX C. POLICY STATEMENTS AND TRAINING COURSES. 

The. .6.tan6 06 .the. Soe,la,l Wo1tk TIUW1.,{.ng a.nd S-ta6n Ve.ve.lopme.n,t Un.lt believe. ,that 
.6 0 c.,la..l WOJtk. ,U, a.bo u;t: 

- Assessing and acting on the wide range of causes of social needs 

- Supporting and developing community resources and initiatives 

- Assisting and enabling people to participate in decision making 
and having more power over their lives 

- Effecting social justice, social responsibility and equity 

We are committed to improving the effectiveness of social work and welfare 
services to the community. 

We seek to assess , enabl e , devel op , provide and evaluate a range of social 
work .training and staff development opportunities that meet the current and 
ongoing needs of social workers. 

This demands the provision of a comprehensive service that encompasses 
effective programmes in staff development, training and organisational 
development, leading to the continued growth of: 

- Skilled and confident staff 

Competent social work practice 

- Effective social service organisations 

Our training and staff development practice is based on the following 
beliefs that: 

1. Social work clients have a right to a competent service. 

2. (a) Effective social work is responsive and relevant to client 
needs. 

(b) Effective social work training is responsive and relevant to 
the social worker's needs and professional activities that 
enable them to meet client needs. 

3. Training and staff development are career long processes that take 
place within the context of ongoing organisational development. 

4. The training process is based on the principles of adult learning 
and is therefore flexible, collaborative and purposeful. 

5. Full consideration of staff development and training implications 
are essential in the formulation and implementation of departmental 
policy. 
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NEW ZEALAND SOCIAL WORK TRAINING COUNCIL 

POSITION PAPER 2.4 MARCH 1978 

The Council 

IN SERVICE TRAINING 

This Position Paper has been prepared 
from an analysis of .past decisions of 
the New Zealand Social Work Training 
Council ~n this area and is presented 
as a guide £or future decision-making 
and development. 

The Paper is o ne of a series produced 
by the Council and will be revised at 
intervals as developments require. 
The Council welcomes conunents on 
matters outlined. 

Copies are available from: The Secretary, 
Social Work Training Council, C/­
Department of Social Welfare, Private Bag, 
Wellington. 

1. Adopts a supportive stance and takes an interest in 
in-service training. 

2. Acknowledqes that there is a place for in-service 
training, including courses for volunteers as well_ 
as other groups. · 

3. Sees the provision of in-service training as 
primarily the· responsibility of the employing 
agencies. 

BACKGROUND 

159. 

The Council has limited its activities in this field, but has 
kept informed of developments in Governme.nt departments and 
agencies~ Priority has been given by the Co_uncil to pre-entry 
training, the long term effects of which· were seen as more 
urgent. This has influenced the Council in not pursuing 
vigorously any action in the diverse_ field of in-service training. 
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- 2 -

THE CURRENT POSITION 

This section is intended to give a brief outline of the present 
situation in New Zealand. It is not necessarily a comprehensive 
review of the total situation. 

A wide variety of courses for people in service are run by both 
statutory and voluntary agencies. Althougi the tradition has been 
for agencies to provide courses for their own staff, there have 
been moves in more recent times toward more co-operation. Some 
agencies have been offering places on their courses to those from 
other agencies, and others have been combining resources to jointly 
offer courses for their staff. M~st Department of Social-Welfare 
courses are offered to voluntary agencies and local authorities as 
well as statutory services. 

Recent developments have included an increase in the .number of 
seminars and courses in technical institutes, communi ty colleges 
and university exten3ion departments. There has also been more 
experime ntation in patterns of training for in-service personnel. 

DIFFICULTIES AND CRITICISMS 

The following have been identifie d by the Council or referred to it. 

1. 

2. 

The Council's decision to opt for pre-entry 
and basic professional training as its main 
focus has l eft this area relatively neglected. 

The large numbe r of courses, their wide variety 
and breadth, would make it difficult for the 
Council to give more attention to this area, in 
the light of its other priorities. 

FUTURE DIRECTIONS 

The Council has identified the following issues or questions for 
futher consideration. 

1. 

2 • . 

To determine .which areas of training are 
legitimately the conce rn of the Council and 
to establish priorities between these areas. 

To determine the Council's role in the in­
service training of social workers. 

RELATED POSITION PAPERS 

1.2. 
5.1 

Basic Assumptions 
In Post Social Workers . 
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(a) provide a means of encouraging co-operation and 

co-ordination in the field of social work training; 

(b) provide a formal means of assessing the training 

needs of both Government and non-Government agencies; 

(c) determine types of training suited to the needs of 

different categories of social workers; 

(d) propose curriculum and training standards and means 

by which suitable persons may be enabled to attend 

appropriate courses of training for social work; 

(e) negotiate with the appropriate organisations for the 

establishment of suitable training courses; 

(f) approve courses as suitable for those engaged in or 

intending to engage in social work; 

(g) develop suitable forms of recognition of social work 

training; 

(h) gather either itself, or through other organisations, 

such information as is required to reach its decis­

ions. 
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The commitment to social justice and equity and each of 

the three key principles stated at the end of this paper 

were evident in decisions made at the ACM of NZASW in 

August 1982. For example, the remit passed which stated 

'That NZASW instruct the Education and Training Committee 

to consider, and to further develop for circulation to 

members, the ideas contained in Murray Short's SWTC rep­

ort', asked that NZASW give more attention to the devel­

opment of dialogical educational experiences in social 

work courses, as described by Marray Short's discussion 

of Paulo Freire's model of education. 

At the same meeting NZASW adopted the International Fed­

eration of Social Workers' definition of social work. 

This definition begins with the statement that 'Social 

work is a profession whose purpose is to bring about 

social changes in society in general and in its individ­

ual forms of development'. 

A more radical approach to social work curricula devel­

opment matches this definition of social change as the 

primary aim of social work. 

Finally, the following remits adopted at the 1982 ACM of 

NZASW emphasise that we wish to move towards increased 

accessibility to social work education and training in 

New Zealand: 

a) That NZASW affirms the principle that basic profess­

ional training should be readily available to all 

social workers (including youth and community work­

ers) regardless of ethnic origin, sex, economic sta­

tus, geographic location, or physical disability. 
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b) That NZASW vigorously pursues issues which preclude 

ready access to social work courses for all workers. 

c) That social workers confront institutional racism by 

the use of positive discrimination in training oppor­

tunities and appointments to social work positions. 

d) That NZASW is concerned at the lack of opportunity 

for professional social work training for social 

workers in voluntary agencies. We urge the Depart­

ment of Social Welfare to provide bursary facilities 

for social workers in the voluntary sector. 

e) That the National Executive of NZASW research the 

possibility of an Extramural Diploma in Social Work 

being offered to cater for the needs of unqualified 

workers who do not reside in university centres." 

(N.Z.A.S.W., 1983:6) 
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TABLE 7.8 Social Work Training Courses, 1979-83. 

Course Titl e 1979 1980 1981 1982 1983 Total 

Induction (Field) 

Induction (Residential) 

Advanced Course for S.W. 
Supervisors 

Interpersonal Skills in 
Supervision 

Training and Staff Devpt. 

Refresher in Supervision 
and Management 

Creative Teamwork for 
Supervision 

6 

1 

Supervision and Mana gement 4 

Working with Families 
for Supervisors 

Supervision for Residen-
tial Social Work. 

Managing for Change in S.W. 

Training for Trainers 

Assertion for Senior 
Social Workers 

Basic S.W. Skills 

Basic Helping Skills 

Advanced Helping Skills 

Planning for Children 
in Care 

New Methods in S.W. 

S.W. with Mentally Ill 

Group Work in S.W. 

Community Development 

Sexual Issues in S.W. 

Separation and Loss 

Effective Methods for 
Working with Children 

Working with Familie s 

Th e N.Z. Family Today 

Recreation and Activities 

Developing Adolescent 
Relationships 

1 

2 

3 

1 

4 

2 

1 

1 

1 

1 

2 

2 

2 

2 

2 

1 

1 

l 

2 

1 

l 

1 

2 

l 

2 

l 

1 

3 

1 

2 

4 

1 

2 

1 

1 

l 

1 

1 

2 

l 

2 

1 

1 

1 

l 

l 

2 

1 

1 

1 

1 

1 

l 

1 

l 

l 

1 

1 

1 

1 

16 

6 

1 

1 

1 

1 

1 

10 

1 

1 

1 

5 

1 

2 

7 

3 

8 

i 
2 

5 

1 

2 

3 

1 

5 

l 

4 

3 
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TABLE 7.8 Cont. 

Course Title 1979 1980 1981 1982 1983 Total 

Working with the younger 
Child l l 

Social Work and the Law 3 3 

Action Methods in s.w. l l 

Developing Self Esteem l l 

Group Work with Adolescents l l 

Effectiveness in s.w. l l 

Child Abuse l l 

Issues in s.w. Practice l l 

Effective Counselling 
for Social Workers l 1 

S.W . . Training Cours e 2 2 

Res. s.w. with Children 2 2 

Refresher Course for 
House Staff 1 1 

s. w. Refresher Course 2 2 

Children and Young 
People in Care l l 

Involving the Volunteer 2 2 

Training for Foster Care 2 2 

Total 29 27 25 22 15 118 

(Total Course Titles 44) 



APPENDIX D. THE INTEGRATED MODEL OF SOCIAL WORK 

EDUCATION. 

Planning the Curriculum. 

166. 

The first activity in the Integrated model of curricu­

lum development is planning the curriculum. Two goals 

have been identified: first, to produce a Curriculum 

Framework Document which encapsu lates the background to 

the curriculum and is a statment of training policy; and 

second, to establish a systematic decision making process 

to enable the curriculum committee to resolve the many 

decisions they have to reach. The Curriculum Framework 

Document provides a theoretical and rational basi s for 

the curriculum (cf. the Academic Model). Wh il st the 

decision making process allows for the different groups 

involved in the c urri culum to negotiate a curriculum 

acceptable to all parties (cf. the Pragmatic Model). 

The Curriculum Framework Document. 

The following points should be considered in detail by 

the curriculum committee and assembled in th e Curriculum 

Framework Document. 

1. Th e Philosophy and Aims of the Institution, (ie. theo­

retical Orientation), which may be available in a 

clear statement. If this is not the case a separate 

exe rcise may be required to establish the philosoph­

ical base of the institution (eg. an organisational 

development exercise). 

2. The Establishing Legislation may provide a starting 

point for examing major welfare organisations. It 

would be important to consider if the statement of 

philosophy and aims are current. The theoretical 

position adopted by the curriculum committee is cri­

tical to the rest of this exercise and time spent 

here is not wast e d for if the issues of first prin­

ciples are not resolved then the probl e ms that were 
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observed in the Department of Social Welfare would 

occur. The functionalist position on social work 

education and training that was discussed in Chapter 

two, especially Teare's Goals (seep. 17), is an 

example of a theoretical position that could be 

applied to a large welfare organisation such as the 

Department of Social Welfare. The position adopted 

by the organisation would need to take into account 

the views of the professional association of social 

workers, perhaps including the International Code 

of Ethics. 

3. The staff the curriculum is designed to serve is 

another important consideration if instruction is 

to be 'pitched' at an appropriate le ve l. Data from 

an empirical study of social workers, including in­

terviews, can help to determine expressed and unex­

pressed training needs. The material from the Job 

Analysis on 'Personal Characteristics' of social 

workers (see Appendi x B for the Department of Social 

Welfare respondents) provides valuable data to ass­

ist decision making. For example the level of educ­

ation of workers entering or on the job is an impor­

tant factor to consider. 

4. The Instructional and Support Staff also need to be 

considered. What number of staff are available? 

What is their expertise? What training do they need? 

How many training hours can be provided? Can the 

staff (the trainers) provide guidance, supervision 

and motivation? These questions would need to be 

addressed by the curriculum committee. It has been 

my experience as a social work trainer that courses 

are sometimes designed around the trainers strengths 

rather than the learners needs. In the curriculum 

that is advocated here the process would be to re­

cruit and train trainers to teach a curriculum rath­

er than design a curriculum to suit trainers. 
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5. The Material and Financial Resources are often con­

sidered first when curriculum planning begins. Whilst 

available funds are critical for the achievement of 

programme quality, it is suggested that resources 

need not be considered at the outset. If detailed 

budgeting is considered, alongside other factors in 

the decision making process, then financial consid­

erations will not gain undue prominence. Once train­

ing priorities are established then resources can be 

considered with these prioities in mind. 

Other material resources that should be considered 

by the curriculum development committee are: build­

ings and other major capital investments, audio-visual 

and other teaching aids, availability of publications 

and other written resources, established programmes 

in the community that can meet training needs (eg. 

Universities, Polytechnical Institutions etc.), vis­

iting experts and other 'people' resources such as 

local cultural groups (eg. Maraes). In planning for 

a major welfare agency, consideration must be given 

to the resources both within and outside of the agen­

cy. 

6. The Employment Settings the workers are involved in, 

are entering, or may be promoted to, must be consid­

ered in curriculum planning. Information about sta­

ffing trends is available in most large organisations, 

and should be analysed to provide an empirical base 

for decision making when possible. For ~xample when 

an agency is experiencing a high 'turn over' of staff 

they may decide to focus their training efforts on 

pre-entry training. By monitoring the economic situ­

ation, it may be possible to predict changes in empl­

oyment patterns. The current ·low 'turn over' rate 

of staff in the Department of Social Welfare provides 

important information for the curriculum planners. 

The monitoring of staffing trends would be a useful 

activity to maintain on a regular basis. 
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The range of social work services offered by the 

agency should be considered. The Job Analysis data 

can provide useful information to shape training 

policy. As has been discussed in previous chapters, 

Field and Residential workers have some similar and 

some different tasks and activities and these need 

to shape training policy. Likewise, Managers, 

Supervisors and direct-service workers have differ­

ent training needs and their employment settings 

should be considered in developing policy. 

A final consideration, under employment setting, is 

the national and regional characteristics of the 

social workers' client groups. The cultural and eth­

nic mix varies greatly within New Zealand and social 

workers need a special sensitivity for their region 

or community. Curriculum planning should show a sim­

ilar sensitivity. To achieve this, planners need to 

consider these issues at an early stage and monitor 

the curriculum development process to ensure that it 

does not contribute to the problems experienced by 

workers and their clients alike. Along with cultural 

sensitivity, awareness of gender differences, and the 

problems of any disadvantaged group, on a national or 

regional basis, must be considered by the sensitive 

curriculum planner. 

7. Curricular Arrangements to be considered include a 

broad range of concerns and questions that the curr­

iculum planner needs to resolve. Eg: what time can 

be made available for training? Is some form of 

certification desirable? What standards should be 

met? Should these be monitored from within or out­

side of the agency? Are qualifications and training 

to be linked to salary and promotion? What money 

is available for training expenses? Is clerical 

support available? What travel and accomodation ex­

penses are involved? Is it preferable to train on­

the-job for some aspects of social work practice, or 
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for relief staff for those on training courses? 
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Each agency would require different arrangements and 

the curriculum planner would do well to examine curr­

ent practices. 

8. Content Coverage is the final consideration to be 

included in the Curriculum Framework Document. Pol­

icy decisions regarding staff selection have a bear­

ing on content coverage. A functionalist based pro­

gramme would consider the elements Smalley (1967:303) 

identified as important (see Chapter 2). What, and 

how much, content is covered in training programmes 

is determined in part by the amount of resources 

available and the con s tr a i nts imposed. The level of 

staff education is another factor, an examination of 

staff abilities and needs would inform decisions about 

content coverage. Agencies selecting, and promoting, 

only professionally qualified workers can assume a 

particular level of education and plan inservice tra­

ining to cover content not available on university 

courses or provide indepth coverage of topics. 

When these eight factors are considered by the curriculum 

committee the Curriculum Framework Document can be final­

ised to provide a basis for training policies that will 

be operationalised into programmes over the next. two 

steps (Content Identific~tion and Programme Formulation). 

Establishing a Decision Making Process. 

The Curriculum Committee would need to establish a pro­

cess of decision making at an early stage before the 

Curriculum Framework Document is developed. Curriculum 

developers are involved in two main types of decisions: 

operational , and policy decisions. Operational decisions 

are concerned with the day-to-day activities of the curr­

iculum and serve to move the curriculum smoothly ahead. 
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Policy decisions are concerned with goals, objectives, 

and some basic structure for achieving these goals and 

objectives. Policy decisions establish a curriculum, 

operational decisions are concerned with its management. 

Both of these areas have a direct influence on the succ­

ess of the curriculum. 

Philosophy, ideology, social and psychological factors 

influence decision making. The curriculum committee 

members need to understand, and come to some working 

agreement about, these factors to work effectively~ 

A decision making process with a high level of objectiv­

ity is in line with the functionalist tradition. However 

final decisions in curriculum development rest on human 

judgement. The level of objectivity can be enhanced by 

informing decision making with reliable data from empir­

ical research into curriculum problems. 

There are several models of decision making available to 

the curriculum planner (see Finch and Crunkilton 1979:36). 

A Problem Solving Model, which allows empiricism to be 

flavoured by pragmatism, is advocated here. Briefly the 

model consists of six steps: 

"l. Identifying and defining the problem. 

2. Analysing the problem. 

3. Arriving at appropriate alternative solutions .. 

4. Clarifying consequences to the alternative 

solutions. 

5. Selecting the best alternative solution to the 

problem. 

6. Analysing actual consequences arising from the 

decision." (Finch and Crunkilton 1979:37) 
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Content Identification. 

The second stage of the Integrated Curriculum Develop­

ment Model involves the activity of identifying curric­

ulum content. The goal of this phase is the development 

of a set of curriculum goals and objectives that are 

based on empirical data and filtered through an r: explict 

decision making process. 

This stage is addressing the question: What do we teach 

social workers? Potentially anything, or everything, 

could be offered in programmes and no doubt would provide 

a well educated group of workers. However there is a 

finite amount of time and resources available for social 

work tra i n ing in any agency and priorities need to be 

made. In this model seven steps are outlined which succ­

essively refine potential curriculum content into a set 

of curriculum goals and objectives, organised into a Curr­

iculum Content Document. 

1. A Job Analysis is used as the first step to determine 

curriculum content. Training is based on practice, 

in the functionalist tradition, and a Job Analysis 

can give a clear picture of the nature of social work 

practice. (The Job Analysis methodolgy has been des­

cribed in detail in Chapters One and Five). It is 

sufficient to note that the Job Analysis was chosen 

as the first step in reducing potential curriculum 

content for the following reasons. Compared with 

other methods of determining curriculum content the 

Job Analysis has a high level of objectivity (Finch 

and Crunkilton 1979:121). The method has also had 

widespread use by vocational educators in a number 

of fields particularly Social Welfare (Teare 1981, 

N.A.S.W. 1981) and has consequently been subject to 

a number of refinements and gained acceptance as a 

useful methodology. Sheafor (1982) demonstrated the 

methodology can be applied to the New Zealand situ­

ation. Finally the use of a Job Analysis is consis-
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tent with, and illustrative of, the functionalist 

theoretical orientation of the Integrated Model for 

Curriculum Development. 

2. Potential Curriculum Content is ranked by analysing 

the Job Analysis findings. The tasks that are most 

important to each practice setting can be ranked, as 

can be the tasks that newly hired workers per form. 

(The data for the Department of Social Welfare out­

lined in Chapter 5 are illustrative of these points .) 

From this information priorities can be mad e , core 

tasks identified, and specialist activities noted 

by the Curriculum Committee. 

3. The Curriculum Framework Document, that was developed 

earlier, is now brought forward and becomes, along 

with the Job Analysis, one of the two centr a l sources 

of information for decision making. This document 

represents the r esour ces and constraints on the curr­

iculum content and i s a controlling element in this 

model. 

4. Potential content is related to resources and con­

st raint s and usable curriculum content is generated. 

It is at this step that the technical and the prag­

matic aspects of the Integrated model interact. 

Prioriti es bas e d on the Job Analysis findings woulp 

be established and the Curriculum Framework Document 

would be used by the Curriculum Committee to help 

organise prioriti es . Decisions would be taken reg­

arding whi c h content to include in th e current pro­

gramme and which material may be offered at a later 

date. 

5. Usable Curriculum Content can be organised according 

to the prioritie s identified. An example from the 

Department of Social Welfare mat erial from the Job 

Analysis can illustrate this point. It ma y be re-

.called that Field and Residential workers s har e d a 



174. 

core of common tasks that were identified by the 

Job Analysis. These tasks could form the basis of a 

'core training' programme for these workers, whilst 

the tasks that each group undertake that are unique 

to their practice role may form the basis of special­

ised training modules. 

6. Developing Curriculum Goals and Objectives is the 

final stage of content identification. It is basic­

ally a m~chanical step of converting the usable curr­

iculum content into a formal goal statement. Egan 

(1982) suggested a goal statement, when well written, 

should fufill the following requirements. Goals 

should be: 

a. Stated as accomplishments. 

b. Clear and specific. 

c. Measurable and verifiable. 

d. Realistic and relevant. 

e. Adequate, in that they have the potential 

to bring about substantial change. 

f. Congruent with the clients values (in the 

case of social work, perhaps the ethical 

standards of the N.Z.A.S.W.) 

g. Have a reasonable time frame. 

h. Clearly communicated to those responsible 

for their achievement. 

The stage of Content Identification is completed 

when the Curriculum Content Document is finalised. 

This document as illustrated (see Figure 6.2) cont­

ains a Mission statement, a list of Major Aims, de­

tails of specific Goals that subsume each major aim, 

and a list of precisely worded objectives designed 

to meet each goal. 
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Programme Formulation. 

The third phase of the Integrated model involved the 

activity of programme formulation. The goal of this 

phase is the development of a set of sequenced and gr­

aded learning experiences, designed to meet the curric­

ulum goals and objectives as stated in the Curriculum 

Content Document. This phase is concerned with address­

ing the question: How do we go about teaching the cont­

ent that we have identified? 

Figure 6.4 summarises the four steps laid out to meet 

the goal of programme formulation. 

considered in some detail. 

These will now be 

l. Sorting Objectives from the Curriculum Content Doc-

ment is the first activity. Policy decisions made 

in the early stages of curriculum development can be 

implemented. For example, the Job Analysis findings 

identified the 'core' tasks for Field and Residential 

workers, at this stage the objectives that relate to 

'core' training may be separated from those object­

ives to do with 'specialised' training, if a policy 

decision to integrate social work training had been 

made by the Curriculum Committee. This step is carr­

ied out in tandem with the second activity. 

2. The Identification and Selection of Learning Exper~ 

iences involved matching learning experiences with 

the objectives from the Curriculum Framework Docu­

ment. It is suggested that a pool of potential curr­

iculum materials and learning experiences should be 

developed from which usable material can be selected. 

Much material is available, from existing programmes, 

that may need some revision or adaption to meet the 

required objectives. 

3. New Learning Experiences may be D~veloped ~wh~re : there 

are no resources available, or where the existing re­
sources are inadequate to meet the objectives of the 
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programme. There are, for example, some publications 

that have a particular bias towards the culture they 

were developed (eg. North America) in and do not fit 

comfortably into the New Zealand context. Minor ed­

iting can adapt these useful resources. There are 

also an increasing number of indigenous resources 

available that are suitable for social work education 

and training. Finch and Crunkilton (1979:196-217) 

provide a detailed model of developing curriculum 

materials for vocational education which could be 

utilised by social work trainers. 

4. Objectives can now be Matched with Learning Experie­

nces and Curriculum Materials. This process would 

typically involve those responsible for implementing 

the programmes along with the curric u l um deve l opers. 

At this stage the inter-relationships between curric­

ulum content, instructional strategies and media, the 

environment where the learning is to take place, and 

the learner need to be considered. (Figure 7.1 ill­

ustrates these inter-relationships.) Each of these 

factors need to be considered separately as well as 

together, for changing one has an effect upon the 

whole system. For example, if training was to be 

based in training centres (Instruction Environment) 

that policy would influence what learners could att­

end (those that are free to travel), the type of tea­

ching strategies used etc. The particular content 

would also influence the environment, for example a 

Group Work programme would require a group context if 

meaningful learning was to be gained. 



FIGURE 7.9 Factors to Consider in Matching Content 

and Instruction. 
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(Adapted from Finch and Crunkilton 1979:223) 
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5. Learning Experiences are Graded and Sequenced to 

provide an integrated programme. Training can then 

follow a rational linear pattern that would allow 

promotion to be linked to training. With a graded 

and sequenced programme workers can be credited with 

previous training. One option is to have a 'core­

training programme which can lead onto other special­

ised programmes or onto training for promotion. This 

approach would allow for career paths . to be planned 

and the appropriate training undertaken. Another 

advantage is that course material would not be dupli­

cated unnecessarily, rather each course would build 

on the previous course and lead onto the next course. 
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Implementation and Evaluation. 

The implementation and evaluation of a social work train­

ing curriculum for a large welfare organisation would be 

a major undertaking. This final section on the Integra­

ted model of curriculum development will be limited to 

some brief comments about the issues involved. 

A new curriculum may be implemented over a period of time, 

as an old curriculum is phased out, or it may be instit­

uted in a single comprehensive reform. The Integrated 

model adopts a pragmatic approach to the implementation 

of curricula. This approach favours the step-by-step 

implementation of a curriculum, which ensures that usable 

aspects of current programmes are not discarded unnece­

ssarily. This has been one of the criticisms of the 

current practices in the Department of Social Welfare, 

where most programmes are offered for one year only and 

training programmes have become 'reactive' to fashions 

of-the-day. By grounding policy and programmes in emp­

irical study of social work practice, the Integrated 

model attempts to avoid the excesses of fads and fashions 

and maintain a relevant social work training curriculum. 

A comprehensive and systematic evaluation procedur~ would 

further ensure that the implementation of a new curricu­

lum is a smooth process and improves upon the old curric­

ulum. Evaluation would be required at four levels. 

First, the overall curriculum development process would 

need to be monitored to ensure that each step is comple­

ted and follows in sequence. This evaluation is centred 

on the operational aspects of the curriculum, and would 

involve assessing whether the curriculum meets the objec­

tives it sets out to achieve. 

Secondly, the level of achievement of trainees would need 

to be assessed. This could involve testing trainees per-

formances before and after attending courses to establish 



if any changes were evident. Retention of knowledge, 

improvement in skill performance, understandings of 

wider social issues, and the workers own personal dev­

elopment may all be assessed as part of the evaluation 

of the trainee. 
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Thirdly, the trainers own performance should be evalu­

ated to ensure optimal learning situations are created 

for the trainees. This evaluation may take the form of 

a simple assessment of the trainers by course members 

or a more complex evaluation. (see Lawton et al. 1978: 

153-208 for a comprehensive study of curriculum evalua­

tion and assessment methods and theory). 

Finally, the training materials should be evaluated to 

establish if they are effective for the tasks they were 

developed to accomplish. 

Evaluation procedures should be an integral part of the 

curriculum development process, and not added as an 

afterthought. The role of the evaluation feedback loops 

are illustrated in Figure 6.1 and their objective is to 

ensure the ongoing effectiveness and efficiency of the 

curriculum. Feedback from the evaluations can serve to: 

'fine tune' curriculum materials and teaching methods; 

provide a basis for retaining or discarding programmes; 

ensure 'quality control' of the programmes; and provid~ 

a basis for the promotion and development of social wor­

kers. 

Perhaps each five years a Job Analysis could be under­

taken, as an extra evaluation procedure, to ensure that 

training programmes are kept relevant to current social 

work practices. Regular (annual) reviews by the Curri­

culum Development Committee would · also ensure that train­

ing programmes are relevant to the current social issues 

and the social workers whom the programmes are designed 

to serve. 
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