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I‘ur Urpan S ools . : , v
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it Pupil Personnel Programs for Urbana’ Schools was designéd *
to modify and develop ‘preparation programs’ prowdlng entry v
*  and renewal training for pupil personnél workers aswellasto -
) modlfy and develop pupil personnel progra.ms providing direct
;f) services in'schools. The Center was designed as a temporary *

orgamzatlon The three primaty areag of foeus,were: 1) pro- :
gram development, 2) staff development, and 3) organizational’ -'

Lt

school, state departmeént, and community, and were intendedito v -
' become a fully functioning permanent tomponent of the organ- . B
. izations to which they were attached. All satellites were prov1ded
man and fiscal resources by the. “Midwest Center no
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2
The papers included in this monogmph are, related to or are
an outcome of @three-year demonstration pspject undertaken . S
by the\]ane Addams School of Social Work, Umvers:ty of ..
IHinois at Urbana- -Champaign.l The praject’s purposes were to '
define a role for school social w0rl\crs in*school-community-
pupll relations and the concomitant tasks and rCSPOl’lSlblllthS
in such a’role; to identify the thcory and knowledge base
necessary for such social work practice; to develop a training
program for a school social work spu_mllst in school- co‘hmumty- : /
‘pupil relations; and fo evaluate the process and outcomes of
the project.2 o . : e
The Model of school sou‘ﬂ work practice which was dcv’eloped
during the three- -year project differs substdntmlly from the
traditional clinical modcl wehich, for the past several decadcs :
H‘c;s been in usc as a way of helping pupils adjust to the l(_arn- ‘ L
ing opportunities provided in public elc‘mcntary and setonddry '
schools. Factors that contributed to the need- for revisions in
.school social work practxcc’mclude major problems foung? in
publl(_ school education today: those school tonditions and
practices that' Bear adversély upon children and.young persons,
~ particularly low income and minority pupils; community and
~nexghborho()d conditions that increase alienation of puplls and
“their parents from social institutions, particularly the pubhc
" school; confusion about professional roles and the rigid practice,
boundaries that, exist among the various pupxl specmllsts arid
failure to modify traditional pupil social services sufficiently
or to direct them in imaginative “(J‘s toward the most urgent
pupil problems. A departure from ¢ usual methods of

£ -,

Ithe project was partially funded by the United States Office of Education
of the Department of Health, Education, and Welfare through the Midwest
Center/Consortium Tr Planned Change in Pupil Personncl Programsin Urban
Schoots, Indiana Unwcrsnty, Bloomington.

24 Fmalfirogram Report from jum' Addam.r School ofSoczal Work, Unive rntv
of filinois, Urbana; The School- Community-Pupil Training Program, 1971-74
(Bloomington: The Midwest Center/Consortium fog Planned Change.in Pupil’
Personnel Programs for Urban Schools, Indiana Umvcrsnty, 1975)

i .

i o R : : : -
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education and training of school social workers seemed needed
so that they could intervene appropriately in the complex

: Tshool and community systems to improve learning opportumtles

r-pupils. . .

"Within this monograp_h ‘Lela B. Costm s earlier article, “A
Historical Review of School Social Work” is reprinted as back-
ground material bccause it is no longer readily available to
social workers emp;oyed in public schools, many of whom are. .
uninformed about the origins of thejr field of practice. An
addendum summarizes the professional litesature pertinent to

'social work and the public school in the years since 1968.

- Costin’s, “School Social Work Practice: A New Model”
articulates the model of social work in the public schools .
which was developed during the School-Commumty-f’upll
Training Program referred to above. A contrast is drawn be-

- tween this form of practlce and the more traditional modes-of"
social work practice in the schools in terms of goals and focus,:

supportmg theories, assessment procedures, development ofa .
service plan, and deployment of personnel.

Ione D. Vargus, who served as coordmator of the School-
Commumty-Pupll training program durmg its three-year Tve
demonstration at the Jane Addams School of Social Work
describes some of the processes and problems in developing,

‘launching, and maintaining that program. She seeks to réspond

to questions which have come to her. frequently “What-did .

you doand how did you do it?” In so answering, she discusses

proggsses and problems invélved in this different but’ exc1tmg
undertaking: the skepticism about prepafing social workers
as change agents; public school and university relationships;
teaming, both by faculty and by students; and the-lmportant
process of mstltutlondllzatlon of the programn. '

The hext paper, by Richard J. Anderson, entitled “Introducmg
Change in School-Community-Pupil Relatlonshlps Maintaining

* Credibility and' Accountability,” addresses the need in any

system ¢hange-oriented practice to develop indicators of ac-
_countability within the employer-employce’ relationships, and
for the maintenance of, credibility with client systems -and
professional associates. The means of developing a “plan of -

operation”’ is discussed in relation to a problem-situation base.
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. The concept of team practice, pteferablydinterdisciplinary T
'/ team.practice, receives attention throughout the volume: '
Notions differ as to how teams are constructed, organized, and
tasks are implemented. Tone Vargus in “A Team Approach to
\ Social Work” describes the team models, ttam leaders, a.nd , ;
* working styles which were typlcal of the S C-P team trammg S
experiences. ~. . , : s '

The ]ane Addams School of Social Work at the Umverslty of:,
Ilinois has maintained from its inception a strong interest in” .
social work services in the schools as a field+of social work | '
practice. Early faculty members such as Florence L. Poole

- Jane Wille, W, Paul Simon, and ]ohn] Alderson gave natlonal
leadership in developing conferences , workshops, and contribu-
tions to the professional literature i in an effort to advance.and - | ‘
strengthen social work practice in the 5chools. Gonsistent -with ~ .

_that strong identification with school social work, jane Addams - /
faculty mémbers have continued to assess this field of practice : ‘
in dan atfempt to develgd new and effective modéy of service '
which meet the changing needs of school pupfls The fmal
section of this monograph reflects that commitment to- . a
demonstration and dissemination. Reported hereare the =
comments and concerns voiced at a recent conference on school
\ social worl, held under the auspices of the Jane Addams S
School of Social Work and the Midwest Center/Consortlum

-t

ca .

oo

Social work practice in the publlc schools appears to beina.
tl‘dnSlthn'\l pariod as its practitioners and acagemrmans work o
together to develop new approaches to helping schdol chlldren
find equal,lty of educational opportunity. The need for new
learning materials, conferences, and other forms of profes-

“sional interactionwitHin this field of practice is critical. It is. .1 :
ot hope that this volume will meet one aspect of that need. -

“Grateful acknowledgement is mdde to-DeWayne J. Kurpms, .

who served as director of the Consortium for Planned Change
"in Pupil Personnel Services for Urban §chools and, to facult

members of the Jane Adddams School of Social/Work, Un&ver—

sity of Illinois, Urbagfa-Champaign. Dr. Kurpius and his staff .
and our faculty colleaguesgffered many challenging questions, :
3 } b L ) c) - ,




1]
. \ 4 )
1 . .
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WA Historical Review of School Social Work

.

. ..

. S "Lela B. Costin Te e s /
. 2 : . s T ,"> . _- t R

. S }Flssu'mptz'ons concerning school social work should "
be reappraised so that effective methods can be,
developed to meet:neighborhood and school problems.

* _Under th'e‘aegis of the U,S. Office of Education an analysis
" was recently completed of the tasks performed by school social
workers in an attempt-to find abasis for assigning responsibilities
te social workeérs ha\?iﬁg different levels.of education or train-.
: ing.1 The study déveloped a definition of school social work,
o ‘that is, a description of the content of that field of social work
A practice. The definition was based on a factor analysis of the
ratings of professional school social workers of the relative .
importance of a range of tasks for the attainment of social work
- goals within a public school setting. The resulting description

.+ - largely reflected the school social work literature of the forties

and fifties and showed little or no general response to the',
pressing concerns of the education ‘a.nd social work professions .-
in. the sixties: for'example, the learning‘problems of many-
- unsuccessful schopl children’and youth; the underlying condi- -
‘tions in the school,,neighborhood, and community that contri-
hute to their difficulties; or hew approaches gf potential value.

£, .

in the deli,ve'ry of services to them.

How did school social wogk.a{rive at a point in its history -
at which practitioners in the field define their endeavors in
. relation to tasks and goals that are not attuned to the urgent .
problems of today’s school childrén and youth? A review of §
.. the proféssional litérature since school social work began in
this country casts some light on, this question.. )

. .
hcd -

) lLéla B. Costin, An Analysis of the Tésk; in School Social Work As_ a,Basis for
Imvroved Use of Staff, Final Report to the U.S. Department of Health, Educa-

“tion, aid Welfare, Office of Education, Burcau of Rescarch, Project No. 6-8315, - ... .

Grant QEG 3:6-068315-1306, Fcbruary 28,1968, !

. N . - .
Reprintell from Social Casework, October 1969, Copyright by Family Service
- Association of Amcn_‘ic’a, 44 East 28rd Strect, New York, NY. Printed in the
United States of America, . :

. . ’
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" middle western stites, more often inaugurated by the Board

"The period 1906-1940

The Beazrtnz'ngs A ;

)

School social work began at about the : same time, although
~independently, in three cities: New York, Boston, and Hartford
during thé school year 1906-07. This’ development orlgmatcd :
outside the school system itself, and private agencies and civic -
organizations ini these localities supported the work until school
boards accepted its valufe and agreed to administer and fmance

it as an mtegral part of the school system.

The first mstance in wh1ch school Soclag work was establlshed.
and supported by the school system itself without-prior demon-
stration occurred in Rochester in 1913. The Board of Edueca-

tion explamed '

[This is] .the first step’in an attempt to meet a need of which
the school system has been conscious for some time. Itisan
undlsputed fact that in the envlrorimé'nt of the child out51de .
of’ school are to be found forces which will often times. thwart
tlie school in its endeavors. . . . The appomtment of a v151t1ng
teacher is an attempt on the part of'the schodl to meet its
resp’onsiblhty for the whole welfare of the child . .. [and] to
secure.maximum cooperatlon_between the home and the :

schoot. 2
By 1921 school social work had been expan_\?d into the

of Education than by pnvate agencies, and ii 1ad.been intro-
A-ced into junior and senior high schools. A national professronal
association had emerged—the National Association of Visiting
Teachers. e - :
Early Inﬂuences . ¥ L

The early twentieth century was a fertile perlod for the
development of school social work. For although its peginnings
in different cities reflected individual circumstances and some-
what dlfferent specified purposes, each mtroductlon of school -

2 56th Report of the. Board ofEducatxon, Rochester, New York, \19 11, 1912,

1913, as quoted in Julius John Oppenheimer, The Visiting Teacher Movement,
with Special Reference to Administrative Relationships, 2nd ed. {Joint Commlttce
on Mcthods of Prcvcntmg Delinquency, New York, 1925), .

.
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L . social work service ;'epresen‘t ed a common r;spon§c to ce'r\tain
*° changed con’diti'oqs and new needs within comm'fmitic.s.. :
Amaong the important influences in its development were . = .
(1) passage of compulsory school attendance laws, (2)new -
‘knowlgdge about individual differénces among children and oL
“their capacity-to respond to improvéd conditions, and (3).
- redlization of the stfategic place of school and education in
the livessof children and youth, couplc{i’with‘ cencern, for-the
relevancy of education to the child’s present and futuré Each-~ .
of these influences will-be discussed briefly. ’

N

-~

. . ‘Compulsory Education. As concern 'Spreéd about theil- "
. literacy of immigrant children, and then about the illiteraky -

/i of American-borr:t children who were found in_factories rather
& than in schools, attention focused on the child’s right to at
least a minimuni of éducgtion and the state’s responsibility to
secure this for all children. The way in which varipus social -,
»" institutions a,nd;p'rovisions‘pf society interlock was.clearly
(illustrated by the riecessity fo; concurrent progress in secur-
_ingchild labor legislatign and compulsory school attendance - O
s “statutes. For example) it was noted that children could scarcely
realize the benefjts of child labor legislation if they were not -
o . enabled or required to go to school and were only turned out
- .of the factories into the streets; nor could they be effectively ". )
’ required to go to school if the law permitted them to work.
- To secure legislatibnswas not eneugh; the extcln‘t to.which it * :
was enforced was crucial to attaining the intended goals for
 children. Not all parents understood and accepted the im-
_portanee of education for their children as provided for in
new legislation. Lack of sufficiently high wages for adults in |
a family increased the wish of parents for their children tp be
" old enough to become wage earners. Without compulsory |
birth registration to make children’s ages a matter of public
- record, it was easy for children to claim their “working -
© papers,” or “poverty permits,” before they were legally of
"agé to do so, and it was common for children to speak of =~
their “real age” and their “working age.” Poor enforcement -

1)

*

\by_ the lack of sufficient school accommodations in many
cities and the existence of “waiting lists.” Flotence Kelley,

4 .

L of cerfipulsory school attendance statutes was al§o aggrava'ted -

L 4

. a




ERIC

v

1917),428. - , . I

+

N
P 1

in her capacity as chief factory inspector in Illinois, documented
in her annual report of 1895 the failure of scHool authorities in
some places to supply facilitiies for childrentwho wete “ready
and willing to go to school.” For ¢xample, “in Alton, while 200
children under 14 yeéars of age were at work in the glass works,
there were on the list of applicants for admission to the schools
240 children in excess of the seats provided. 3 '

- The lack of effective enforcement of school attendance laws
lt_d to such studjes as Edith Abbott and ‘SophonisbaP. Brcck~- -
inridge’s on ponattendance problems in the Chicago sch;b Is.
“This study caused them to argue a need for school atténgdance
officers, and they held that these should be social \wer)'[;yis,_' o
sirice the reasons forsnonattendance were interwoven /Wi‘th the ]
social ills of the community, such as poverty, lack of adequate ¢ .,
adult wage levels, illiteracy, and ill*health— condxgm}s that
existed in many families not known to any socxal'dgen,cy and
only in contact with the school. 4 .

Attention to Indzvzdual szfe"mnces&As 1egxsla.tures in various’
states extended the scope of compulsory educatxon laws schools
were required to provide not gnly for larger groups of chidren-
but also forchildren of a wtder age distfibution and a greater
range and variety of abilities and interests. Previo (.;ly no great -
concern had existed in most schools about the “different” or
troublesome child; he did not have to attend and .could drop
out of school without question, or the school could drop him
“from the rolls, since it had nolegal responSIblhty to provide P
him with education. Compulsory school attendance laws, how-
ever, required teachers and other school personnel to look to
other fields for understanding of the varymg characterlstlcs of
the children in their clagsrooins.

el

Social workers contnbuted‘by helping teachers and other
school personnel understand how forces 0utsxde the school . !
affected the child’s ability to use the & ional opportun
tnat was provxded In addmon some socxal workex$ had idéas,

&
3Edith Abbott and Sophonisﬁa‘fP. Bre ‘kinri(_lgc, Truancy and Non-Att
in the Chicago Schools: A Study of the Social Aspects of the Compulso
tion and Child Labor Legxs[atwn of Hlnois (Umvcrsxty of Chicago Press,

: o : I
4Abbott and Breckinridge, Truancy and Non-Attendance. . ., 241.
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.about .how' certain groups of children not in school co“ulfd be
helped to use education not only by improvements in home
conditions but also Hy adaptations within the séhool program.
.~ For example, in“1900 a Henry Street Settlemé&nt resident was
* pérmitted by the New York Ci¢y Board of Education to form
the first class for ungraded pupils, children who were “unequal
to the routine classwork because of mental defects.” The, -
. Scttlement provided equipment, sceured treatment resources in ‘
community clinics, z}xlid “made every effort to interest members .
of the School Board and the public generally in-this class of
'~ children.” Materials for lunch were provided,and the older®
girls in the class prepared and served the mea s, the first to be -
provided in the grade sghools. “Occisionally the approval of
_ the families would be expressed in extra donations, and in
the beginning this sometimes took the form ofa botdt?e of _ ' N
beer. Every day one pupil was permitted to invite,an adult o
member of his family to the luncheon, which led naturally to
an éxchdnge of visits between members of the family and the
teacher.” From this early experimental class a separate depart-
ment in the, public schools was created in 1908, and by 1915 :
“there were 3,000 children thl:QélghOl(F the city “under the care
of specially trained teachers who [had] liberty to adapt the
school work to the children’s peculiar needs.”5 o { 3
Concern for the Relevancy of Education to the Chz'ldfs N
+  Present and Future. Social W(;r_kers of the early twenticth . |
' _century were keenly aware of the strategic place of school ,, ,
, and education in' the lives of children and y"outh’ and-were e
impressed by the bpportunitiés presented to thezschooi.\ R
‘Sophonisba P:*Breckinridge, addressing the National Educa- - '
- tion Association’in 1914, spoke of the magnitude of the
school’s task and the extent to which its importance had
gripped the conscience of the community: “To the social
worker the school appears as an‘idstrument of almost un- » ‘ }
limited possibilitics, not only for'pztSéing on to the next gener- =~ |
-7 ation the culture and wisdom of the past, but for testing present
- . ! B ‘ -

<

|
[

.
- *

"5Lillian D. Wald; The House on Henry Street {Henry Holt and Co., New York,
1915}, I'1 7-120 passim. . ¢
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A social relatiohships and for securing improvemertts in sacial
- conditions.”6 Her plea was for a closer study of failures of
the'school and the consequent loss in social well-being and
" for a more effective use of the séhool’s opportunity for
“simple and natural contdcts” W1th the famlhes of the com-

munity.

L. - At about the same time other soc1al workers in scttlemént
" houses were Tegistering concemn abbut the nece551ty for the y
o ‘school to relate itself more closely to th¢ present-and future

lives of the childrens Fer example, “Intelligent social workers
scize opportunities for observation; and almaust unconsciously '
develop methods to meet needs. They see conditions as they S
are,.and become critical of systems as they-act and react upon: o
the child or fail to reach him at all. . .. Where the school fails, -
it appears to the social workers to do so because it makes edu-
cation a thing apart—because it separates its work from all
that makes up the child’s life outside the classroom.”7 ¢

Jdius John, Op,penhelmer noted that during the early
" twentieth century the influence of the social settlements upon

* the development of school social work was vgry strong, “both o
in respect to the type of methods used and in respect to the.
development of social centers in the schools.”8 For example,
settlement house residents noted the value placed upon educa-

" tion for their children by many of the immigrant-poof and the
difficulties the children expencnced in pursuing their-school-
“work: One response was recorded: from the Henry Street .

‘ Settlement in 1907, where study rooms were set aside so that
boys and gxrls from the crowded tenements could find a quiet, L
restful place in which to do their work as well as receive some
tutoring. Extra reading materials for all ages were provided,

. and additional mds that, under other circumstances, would be
given by parents or older brothers and sisters. Similar study
rooms weére then’ takaen over for maintenance 'by the Board of
Education in numerous New.York Clty schools; “ ‘thanks to -

0

5Sophomsbn P. BrecKinridge, Some Aspccts of the Public School from a Social
Worker's Point of View, in Journal ofProcecdmgs ‘and Addresses of the National

. . Education Associatioit (National Education Association, Ann Arbnr, Mlchlgan, .
1914), 45. .

TWald, The House. .., 106.

80ppenhcimer, The Visiting Teacher. . . , 2.
. TR 10
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the example set by the settlement the superlntendent of the
New York school system rcported ”9 . /

-~

' Social workcrs in settlements stated their belief that “the
schools'in a great city have an additional responsnblllty, as many
~ of the pupils are dcprlved of home training because of extreme
poverty. . ..” They noted the insufficient numbers of visiting
teachers tk brlng school and homq together and observed that
“the methods of the schools “never seemed . suffncrehtly
related to the home conditions of vast. numb rs of the city’s
population.” Attempts to bridge the gap and?nn fluence the
schéols were recorded. As one exztmple Hohsekeeplng Centers
were established in which girls were taught homemaking in
a typical tenement flatﬁtslng only the kinds of cqunpment and
supplles that people could procuge for themselves from shops
in a typical nelghborhood The report went on td express the
hope that schools would fully realize that “education is prepa-
ration for life’” and that such a center mlght be attached to

R

every publlc school 10~ . e
Early Definition ofSchool Social Work .
-~ . At the annual meet‘mg of the National Conference of Charltles

and Correction in 1916 the general subject for the program of
" the Children’s Committee was-“Public Edutation and’ Social
Service.” The author of one paper undertook to defire the
tasks of the visiting teacher on the-basis of data obtained from
a questionnaire sent to a number of cities; the results showed
considerable untformity in organization, type of work, and -

* " method. Two phases of work were noted: “The fitst is inter-
preting to the school the child’s out- of-school life; supplementlng
the te(achcr s knowledge of the child . . so that she may.be able
to teath the whole child, . .. assisting the school to know the

_ lifeofa nelghborhood in order that it may train the—eﬁ'ldren
for the life to which they look forward. Secondly, the v\smng
teacher interprets to the pz;rents,th.e demands of the school and
explains the peculiar difficulties and needs of the child.”11

t

- . : ..' L " . [ q

- . 9Wald, The House . . ., 103.
10Wald, The House ..., 107- 10 passxm . ,
Hyane F Cﬁlbcrt Visiting Teachcrs and Their Activities, Proceedings of the !
National Conference of Charities and Cotrection (Hxldmann Prmtmg Co.,
= . Chicago, 1916), 595. . o ‘. oo
. . 1 T
ERIC. .. ¢

e ————————

"R




‘ Expamioﬂ*in the Twenties ,' ‘\\ ‘
School social wprk underwent a rapid expansion in the
twenties, cly as a result of a series of three-year demonstra-’
" tions in varlouswmmunmes under the aus plCCS of the Com- -
‘monwealth Fund. After a consideration of different promlémg 1
activities in the field of child welfare the fund undertook a |
" program for the.prevention of delinquency in 1921. In the ot l
prospectus of the program it was emphasized that “the visiting ‘
teacher does preveritive work in the field of children’s maladjust- |
ments, including juvenile delinquency, that the school holds the - l
strategic position in regard to child welfare work, and' that sound

social case work is valuable in makmg the work of the school ‘ ‘ ‘

more effective.”12.Consequently; among its other activities in
<" relation to delinquency prevention, the Commonwealth Fund
placed thirty visiting teachers in as many communities com- .
prising both rural and urban areas.13 Boards of edugation o
responded by establishing visiting teacher posmon;\n other , T
- communities. The National Association of Vlsltmg Teachers, S
in turn, grew stronger in numbers and increased its efforts to
. . establish high standarcls of work among its members.
* Theliterature of the early twenties continued. t6 emphasize S e
© the mgmflcant role of the schools in the lives of children and '
: the school as “the stratsgic center of child welfare work.”14
' For example, the Proceedznq¢ of the National Conference of . .
Social Work in 1923 carried agroup of papers given in division
- mectings on. the general sub]ect of “The School.” One typlcal
« '»excerpt follows : : o

I

i lzflnnuachport 1922, Commonwealtlz Fund January 1923 asquotcdm ] ' \S ) )
Oppcnhmmcr, The Visiting Teacher , .. , 10-11. Y LT : L

13Commenwealth Fund d_cmonstranohs were carried out in these thirty com-

“munitics: Birmingham, Alabama; Blucficld, West Virginia; Burlington, Vermont;
(.olumbus, Georgia; Detroit, Mlchlgan Durham, North Carolina; Hutchinson,
Kansas, Huron County, Ohio; Kalamazoo, Michigan; Lincoln, Nebraska; Mon-
-‘mouth County, New Jersey; Richmond, Virginia; Rochester, Pcnnsylvama,
Sibux-City, lowa; Sioux Falls, South Dakqta; Warren, Ohlo Coatesville,

" Pennsylvania; Omaha, Nebraska; Charlotte, North Carolma Chisholm, ancsota, e
San Diego, California; Rock Springs, Wyoming; Racincy Wisconsin; Berkeley, :
California; Butte, Méntana (later transferred to Winona, Minnesota); Eugerie,
Oregon (liter transferred to Portland, Oregon); Tucson, Arizona; Tulsd, Oklahoma,

. Pocatcll, Idaho; Boong County, Missouri. In twenty-five of the coppmunitics -
« ' theboards of education continued the work after the complction of the demon-

- stration. :

140ppenhcimer, The Visiting Teacher .. ,28. T ’ . <
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: ,I\nowmg its poweMd influence in the commumty‘because .
of its authority over the child and hence its open sesame :
ta the family, the school should seek for assistance through - '
every avenue of scicnce and scrv1c<§ to remedy the ills’of "~
childhood and manhood. These menaces and ill$ disclose ~ *

‘ hemselves in the sthool more quickly and concretely thap - A
inywhere else. . .. But working together the social worker
and the teacher w1ll come to an appreciation of the school’s

strategic position in the community because of its hold on-
the child, a position.which can be strengthened and clarlfied
by constant interchange of method and practice.15

q

.« Another author took a less Hopeiul view:” “We have a few ,
visiting téachers, but our school rooms are in almost total .
ignorance of what goes on in the homes or streets or back . e
dlleys of the community.” He wamed that “the school occupies -

"a strategic position for holding the mind of childhood to

' futilities” and for “beirg.able to prevent- the development of

PR .that freed social. intelligence without which civilization has no
» future.”’He speculated about needed qualities in school pro . :
.,gram and organization and what could be accomplished “ifl. .. =~ <« .
~ sogial workers were w1llmg to lose t.helrjébs for the sake of S
.+ suchschools.”16" :

Przmary Functzon Reaffzrme Lot

The px;mc1pdl activity in school sbc1dl work’ con‘tmued to be
home3school- -community liaison. Oppenrheimer-carried out a o
~study to obtdin a morg detailed list of tasks than-had been - : .
"delineated in the 1916 definition of function. His study
- method included an analysisof three hundred case reports,
- checked ‘md Q:\panded after interviews with visiting teachers;
* it resulted in a list of - thrrty -two ¢ ‘core’ functions of ¥isiting
teacher service.”17 An dpprdlsal of the nature of these tasks ’
-dffll‘mS the emphasxs on schoﬁl -farnily- commumty halson as .

0

15M. Edith Oarppbtﬂ The Strategic Position of the School in Programs ofSoc:al ' )
Work, from the Point of \)mw of the Socnal Worker, Proccedmgs of the Nahbmzlw et
Conference of Social Work (Unu?crsxty ofChlcago Press, Chicago, 1928), 963-64.

l6Jos<.ph K. Hart, The Relations of lh.School to Socnallwork Proceedings of
the Nalxonal Conference oj' Social Work (Umvcrsuy of Chicago Prcss, Chlcago,

1923), 8 s ’ .
i ”Oppmhmmu\ The }’mtmq Tcachcr ey 121 26. e . \\\ a
o ) * 31 a } 4
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" the main body of school socxa.l work activity. Half the tasks

“involved helping the child’s famxly use resources in the com- N

munity. 18 An additional eight tasks inyolved direct work with
parerits in relation to the child.19 Other tasks were concetned”
with interpreting the child or his environment to school per-
sonnel.20" #" -

- ' Not found in Oppenheimer’s' list of core functions were task's
involving a one-to-pne ongoing relationghip of a visiting teacher
with an individual child to help him with his personal problems.

" The vxsxtmg‘ teacher did confer sometimes with the child in®
school, usuatly at recess, noon, before school, or when he was
being examined by the school nurse. Nevertheless, the targets
‘of the visiting teacher’s activity on behalf of the child were the
home, the school, the community, and the school conditions
that affected him.

One of the important functions of the school socxal worker
Oppenhexmer stated, was to aid in the reorganization of school
administration apd of school practice.by supplying.evidence
of unfavorable conditions'that underlay children’s school

“difficulties and by poxntmg out fieeded changes. “It | is of great
value to the school t6 have the benefit of the. point-of view of
* one who js officially connected with its staff, who is in thorough
s?mpathy with its plans and-methods-and yet constructively -
+critical toward them; bne who adds to this a vision of the out- .
z. side hfe and social environment of the children who are its -
pupl’ls. . .". The visiting teacher who is-not constantly bring-
1ng ina pxcture of the needs oT xndxvxdua.l chxldren as well as the
4o ; - h » , :
i l8l"or cxamplc. ““Advise parents of the community agencies which will aid them
in present difficulty.” “Refer to and secure the coopcratlon of relief : agencies when

thefamily is in need of help.” “Secure the coopcratlon of recreational agencies, -
- libraries, Big Brothers and Big Sisters; in the’ prevention of possible dclmqucncy.

19For cxample: *“Confer with parents to enlist their cooperation when the child

shows signs of falling below the school’s standards ofscholarshlp, conduct, ctc.” )

“Aid mothers in planning their work so that it will not be a handicap and a burdcn (
.to children.” “Confer with parents in regard to misconduct and endeavor to .

change, thc child’s mtcrcsts or help him to drop bad associates.”

20For cxamplc “Sccurc the psychological examination of chxldrcn suspected
of mental deficiency.” “Sccure personal and sodial data for.the principal and
the teachers which can be utilized in making educational proccdurc more '
cffective,” ==~ : :

B :
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; needs of gll"O'lipS of school children loses a rare opportunity to
aid in educatignal progress.”21 A

“

Influence of the _Meﬁtal Hygiene Movement

. Inadditiontb the expansion of school social work into more
- communities and the reaffirmation of its primary function as
one of home-school-community liaison, the literature of the -
- twenties reflects the beginning of mddifications_in practice in v
response to the mental hygienc movement of the time. The .
 increasing recognition of individual differences among children
and interest on the part of the mental hygienists in‘understanding
behavior problems led to an effort on the part of visiting -
teachers to develop techniques for the prevention of social
maladjustments. References can be found in the literature of
** the day to the newly recognized importance of understanding
the emotional reactions of the child to his experiences in
“school. Mental hygiene clinics were established in various .
“ schools, and the social worker began to assist in the diagnosis -
“and treatment of “nervous” and “difficult” children.

. Although warning against considering a school mental hygiene. ,
" program to-be principally a'psychiatric service in which the -
- visiting teacher would serve as an adjunct to the clintic, Jessie
Taft wrote: : S ‘ ’
The only practical and effective way to increase the mental
“health of a nation is through its school system. Homes are .’ .
“ too inaccessible. The school has th'; time of the child and the . S
power to do the job. It is for us who represent mental hygiene
and its application through social case work‘-,;o‘?”’élp the |
school and the teacher; to see their vital responsibility for an
education which shall mean the personal adjustment of the
“individual through the activities of the group.22
Shifting Goals in the Thirtles - Nt e

- The depres,sio’n of the t‘hirties retarded the grow']:'h of school ‘
social work, as it did the development of all i)rogr“a"r{ris of social

Al

. ;a K
21Oppenheimer, The Visiting Teacher. .., 134, :
Prg‘@eedings of thé‘Nq'tx'onal Conference of Social Work (UﬂiIVcrsi ty of Chicago
P-jcj?s;, Chicago; 1993); 398. I s
R . N
: &0
Q. - 15
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22Jessie Taft, The Relation of the School to the Méntal Health of the Average C‘hild,‘ .
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“either db()hshcd or seriously cut back in volume'in fnany com-’

-tions there was little time. for’ actual case work, since hot lux‘fhhes

to famihes school social workers turned their attention fo case-

- programs 19beled “for the prevention of delinquency,” like

"‘stigmatlzed,and therefore negated many possibilities for con- .,

“of “happy, wholesome childhood for all children.” ‘As a con- -
, scquencc school social workers attempted to establish their
- work “in good average or superior.school districts in many cities

~ other agencies devoted themselves to the refinement of method .
~and techniques, some leading spcial workers in the thirties ’

services for children. Services provided by visiting teachers were

munities-as a result of the schools’ efforts to remain solvent. 23 ,

In addition, the dzul)) activity of school social workers was : -
affected- by the changed conditions, for the schools ‘panicky

about the physical needs of their pupils urged yisiting teachers,

to set about supplying these, with the result that in some loca- = -

clothing shops and othér endegvors were- engaging their atten-
tion.”24 As the ¢ emergency” lenghtened, however, and fedéral
programs were introduced into communities to provide relief

work w1th 1nd1v1dual children.

“Irthevselection of cases for service, pnorlty shifted from the
dependent and delinquent child; concern was expressed that

those sponsored by the Commonwealth Fund in the twenties,

structure service.” School social workers began to awoid, an
imzige of zmthority or 1nvolv<.ment with law-en forcement
duties, such as attendance, and emphasis was given to the goal

before. attempting work 1 In less privileged ones, in order to avoid
any stigma and make it possible to wotk with children coming ,
from all types of homes.”’25 T : ; .

”

“As members of the_ social work profession in sehools'zind' '

gave warning of the needtgsec the role and potential of social
casework in broad social ptspective. For example, Charlotte

~ Towle, in discussiong c,asework wit_hin the schools, enjoined:

\ . K

5 .
28, w. Arcson Sltatus of Children’s Work in the United States, Pracecqus of the
National Conference of Social Work (Umvcmty of Chicago Prcss, Chicago 1933), |
91-1038." .

~4(,1adys E. Hall Changing Conccpts in Vismng Teacher Work, szxtmg Teachers
Bulletin; 12:83 (Scptember 1936). o

~

‘25Hall, Changing Concepts . . . , 4 passim. -
16 n
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‘We are coming not only to recognize the futility of persisting
Jn situations which are beyond the scope pf case work help,
but to realize also our social responsibility for revealing the
inadequacy of social case work in these instances, in order
,that'interest and effort may be directed toward social

action. .. . I can imagine . , . that within the school the visit-
ing teacher frequently is asked to compensate to the child
for what the school lacks. Because of the absence of certain

educational facilities the child’s needs are,not being met and .-

the visiting teacher may be asked to take him on.as a case _
work problem because certain behavior has been induced by
the school inadequacies, In' such instances her responsibility
lies in making case work limitations known, and in revealing
the educational treatment issue,2 '

In another examination of social casework and its proper use
in the critical times of the thirties, Beftha Reynolds wrote:
It is clear that the contribution of social case work is to -
“supplement the best public administration, not to'struggle
to-make up for the mistakes of a poor one.'If a faulty school
.curriculum is-capsing every year thousands of school failures,
it would be stupid to engage visiting téachers to work in-
dividually with the unsuccessful children. Why not change:
the curriculum and do away with that particular problem
at one stroke?27 . o - - :

Generally, however, school social workers continued their
efforts to ensure ““as far as possible the development of a well-
balanced personality for all children,” Emphasis was placed on
the social worker in the school as a helping person whose
service enabled children to achieve “acceptance and use of
familiar school routine;” largely through interviews used “to
come . .. close to the real feeling of a child.”28

In contrast to the statements of the early gettlemcnt workers

‘who had urged school social workers to become critical of the

' 26Chz.1rlot‘tc Towle, Discussion (of “Changing Concepts in Visiting Teacher Work”),

Visiting Teachers Bulletin, 12: 15-16 (Scptember 1936).

27Bertha C: Reynolds, Social Case Work: What Is It? What Is Its Place in the ®

World Today?, The Famity, 16:238 {Dccember 1985),

.28Edith M, Evergtt, The Importance ofsbd’ial Work in a School Program, Tlte
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pattern of behavior'and achievement set by the schools as th'ey: v
act and react upon the child, Edith Everett in 1938 asserted
that thg school sotial w?{k.'er should accept existing school

Ll

standards: - =~ " ‘ . .

. i ’ ) d ' s
Indeed, they are her allies, limiting the kinds of demands that : - .
_may be mrade upon her—freeing her . . . to concentrate on - SR
* Yhelping children accept them as impersonal and inevitable as ’
he ¢ ofseasons and to put their energy into growth
. waffier than Missipate it imr fighting or evasion. This should not »
/ imply that attendange laws and achievement standdrds may . R
not—or should not—change. They will, but not through- o
children’s fighting thgm, or social workers’ ignoring or | '
criticizing them. The case worker in the school must accept = .
'/ .« them, recognizing their value to her not only in the-helpful ' :
limitation they provide, but equally in thé fact that her ac- -
ceptance affirms her place as an inherent part of the school.29

Everett also spoke against the practicef some visiting
teachers who took on a broader community responsibility, *
outside the field of casework: “My own feeling, as a result
~ of agood many years'of experience in connection with a city
‘school system, is that we can be most helpful by limiting ours.. ;
professional responsibility to doing, as well as we humanly
can, our case work job within the school itself.””30

 The period 1940-1960 T

- Emphasis on Casework-Service

With the beginning of thedecade of the forties school social = - °
work began another period oflexpansion into additional com-

_ munities and moved towafq béing generally accepted as an
integral part of school systems. The volume of school social

&

v /

29Everett, The Importance of $ocial Work ... , 5-6.
‘30Evcrctt, The Importance of Social Work . . ., 6-7.




work literature’ mcreased markedly,31 and it showed a near .
unanimity of views from 1940 to at legtst 1960 a‘bout the
appfopriate function of school social work and about the
‘appropriate methods and techmques to be c'mployed If the
literature of¢the period correctly reflects its practice, then a
transition was fully completed from ‘the carhcr focus on school
~and neighborhood conditions and social ch'mge to ¢clinical
- ‘orientation in relation to the pcrsonahty needs of thc individual
school child. ¥ . S

- It was generally agreed that'social. casework was the primary
method of treatment arld that the emotxondlly maladjusted |
child was the-target of ck cern. Ruth Smalley described school
social work as ““a speci Led form of social casework. ... Itis a
method of helping individual children use what. the school offers,
them.”32 A major study of the practice of school socml work
.In twelve communities in _.‘958 affirmed the cmphasxs on social

, casework and noted a range in-the concept of casework service
from.one focused principally, on symptoms to one involving -~ ~
: full study and treatment in a clinical team program, 33 Joseph
.« Hourihan,in a study of the duties and responsxblhtles of the -
visiting teacher in Mlchxgan -recommended hmxtmg work to
“those duties and responsxbllltles which are related to assxstmg 4

RN

. o . _ "o

@

31Many (;f the articles oﬂ‘scflool socia.l work in this period were published in the
Bulletin of the National Association of School Social Workers. This journal'was
dlscontmucd when that organization became a part of a single professional organi-
zation in 1955, the National Assocxat.lon of Social'Workers. For répresentative
social work literature of the period see:
Mildred. Sikkema, Report of a Study of School Social Work Practxce in Twelve
 Communities (American Association of Social Workers, New York, 1953).
R Gracc Lee, ed., Helping the Traubled School Child: Selected Readings in Schoci
- Sodial Work, 1935-1955 (Natlonal ?ssocmtxon of Spcxa.l Workers, N‘cw York,
1959). :
Virginia Quattlcbadm, ed. School Social Work Practice, Procetdings of the
Workshop Held at Lake Forest Academy, Lake Forest, lllinois, July 1-6, 1956
(National Association of Social Workers, New York, 1958).
Social Work in-the Schools, Selected Papers (National Assocxatlon of Social
Workers, New York, 1960) . o :
John C. Nebo, ed. Admmxstratxon of School Social Work Proceedings of the
«  Workshop Held at Lake Forest Academy, JLake Foxest, Hlinois, July 16-1 7 1958 -
. (Nat:onal Assocxanon of Social Workers, New York, 1960).

32Ruth E. Smalley, School Social Work as a Part of the School Program,
Bulletin of the NatwnalAssaczahan afSchaal Socxal Warkers 22:51-52 .
(March 1947).

33gikkema, Report of a Study co 27, I
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* teachers in relation to m(}lVldual children, and ma,kmg more
“extensive use of psychldtnc consultation. 34 -

_himself and know that he is aécepted as an individual.””35
. philosophy as one of “relationship therapy” in which “the

client is helped to‘identify and screen his feelings abo ut his
_problems”” as a means of deciding what he will do about.

- responsibility for that part, of his problem that is appropriately
“his, helping his parents to feel the same concern felt by'the

* personnel because of symptoms ascribed to emotional malddjust-

.35Lcc Helping t/w Troubled Schoal Child . 107 - ' -
‘36Hclcri E. Weston, School SOCJ&I, Work 1953, Bullvtm of the National Assacmtzan

* 37Dollic R. Walker, A Study of Elementary School Teachers’ Pcrccpt;ons and

(Umvcrsnty of Pennsylvania, Phlladclphla, 1963), 7.

i . -. .l. ) 3 K . 2 -‘ .
individual emotionally maladjusted children” and extending
and improving service by giving morg attention to referrals to _
other casework agencies, undertaking more consultation with .

‘School social work was carried on primarily through the .
1nd1vxdual intexview, and the casework relationship-established
thereby Was the key to the help offered the child. “Itis a . _
relationship within which the child can trust himself to be . - S '

Helen Weston identified the school social worker’s casework

them.36 Dollie Walker summed up the nature of school social
work thus: " “In short it involvéikhelping the child to take

school’s personnel for the child’s disequilibrium‘in school,
helping parents and children utilize existing commumty agencies
if the need of the child can best be met this way, and helpmg
the schools to individualize the child.”87

The htemture of the period was descnptlve for the most part,
relying on stlected case examples to portray successful work with
school children who were causing concern among sctiool

ment. A study conducted by Mildred Sikkema, for example,
revealed that in all communities exaniined a large proportion”
of referrals to the schodl social worker stemmed from behavior

34joscph P. Hourihan, The Dﬁflcs and Responsibilities of the Visiting Teacher, -
doctoral disscrtation (Wayne State Umvcrsxty, Detroit, Michigan, 1952), 165,
169,172, , . . - e

A~

of Schaol'Social Workers, 30:21 (December.1954). .

Evaluation of the Role of the School Social Worker; doctoral dxsscrtatnon
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*  child. Emphasis was pld(_ed on interpreting the child’s problem
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or pcrsondllty problems 38 in contrdst foa 1923 study that
showed that the largest numbcr of referrals stemmed from
malddjustmen’ in scholarshlp and “def1c1ency in lessons, 239,

One demonstration of the use of the group work method in’
drrect work with children was reported in 1955. It was under- )
taken' on the assumption tf’lq} althgugh school social work «~*
consisted primarily of casework with children and parents,
with concomitant relatlonshlps with teachers and others, chil- . .
dren might also behelped to, resolve some of their problems in
interpersonal reldtronshlps through ‘the use of & selected group
experience. ‘‘The primary objective . . ..was to help the child
in his relationship to his peers and teachers.”40 In addition
\to this group work demonstration, a limited amount of work
was reported by school social workers with Parent education
groups. 41 Neverthcless school social'work continued to be
_ essentlally a casework service to chlldren

/£ o * Yos,.

Work with Others in the Child’s Behalf

In addmon to direct work with school children, school soch
workers during the forties and fifties continued to include - .
varying amounts of casework with parents in their definition
of scho@l soctal work, The intént was to help the parents per- Y
ceive and share the school s concern for the child and to secure
support of the parents for the social worker’s activity with the

_ to the parents, dealing with thelr feelings about it, relieving
tensions in the family s;tuatlbn and enabling the purents to
make necessary adJustments in ‘t}{ear relationships with the-child "~
and to take action within the realm of tlg:_;yparcntal respon- o
sibility. If parenty had prohlems in line more with “family case-. .

" work rcsponsablhty than w1th “school social work responmb’]hty, e

n

'38§kkcma Report of a Study . >24. ) CT

39\lanc Culbert, The Vmﬂrq Teucher in' the Umtea’ .g}u't"} (I‘ublxc Educanon Asso-
“clation of the City of NeW York, Mew York,*1923), 28

o

"40payy Simon, Social Group Work in the Schools; Bulle'tm af the NatzonalAssocza-
tion ofSclmol Social-Workers, 31:3 (Scplcmbcr 1955)." Y

41 ' For example, Aline B. Aucrbach “The Spccml Contribution of thc Sch%ol s T
Socxal Warker in Work with Parent Groups, Bulletin of the NatzonalAssocmtwn i
of SchoolSocial Workers, 30:10- 19 (Dcccmbcr 19J4)
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tlien a referral to a community resource wzs expected. How-
N Y. . . . Lo

ever, no clear criteria emerged for making this dxfferentxatxon.

Mo’st of the school social work literature i relation to non-
.attendance focused orthe emotional component of individual
maladjustment that contributed to the school absence, and .
considerableinterest was manifested in the dynamics of school
phobm There wis also, however, some minor but sxgmfxcant
attention to the constructive use of authonty to promote school
attendance42 and'a renewed awareness of authorxty as a dy-
namic and-a foundation for help. 43 .

q v

[N

. Frequent mention can be found in the literature of the im-

portance of differentiating the school social worker’s role S

from that of other school personnel. Although lacking clear

definitions arid documentation, thére were numerous refer-

ences to. the school soeial worker’s “special competence and

skill.” Inl any case, effective workmg relationships with other .

school pérsonnel were consxdered essential to the success of a -~ ‘
school social work program. ‘

Consul’tdtxon to teachers (iriterviews with teachers about
chxldren whom they raight.not refer but wished to discuss for
a'variety of reasons) was stressed increasingly in the forties

and fifties. It was used in most instances to interpret children’s
' emotional difficilties and to aJd teachers in an early recognmon
of “personality difficulty. 44 ° ‘

o

Col[abordtxon @lth other schodl personnel in relatxon to the
educational program received some attention in the literature,
usually stressing the importance of differentiating the casework
relationship from the interprofessional relationship. An ex-
panded view of the potential of collgboration wa. set forth . Ay
by Sikkema Iate in the forti‘es thle acknowledging that

42Robcrt C Taber, Children Caught in Crosscurrcnts The Rights and Respon-
sibilitics ‘o f.Children and Parents, Bulletin of the NatzonalAssoczahon of School
Social Workers, 29:12-21 (June 1954)

. 43Clara B. Bryant, Thc Evolution and Broadcnmg Concepts of Attendarice*
Scméc, Bullétin of'the Nat:onalAssocxatwn of School Social Workers,/30:19-29
{March 1955).®

44jolmj Alderson, The Specific Content of §chool Socml Work, Bulletin ofthc
. National Association of School Social Workers, 27:3-18 (June 1952)

n,; )
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A . A
“case work service with children in school and with their

parents is the core of the contribution of the school social
worker,” she stressed an opportunity to go beyond helping
school personnel increase their understanding of human ,
behayior—the dpportunity to help them translate this under-'
standing into practice in curriculum formulation and planning,
in the classroom group process, or in school adminis;ration.45
At the same time at which this point of view appéared,.Florencq
Poole pointed out in a description of the characteristics of '
school social work that ““the school social worker,"as a member
of the school staff, also participates with the administration

and other staff members in developing the program of the | '
school and in helping to formulate policies and procedures.”46 -
Examples in the literature of such participation in f olicy making
were infrequent, however- John Nebo cited on% instance in
which schodl social workers were pﬁm'arily instrumental ini
.changing an unsound administrativd pragticé—allowing uni-
formed police officers to come to the sehool and take chil-

dren to the police station for questioning without the consent
of their parents; this change was accomplished after two years
of effort through aseries of conferences and individual con- -
tacts with police and school officials.47 T

School social workers participated in community activities
in varying degrees. Sikkema found in her study of school
social work practice that when they did so, it was usually
with’PTA groups orwith parent study groups or civic group}
or through membership in a community agency board. More-

3\ over, school social'workers were found to participate only very
slightly in community I')lann{ng related to three matters that , -
are specifically significant to the school: ho{[sing%road health
and'welfare programs, and playground or recreatiqnal facilities. 48

45Mildred Sikiu:m:i, An Analysis of the Structurc an‘d.Eracticc
Today, Social Service Review, 28:447 {December 1949).

ol ' _ . ‘ .
46Florence Poole, An’Analysis of the Characteristics of School Social “Work,‘

- Social Service Revicw, 23:456 (Deccember 1949). A ‘
rwu(;ators and
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“

47john°C. Ncbo, Interpretation of School Social Welfare Services to :
Other Professionals Who Serve the Schools, Bulletin of the National A:'.gociation of
" School Sacial Workers, 80:6 (March 1955). Cow i

483ikkcma, Report of a Study . .., 82. B
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Attention to Deleterious School Conditions

One article in the school social work literature of the fifties

- ‘standsegmt as a reflection of conicern about certain school con-

-ditions that impinged on the children’s well-bemg, aconcern
that had been characteristic of the early founders of school = *
social work and became an issue again in the sixties. Making a
plea to school social workers to assume respon31b111ty for
interpreting the problem of attendance to school policy ‘makers,
Robert Taber listed certain school})mctlces that he identified
as contributing to a lack of resp ) ibilit the part of chil-
dren and parents: “(1) We tend'to rob children of their in-

- dividuality, their most prec1ous possession. . . . (2) Although

we recognize the 1mportance of adapting an educatlonal pro-

~gram to individual needs, . . . we still have a tendency to -

.

prov1de education on a mass productlon and assembly-line
basis. . . . Likewise, we tend to establish a code of behavior to
which we expect the child to conform. .. . (3) We also have a
tendency t()\sap the vigor of our children by substituting
attificiality and inflexibility for vital experiences. . .. (4) Our
confusion and vacillation over disgipline are contaglous to
children. . . . (5) Despite the strldQK made in developing »
parent- tcacher asgociations, there aré still too many schools
in which parents and teachers have only 4 restrained or
nodding acquaintance. . . .”"49

" The period 1960-1968
Changing Goals and Methods

The rapid expansion of the country’s young"}gopulaﬁon,
viewéd in relation to some of the critical social problems-of the
sixties, has n;ccssituted a shift in direction for school social
work. Increasingly, the school hds been facgd with a demand
“from the community for educztional innBvations reflective of
the complex characteristics of th¢ community and so geared
to mect the varying educational negds of different economie’ -
and sociocultural groups in the school area, School social work
literature has begun to urge a transition to new goals and |
methods of work as a response to the urgent social problems

_affecting large numbers of school children arfd youth. ’

O
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49Taber, Children Caught in-Cross-currents . .., 18-16 passim.
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11{- a publicatlion of the U.S. Office of Education, Horace
Limdbcrg concentrates on “school socidl work in Lransition,” -
and he notes such evidences of transition as these: (1)an -
-attempt by school social workers to evaluate the appropriate - -
balance between prgfessional time devoted to ditect services
and consultative services to other school staff members;
(2) increasing attention to group work as a school social work
method; (3) concern about estﬁ[;lis_hing an effective organiza- . oo
tional relationship with other pupil personnel services; (4) the * ‘
cffect on school social work pgorams of education’s involve- ' ‘
ment in secking solutions to the problem of nonattendance; .
and (5) a growing awareness of the need for all youth to - ) ’
develop social and cconomic competencies.50 ' a
-During the sixties schoolsocial work literature has been

characterized by a new awarcnqés_of the school as a sacial
.. . systembl and a greater readiness of the professions of educas *
‘ tion and social work to collaborate in behalf of school ;

children *‘unable to utilize educational opportunities fully -

becalise of social, erhotional, and cultural problems. . . .52

" There has also been renewed at tention to developing the
us¢ of additional social work methods in the schools. The
interpretation of school social work as a cascwork service,
which prevailed for at least thirty years, has begun to give
way in some Sbh(gol systems to ¢xperimentation with new
methods of practice to prevent, treat, or control problems
of social functioning shown by school children and youth. L
The Council on Social Work in the S(_:h(iols of the National . \

LI 5OHQraC(- w. Lundbc;g, ed., Sclz“ool Social Work, A Service of Schools, OE-
. 31007, Bulletin 1964, No. 15 (U.S. Dgpartment of Health, Education; and
Welfare, Washjpgton, D.C., 1964). ‘ . -

Y . :
5'1Arlicnjohnson, Sc/molcht'al' Work: Its Contribution to Professional
Education (National Association of Social Workers, New York, 1962).

. /’

R

.,52Robcrt H. Beck, cd., ch:’c"t_y and the Schools: Commun.x'c?atx'on Challenge
to' Education and Social Work. {National ‘Association of Social Workers, New:
York, 19659, 3.
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. Association of Social Workers has cs’téblished a committee on
. > work with groups in the school setting, and the social work
- " literature has begun to urge broader. part1c1pat10n by social
D workers in the schools, utilizing their knowledge of group pro-
cess and thelr skills in group treatment.53 o .

Rosemary Sarri describe an effective group work approach to
such school problems as.the tendency of some youths to drop
- out of school before graduation from high school, underachieve:
ment and academic failure among intellectually capable pupils,
and the conduct of pupils who are disruptive to the school.
. The group work reported involved innovations in group work
practice based on a conception of pupil “malperformance
- . patterns” as ‘“resultants of the interaction ofboth pupil char-
: acteristits and school conditions.”5%The major types of ac- v -
: T:r‘:} tivities undertaken by the School social workers included (1) .
oo
3
3

|
|
' Ina 51gmﬁca.nt progress report of research Robert Vinter and
|
|

direct work with pupils, (2)- medlatlon with teachers and other
“school personnel focused on spec1f1c pupils in difficulty, (3)
consultation to teachers directedl toward improvement of class-
_ . - room patterns, modification of teachgr perception, or change
N in school policy and procedures, and (4) negotiation with .
<~ - families and agencies to resolve a partlcular problem situation 55+
The researchers’ belief that school ;fractlce)s and conditions ar;\
a significant factor in pupil malperforma.nce led to such con-
% clusions as these: (1) “School social work practitigners must
address themselves more fully to the conditions of the school,
and not limit their efforts to contacts with pupils. Y (2)“Social . .
‘workers in schools occupy a strategic location. They have the
opportul)lty to assist teachers and admihistrators in identifying" . .-
those school practices and arrangements that inadvertently . .
curtail learning and adjustment.” (3) The social worker in the,
schools must “retain dual perspectives”: he must find ways;of

N 3
’

L)

53Virgmm L. Crowthcrs, The School asa Group Scttmg, Social Work Practice,
41963, Selected Papers, 90th Annual Forum, National Conference on Social Wclfarc
" (Columbia University Press, New Yoxk 1963), 70‘83 ’ . .

54Robert D. Vinter and Rosemary C. Sarr, Malpcrformancc in the Public
School: A Group Work Approach, Social Work, 10:4 (January 1965). N

55Vinter and Sarr, Malécr.formancc RO § 5 = o
. v . o
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serving_speci{ié\miividuals wilile simultaneously dealing.'with
the sources of pupil difficulties within'the school.56 .
" In addition to’a growing amount of social work with groups

in the school setting, some schools have begun to incorporate
*into their social work practice new ways of workirig with the -

community. Though school social workers have long acknowledged

a responsibility for certain aspects of community organization, ..’
they have defined this responsibility for many years in limited .
" terms principally as a means of enhancing their casework activities.
But with renewed concern about the need for a more effective
- liaison between school and ‘community in the face of neighbor- -
. hood and school problems, reinforced by the trend toward
embracing theory and knowledge.of the social sciences, a
broader kind of community worl based in the school setting
and aimed toward increasing the co eteng’ies of school chil- .

.- dren has been demonst;rate_d. Hourihan describes this c'omn’lun-_ .

ity work, as it was taking place in the Detroit,schools, in 1965,
in these terms: ° o ’ ‘

o The community social workernot only, reports back to the
~members of the school staff the dynamics of the commun-
ity and the societal factors operating there, but . . . enables
the members of the community to ask questions, to raise :
‘ issues, to re-structure those elemengs of the community that -
v = donot effectively meet the needs of children and youth,
and to erigage in progranis provided by and'in the school. . . .

b
i The plan for the community worker in-the school . . . is the ‘
* latest step in implemeénting the community-schoo] concept
which has been theorized by educators and sociologists for,, <
-many years.57 -, L. ' o T

Further, Hourihan forecasts that practice of this kind will;

" become more widespread ‘as scﬁoolvsocial-workers and educators
become awa'ije that a totally effective school social work pro-
gram cannot be éardqd out without such breadth of fo_cus. He
notes, as well, its applicability to neighborhoods of all income

. . «

56vinter and Sarri, Malﬁéiformancc; .., 12.18 passim,

, '57joscph P. Hourihan, Secial Work in the Schools: New Dcvclopmcnté in Theory, .'
Knowledge, and Practice, paper presented at thie NASW 10 Anniversary Sym- .

posium on S(;cial Work Practice and Knowledge, Atlantic City, New Jersey, . T
May 21-28, 1965 (mimeoy «phed). . ' i .
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levels rather than to the “underprivileged” where the com-
munity work he describes took place. T

‘Other articles in the social work literature of the decade
point up the belicf of some school social workers that the

" “hasic conventional assumptions” of school social work need -

reapprzﬁsal"sd that more effective methods and tgzhniques
can Be developed58 to fit the rdpidly changing sdcial scéne.

" Coricern is expressed.that “increased profes’si(‘ma.liz-ati,on has

tended t& produce rigidity’and that vs&:ho}ol social work is in

‘danger of 1ailing in inventiveness in the face of social change,
_ new problems, and the need for innovations.59 7 '

Social work and related disciplines have been giving attention
to the mental health issues involved in public school education,
well illustrated by the theme of the 1967 annual meeting of the’
American Orthopsychiatric Association—*“The Impact of

‘Schools on Human Development: Critical Appraisal of a
Social Institution.” Sibylle Escalona, in-emphasizing the theme,

suggests the following obligations of specialists, including school
social workers: - ‘ ' \ ' ' o
(1) to work with educators, school administrators and school
boards to identify and correct glaring obstacles to learning that
exist in ill-equipped, understaffed and otherwise handicapped .
schools; (2) to join educators in their search for teaching

‘methods most appropriate to different age groups, different

subject matter, and children from diffeges cultural backgrounds;
(3)'to apply our specialized skills to th ‘my of the learning -

-process and its jmpediments, and on this basis to-suggest lines
‘of:action that promise to enhance and sustain the ctucative

impact of the school; (4) on the assumption that the caliber of

. teachers is tHc single most important factor in making the

school a place that positively supports mental health, to par-
ticipate actively in efforts to improve the effectiveness of

58Wallace M. Lornell, Differential Abproach to School Social Work, Social Work,

59Bctty L. Welsh, The Changing Role of the School Social Worker, prepared as
wqu'mg material in use of consultation on the social worker's role in the school,
Wgync State University, Detroit, Michigan, 1966 (mimeographed), 3.
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teacher training, as well as improve teachers’ salaries and’
- working conditions,60 ' ‘

.

\
Confusion among Roles L
The school social worker has usually said that he operates as
a “‘teamn member,” working in collaboration with the teacher,
the principal, and the various other professional persons in the
school—psychologists, guidance workers, nurses, attendance
officers, and so forth. Findings from research studies during the .
sixties have indicated that there is considerable confusion or
- disagreement about whic})"activities' are appropriate for all the
various team specialists to perform in collaboratien with each
' - other. ‘ C

oy Robert,}R'owen conducted a study in New Jersey to detcrmine

.the differences in the perception of the function of the school ,
social worker by school superintendents and school social
workers fespectively._ He found significant differences invelving
disagréement or.confusion about one qﬁt.of every four tasks

- performed by the school social worker. The éuperiﬁten'dent‘s B
saw the school social worker’s role as ehcompassing more tasks

- than most of the workers performed. Among these wére in:

* vestigation of the child’s home and neighborhood environ-
ment; assistarice in thé collection of background material on
the child and family for the psychologist whén mental retarda-

' tion was suspected; preparation of summaries on cases being

“  transferred to other social agencies; service on community
~committees; provision of information for 'te.achers_r.heetings;'.
- and acquisition of social and personal data for principals and

“teachers to be utilized for increasing the effectiveness of educa- -

tional procedures.61 : ' :

A study by John Fisher of role perception of various school
specialists—attendance coordinators, psychologists, and social
- . workers—showed that the members of each specialist group

- N .
6(_)Sibyllc K. Escalona, M¢ntal Health, the Educational Process and the Sch’o&ls, :

American Journal of Orthopsychiatry, 37:4 (January 1967).

61 Robc_rt'D. Rowen, The Function of the Visiiing Teacher in the School,' )
Journal of International dssociation of Pupil Personnel Workers, 9:3-9 (June
1965). ! : .
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" believed that they were more Iughly involved in varjous sa.mple

" situations presented than anyone elsé thought they were.62 -

/ Psycholog)sts, and Social Workers, fJournal oflnterna\tionalA.\'xociatio‘n of Pupil

Ina. study of role delmeatlon among t the guldance professlons,
l\zgervﬂle Shaw found a substantial core of delineated profes-
sional functions that were essentially the same, involving a
significant overlapping in' the functions that ‘'school counselors,
school social workeys, and school psychologists wanted:to carry

out. Each profession seemed to find it necessary to apply dif-

ferent labels to similar processes and to preempt these processes
as though unique to its specialty. Shaw suggests that the sizable
overlapping in function seen in the claims of each of the three =~
professions studied “is partly due to . . . needs for recogmtlon : .
both within and without the school system and that it is with - .

respect to ‘status’ activities that most overlapping will be
seen.”"63 . : '

"

Walter E. Schafer mdkenneth Polk gathered ev1dence to

illustrate’ the necesslty for coordinating the point of view and o

the actions of thé vatious professionals who deal with puplls

in trouble.<*“The psychologist, the speech therapist, the social

worker, the attendance ofﬁce;, the counselor, the principal SR .

-and the classroom teacher all tend to view the problems of -
- students, educatlon and misbehavior from different Perspectlves L

Hence, they séek out dlfferent types of information-and follow

: varymg courses,of action. The result is' frequent ‘atomization’
of the school’s rcsponse to students in trouble. 764

That the adverse effect of this confusion among roles is not -
confined, w1th1n the‘schoolg themselves but carries over into the -
workmg rehtlonshlps of school personnel with community
agencies is strongly suggested by a study ‘of processes and/’

4

62johq K. Fisher, Role Pcrcgi)tions and Characteristics of Attendance Coo‘rdinators,'_, S0 .

Personriel Workers, 10:1-8 (March 1966). . .. , L T
63Merville C.. Shaw Role Dclmcanon Among thc Guidancc Profcssmns Psychology ‘

© . inthe Schools, 4:11 Umnuzry 1967).

" Printing Office, Washmgton D.C, 1967), 557 Y
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64Walter E. Schafer and Kenneth Polk Dclmqucncy and the Schools, in Task Force N
Report:. Juvenile Delinguency and Youth Crime: Report on‘juuemle Justice and - '
Consultants’ Papers, TaslgForce on Juvenile Delingriency, The President’s Com-

mission on Law Enforcement and Administration of Justice (U.S. Government N
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problems in the referral of ;naladjusted school children to
- mental health clinics in Ilinois. Richard John Andetson found
“that deficiencies in such working relationships frequently im-
paired health clinic and school services for pupils: “From the
., conditions reported in the study, the researcher concludes that. :
" -troubled children must suffer becalise of the inahility of the
professional personnel working in mental health clinics and the
schools to cooperate with each other. This study suggests that
only the highly motivated child and parent wuold be willing to
blunder through the lack of communication, coordination, )
’unders_tanding and 'the petty jealousies that existed during the
time of the research. Children had to literally cry.out or act out
before skilled services would be marshalled to focus on their s ‘
Jeeds.”65 ) ' S
' This vidence seenis consistent with findings of Shirley . .
Jenking and Mignon Sauber in their study of the preplace-
ment ygar of children who entered foster care: the schools
ori.ginat;gd only 3 percent of the re?errqls, in contrast to the
16 percent originated by the police, and even when a child’s
.. personality orsevere neglect was the cause of referral for
.placement, the schools referred not more than 8 percent.66 S
Such unresponsiveness to evidences of maladjustment and
=, neglect among school children is another indication of con-
fusion of roles and responsibilities-among personnel charged
with providing*pupil services—afid it was particularly evident .
among school social workers, who have been expected to act
as liaison betwcen community agencies.and the schools.

°

"~ Conclusion - -

School'social workers during the forties and fifties put great
- profe sional energy into developing a casework service in the
pubiic schools. Their doing so'and at the samé time giving up’ .
the earlier tasks of s'chool;home—comm‘unity ltaison and"

65Richard John Anderson, Procedures and Problems in Referring School Childrén.
to Mental HealtH*Clinics, doctoral dissertation (Illinois State Uni_vcrsi.ty, Normal,
Hllinois, 1968), 177. " y : : ‘
SSS.hirlg:yjcnkins and M{gnon S:'Aubcr, Pathis ).‘.o Child Placement: Fbmx’ly N
Situations Prior to Foster Care (Commun.ity Council of Greater New York,
New.York, 1966), 73. . Ps . ) .ot .
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bringing about social change in the community and its insti-
tutions is in keeping with the general trend in social wérk -
practice in other fields during these same years.

"

o r}s school social workers sought to refine their casework '
service, they developed conviction that their work required ‘“‘a

“ special compétc\vgrand skill,” and they accepted th~ traditional -

view that social wo %ﬂactivity of the kind practiced by them
was properly reserved for the graduate social werker. In.the
face of growing shortages of professional workers and the re-

- sulting concern to protect the quality of their service, the

- tendency was to maintain a nafroyx;ed.range_of"services—-those
that the profession had agreed were the province of the graduate
social worker..  “ ’ o

2

aBecausé professional social workers in schools apparently -
have not responded sufficiently to the most pressing problems .

of commuhities and to the experimentation and demonstrations -

of new kinds of service that have gane on in some schools in

_ recent years, they still generally follow atraditional model of
school social work service that has not compelled them to re-
examine critically their goals and theirstaffing pattéms: -~ .

P
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CHAPTER 111

A Hxstorlcal Revu.w of School Socml Work:
An Addendum for tlre Years 1968 1975

il

o Lela Costm
. , 0 ) .
) Developmentv in Public School Education

“The year 1968 brought the Kerner Commission Report
(Report of the National Advisory Comm1ss1on) sh govem-
mental effort to analyze the previous summer’s violent'¢on- '
flict in major cities between black and whxte citizens. The
report placed considerable responsxbllxty for riots upon-the’
schools and,gave recommendatiens for correctlve action. For _
example the report stated:

Education in a democratic society must equip children

‘to develop their potential and to partlcnpdte fully in

‘ Amerlcan life. For the community at large, the schools
" have dlSChdrng this responslbllxgy well. But for many-

¢ minorities, and particularly for the children of the ghetto,
the schools have failed to provide the educational ~xper-
ience which could overcome the effects of discrimination
and deprlvatxon '

o

. The bleak record of publu, educatxon for ghctto children is -
growmg worse: . .

i
.

.. . In this last sunmer’s disorders we, have seen the
- consequences of racial 1solat10n at all levels and of at-
‘titudes toward race, on both sides, produced by three

. - centurics of myth, ignorance, and bias. S

.
. A series of recommendatlons ’ollowed which dealt with - -

efforts to. eliminate de facto. sz gregatlon and racial discrimina-
tion in schools, extend quality early childhood education,
provide federal funding for Year-round compensatory educa-
tion programs, eliminate illiteracy among adults, enlarge op-
' portunitigs for parent and community participation in.public
_schoolg and develop other related strategles for change.

In 1970 Charles E. Silberman’s Crisis in the Classroom
. seemed to many to culminate a long series of critical analyses
~ of the public schools. It combined rcasoned censure w1th a

3
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positive review of major educational reforms. The literature of

education throughout the period 1948-1975 emphasized the
» powerful toncept of humamsm and the essentiality of insuring

its pervasiveness in the climate and practlces of the public
schools.: '

School Finances. Total experiditures of public school systems -
in the 1974-75 school year were estimated at $60 billion
(Frankcl 1973). As prices contmue to rise, projected costs go
even hlgher

In most states major costs of elementary and secondary
public schools were still paid by local govemments mostly
from property taxes. Dissatisfaction of taxpayers with the
traditional systenr of school financing. became w1del" apparent,

“as did the dissatisfaction ‘with Inequities in- educatlonal opor-

turiity as measured by expendlture per papll ‘Strategies for
ch'lllengmg the local property tax as a basis for scheol

School District v. Rodriguez). Whlle the decision criticized the
property'tax for financing public schbol education;it declined to

rule that states could not finance their public school system with

property taxes, giving a breather to schools in states that had
been under pressure to reform their s stem$ of school.financing.
Yet forces continued at work across the country (with progress .

.. in some sates) for finding a system of financing that would not °

continue to maintain unequal opportunities for education.

o a

School Problems and Pupzl Characteristics. Attendance
pohcms in the public schools received increased attention in

 the years 1968:75. Pupils identified for concern were those
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characterized by absenteeism (sporadicschool attendance when .
pupils are beset with demands they cannot meet adequately), -
tryancy (officially identified nonattendance of longer standing),
and exclusion (absence by formal exclusion or strong dis-

+ couragement from attending). Those excluded, and the reasons

behind exclusion, came under particular scritiny in two
significant studles (Task Force on Children; Chlldren s Defense
Fund? : .

Excluded children and young ptrsons were corhrhonly those .

allowed to leave sch(.)ol or never to enroll because the district
had no educational program for them. This group includes

34 ,
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v.inority pupils who do not speak English, children with P

physical handicaps not allowed to participate in the regular®

program cven though' there had been no determination of - -

their abilities,-and school- -age girls who became pregnant. .,

Pupils identified as “troublemakers,”. particularly at the - .

secondary level, were particularly vulnerable to suspens10n B

‘or expulsion. In.sum, any*child or young person who was o
- culturally, physlcally, mentally, or behavro‘rally different was

_subject to the high rigk of being arbltx_;arlly labeled a_nd/or .

excluded fronf’school in many commumtres .o

' Drsclplme in the schools became a major 1ss\ue-an issue for
pupils, their parents, teachers, school admlmstrato’rs and | | com-.
‘munity law enforcement officials. Corporal pumshmem at
school continued to be permitted by law in most states. Cou
cerned citizens in Dalla’s formed a National Commlttee to T
‘Abpolish Corporal Punishment in Schools and sought un- .
sucgessfully to get the“school boatd to change its policy of L
paddling. The schonl superintendent acknowledged that - e
o ~,.corporal punishment huad mcreased almost feurfold in 1971-72
. over the previous,year as a ‘result of ¢ ‘general unrest resulting
. " from school desegregation” (Associated Press, Oct. 23, 1972). *
o However, the courts were reluctant to become involved in the .
y issue of corporal punishment in schools. The United States,
, Supreme Court turned down without comment an appeal by ,
pdrcnts/allegmg that the school teachers in Dallas had deprived T .
¢ students of their fundamental rights by striking them (Asso- - - y
ciated Press,Nov. 20, 1972). However, schools continued to R
exercise the right to régulate student conduct under the legal " .
\i\oncept of in loco parentis, and courts generally held that such oY

.

ctions must be consistent o“hly with those ot a reasonable .
7’ and prudent parent. But-concern for pup11 nghts increased
- significantly. The courts Jin general began to say that schools - o
have the authority to legulate conduct which is likelyfo cause . - .
) dlsorde‘r and interfere with educational functions but that _ - .
- pupils must be greated {altly and accorded due proceéss of law , /
) under the F(‘)d:‘ég:nth Amepdment. A review of any of the o
Joumals read by school supcrmtcndents principals, and school
board members attest to thcxr mcredscd awareness of the legal-
K nghts of pupils, S ‘

~

'-’il O ‘ ' . . » ’

w . : M - V. R N ‘ 5 - ' 3

E l C : N ) o y

* X - .
- . A .

v




ERIC

Aruitoxt provided by Eic:

. . ) ) . i . h -\
Curricular “tracking”;procedurés for placement into special
education classes; accountability of the schools, both for fiscal
expenditure and for evidence of skill acquisition—these were

galor issues in the pcnod 1968-75. Procedures with respect to

pupil records also gained critical atfention, culminating in the

passage in 1974 of the Family Educational Rights and Privacy

Act dcblgncd to protect, through better procedures the rights

-and privacy of parents and students.

" Ongoing efforts, continued té bridge the social distance between
the school and the community. Parents demanded greatér par-
ticipation ig the school’s decision- -making and policy formula-
tion and, in some communities, won the bdttle for greater com-
munijty control of schools.by atquiring leadershlp positions. .

Yet even when school-community di > :e was lessened through -
more community control, certain residuial problems remained.
Educational issues were still subordinated to pohtlcal 1ssues

and to implicit racial issues in many cities. It also proved diffi-
cult to coordinate the diverse positions of parént subgroups
with respect to. specific educational desires, expectations, dnd
other concerns. .

New Educational Functions. With the growing interest in
cxpanding the nation’s commitment to provision of day care -
and early childhood education through federal leglslatlon
and with empty classrooms‘and loss of employmerit for ted- -
chees brought about by the declining birth rate and an economic*
recession, a movement began in the fall < £ 1974 to bring new
child care programs under public schoc! auspices. The move-
ment was spearheaded by the American Federation of Teachers,
and endorsed by other significant organizations such as the
National School Boards Association, the AFL-CIO Executive

- Council, and the National Education Association. Although

they supported diversified child care services, not all of which’

‘would necessarily be offered in public school facilities, these

organizations endorsed the proposition that the public school
system should assume both the sponsorship and the respon-
sibility for such programs-(American Teacher).

The formulation of public policy for such critical questions
as these, which affect the education and welfare of millions of
Amcrl(an chjldren, is a matter of considerable import to social
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workers in the public schools. Costin urged in 1969 that school
social workers participate in addressing the complex issue of .,
preschool programs for all children (Costin, 1972a), However,
subsequent literature registers no response to the question of .
this potential extension of schodl social work services. - k
" : .

>

'vae_lopme'nts in School Soctal Work . : B "

“Social Change and School Social Work in the 1970%s" was
the title of a national workshop held in 1969, designed to
stimulate designed change in school social work and encourage
assumption of significant leadership roles by school social
workers throughout the United States. Sponsored by the L
National Association of Social Workers and the National In-
stitute of Mental Health, the workshop focused attention on ) .
education as a social institution and on the analysis of major
issues in elementary and secondary education and their im-
plications for school social work (Kahn, 1972; Sarri, 1972).
A state commissioner of education urged school social workers
to assess problems more effectively within the school-community P
environment and to develop integrated multilevel strategies for
greater effectiveness (Marburger). Findings were reported from
an analysis of tasks in schopl spcial work based on a national
survey of opinions held by professional school social workers.
These findings indicated the need for new adaptations in school = |
social work prictice to meet pupil needs more effectively -
(Cost/in, 1969). .

Folldwing this workshop, and as part of the same.project, a
var‘xefy of state and regional conferences were held. One, cpm-

- prehensive outcome was an important NASW publication

(Sarri and Maple) which highlighted innovations in practice
gleaned from the national workshop and which gave guidelines
for new developments. - . ‘ -t

%

-Manpower Issues. Professional readiness for differential
utiljzation of social work staff (with varying levels of training) . 5
had been one of the issues which gave rise to the analysis of
tasks int school social work. Findingsindicated that professional
school social workers were reluctant to delegate tasks which =~ o
they considered important to persons with less education and
training than their own. Four years later Alderson and. Krishef
(1973) did a partial replication of the Costin a'nalysis of tasks,

[
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using a sample of schpol social workers in Florida whe held the
M.S.W., other master’s degrees, and bachelor’s degites: They
Londuded that-this smaller and more diverse population showed
a grcater rcadiness to dclcqate tasks of school social work and to
assume a lcadershlp position in relation to school pohcy

Rowan (1967) examined the cffect of federal legislation on
school social work functidhs, spcuflcaily the effect of the -
Economi¢ Opportunity Act of 1964, the Elementary and
Sccondary Edugation Act of 1965, and the National Defénsc.
Education A¢t Amendments of 1964. He concluded. that
overall functions had not changed, although areas of emphasis
had, with generally positive resylts. Responsibilities had been
somewhat expanded and directed towards famlly and commun-
ity as integral pdrts of the child’s education.

School social work and the effective use of mculpower was
the focus of an Invitational Workshop in Florida in 1971. .
Confusion about the role and'function of school social workers -
and the lack of 4 coherent pattern of service were pointed out'
N " (Guzzetta). Familiar staffmg patterns were identified, such as
’ the professional elitist, bureaucratic staffing, and OEO staffing,
K patterns. Twelve roles identified by the Southern Regional '
Educational Board (Teare and McPheeters) were presented, with
illustrations*of how thése roles could be clustered into school
: social work assignments with different focn and objectxves
) (Smlth) . By

With the economic recession and the greater vulnerability to
¢ loss of employment among sehool socjal workers; there has ,
followed a loss of interest in differentiating roles and tasks for = -
purposes of delegating parts of the job. The literature of related
disciplines is alsb sparse in regent attempts to differentiate, and
collaborate on, pupil specfali%assignm’ents Only one attempt
to distinguish among the roles of school counselors, psychologlsts
“and social workers was reported (Nugent) And a study of the
rol¢ of the school social worker, in compatlble and mcompatlble
- school situations, suggested that attitudinal or behavioral as-
pects of the social worker-principal relationghip contributed to
an incompatibility that-resuts in less cffective professional
servncc (Wllhams) N d 2, |

.

hd '
-

ERIC

Aruitoxt provided by Eic:




)
~ The Scarch for New Models of Practice. Greater attention to :
the limitations of traditional social work services in the face of
interrelated and complex problems of schools, communities, .

- and pupils led to attempts to find more effective models for
practice. One of the first to be reported was “a beginning
attempt to coffcéptualiZc a problem-focused practice model
-« +.”” Prerequisites for practice using such an approach and
steps in the problem solving process were laid out. An illustra-
tion was provided from school social work practices in a larger
inner-city junior high school (Spitzer,and Welsh). '

A conceptualization related to that of Spitzer and Welsh was
‘a “problem-centered practice of social work in the schools”
which attempted to shift from “the microcosm of the in-
dividual schoolchild to the wider world of the school com-
m}m‘ity, to include the child and.his relatiohships as integral .
parts of a whote system” (Njebetl). Nieberl noted that innova- .
tive aspects of the problem-centered practice were consistent
with the trends outlined by Costin in the early 1970s. Also o
appearing in the literature at this time were references to the oL
"‘challenge for change” movement in school social work '
(Alderson, 1971); suggested adaptations in practice for pur-
poses of transition to new models of practice (Costin, 1972b);
and problems and potentials in professional “teaming’”
(Anderson, 1972a and b). ‘

Another attempt (Gottlieb and Gottlicb) to explicate an ex-
panded role for the school social worke? focused on two potential
areas for greater impact: effecting change in factors in the
school system that cause individual and systematic malper-
formance, and- erving as a liaison between school and commun-
ity to better meet needs of the school system’s environment.

gl“he authors discuss constraints on roles that serve to maintain.
the predominant casework-orientation, problems of commun-
ication with peers and administrators, and the knowledge and

skills needed for influencifg syste_r\nwide change. ' -

-

Alderson, in 4972, identified and described 2 number of )
practice models for delivering social work services in the schdols.
These included the traditional-clinical model, “the best known
and most widely applied model in school social work”; the
school-change modél, which seeks to alter dysfunctional school

0
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norms and conditions; the community-school model, largely:
"focused on dldeVdI)tdng communities; the social-interaction -

- model, with an emphasis-upon mediation throygh communica-
tion; and indirect services relying heavily upon consultatlon

- supervision, and administration.

v Systems theory as basis for social work problem-solving »
“techniques, with theé public school used as a setting for o
_illustrations, began to claim more, attention (Wassenich). And
another role for i improving school-community relations—the
, ,role of school-community agent in Detroit—offered demon-. -
stration of,a new and extended link between school and
community, a catalyst for innovations, and an initiator of .
interchange (Deshler and Erlich). - '

P

Two consultants in a state department of education &escribed
how change toward a new approach to school social work was
implemented on a statewide level through workshops, the
development of practice models, and an appeal to a wide
range of participants. The frequently overlooked inflyence of =«
“the material tools of school social work service—records,

' manuals, referral forms” on the social worker’s ability to at- .
w - tain new goals was highlighted (Callant and Mdcdondld) : L,
' In 1975 this awthor described a program which sought to .

develop and train for a new model of school social work bdsed
on school- commumty -pupil interactions (Costin, 1975). 1

~ differed substantially from the traditional clinical model in
goals and_focus, supporting theories, assessment procedures,
development of the service plan, deployment of personnel, ~ *
“and channels of accountability. This project, part of a multi-

_ university consortium for planned change in PPS, is more
fully descnbed in this monogmph by Ione Vargus.

Also on this samé model and on this program was an article
dealmg specifically With accountability and the maintenance
of crédibility (Andefson, 1974). The author described the
processes in negotmtmg a selection of problems for social
. work attentibn, the use-of a team ‘approach in making system“
' impact, and the written plan of operation. . ‘
|
|
|

‘Almost without exception all those who had written in rela-
tion to the search for new models of practice emphasized that
. " ! .
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new roles requned new prcparatlon,ﬁ, tlmt socxal work’ edueatlon .
must review its curriculum’if socxal work practice in the schoolsa

© . was to sxqu”c‘mtly affect the process and direction of Jublic#
school education. The issue was “the lack of fit between the -,
theory of social work practice that thc student is” learnmg in
academic classes arid the theory that underlies . . [new]" ,
school-socxdl work practices” (Nieberl). . =~ ¥ SN

Other Rtports of]nnovatzon.s One collectton of articles a.nd
papers sought to provide a basis for responsible. professional @
action by highlighting the challénges of the day with historical
‘perspective’and a serse of professional 1dent1ty (Aldexson 1969). .

. Numerous examp)cs of. innovation in practice appeared else-
“where in the: literature of the- pcnod Although often creative

in ebjectives. and method, most, appcared to be unrepeated
uctmtlc‘; ISOIdth fromra larger. pattern of practice. .’ o

"

An d{tcmpt to cut through the isolation ofprofessxonal social.
work practice in schools, and remforcé' and extend innovative . .
" projects, was the focus of a “Tri-State Leddershlp Workshop in
"~ School Social Worl\” in late 1973. School social workers in ‘

. three cistern states, wcre invited- to participate and to present /\!7
an abstract describing a project in which they had engaged '
during the previous year. The abstracts were, toincludea
description of the problem, the strategy and social work pro-- -
cesses utilized, an evaluation of outcomes, and any useful

. gcncra]xmhons that could saf‘ely ‘be made. Thirty abstracts
' were selected for fylier reporting and included in a pubhcatxon

(Bellos Gross, and Steiner). These useful reports covered inter- | S

-ventions with students, parerits, educatlonal staff, and'com-
munity. N !

In the period 1967-74 rcpa‘% of the use of thé social group -

work’ method appeared with ¢ isiderably more frequency than
ever before. For example, in a discussion of social learning in
school groups, Euster (1972) presented examplés of an ex-

".panded role for school social work _practice which would con- -
tribute to the application of the concept of social learning and’
to improved social functlonmg of pupils. (For other examples R
see'Wyers; Mlshnc . Webster; Reisman dnd Byer) '

The techmques of behavior modification” also came in for in-
c} CdSCd attention by social workers in schools and seemed to’
&
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; ’ . . ) : .
provide for many of them new skills for use in teacher con-

.. sultation and in direct work with chlldren (desworth
R Stuart)

" School and community agency cooperation was illustrated in - -7
examples of elaboration between(djuvemlejudge‘, county . >
welfare department staff and high school personnel (Buxton);”
and among three state agencies, to place social workers in

‘schools to help prlmary grade éuplls having problems (Powell).

_The social worker as part of a crisis team in school- -community
. conflict situations (Walton and Reeves) “comprehensive’’ social
~ work in the secondary school (Bleleckl) expansion of rolesin =~ ",

"a community ‘school (Magill}; the need for knowledge and ap- oo
. ‘preciation of different cultural patterns to resolve.home-
* school conﬂlct (Montalvo) and other examples of a wider role

for parents in"thé community (Prunty)—all these recelvgd
attention in thq;hterature .- ‘ .

¢ The period 1968-1975 is brief in. the hght of the historical =
development of social work in'the pubhc schools. Problems
in the sch/oo]s and in the system of'school-community- pupil
e relations persisted, as did the search for new and more ef- T
T fective models of school sqcial Work practice; Despite inter-
w) ,estmg and sometimes exciting innovations in school soc1al
e vyork pmctlce no clear and accepted direction for a means .
' to significantly affect the process and diréction of public

school education seemed to emerge. .
©7
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CHAPTERIV -
School’Social Work»Practice: A New Model
Leéla B. Costin :

&

r

. This model of practice is in line with the spirit and:
demands of the times. It considers the problems o f
pupils not merely from the personal and family angle -
“but from ¢ broader viewpoint: how they relate to ) ST -
. situations and deficiencies in the school and the com- o '
«  munity. - ‘ '

e *

Concern has become commonplace about persistent problems -
in the public schools that adversely affect groups of pupils and
seriously impair their chances for equal educational oppor-
tunity. Less than a decade ago, the idea was set forth that pupil -,
problems—rather than developing primarily from faulty -
personality functioning of pupil or parents—arice from the =~ o
interaction of pupil characteristics and school conditions.1 . '
This fresh insight has-led school social workers to consider new. ,
approaches to their work: Some have been hesitant about
change. But high rates of truancy and absenteeism, functional
-« _dropouts, pupils’ underachievement, strikes by teachers, defeatéd
7" tax referenda, and the clamor of citizen groups have convinced -
even reluctant observers that innovation may be necessary.
Many have concluded that, to make educational opportunity
equal, changes must be made in school-community-pupil
. relations. o o ' o - '
Although some school social workers cﬁng‘ tenaciously to the .
traditional clinical model of practice, probably many more
realize they carry strategic responsibility in the public schools
and are seeking ways to modify their practice. Innovative ap-
proaches have not been extensive, however, and the best-
intentioned efforts often have not been sustained,

This article describes a model of school social work practice

recently initiated and developed in'a three-year training demon- .
B ) . - ’ RIS

Reprinted with permistion from Social Work, vol. 20, no. 2, pp. 185-139,
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.school education. 2 . - t

,puprl or. the parents.

~

stration at the Jane Addams School of Social Work> U.niversity R
‘of llinojs, Urbana. The model offers a framework for movmg '

toward a way to modify the 1nst1tut10nal practice of pubhc

%,

_ Goals and Focus

. . 2
The godls of traditional social work practice in schools have

‘been to help the child adapt to school and use the learning op-
'~ portunities presented. Social workers strive to attain these -

goals by modifying'pupil behavior or effecting other change =~ = .~
in the characteristics or personal situation of the 1nd1v1dual '

a

In contrast, the - goals of school social work practice that
emphasize the interaction among' school, community, and =
pupils are bro4der and aré directed toward increasing educa- -
tional opportunities for target-groups of pupils. An overall
goal of such a mode] would be to alleviate stress on groups

“of pupils and help them use leaming opportunities moré "

effectively by bringing about change in the system of school-
community- puprl relations. The individual child is not forgotten,
the ultimate aim is to help individual children and young persons.
But the needs and capabilities of groups of pupils are viewed =
as only one component of the interacting forces, influences, ' -

‘and personalities contamed in school community-pupil relations.

Traditional practice in the schools focuses on the individval
pupil and the individual case. The social and emotional char-

-

‘acteristics of the pupil or his family are seen as playing a lead-

ing part of the pupil’s difficulties at school. Even when group -

~ methods are used, close attentron is pard to the individual

pupil’s problems of adjustment, both at home and at school. . 7

* Teachers refer pupils to social workers and the workers respond , s
. 'when such symptoms as these occur: withdrawal, aggressron '

school phobia, lack of friends, general unhappiness; or dis- ey
ruptive behavior. Such symptoms are typically seen as mam-
festations of personal and emotional problems -

In a model based Sn $chool-community-pupil relations the :
center of interest and attentron’ls on (1) deficiencies in the - -

_school and the commumty and (2) the interaction | between
 specific characteristics of the system and charactenstrcs of

a8 L
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. dysfunctlonal unit as their social behaviors mtcract w1th con-

e o ) - i ‘ . ‘ &
groups’aif pupils at points of stress in the .pupil. life cycle Thus
the focus is on'the sltuatlon rather than on personallty

~ The vehicle for i intervention is ‘an identified problém complex '
‘made up of identified problem situations. A problem situation

.

involves a group of pupils, similarly situated, who form a

ditions in school and community. Members of the unit are then®
*perceived as lackmg competence to deal effectlvely with the
demands afid expectations made by-the school and the.corii-*
- munity. A problem complex is a-collective whgle of problem
situations. These exist within a network of personality char-
acteristics that conflict with and are negatively reinforced by
_practices and deficiencies of school and community. ThlS
model, then, emphasizes the links and interactions be’tween .
pupil characteristics and school com'mumty conditions and
praCtlceS . : C

N

Within such a framework, social wdrkers iresoond to identified

group patterns qf underachlevpment truancy, absenteeism, ex-

.clusion from schl;ol or other recurring evidence that schools

are fallmg to'meet the education?l needs of large numbers of

- ptpils. The focus on patterns of group behavxor does not - _
imply that the individual is unimportant. It does imply that ¥
attention cannot be llmlted to the individual as it points up :
this fact: The mterrelatlonshlp of pupil problems and school-
community problems requires dealmg with the problem com-
plex and-its network of problem® s1tuatlons ' e

Supp ortzng Th eories

ﬁ -
Social Leammg Theory Social work practlce focusing on

- school-community-pupil relations yelies on certain principles
- of socml learning. These emphasize the role of social varifbles

“as'a way to account for the developmen,t and modification of
human behavior. Among theispecific areas related to 'the pupil’s

- behavior are (1) imitative leaming from models, (2) the demangs
“and constraints of roles, and (3) the influences of cultures,

! The focus is on learned, overt readily observed maladaptlve
behawor .

. This theory stresses, the rontmu1ty of social leammg from

childhood to matunty It emphasizes the concept that learning
[
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v expeneflces durmg chlldhood a.nd adolescence—-m the home, _
.+ - at school, in the commumty—-are important for calling forth, : e
shaping, and maintaining behavior patterns evident in later
life. Social learning theory attempts to relate the developnient
_of social behavior to earlier'social stimuli, such as the social
. models to which the child was exposed, the chance reinforce-
: ments in his léamning history, and the training used to develop -
and modify his soclal behavior. This theory does not ignore
' the importance of constitutional variables in personality de-
B velopment but its proponents find more to be gamed by con-
centrating on social learning influences. 8

Systém.s Thebry. A school-community-pupil model of school S
social work also relies on systems theory. This theory assumes
 that a living entity existing at any level can be viewed asa -
. * system—that is, as a set of components with relationships be:
tween these componénts and their attributes. A system has

Ty

: order and organization,; it is mamtamed in continuous change, - ,
.. Ifitis functioning coherently, no part of it can be affected .
without affectmg the whole. o xe

The school is a system that functions as a whole by v1rtue of
its interdependent parts and their attributes. Pupils, teachers,
administrators, other school personnel, school board members,
parents, and other community representatlves——all who meet in

~ a school—are bound together. Each person is an mtegral ele-
ment of a whole S

Re.atlohshlps a.mong its parts are what tie the system
together. Which of the many relationships is most important
depends on the problem at hand.4 '

Any system can be divided into subsystems, sometimes in a

hierarchical order. A school system has'Subsystems that in-

volve social interactions. For example, there are interactions

within a classroom, within groups of ‘teachers and adminis- .
_trators, within divergent groups of puplls or within the A T

governing Body made up of the school superintendent and the _

school board.. However, the concern is not exclusively with . =~ -
_the separate parts.or the subsystems, but with the concept of

. the system as a whole—its internal relations and its behav10r TR
' asaunit. Lo 54 ,
Y 50 i ‘
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A given system, such as the public school, has an environment *« - .

or external influences. These may include the following: com-
“munity norms in relation to the proper functions and organiza-

tivnal structure of the school; the quantity and kind of com- *
munity resources; the population of the corrimunity according

to social class, age, and racial and ethnic composition; and the
‘cowmmunity power structure. The characteristics of the social
system“and its environment affect the openly acknowledged as

well as the more subtle purposes of the school, and thereby the

» .

outcomes of the educational process. ,

As a derivative of systems.theory, concepts of organization
development are important to a model of school social work
focused on school-community-pupil relations. Organization
development is a continv’ug pyocess'that aims to develop better
procedures and a more supportive climate to deal with the
problems affecting organizational goals. In this instance the’

_ long-term goal is to equalize educational opportunity for
~school children by planning and implementing needed change -
in school-community-pupil relatjons. * ’ )

 Key concepts of or anization development include (1) the
interdependence of p&oblems and solutions, (2) the importance
of work climate, thay is, the values, attitudes, and underlying
assumptions. that determine how work gets done, (3) the dis-
. tinction between tasks and process, (4) the driving and restrain-
ing forces in problem-solving, (5) the necessity for open and
nonmanipulative communication, and (6) the authofity of
knowledge and competence versus the authority of role. Or*
ganization development is not a once-done.task or an end
- product. Its aims include building into an organization and a
work force the dynamics necessary for continuous seif-renewing
“change und purposeful adaptation—in other words, Lzilding an .
open, problem-solving climate.5 , o ,

Other derivatives of systems theory useful to school social
workers inchide'approaches based on what Siporin has called
situation theory—*a focus on client social situations for planned, -
purposeful change . . . and part of the indigenous ‘systems
theory’ of social work.”6 He corréctly notes that the person- o
* situation perspective is not new in social work. Gordon to6
has pointed out that the central focus of social work traditionally .

B
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seems to have been on the person-m -his-life situation com-
plex—a simultaneous dual focus on man and environment. 7

The fact that such learning and experience is already part of | -
the practice of many social workers may offer a tested foot-
hold for successful transition into a model of school social work
stressing that Pupil problems are an attribute of the soc1al
situation of children-and young persons.

Also useful is the classification of role and system problems
by Atherton et al. This includes problems related to the in-
dividual’s performance of legitimate roles, acceptable roles,

‘and problematic roles and problems related to the structure -

of social systems. The classification is useful because it helps
locate strategic and feasible points for social work intervention. 8

Assessment o

As a.prclude to intervention, traditional school social work
practice generally relies or study and evaluation of psychosocial
factors'that prevent-a child from adjusting to schoeol. Evalu-

.ation includes personal chara.ctqnshcq attitudes and behaviors

of the child who has been referred, interpersonal problems with-
in the family or peer groups, and reéports onsthe child’s problem.
by teachers or other pupil specialists.-In contrast, assessment

in a school-community-pupil frame of reference relies primarily
on the : study-ahd evaluation of how pupil characteristics inter-
act with school-community conditions and how they affect

' educatlovnl opportumty for groups of pupils.

A rirst step s to assess needs in relation to the school and its
purposes. Knowledge of the community is a pre requisite for
adequate asscssment of needs. This involves demographic data;
the type of power structure between community, school board,
and school superintendent; existing community resources for
children and young persons, such as public libraries, summer
programis for children, work opportunities for teenagers, before-
and-after-school day care; and other factors relevant to a
specific community. ' '

For assessment of needs, idministraﬁors, teachers, and other -
school personnel must have planned consultation with the group
affected—pupils and their parents. The aim of this consultation
is to find out what the different parties consider to be problems,

;o
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how they definé these problems, which parts of the educational R

process create stress and dissatisfaction, as well as areas in which :
the school appears-to be working well.

A clear understanding of what the school expects of parents
is important. So is knowing about school policies, both official
and informal, regarding such issues as curricular trackipg, dis- !
ciplinary methods for various specified behaviors, admission -7
of pupils to extracurricular activities, enforcement of attendance,
lunch-room rules, practices of suspension and expulsion, and
procedures of placement for special education. Recording
evidence of how these policies and practices are applied to

¢ .  individuals and groups makes it easier to see which policies
help pupils to learn more readi'ly and become competent, and
which serve the needs of the system to the detrimerit of the N
educational process and the welfare of its pupils. Understanding
and assessing the existin’g pupil services is necessary. This in-
cludes knowing who arranges or carries out what tasks, how
staff a.ncg pupils communicate, how much they collaborate
openly, and where to find personnel who can strengthena .
school-community-pupil approach to problems. .

A crucial part of the assessment of needs is identifying target - . .
problem situations. This is done by.studying.group patterns of
achievement a{d adjustment at critical points of stress in the v
pupil life cycle. : ‘ R .

When many children enter school, for examplé, they. are tn- |
ready for different reasons to make the best use of the class-
room so as to realize their aspirations. Many of their parents
have an inadequate.perception of their own role and are in-
" adequately prepared to understand and support their children
in their school life. These deficiencies become exacerbated
when school personnel have unrealistic expectations of the
children or when there are no school programs to help integrate
new pupils and parents into the school. Such parents may be
v;'CWCd as a target group. ' o
At about fourthgrade, changes in the structure and pace of
learning opportunities may bring new scholastic demands. Groups
of pupils, often boys, may encounter frustrating role expecta- ,
tions which may trigger patterns of underachievement:in basic «
skills or behavior that deters their acceptance and successin ’
the classroom. .

hS
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Data on children entering sixth grade or junior high school
often reveal groups of-girls who have problems of role transi-
tion and need more adequate role modeling. These girls, who
may previously have escaped notice and concern, may b'egin
to drift toward underachievement and find it difficult to
pereeive their identity and to formulate life goals

Another point of stress may occur in ninth and tenth grade

At this time boys who are on juvenile probation or those who .
" are returning to the community from correctional institutions
- often face formidable obstacles to continuing their education
steadily and successfully and av01d1ng anornalous or deviant
roles. ’

Pregnant school-age girls usually face a critical situation that '
presents serious problems of role confusion. The crisis may BRI
threaten their continuing in their roles as pupils and also their '
fulﬁlllng the new maternal roles.

¥e=The foregoing examples 1llustrate problem s1tuat10ns that

school social workers encounter. Study of data. obtained ffom

school records, verbal reports, consultation, and professional

observation in any school can highlight other problem situations AR
~at the normal points of stress in the pupil life cycle. ’

Adequate progedures of assessment require another step: the
identified problem situations must be studied and evaluated for
their 1nterrelat10nsh1ps Although problems of pupils may ap-
pear in clusters, a cause-and-effect relationship does not
necessanly ex1st between one cluster and another. However,
in any school having large numbers of underachlevmg, absentee,
or excluded pupils or functional dropouts, one can expect to
“ind a dynamic interrelationship in the configuration of
problem s1tuatlons Such 1nterrelated problem situatipns make
up a problem complex.

Service Plan .

In traditional social work practice, teachers, principals, social
agencies, and sometimes parents—those who refer children one .,
by one for service—largely determine the school social worker’s
service plan. Consequently, school social workers frequently
express frustration about the ever growing number of referrals
the 1ncreas1ng unplanned demands for cns1s intervention in ne\Ay
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cases, and their lack of time for giving more intensive, con-.
tinuing attention to children referred to them. B

In the model of practice that concentrates on school-

communiﬁy-pgpil relations, the school social workers develop

_ aservice plan only after the foregoing procedures of assess-

-ment have been carried out. Then during continued consulta-

~ tion with admihistrators, teachers, and other school personnel,
the workers develop, write, and offer a plan to administrators
and others whose participation and support are essential to
its success. : - ‘

After necessary adjustments are made in the plan, a contract . - = .
- . for service is agreed on with those to whom the school social

workers are accountable, The plan must explain how the char-
acteristics of pupils relate to school-community conditions

~within the problem complex and its problem situations, state ‘ .
the overall goal and the spegific objectives for each problem
situation, offer'a plan of intervention ouﬂining‘ the tasks to be
performed, and describe the exfpected measurable outcomes for

* the individual, the group, thchhool, and the community.

‘Objectives should of course relate to the educational needs
of the target groups and the purposes of the school. In setting
forth the tasks, social workers should consider such questions

+as these: What will be the rationale in selecting pupils or -
parents from the target group for casework or group work
-Service? Which community attributes require work with
community groups or their representatives? Who are the
principal actors in the service plan? What time can be allowed
for consulting and working with them, and evaluating results?
There should also be an overall assessment-of the most feasible .
.- points for intervention.. . ' ) '
~ Even though social workers in schools must, in addition, -, .
continue to respond to some emergent referrals on behalf of
pupils in crisis, they should find that a service plan thus
negotiated has the following advantages: =

* < It keeps the control of the work load in the hands of those
who have primary and daily résponsibility for carrying it out. - |
~« Goals and progress can be interpreted to}ig‘he maximum
‘: degree because those who are directly affected;- as well as those .

I
>
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T tto whom the social workcr is apcouﬁtable helped develop the
- overall work plan and have a stake in its success. -

_ » When the social workers and others'involved design the
" plan for maximum flexibility, parts of the work can end when
. appropriate. Then assignments and tasks can be regrouped to
suit the 51tuat10n. or to fill gaps indicated by evaluation of .

progress.’ g » - roe : .
Personnel v

In tradltlonal practice, school soc1al workcrs vmay be members
of a team formally organized to study, dlagnose cla551 y, and
- “plice children individually in special education programs More
often, a worker is assigned to one school building, several
buildings, a total school district, or even more than one district.

The total number of pupils within a social worl.er s assigned
area varies tremendously. In one state the number in the pool
from which pupils 4re selected to receive service ranges from :
250 to 16,000 pupils.% Social'wOrk‘er_s carrying such an assign- ST
_ ment, large or small, gnay be diréctly accountablé to a casework -
superyisor with whom thcy confer with varying regularity. The -
~supervisor may. be carrying a caseload: that leaves little time for
supervisory respon51b1htles or may be head of an adminis- _
trative unit—for’éxample, special education of * pupil personnel v
services—with adniinistrator-staff interaction focusing chiefly
’ " on administrative ifeeds. In these instances, the social worker
.- who functions within clearly recognizable phttems of practice
and. avoids risk-taking operations may act with. ¢on51derable _
autonomy in all but the most troublesome cases or certain - »
- disciplinary cases in which teachers and: admlmstrators have’
' made procedural agreements ‘ 2

.A team of pupil spec1allsts is essential to a model of school-

commun1ty-pup1l relations. To beeffective this team should
be: mterdlsc1plmary There should be a stable core of members
and yet the team should be able to mcorporate temporary
members who will provide specialized information or perform:
specific tasks. THose carrying out the mddel attempt to develop
the potential of others in the school or community who can

“ further the objectives of a specific serv1cq«plan or hclp improve

‘ educatlonal opportumty . S
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" Maximum- flex1b1hty is. mamtamed w1thm the team so that
individual expentlse in roles and tasks may be identified and -
dcveloped. Members tend to take on assignments becausé of
th’elr competencie in handling a specific task, rather than he-
cause it 1s,appropnate onlyto their professmnal dlsc1plme or
 status. Within thig framework for evolving a differentiation of
skills, the team mgmtams a unified approach to problem- -

_solving and team authority.

The team is led by a professional who is accountabIe to
school administrators for the team’s'work and is responsible

for the overall service plan. This person, who is usuallya -

social worker but i In some schools may be from another
discipline, directs, coordinates, and guides team members
, toward attaining ob_]ectlves keepmg within the boundaries
of good judgment, and mamtammg professional and ethical
-standards 6f work. Another tcam member may sometimes

- serve as leader to pursue objectives in a specific'problem situd-
tion or to carry out parts of the overall service plan.

Opénness of communication w1th;n the team, continuous’

' reporting, and regular reevaluation of objectives and strategies
are essential. Members are encouraged to consult with and
help each other, rdther than work ina hlerarchlcal relation-
ship.' .

Va

‘The team as a whole needs to be competent in all methods
of social work, although all skills need not be possessed by each
member. The school-community-pupil approach does not ' °
eliminate casework. However, this method is used selectively
to support objectives of the target group. And itisusedina
way that helps pupils and other school clients to understand,
take control of, and enhance favorable change in school-
community- pupil relations. Skills in effective consultation and
in child advocacy must be developed and reinforced. It is im-
port"fr?t—f'or team members to have a capacity for risk- -taking, -
combmed with sound judgment as to when it is strateglc to
assume a position of risk.10 . T

W ]
. . .

Professional Pré})aratz'on

\\ ‘The model bf school social work focusmg on'school-
- commumty pupil rclatlons of course requ1res sound profes-
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. public schpol as a sorial system and must have a broad view of
'social work concerns in relation to public education. Knowledge‘

~ interventive strategies for institutional change that may be . '

‘ handllng of child advocacy, resistance to change, and the tech-

. should have preparation in program pla.nnmg, proposal writing,

-during their field practicum. Since the model of practice is-

sional preparation; If the model is to be most effeCtivcly im- . ‘
plemented, this preparatlon must empha512e certain areas of
knowledge and’ practice. :

School social workers using this model must understand the

is needed, then dbout such i 1ssues as these

» The politics of schooi- -community relations$ in shaplng o
educatlonal polu,y '

« Effects of different types of school commun1ty power
structure. :

« Problems and policy issues in school financing.
» Negative aspects of a school’s subcultures. o A
~s_Attempts that have been made to reform education. ) s

» Problems arising out of traditional roles of various pup11
specmllsts :

n

» The nature and limits of the school board’s authonty
. Soc1olegal issues affectlng equality of education. 3 C R

- Greater attentlon must be given In soc1al workteducatlon to )

generally used in other institutions and systems, but need to
be further. clarified a.nd illustrated when applied to the public, -
school. Concepts of organization development the‘nature and
niques that chan§e agents use are tOplCS needlng spec1al atten-
tion. : : . .

v

Students@who ‘intend to use this model of school soclal work

=1

“and program evaluation. They will require a team placement

new to most school administrators, schools of social work -

miust assume greater responsibility for developing practicum

sites in public-schools and for interpreting the model when it

is to be demonstrated. Furthermore social work educators
should provide careful monitoring of theé model’s operatlon to, - .
be sure tiaat the tremendous pull to “ﬁt into the system” and

) oo 6/,,
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move into traditional practice does not prevail. Field place-
~ments will be optimally effective for both student learning and
the provision of service only when the schpol of social work .
assumes a defined degree of responsibility for aiding the regular. -
school pérsonnel with a program of staff development. '
In view of the demands of the times, the model of school -
social work described in this article represents a modest and
long overdue beginning rather than radical change. Since its
. goals are specific and realistic, this model can serve as a trans-
tion, helping the social work profession become nfore fully
and more significantly involved in school-c,ommunitfy-gupil :
relations and in the pursuit of social change. . . ‘

v
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"~ Anderson, “A Model for Team Developraent.” Journal of the International
" Association of Pupil Personnel Workers, 16 (September 1972).
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CHAPTER V IR
Developing, Launching; and Maintaining
the School-Community-Pupil Program

* .. Ione Vargus
.

‘ 7

: 7
Among the many and’varied trends in social work education

s t‘hat of preparing ‘““change agents.” There still abounds, how-
ever, a great deal of skepticism as to whether or not it is possible
to do so. The ‘approach in this article will'be to use the School-
Commumty-Pupll program as a case history whlch describes

, some of the processes and the’ problems encountered in develop-
ing, launching, and ma.mta.mlng a training program for a revised .
model of social work practice m schobols.

The original proposal to the Umted States Office of Educa— '
tion for a School-Community-Pupil progra.m lncluded the
following’ statement: , .

A departure from the usual methods of education and training of pupil
personnel spcclahs's is needed so that professionals can intervenc appro-
;o pmtcly in thc,(,;omplcx school and commuitty system to improve lcammg
opportunities for pupils. . . . Our proposed specialist in school—commumty—
pl{pll relationships w0uld gain the slulls asa changc agent for use withina

local school, facusing the school’s attention on the special and urgent needs
f certain groups of children (particularly low-incofne and minority group
plls) and providing leadership in axdmg the’ school tgserve tl‘csc needs.
Problems confronted in implementing this propos,ed program’
were both attitudinal and structural in nature; most often they.
were interlocked in'such a way s to defy separatlon.

Perhaps the f1rst attitudinal prerequ1s1te to preparing students
: to be cha_nge agents is for educators to perceive of themselves
and behave as change agents. In building and developmg this
educational program, the project faculty hadto apply the
! 'knowledge attitudes, and skills which were taught to students.
\ .* The parallel between what students leamed and did and wliat
faculty did was striking, even though the act1v1,ty took place at
" different times and with different sub-systems. The parallels,
nOnetheless allowed for an identification with thé challenges
and obstacles that students faced, for a relevancy in teachmg,
and for the testing of concepts and theones on “how’ to bnng
about change.” : :
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. Resource Systems : - Lo o

Throughout ‘the, life of the demonstrdtlon there were ongoing
contacts with many systems In additlon to the primary systems
involying students.in the program, the field site public school ‘ -

~ personnel, and the School of Social Work personnel, these A
systems included the university’s College of Education, the
Llinois State Office of Public Instruction, the Illinois Associa-
tion of School Social Warkers, the project’s Cornmunlty

Advxsory Council, and it§ Advisory Board. The Midwest Center . .

which was the funding agency for the Office of Education, ’
., tookan active role in the ongoing developrnent of the program - |
.. and served a1 monltor evaluator consultant resource ba_nk X e e

" and funder. o . _ -

‘Students. Durlng the three years of the demonstratlon peri d - e
52 students were enrolled in the program. Admrssmn into the * b o
program was open to, all. students who mdlcated a career gozil
of social work inschool systerns arjd-whe-were w1111ng to accept
“the conceptual or phlldsophaca.{goﬁ ntations of g systems .
" focus, such.as the probig;rn situatidn?’ and: “problern complex,”®
a team approach, and the particular planned approach to problem
solving which these orientations reqmrﬂed Several or more
students in tHe School of Social Work desmnga field placemenit
in schools did not opt for the Sch'ool -Gommunity-Pupil pro-.
"gram or enroll.in the classes but did not take the prescnbed ‘
~ field placements. The fundlng agengies stipulated that rmmmty
students and those with previous study or work experience S
in public schools should receive priority in the award of ' ’
financial stipends. The racial composition over the three years .
. ranged from 38% minority students in 1971 to 47% in 1978. 1
. While the ages of students ranged from 21-44, the average ' v
student was around 24 years of age. The grade- p01nt average” L i
for the total group tended to he above the minimum, required o
. for adrn1ss1on intd the School of SScial Work. In view of the °
initiative required and the responsibility and, demands’ placed
_on the students in this program, these stat1st1cs are srgnlflcant.

~E

School Dzstrzcts Contracts for fie]d placement internships
were made w1th terfdifferent schoel cl,lstrlcts or é¢ducational
reglons over the lifetime‘of. the demonstration project. The
placement pattern vdried ronsiderably. In the case of an
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"o educational regron students mlght work w1th as many as six er
«  seven school districts covering'twelve to fifteen schools, pnma.nly
in rural areas. In one urban $chool district, the students were
-~ assigned to only one or two'schools. Intercstmgly enough, the
" more tern@ory the students had to cover, the more significant
theirimp4tt, since these students were in a much better * . .
position to interpret the necessity of workmg with problems .
that affected many children. These school districts’ had contact
with few, if any, school social workers, so that interns were not.
only welcomed but they could also set precedents for the school
social worker’s role Thus, communities identifiéd as,““con-
servatlve in tcrms of pubﬁc education tended to be more .
progrcssxve ’ in'terms of our objectives than those whxch ‘
“‘were'labeled as such, - Co

Faculty ~The initial faculty consisted of the two program
-proposers and the project director, who was hired after funding
was received. A fourth faculty member joined the team after
the first academic year, at the time when students went into
.‘the field. These four, two white and two black, constituted
the nuclear group of facully—the group most responsible for B
. plannirg and’ development. Two other faculty mémbers Jomed -
- the team during the last year of the démonstration and were”
given specific assignments. This faculty team desxgned and
taught the specialized pubhc school-related courses, developed
- field placements provided a structure of support for students’
in their placements, selected students for the program, ‘advised
students, and designed and carried out evaluatjon activities. e
Only the project director, who coordinated all of these acticities, ;,
spent full time on the program; the remaining faculty had other
duties in the School of Social Work ' :

A
~

Currzculum Development - P B L

+ ! Among the current issues discussedrin graduate social work
- education is that of the generalist versus the specialist. Briar
(1974) sees a return to specialization and states that:.”

\ 1
Thc no;lon that the dxstmctxvc problems social workcxs encounter in
widely diverse agencies can be met by the application of a common body.
of knowledge and practice principles will probably not work in the fiture. L
Specialization needs to be tied to practice knowlcdgc rclated. to particular .
problems and populanons

b
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The proposers ofthls tiaining- program were already convinced o *
of the néed for specialized knowledge in such a critical institu- 4
tion as the public school. Except for a management: training .
program in ¢child welfare, the Jane Addams School had not moved.
into the current conception .of fields of practice; and curriculum
was “open.” That is, while students weresrequired’to study - .o -
-, specified areas of knowledge they were offeréd a variety of *‘ o
courses from which to get this knowledge. %s opposed to .’ S
schools of social work which have tracks and several requ1rcd ~

~ courses within tracks, the Jane Addams Seb.ool offereda con-. -, .
_ducive- atmqsphere for designing a curriculum on the basjs of ' A
the question, “What differentiated curricular emphases would .
* be negessary for students preparing to work in public educa- = .
tion systems?” An analysis of tasks in school social work (Costln,
1969) provided the basis for identifying and selecting ewrricular
emphases relevant to the project’s obJectwcs Subject matter

* included’ (dlthngh not exclusively) assessment of and methods
ofi intervention with: 1nd1v1dualz~group, and commumty prob-
lems; mterdrsmpllnary cooperatlon in the schools (teaming); the -

" function and organization of-the public school (the school as -+ .
- a $ocial system); legal righgs of pupllS and their parents and

- legal'authority of school districts; and mcthods of program N
evaluation. . o . L e

Itis sornethlng ‘of a paradox that a specnhzed curfaculum ’
was best developed in an “open” curgiculum because the . -
Specialized content’ became requlred This devidtion appearcd
not ta bé'a problem to students even tllough their classmates
had more freedom of chdicé. In fact, this 3emi-structured ap-
proach seemed to attratt students. With the help of a stfong
ddwmng system, it was possible to téach between 1nd1v1duatllza'
tion based on the student’s interests and entering level of
knowledge and experience, and the prescnb'ed pno;ect curricu-
Clum. : , . ) \ , .

The philosophy 1nherent in a program concentratlng on.the
social system domain, and not the mtra-psychlc domain, de- .
emphasized the psycholog1cal and therapeutlc appraaches to
working with childres in the scha_ol Thus, stiidents chose for"
the most part, with encouragement from advisérs, to concen-
. trate methodologlcally on communlty, group, and plann1ng . o

N o : ‘.’./,._. 68 . ] i_ v., .
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processes; rather than primarily on individual and therapéutic
approaches. By the third year, more students took some clinical =~ ¢
courses; while some did so out of real intérest, others openly
admitted that this was forpolitical and strategic reasons. They
had noted the predominance of job advertisements which called
* for caseworkers and felt they had better be prepared in the -
event they did not get jobs in school systems. Moreover, they
had observed the difficulties faculty had trying to convert ficld
instructors to the school-community-pupil approach, and
students knew that more than likely their fieldwork would
‘requiré some casework in the traditional mode. ‘

# The'igsue implied in the struggle just deseribed is whether or
not students trained in'a new model learn enough skills to use
*1n direct treatmpent with individual clients and small groups of
“ clients. It is a long-standing issue in the social work profession;
~even when a majority of students were trainedin casework only, *
they still.faced the criticism of not enough 'trzéining. Extensive
supervision after graduation was considered the correcti¢e to-the

problem,(Kasius, 1950). o . . P -

¥

Field qucement

Field-University Relationships. The. working relationship -
between a‘school of social work and the sctting it uses for_field
placement; requiring the integration,of classroom.and. field
learning, has been another constant issue in the proféssion.
Briar (1973) suggests that “a cloge'partnership between pro- |
fessional.schools and practitioners in which their distinctive -
contributions are recognized, valued, and preserved is essential
to the development of knowlcdée and technology for use in .
practice.” 0 '

In making field placements in the first year of the program,
negotiations began eight months before students were to be
placed, and it took all of this time to complete that process.
We were necessarily vague about tasks in whic-h_/students
would engage#We simply said we wadnted to develop a more’
effective school social worker, that several methods of inter-
vention would be employed, that we would want to place
students'if- teams, and that we viewed the school, the com-
munity, and the pupils in an interrelated fashion. School ad-
minisirators were receptive to the notion that, through this

-1
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training program, we would be redefining the roles and tasks

. of school $ocial workers. However, if administrators were
receptive to the program, there was much less enthusiasm
from the regular school social werk staff. Our primary inten-
tions, which{were cither not understood or regarded as
heretical, were these: 1) trying to work on béhalf of. numbers
of children who were confronted with the same problem rather
than one by one, 2) looking at the several systems, including
the school itself, that impacted on the, child himself, 3) working
in an interdisciplinary fashion, and 4) ubing a variety of
methodological approaches. - o ‘

Initially it seemed as if we were creating a minor revolution.
Accustomed as ynany of the school social workers were to
individual casewqrk, and with the introduction of therapeutic .
groups being perceived as very progressive, the idea of enabling
school systems to change practices and conditions ratl(fzr than
helping a child to adapt must have seemed strange. - .

The difficulty we had securing field work supervisors was
inevitable. Some administrators felt that their social work staff
could not supervise due to time constraints or unfamiliarity with
the school-community-pupil approach. In schools where field.

» instructors were provided, the methods of supervision often =
wert predominantly so traditional that they did not fit the -~
team approach or did not advance the concepts which students

*  had learned. Thus, during the first year we agreed to provide
project faculty as field instructors. While this practice had the
advantage of giving us greater control over the educational
process, it did not meet the agreed-upon objective of building
our approach into the school’s soc1al work program.

As a partial remedy we mstltuted concurrently with faculty
provision of field instruction, a three-day workshop in the
summer and followed through with a number of one-day work-

" shops during the semester. Theseswere attended by public .
school admlmstrators, social work supervisors and potential
supervisors, psychologists and counselors, and community
representatives. While the sessions had an evaluative component,
they served primarily to interpret the program. Intern teams - -
described their work in such a way as to raise the question of
value and technological skill. As the representative of a given
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school district listened to its team, identification began to
grow.As it turned out community representatives were
particularly supportive of the students’ &E\rytS Employlng,
the problem-solving steps that students had been taught

" project faculty engaged the workshop participants in “brain-

ERIC
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storming” about the restraining forces which were acting as
obstacles to'the program. Two major questxons were raised as
themes for discussion. These were: What could the school-
community-pupil program better do to prepare interns for,
the school district? and What could the school districts do to
provide a better learning experience for-the interns? The
responses were of structural, attitudinal, and technological
dimensions. o . ’

Over time, the sense that this was an experiment; a demon-
stration in which the university personnel did not have all of
the answers but would respond to input from the field,sled to
a beglnnlng partnership that eventually proved most rewarding.
By the end of the workshops the school personnel, the interns,
and the project faculty were able to define several tasks to be

completed by each party that would make for a better program.
‘For example

5 . :
- . faculty member was assigned to'work at school sites

to develop and clarify supervisery (or team leader) tasks Wthh

were different from those used in traditional supervision. In

addition, this faculty member was to advance the program

by sharing information with team leaders about such matters

as course content, new concepts, problem solving and systems

approaches, and new terminology.

2. Learning objectives with performance criteria were
developed and submitted for revision to interns and field -
instructors. There were at least four drafts before a final per- ©
formance ob_]ectlve document was produced Thls document
also helped delimit the areas for which the program might take
responsibility {(Anderson, '1974a; also see Anderson 1974b).

3. A comprehensive handbook for use by the schools was
developed. This handbook covered the philosophy,academic
and field experience objectives, curriculum, field 1nstruct10‘n,
cooperative relationships, and the evaJuatlon process.

s
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Interns’ Problems. Interns were expected to assume consider-
able initiative in designing their work and to prepare for the
aisks involved in deviating from standard performance of social
workers already employed. One persistent problem was the way
in which they were viewed. In some instancesthey were regarded
\‘ as experts, while at other times they, were treated as if they had
' no knowledge. This double standard was partlcularly difficult for
2 students in that they tended to feel that they were regarded as
experts at the very time they needed help and were regarded as
novices at the time that they wished to infuse new knowledge

‘The majority of black students seemed to have a particularly
difficult time as interns. The forces of racism were sometimes .
overt, sometlmes subtle, but in any case. they were felt. The -
increase ix the number of black students i in the program helped
to meet the objéctive of training non-white students, but this
. increase was mot without attendant problems. Several school ,
. .districts, although serying poor people, were in all-white areas '

and could not accept black interns. Even with an occasional | ,

- breakthrough in this respect, black students usually did'not -
choose to go to, these districts since their preference was to work

. « withblack chlldren While the more mature black students, most

of whom had.had congiderable experience in*white institutions,
were comfortabTe in teammg with white students, several of the
younger stgdents who were graduates of black colleges wanted

" to tgam with other blacks students. This, combination of factors, -
ile., school district locale and black students’ preferences, ' .

«  resulted in some all:black teams in a school district, a phenomenon
' which appeared ‘theatening to some school pers’onnel

"

‘Black students, too, were sub_)ect to the duahty mentioned
earlier. On the onehand they were welcomed, since it was -
thought that they would be particularly,able to discern the
.proerﬂs of black pupils.'On the other hand, when they at-
tempted to plan i innovatiye action around the black students”
mreeds, they felt discouraged from doing so. Although this was
true forjinterns in general, black students tended to feel that
racial overtones were present. Perhaps their most frequent
complaint was their feeling of being patronized and being
tagged as “supersensitive.”

@
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It was a practice of the black faculty of the project to discuss
these concerns with the black student interns. Techniques were
suggested for directly confronting the individual with whom they
were having difficulty. There were occasions when a comment
or a rejection of an activity was not necessarily related to racial °

. questions but was inherent in the supervisor-student relation-
ship or in bureaucratic procedures which had to be followed.

s

In most instances, the difficulties were resolved. A

Teaming .

In the scflool-community~pupil model of school social work
practice, social work students were placed in schools as teams,

for the purpose of accomplishing tasks which could reach target - -

groups of pupils. Team members were required to identify and
assess problem situations, recognize the complexity of the
various systems which might have to be worked with, develop
a plan of action, divide the tasks, and share in the implementa-
tion and evaluation of the outcomes. '

One process in teaming is that of getting the task accomplished, -

usually referred to as task maintenance. Another is maintaining.
the relationships among team members, referred to as “group

: maintenance,” which is the more basic of the two processes.

- ™ Obviously, if the team does not work well together, the tasks
may not be accomplished. Some of the student teams worked

: exceptionally well together; others had problems. In some in-
stances, as soon as teams had begun to work in school districts,
they were deliberately separated by school personnel. In other
instances, the separation was not as overt, but students felt
they were being encouraged to dispense with the team. Thus,

they not only had to deal with group maintenance because of »

personality differences, but they also had to contend with.
external forces in order to keep the concept of tearns alive.

The project faculty also had to act as a team, and as such

. engage in systematic planning, clarifying concepts arid ideas;

_ sharing problems, and dividing tasks.“The team frame of
reference and commitment to the program helped the faculty
team to learn how to resolve conflicts, and to confront their 6wn
intemal differences and external resistances. Students had been
taught that, should one member of the team not be able to
carry out his/her assigned task, another rr)embep should be so,

’ 1} . L
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famlhar w1th the plans that she/he could step in. And 50 it was ,
with the prq]ect faculty. ; , .

G 'In.s:tztutzonalzzatzon

. Establishing a demonstration program amidst the ongoing
pr()cess of an institution is USualIy difficult. It is difficult, too, o
to separate the tasks of the project that went into mstltutlon- o "
alization from the intents of other project act1v1t1es Some .
n techniques which proved helpful were: , . ) o
1. Developing relatlonshlps with other necessary systems to
‘secure cooperation, legitimization, and sanction. For example, , -
. one’faculty member worked with the statewide professional
association of school social workers; another with the state
office of pyblic instruction. Financial support from the latter
as most helpful. =« . ; B .

-2, Building the program in other systems. While we were
-partlcularly concerned with our own need to develop adequate.
field instructors, we found our work ‘with them often involved
a consultative relationship around problems they faced in the1r
work outs1de of the supervision. : : T

“

3. Dlssemma,tmg information to many systems. We tned to
keep faculty not involyed in the project abreast of our activities.
Giving speechies at conferences, assuming leadershlp of work- ,
shops, and publishing articles were v1ewed as‘useful dlssemm-
ation activities. - o R

4 Gradually mcludmg faculty members not ongmally
' ldentlﬁed w1th the pl‘OjCct in some of the program tasks.

" 5. Continually mterpretmg to non-prOJect faculty the use-
fulnéss of their courses to the studerits in the program, helpmg
“them to see that we were notan 1solated ‘program at the uni-
vers1ty o i

6. Graduatmg students into school systems wiiere they mlght
~utilize the sck ool-communlty-pupll approach and continuing’
s to offer consultatlbn to them. .

e ) .
~ 7. Developing the field n?nual handbook e
o .

8. Establlsh)ng evaluatio rocedures : ¢

Instltutlonallzatlon, howeVer is a double edged sword The
exc1tement a.nd the challenges that were sQ apparent mltlally are
o ) i ’ . ' 70 -
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bound to be dulled by the routine stabilization required in

' finally adopting a program. For the steps in.organizational -
- development, while necessary, tend to produce a more

moderate outcome. With institutionalization, the creative
effort with which the program began must now.bg directed

and channelled; the change strategies that were used to bring. -

about adoption of the. program are no longer necessary, reduc-

ing the aura of the challenges; the collaborative arrangements

that have been developed most often mean compromise. Thus

~we do something that we might not originally have agreed or

intended to do in order to ‘“‘sell” or.continue the program—we
tedefine our techniques to reduce risk and resistance. Although
the outcome might be less exciting, we stifle the “charging

ahead” impulses for purposes of better assessment and greater

involvement of others. Instit’utionali’z_ation"can itself Ke viewed

- as a dynamic by which the innovative progtam is no longer

considered “quécial..” What was new and different to the
established system is now part and parcel of that system. The-

. work, then, around that program becomes one of maintenance;

at least: unt;I the next cycle of the change process sets in.

L‘:/
Evaluation © | . = o s

Feedback and evaluation are critical aspects of an innovative
program. Formal evaluation of this project was conducted at
four levels: 1) by the school-éommunity-pupil program itself;
2) by the Midwest Center at Indiana University; 3) by the .

1llinois State Office of Public vInstruction.(now the State Office _

of Educdtion), also a funder in the form of stipends to the ' ..

 students; and 4) the Leadership Training Institute, a national
~resource to the program, In addition, the Jdne Addams School

conducted evaluations which included all students in the
School and provided important feedback to the School-
Community-Pupil program. S ’

The final evaluation égt out to determine whether-the ob- -
jectives had been met._Eqﬁer\eva;luation ,ma\terial,'ph'xs formally
conducted interviews with interns, supervisors, and. adminis- .
trators,’interns’ daily logs, a volume count instrument, a time-
role analysis, interns’ plans of operation, pre and post tests,
academic courses,and performance pbjective evaluations
were analyzed. (See 4 Final Program Report for fuller dis:.

cussion of evaluative methods 4nd results.) . o
. ° SR o1 ,
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A unique aspect of the e'v'aluatiori process was the ihv.olvo-
ment of students who would themselves be interns in schools
in the following year and who would also be evaluated. During
the first semester, five students- worked with the evaluators to
refine the objectives and develop the evaluation design. During
the second semester, twenty students collected data. The primary
objective was to enable students to learn the techniques of
program evaluation. The by-products were equally as important.
By assessing the program of which they were a'part, the students '
became familiar with its problems and strengths, and could
more reahstlcally plan for thelr own entry intd the school system.

Conclusion

In some ways, the structutal arrangements involved in prepar-
ing students to be agents of change are not much different
from any social work training program. Curricula must be

- developed,-field placements,must be located, and faculty with
‘an appropnate knowledge base must be recruited to teach: The

more provocative issues faced by the leaders of this program '
included: the question of adequate skills training, the mtegra—
tion of theory and practice, the nature of working relatlonshlps
between academics and field workers, and the provisions for
accountablhty In thls program the concepts of social work

‘practice, orga_mzatlonal developmeént, and systems theory were |
-combined to gulde the action and lmplementatlon

The 1mp11catlons of change are indeed threatemng in spite
of lip-service glven to acceptance of change. The term. *change
agent,” like so many -words in our vocabulary, has been taken
out of context and mlsapphed In the presence of what was
becorhing in the professional literature an intensified attack
on a major methodology (casework), the idea of redefining
roles and tasks suggested an. meffectlveness of earlier methods’
and served as a threat to the practitioners with whom we wanted

- to work. Thus, the tasks of maintaining, developing, and

launchmg such a new program are complicated by stresses a.nd

“strains, some of which I'have attempted to grapple with here,

while addressing the primary questlon—“What did you do and
how did you do it?”
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CHAPTER VI
Introducing Change in

School-Community-Pupil Relationships:
Mai'ntaining Credibility and Accountability

0‘ Richard J. Anderson

| systems changre orzented practice there is a need for

oth. indicators of a countabzlzty and the mamtenance/

f crcdfb’ylzty FHe ap; roach”desc{zbed‘ﬁere ifcliudes P /[ ,.'7
egditiated selection of problems, the use of a team dp-
roach as an asset for making a system impact, and a
written plan of operations, The plan of operations
specifies the problem selected, the strategy of inter- ,
vention to be employed, time lines for its accomplish- .
ment, and an evaluation activity at the conclusion.

Extracts from student field learning sztuatzons are used

for illustrative { purposes

]ntro uctzon

“Th School Commumty-Pupll Services Program of the Jane ) | 4
Addams Graduate School of Social Work is a training program

' that attéempts to bring about change in the pupil personnel -

services o€ public elementary schools. We feel that through this
program changes can be brought about that will affect the way
in which the school system responds to the.children, Our notion
is that pupil personnel workérs’ efforts in the school can go
beyond modlfymg a child’s or his fa.mlly s behavior to that of
modifying the school’s behawor It is not simply a matter of ¢ -

‘adjusting children to the school but adjusting the school to
) chlldren. _ '

/
Reprinted with permission from joumal ofEduwtxon for Social Work -vol.
10, no. I, pp. 3-8. .

Lela B. Costin and Sonya M. Clay- were faculty team mcmbcrs in the School-

* Community-Pupil Services Program and contributed to the ideas presented in this

Ve

paper. Ione D. Vargus prepared the mtroductory statement.

Exccrpts from the reports of the followmg social work interns are quoted in
this paper: Caron Wyland, Barbara Young, Rcbccca Buchner, Daniel Rodell,
David Sanders, and Mildred Brooks.
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| o With this conv1ct10n in mind we thC established a progrdm o
1 ' for educating social work studenfs to team up with other pro- '
| fessionals (e.g. psychologlsts nurses, and counselors) to bring .
i about needed changes for groups. of children. The students y
, . work with a problem situation that affects larger groups of ° °
a children rather than with individual children. Their basic ap*.
proach is problem-solving and planning to initiate or revise

| programs and policies affecting these children. We have a
thajor concern with school systems servmg minority children
|
|

and commumtles

T

AnExpanded Curriculum | . o o

In order to educate our-students effectlvely for thls function
we have had to expand their knowledge and methods’ base. o S
- They must understand the characteristics of and ordering in -

‘those systems. They'must, understand how to assess and evaluate - = .-
programs in that system, including their own work. They must * L
understand the process of’interv'ening\ in the system as well as C
finding effective ways for dehvemng the services they introduce.

As a result, three courses for these “new profess1onals" in the ‘
school have beeén established: The School as a Public Institu-- ’ -
tion, Program Evaluatlon and Intervention Strategles for
" Change. We use a strong advisement approach to help students
acquire complementary courses elsewhere in the School of
- Social Work or in other departments. . : o .

The Field lnternsth R A |

The intemnship in the second year of thé program takes .

place in school systems for twelve months. In moving into the -
. change role in these systems, there are many vulnerabilities for

the students. Their functions are misperceived. and misunder- -
stood and their presence raises strains and tensions (as any gdod_
change process does). Some people already in the'system want _
them to be “traditional,” and there is pressure to diffuse any. /
team operation ‘that does more than meet around a “diagnostic” .
or case conference. Thus in our field instruction a paramount -
concern-is with human relations aid use of self-skills. Much s
attention must be paid to how students transmit their knowledge
and convictions and how they influence others. )
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A major responsibility of any person aéting’ as a change agent - ’

is to m}jjntain‘crevdibility with client systems and professional

. associates while fulfilling the accountability functions associated
with the employer-employee relationship. In the public school
setting the employer is the board of education. In actual practice,

 the sanction to perform assigned tasks is awarded or witheld by '
the school administration, represented by a principal or a central
office administrator such as the superintendent or a director of
a program, including the school social work sérvice.: - . S .

Each (3£ these administrative staff péople .hold or have access . .

to- the power to neutralize or preven't the change agent from
effective activity. Therefore avery early task in system change

* within the public school setting is to develop suppart. While
developing administrator support may be construed-as a
limiting feature to the type of changes that can be addressed, .
without this support there would Be little chance to effect any

" worthwhile change. Also, the school social work program may
have an exceetlingly short tenure. ' '

. ' P ' 5
The approach to credibility and accountability used in the

school-community-pupil Pprogram combines elements of three
traditional functions ll'outinely accepted by social workers, even

- though not always implemented equally in practice: (1)

- recording, whether'on individual clients or groups of clients;

(2) social worker communication with agency administrators, .

- such as monthly or periodic reports on practice activity; and (3) r
evaluation activities in relationship to practice. I B

These functions were reformulated for the school-community-
pupil project: first, change agcht needs to have a foxm of
“recording” that will serve as-a monitoring device on practice;
sccond, agency (school) administrators must be well informed
aboyt what the school social worker i/s doing and expects to’
be doing, otherwise it is likely that the pressures on the ad- .
ministrators to prevent change-oriented activity will be in-
tofer_able;&uid third, social workers customarily use caseload
volume, number of contacts, or some similar meastire as an
index of work accomplished. There is a need for change. '/

agenits operating in a highly intangible area to develop a report-
ing device-that includes an acco'_untability feature.
. : : _ . VA A
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* tion in the public schools. To address this problem through the'
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0 qroups of studfcntss wele cxpcctcd to work together as a team |

- team. However, student merbers needed,to’do a self~asscssr
- ment of theirinterests

. change. The self-assessmént was designed, tollelp the-students>--- -
. identify. the reality of thelr own talents and mterests Here is

.

Accozmtabzlzty

In the Judgmcnt of faculty mvolved in the development of
“the school- commumty-p upil project the measure of accomplish- -
ment as an index of work done would be a critical feature of,”
the progmm and would probably become central to.its continua-

"

u"rdduate school program research semmdrs t1tled *Prog glam
Fvaludtlon were created

. 4 . Lt
Thc first of the semmars ‘was des‘gned to help the studcnt F l%

learn how to resdlve the credfblh ty-accountability problem The

second course served to momtm the students’ progress in S

pcrformmg this act1v1ty whlle asslgned to field work in the — ’},‘Q_ v
pubhc schools. Examplcs of studcnt J;eports were used to ~ * - .
serve us illustrations:  * N . . !

i

Followmg Acceptmce of the mmal field wmk asslgnment

owto: assbciate themselves "wyith oth(gr schiool staff to form g“;‘

rd ("dpdbllltles Thjs first: Assglmment*
had two reldtcd obJectwes F 1r5"t, students r.epeatcdly would _
“ Be-asked by local school staff, “What cdn you. df)?””ThIS S,
qucstlon required an honest answer. The second part was that ,
beginning students typically had elther migiy:eyed daydreams‘ .
aboultie gleat changes the ,could bring’ about that can corrcct
the d efmmeucms of the pubhc school system, or they were so

- anxious that they didn’t think thoy could accomphsh any -

“

an exdmplc from one team s 1mt1al self‘assessment

- As A team of school socml worlészmterns wc w1sh to

. mmdlly, conhcretely conccptuahzc what our roles will be
within the system, 'and the coordmatlon with the ap-
propnate administrative persons ‘We feel that i%-so doing, -
we will.be more able:to reamtlcztlly formulate methodology
tor evaluating our performance, develop thannels for
gwmg progresswc feedback to appropriate persons, and
, Will be more w111mg to.accept accotintability for our team

dnd our mdmdual success ‘or failure. =
4
o
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JFollawing their statement of team.assessrpént,- this 'gl‘o:L'xp' of
* students worked out a brief outline of how they 'expe'cted toms
werk together and then'developed a statement of compétence, .
« ' and interest.. , : R A

w T . - X . : rUON
The next step in thé'i)ﬂroces"s of developing credibility and < - = _
accountability was expected, to be a needs\as_sessmegt by the - . <
" student interns in fhe docal sch&HI district. Working as a team, - * ‘
* . there'was.a plan to have the studénts identify problem situa- s
tions that were-of major conceri/to the school district and yet: P
falling within an’areain which the $fudents had some com- .__"f‘--, Lt
_petence. Very quickly, both students and faculty realized that .- .
.* the local'school officials already knew of many major preblems - '
affecting pupils and parents and were usually willing to'identify
these for the school social work interns. Consequently’,'thq. .
needs assessment really involved an investigation of the problem el
 situations presented to the students by school officials. Follow-
ing this investigation the students selected the problern situa- ‘ v
tions they would address and then began to develop a plan of s

,opeération. e S

v .

t *

. T@e Froblem Situation and Actioh Objectives - n T .

The problem situation plan-of operation involved sevéral R
different approaches to praCtith}k:at were not uniquely new* = ° _
in themselves but when put togdther in one total package o .
became innovative and important. Therefore, the investiga- . - . s
{tion of the student team includéd defining the broblem;sitl}'éi{" S
tion: This might involve more"data gathering’, “as well as the .
identification of a much larger problem situation. The piece” . - N
~of the larger problem was one that the stullent intern team » - s

a

‘believed it could manage with some chance of succeéss. . R

. - Itwasalso dllri;lg this period that other SCi’lOO] staff members - o

> - were identified as respurce peoplé with whom the team mgmbers® % .

‘ would wish to associate closely. Several constraints were in- B
volved.in the selection of these problem situations. Two of the - =
most important were the recognitionthat the social work o
students performed at abeginning competence level and the _ -

_time line period of length of their placement. The problem > ‘

situation selected had to be one that beginning students could

~ make some impact upon in the relatively short time available’

" during the field placement. - ‘ e , ° '.

u
v
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Students gathered simple baseline definition data and
developed a behavioral type practice objective that the team
members felt competent to address. The followmg is an
example of this: :

Baseline data: The number of recorded fights during a
“recent four-week periodat . ____ elementary
school-was eight. ’

Practice objective: Within a twelve- week period follow-
ing the team beginning date, the number of recorded
‘fights during recess and «iter school will drop to 50
percent or less in a comparable four-week period.

A second example was developed from th_e< desire of a new

‘school superintendent tu develop better parent-school com-

munication. The student team stated this as a general goal:
“The major goal of the program being established is that of - -
facilitating communication between the schools and the most
alienated neighborhoods in the district.” In thls case the
students could not collect baseline data so 1nstead very specific
time-limited objectives were established. The followmg is an
abbreviated outline of the time-limited obJectlves

September 27: Recruitment of neighborhood outreach
workers. Fourteen individuals to be recruited to work in
the selected neighborhoods.

October 17: Training of/"outreach workers completed,
orientation of selected school officials completed. Joint
discussion by outreach woTkers and school officials of
issues likely to be discussed as neighborhood contacts
were initiated. :

October 26-November 12: Outreach workers be-gin»
individual parent contacts.

November 12-December 8: Outreach workers set up
group get-togethers in the neighborhoods with appro-
priate school officials present. .

December. 8-December 17: Nelghborhood groups may
VlSlt schools.

january 5: Outreach workers, scheol officials, a.nd pupll
servick team members evaluate activities. A written-report
is prepared.

80
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From the calendar developed above ‘claborut_itg on the gener-
alized goal, the student intems drew up a set of action objec-
tives, approved by the school officials and accepted by the
team participants. In this case, the team participants were other
school staff members and the*outreach workers. Here is a
K sample of the action objectives for the outreach worker’ N
, teams, '
1. Make individual contact with 25 problem families
in each neighborhood. , =
2. Make individual contact with 3 to 6 established
necighborhood leaders.

3. Identify and bcgin to involve 3 to 6 existing com-
munity organizations. , T
4. .}I(ﬂd'ﬁ&::iwt 6 informal neighborhood get-togethers
with parents br students who have voiced similar con-
cerns. ' “ '
These actiop objectjves make the ciia‘:ge to the workers very
clear, but they serve an equally important function of inform-
A ing and reporting to the ipvolvéd school ofﬁcial‘s what is
happening and what will be happening. ]
i In this illustration, s’evltzral s_clio:)l officials wonld be patticipat-
ing at a later stage of the ﬁ;oject. Therefore, it becam/c critical
~ to the success of the project to have their cooperation. Even
though all of the neighborhood Gutreach workers did not com-
plete every objective, the evaluation of their activities explained
why this was not possible in~each particular neighborhood. For
example, in reference to action objective number 4, in one
neighborhood of about 60 families ‘the,outreach workers couldn’t
get the parents together for meetings. The parents reported -
that they gossiped with each other rééularly and they saw no
need for special meetings, Con
- The development of such specific objectives was a difficult -
fask for the stident interns but they found that it had ready .
o dcceptance by school officials. It was very easy for the school,
officials to understand the purpose of the social work intern

. tear zictivity.Cohsequcntly,. there was reduced concern about
the methodology the student interns might use. o
\\ Sy : ,
. \ - 81 :
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- work. Here the objective w
‘truancy rate using the previ

Even though the congern of the school officials was reduced
through the development of specific objectives, the student
interns maintained major responsibility for developing their
own action strategy. Following completion of the objectives
they had to prepare a written descnptlon of what thcgy would
do to attain the objectives.

Again, they were to be as specific and complete as possxble
and were to establish a schedule, listing the completxon date
of the tasks necessary to the attainment of the objectives.

We have provided one exymple of an abbreviated timeline
schedule 4nd what follows\s another example of this type of
to significantly reduce the mean
us academic year as a baseline.
Five truant boys who did glot meet the operatlonal,deflmtlon
were included in the group,along with other youngsters who
did. The strategy that was developt;d is described as follows.

The tcam representative decided to work with the boys
in a group, the group to be co-led by the former on a
weekly basis during regular academic class periods. It
was felt that more children could be reached through
the group work approach to the particular dysfunction,
and that children unmotivated to perform well aca-
demically and behaviorally through traditional means
such as exclusion punishment, or humiliation might
do so if peer pressure could be controlled and directed
in a constructive way. . . . The group met at least once
a week during staggered class periods of fifty minutes,
Initially, the team repregentatives probed to find ar as
of common interest thdt would induce students to
express themselves in a strang: behaVjor setting, build
a group rappdrt among pumocid workers, and

- serva as ppwerful incentives for colistructive group
efforts -~ '

Tlmchncs were established as follows: group meetings to
begm in October, and the reduction of the rate of truancy to.
be achieved by June 15 of the same academic year.

This team was unable to specify intermediate timeline
intervals and therefore became bogged down in the process of -
working with the pupils. They had a process going but they

5
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had no short-range: objectives. This resulted in their inability
to know whether they were making immediate progress.’

Another team addressed the unwed mother population of a
school district. Because the pregnancies could occur at any
time, the first timeline established was the identification and
contact with the girl within the first four months of pregnancy.
The purpm(c: of the first conversation was to talk with the glrl o
and her parents about inclusion in the unwed mothers pro- '
. gram. Simultancously, efforts were made to enable her to
. reccive medical guidance and follow-up.

The next timeline was to enroll the cx;iéctzmt mother in
the unwed mothers program by the fifth month of pregnancy.
The next timeline was to insure that home-bound instruction
was available for the unwed mother following the delivery of
‘the baby. A follow-through timeline was to insure that the girl ‘
returned to school and the regular academic program when the -
physician determined it was appropriate. The final objective .
was to include this unwed mother as an agent to help identify *
other pregnant glrl@, and at the same time phasing this specific
unwed mother out of the special program.

The student intern teams found that aftcr thcy had developed . - |
their specific objectives and their plan for interventive strategy,
the practical b,us.megs of communicating with other school staff
members and school administrators about what they were
doing becdmc much casier. Ordmarlly, proggress reports £r0m the
intern teams could be completed in- -avery brief oral presenta-
tion. The progress report activity was one that could best be

‘ chdrdctcrued as informal, friendly, and usually reccived with
@ *-an cxpression of interest and support by the school adminis-
" xrator. The one facet of consistent praise from the school ad-
ministrators about the program was the reporting feature that '
~ allowed the school administrators to understand what the .
school social work intern team was about and the expected  »
progress to\,lva.rd the attainment of these spétific objectives. -

LY

Evaluation
Evaluation of activities as in'tan’gibl‘c as those the students
were performing is always difficult to do in a thoroughly
sc1cntlf1c dnd lmpartlal manner. On the othcr hand, it is
g N J ~ . .
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feasible’and necessary to assess-these activities, if for no other
reason than that it develops a sense of professional security
and competence. However, the major reason was so that the
school staff members with whom they were associated would
come to understand the effort being mdde to determine the
results of the activities.

The evaluative activities essentially took two forms. The most
commbon was a written paragraph descrlptlon of the results of
, * the activities. The descriptiéon was in relation to the social work
' intem team’s assessment of whether its ob]ectlves had been met. ... .
For example .in ‘the project to increase school-parent com- k
munication, the neighborhood outreach‘workcrs and school
staff mcmbers wrote a joint evaluation report of their activities.”
" The school social work intern literally became a collator and
editor of the evaluation reports preparad by the others. The -
. intern then assembled and organized these materials so that
e they could be presented to the appropriate school adminis-
trator as a repoit of the semester’s'work. From these reports
the intern &eveloped recommendations for future aCthlthS/ _ 5
that could be used to further develop the school-parent~+* Coo
communication effort. o

" In some of the other pro]ects undertaken by the intern
teams, it was necessary to return and gather baseline data or’
reports of other school staff members on their observation of
the problem situation. In the illustration of fighting among
clementary school children, it was a simple matter of asking
the school personnel to again count fights as they had done

“before. This would indicate the suceess or failure of the inter-

. ventive activities. In addition, the student intern obtained

paragraph dcscrlptlons of the pupil behavior as written'by .

teachers and prmc1pal This made a comprehensive evaluative

report on the progress in reducing the fights among the

chlldren at this particular clemcntary schoql A : Q

Concluszon

&t-is difficult for students to learn how to develop a written =
plan of opcrdtxon Usually the instriiction received in methods
courses is on how to do it rather than on demonstrating that

what is done will accomplxsh a specific ObJeCthC identified .
s

. p :
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- prior to the 1mplementat10n of the social work method The
student interns in this program did not grasp the importance
of the process of maintaining credibility and accountability
until some time had passed. Then questions from colleagués
and school officials asking, “What are you doing?” or “What ,
have you done?” were easily addressed. In effect the answer .
could be, “I’m doing wha.t we agreed was important and .
necessary and am carrymg out my plan ’;} '

~
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CHAPTER VII
A Team Apgroach to School Social Work

|

]oneD Vargus _

GuzdmgAssumptzons and Overvzew :

The focus on team training in the School Commumty-Pupﬂ
~ (S-C-P) project was guided by two assumptions: '

1. Teaming would enhance the interaction and cooper-
ation, L among the pupil personnel service workers i m
the school systems. P

1

2. Teaming would prov1de a method of service dehvery
- that would incorporate two of the major project
ObjCCthCS working on behalf of larger numbers of
negIec‘ted pupils, and brmglng‘,about systemic changes

in the schools ,

The concept of teams was readily accepted by school personnel
during negotiations for field placement of students. Operation-
ally, however, whiile the valpebf the t¥am concept in some
school districts exceeded our- anticipation, in other school dis-.
tricts it only minimally met our‘expectations. All student
*_interns were expected to use a team approach. In the curri-

* . culum course work we theonzed a model that called for each ,,
team member having responsibility. to perform a different task
" in a given, problem situation, working in concert and in an

" interrelated fashion with other team members As simple as ~
this might seem on paper, the actual process of building
relationships, developing teams, and maintaining teams was
difficult. With the exception of only one school district,
interns had to initiate the operation of teang or had to rede-
fine the team concept from that of a diagnostic team to a
problem-solving team in order to meet the S C-P project ob-
jﬁCthCS »

Team Models

There were nearly as many different team models and styles
of working as there were student teams. The various kinds of -

u

/




team formats could be c¢lassified broadly w1th1n the following
structures

1. A'team‘initiated by-an intern but composed of
. L appropriate school personnel to work on a given
problem area. Personnel involved includéd not only
other pupil personnel workers but also principals,
teachers, students, and paraprofessionals. Such teams
tended to be ad hoc, and the team’s lifespan mlght
last from several weeks to several months

2. A team of social work interns and their team leader(s)
which began initially as a group and spanned thé
entire field placement. While persons from other
-disciplines might be involved in varying ways, the
‘team itself was basically responsible for problem
situation identification and implementation.-

3. Interdisciplinary pupil personnel wotkers teams
which also spanned the entire field placement.

This flexibility in team organization was determined by such
factors as the number of interns in a given school or school
distrigt; the school system’s openness to new ideas and inno-

. vative practices; the portion of the school district covered by
the team; the discipline of, the team leader (field instructor);
7 . and the number of pupil personnel workers in the school dis-

trict. .
C J S ’ . ,
Team Workmgr Style . o - ‘
_ The factors 1nf1uenc1ng orgam?atlon also 1nf1uenced the

whbrking style of the team. Some teams worked as a unit with .
each team member assuming a different task. Some teams,
particularly those divided into two-member units by a school,
system, tended to work in a supportive fashion. Some teams
worked as a unit in planning.and implementing some projects,
but individual team members would become specialists in a
_problem area as well. The spec1allst kept team members ade-
//qxﬁi\ely informed of the activities so that another team member

could step in in an emergency, as did happen on occasion.

_One of our staff members noted another f'xctor that affects
the partlcu‘).ﬂstyle of the team:

50
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Also important are personality. characterlstlcs such as
tolerance for close, regular, intensive contact; ability or
_inability to confront in a constructive manner; need for 5
individual, successful demonstration and expression of
skill and knowledge; patience; ability to involve each
other in décision making and planning; confidence;
- trust, a‘basic liking and warmth for each other and the
ability to express these emotions; dnd general compatabil-
ity among all or most of the team members (Clay, 1973)

g

To some extent conflict can be productive, as was noted by .
Luenberger (1973): “Conlflict among individual team members
as well as conflict between team members and the total organ-
ization is inevitable and in many instances a positive force for
team and organizational development.” However, we found
that where conflict managernent and rcsolutlon is not adroitly
handled, team style can be’ adversely- affected

The Team Leadev

About midway through the demonstration of the program,
faculgy began to refer to field mstructors not as supervisors but
‘as ‘fm leaders.” This evolved rather natura]ly out of our
“awareness that a team of students needed a different kind of
leader-relationship from the one-to-one supervision mode with
’ aWthh field instructors were familiar. The title “team leader,”
= connoting less authority, greater collegiality dndjomt enter-
. prise, was not lost on field instructors, some of whom admitted
 Initially to bemg threatened by the change in title.

Tradltlonally, the social work supervisor is expected to direct
the entire field experience of the student, performing the
functions of administrator, teacher, and consultant. The = -
supervisor generally acts as-the link between the administra-
tive hicrarchy and the students. Although a team leader con-
tinues to carry these roles, he or she need not do so to the
same extent be(,duse these ﬁincnons are shared with team
members.

Briggs (1973) states that - o
The position of the team leader is perhaps'the most

- influential and certainly the'most challenging position
on the team. . .. He is the final arbitrator on agency

_ 89
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of quality and accountability. -

S R
and p‘rqfessional‘hmtters and assumes ultimate respon-
sibility-for the quality and kind of service th - team
provides. . . . He carries dut his position by performing
such roles as admihist-rator, data manager, evaluator,
mobilizer, teacher, consultant, community planner,
broker, advocate . . .. l ’

Briggs? suggestion that the team leader js the most influential
member, and is the final arbitrator on agency and professional

‘matters, could tend to perpetuate some of the concerns that

professional workers have voiced about traditional supervision.
While the team leaders in the S-C-P project were invaluable
because of their knowledge. of the school system and their T
experience, the S-C-P interns were expected to assume as team
members any of the roles mentioned in the Briggs quote. In’

'fact',‘ such arole analysis was coriducted as part of the fo_rr\m_rl
cvaluation. Team leaders did have ultimate responsibility ad-
ministratively since they were employees of the sthool systém, -

-but we encouraged students.to feel that the responsibility

was theirs as a group. All mem*ers had to share a sense of -
accountability to administrators and be concerned equally

with the quality of.the.team’s work. Throughout the processes
of identifying the problem situation, conducting an assessment
of the problem, developing a plan of operation, identifying the

' tasks and assigning these on the basis of competence, im-

plementing the plan, recording team activities, and evaluating
the outcomes, each team member was expected to be conscious

To questions regarding team leadership in the evaluation

questionnaire, half of the students responding fclt thata.
" designated team leader was not necessary for maintaining the

direction of the team effort. Rather, it was felt that the team
was guided by the competency of its members and its stance

- of cooperation. On the other hand, 21 out of 23 students

indicated that a task-orientedyform of leadership'does emerge

in the team. The léaders, however, might be different persons

at different times, " . . : ) . ’
. Becaus?: there was a heavy emphasis'on team dynargics in - .

the academi/c' (;'OL;rées; students weré often mo'.re knowledgeable
about teams than were their field instructors, or “team leaders”
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as they were called. The project encouraged team leaders to

meet'in a separate group in order to learn from one another

- ‘and share their experiences in-this role. Team leaders did o
indicate, during the evaluation period, that this approach to o
supervision not only reduced the burden of responsrbxlﬁy .on 5
them as field instructors, but helped them to eonc’eptu ize '
problems dxffercrltly

.

Case Examples n : o : R

The following examples of team activity, pr0cess zmd leader-, ‘
ship are adapted from Clay (1974)7 - » -

Example I: A team of three interns wag placed in an
urban school community which was racially mixed. The
pupil personnel services had been well defined and had
acquired an excellent reputation. The approach’ to social
work was clinical; mterdrscrplmary teams were used »
pnmanly at “intake” to diagnose d’problem of an ih-

-~ dividual pupil. : L N

The intern team became onented to the school distnct
and the community several months before entering their - -
" actual fi¢ld placement in L July. Several problem situations ’
were identified for the team. These were; pupil dis”
satisfaction with schools in grades 7-12; lack of patental
_involvement with schools; and cultural distance between >
' teachers and pupils. A social worker, psychologxst and
counselor were selected as team leaders: Since the latter ’
" wer¢ to be on vaéation when the interns officially began
their placements, the team drew up a summer plan of
- operation for teanr leader approval, and were then:left to
follow through on this. The summer plan of operations ’
included: 1) becoming. familiar with community service
agencies, especially those which had numerous contacts
‘with the school district; 2) observing different classrooms
in the summer school; 3) surveying the summer school
population, both pupils and teachers, with regard to needs;
4) following through on the needs assessment with some
' concrete program or actions; 5) getting acquainted with
the neighborhoods in the six target schools to which they
had been assigned; arid 6) corfducting a survey among
- families in the area regarding school related interests, /Z
¥

|

Y

o

. - concerns, and problems. - ¢ - -
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Following through on this plan kept the team busy. A
few personality conflicts emerged in team meetings, but -

‘through an understdndmg of process, these were dealt

with quite adequately When the team leaders returned,
they received a report on the summer activities, and made
recommendations about what might be tackled as a major
project, based on comblned information from adminis-
trators during the spring orientation, summer school

‘ teachers, and families.

" After school began, the intemns met weekly with team
leaders. Team leaders, in furn, met bimonthly around
intern activities and problems. Team lcaders actively |
participated in two of the major activities initiated by

‘interns and gave feedback and needed guidance on all

the others. In tum, intermns were involved with several
projects initi‘ate'd by team leaders. Gradually, the two
groups began to merge and move toward peer supervi-
sion, maintainjng an atmosphere of shared learning.
Team leaders were especially helpful in supporting in-,

" tern talks with administrators, partlcularly when these

involved interpreting their plan for work on the cultural
distance problem. All involved realized the need for
strong administrative support.

- As the year rogres:s.ed, there were opportunitjes for

‘the development of casework skills and uses in which

all members of the intern team were deficient. Team
leaders used group supervision and role playing, and

also assigned background reading. Each intern was able -
to do one family therapy case, ‘consulting with a staff
member of the local family service.agency due to the
heavy schedule of the team leaders. All the interns and

-team leaders were involved in the development of a -
‘school council, in classroom management with teachers,

and in the human relations workshop Since the work-
shop was school district-wide, other staff and adminis-
trators were an important part of the planning for it.

- For'each of their major projects the team developed -

proposals with time lines and charts. Thése were revised

- and refined over time in team meetings and in meetlngs

O
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with the team lcaders They provided a firm gulde and
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A
anchor for the interns to move out w,it'hv confidence, - < .
-even in the initial assessment steps, because they had
already brain-stormed and were acquiring a grasp of
the total process. T L :

Ongoing consultation with other pupil personnel staff -
‘became a regudar feature of the team experienice. The
psybhologjst, cotnselor, and staff social wbr_ké;’rs in other
school buildings became ad hoc members of the team.

Example II: This team of three interns was placed in a
rural educational regionsconsisting of eight small school N _
districts. There were no Blacks in these communities. o N
However, some Chicanos, who came yearly as immigrant -
workers, had settled in the towns. Pupil personnel services '
consisted of limited psychological services and fairly - PRI\

-adequate counseling, but no social worker services.! . . v,

The team entered the field placement in July. For the
summer, this team was assigned to work in'a school for = . ]
migrant workers who were in the area. Many of these _ S
children did not attend school, could not speak English, : e
and were generally depriveduof recreational as well as > Lo
educational opportunities. The team leader was a principal CR
with a great interest in the prohlems of these children '
and their families and had helped organize the scheol® .
the summer before. He was paid.extra to provide the - *,

. interns with guidance and team leadership during the - '
summer. He was vitally interested in both the kind of
training they had and in their orientation to service. © = . & -
Members of the team and the team leader-planned and - e
carried out a project of developing parent groups with
the aid of a young Chicano, who bécanie part of the -
team. The Chicano on the team $erved as an interpreter - .

- and a group leader. - ' R

1

During the flajll, the team had to develop a plan for -
~relating to the several school districts served there. In
doing so, they established working relationships with |
staff~me1‘rib¢rs of the special edu_cgtion' cooperative. »
Families in these rural districts were slow to warm to the-
‘interns. Interns worked hard to cultivate, thé trust of
. : . .-

*

»
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. commumty/school leadcrs stmh as’ the school nu,rse ‘who
. had the confidence of nearly everyone. She became’ part e
' of the team (which inclided two members of the intem.
) téam and a county psychologist) created to move a_round o,
".m four school districts.: o RETN PR
. ' . Bytheend of the 1cld placement the admimstrators B
« of the school districts were superlative in their praise of
the teafh. They were particularly apprec1at1ve of the
intern' team’s accountabllity procedures, i.e., keeping
them mf'ormed through clear-ctit proposals weekly logs
-and written progress re}ﬁorts* S,

' ' I addition to prolects gla_eady memioned some of. the other

' - . »

@ : problems on whtchtmtem-tc‘nhs Wbtk@l wiere as follows: , ,’
RN .
/ -

o Iruancy, potent‘ml dgopout A :pl,;nsio%poﬁmes ‘ .
' “socially maladjusted”. boys, 1ntegratiomof hand,icapped - Yy
. into regular classioc)m student, nghts transition from T ,
.. - clementary tOJunior high community a,nd parental . oy
... - ' ihvolvement, racial copflicts, desegregatlon, alternative o

e ~eddcation, transportation school lurich problems drug =
. H ed\ucatlon, and vocatlonal educa.tion v,

°. .

(‘onrluszon '~_ . A e L
e Certainly the S-C-P students galned sk‘ills\m téam manage N
L ment. hqual;y as 1mportant the focus on teams heightened

“the students? consc1ousness ‘with regard to c()‘operation use of.
resourées, Tecognition or exprertise of others, and recognition
of the depend&nt nature of human services on behalf of con-
sumers. Intgrpersoital and behavioral skills, practice skills,
and systematic pldnmng skills were fostered through team
memberinteraction.in ways .tha.t are sometimes not captured
m academic-courde work. N

13 &

"Finch (1973), in exploring the implications for tedm training
. of publit welfare staff, notes that with the introduction ofa _
B 'team apprdath, training staff bega.n to recognize that thecon-- = . ..
. v, ‘ceptsand principles that had guided staffing ) pattems assign® "
) ment of cases, and Sprcw1s1orTf_o_kers were\o:.u:dafed He 3 5

states: : . el .

-

- A most 1mportant fa.cet at the planmng stage is thatinew L . .
mcthods for thc tramlng of staff w1ll need to be delivered— '

ra . I
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tnumng which must go beyond the tcacfﬁmg of knowledge
“and specifig; tzasks which a‘worker will need in order to
‘perform his'individual job a351gnment~—1n ‘order to teach .

St the worker to perform as part ofa team.. "
The cxperlcnce in the S-C-P pro_}cct {ends to confirm thls ~ -
obscrvation. The use of.the team approach requlres areorienta- .

©* 2 tionin thinking toward staff patterns.’ ‘Moreover, service is not

©_as cadlly measmcd by the “caseload”™ or number of clients a - S
worker sees; new recording i mstruments have to be devised. , ,

. With the team approath, supervision is performed quite differ- .

) ently. In fact, the team leader may escape-those charges of .

dependency, game- -playing and “‘case workmg the worker” - o o,

“that the'last decade of llteraturd onsupervision Has decrred

‘\'\ o Te‘mungls not without its frustratlons, and it should be - RN

- considered as ~only one of the many approaches to social service ]
dellver%m an mstltutlon. anetheless where there is,a concern *

for delivering services on a.wider scale, and where there is a ' C
“wish to act upon the many systems that i lmpact on constmiers )
of social work services; the team 1pproach holds much | promlse

\‘a useful vehicle. o SO

’ . . ) . v
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't .. . CHAPTER VIl
. %ﬁt COndltIODS and Future Directions = - _
- ' LelaB Costzn ' St

‘In the spring of 1975, 4 conference on Soc1al Work and the
~ Public School Was hel& underthe auspices.of the Jane Addams
“ School of Socml'Work 2y he conferehce was to fulfill part of a
dissemination plan a,& pne outcome of a three-year demonstra-
tion project hous;:d at Jane Addams School of Social Work, a
project already aJIuded to as the School- Commumty-Pupll :

" project. : v

The purposes of the Coriference were to disseminate ex-
penences and findings of the School- Commumty-Pupll Train-
ing Program of 1971- -74 toa diverse group of professionals
Interested in pupil services in the public schools; to invite. opin-

- lon and critical evaluation of the school- -community-pupil

‘model of school social work practice; and to receive and com-
pare related ideas and findings from new approaches-to effec-
tive social work practice in the public schools. '

P2

Conference part1c1pants included. consultants from state
departments of education; a represntative from the Courrcil
on Social Work Services in ‘the Public Schools of-the National
Association of Social Workers representatlves from the Hlinois
Association of School Sofial Workers social work’ers in the
public schools of central Illinois; social work educators from
other faculties of schools, of"sﬁoaal work; and social work

students. The Conference was kept to a relatively small group

to insure opportumty for active mvolvement and-interaction
- among the part1c1pants ‘

The content of t,he dlscussmn by conference participants -
durmg their two days together reflects to a gonsiderable
degree the status of secial work in the public $chools today—
“difficult problems identified, hard questions faced,’and an
absence of firm answers to thosc problems and questions.
Many of the issues raised here have already been allued to
by Costin, Vargus, and Anderson éarlier in the monograph
- The fact that there has been such agreement on the identifi-

- . L,
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- Common Themes t in Conference Papers

* A}

cation issues facmg school social workers suggests that the -
field is ripe for 1nnovat10ns in practice.- . - T ]

i
Conference part1c1pants 1dent1f'ed certain areas of agreement
in"concepts and principles, from among the papers presented

by three faculty members from different schools of social

work: Jane Addants School of Social Work), University of =
Mlchlgan Schodl ofSocial Work, and the Unlversnty of Chrcago

School of Social Servnce Admlnlstratlon

1. The primary focus of practice object1ves should be on .

enhancement of pupil learning and the’educational process.

_ The intent is to increase equality of educational opportunities

ERIC

Aruitoxt provided by Eic

for individual or target groups of puplls and contribufe to
- maximum development of.all children in school ‘ahd their
© preparation for societal roles. School social work objectives '
‘properly. relate primdrily to the school’s edicational functions
. and processes on behglf of children and young: people

In no way does this rnean that there is no longer a place for
casework in the schools, or that casework is not important.
Task-centered treatment, as described in the Conference is .

. casework, a treatment approach fully transferable to d1fferent

models of practice, including the school-community-pupil
model of school social wosk. But the focus of the 8-C-P model.

" is not upon a satisfying relationship but upon physical, social,
.and cognitive factors’ and a successful completion of agreed:

upon tasks. The authors of each of the three papers agreed
that school social work wnll | continue, under any ‘medel of
. practice, tq,be sub_]ect to the need for some crisis intervention .

~and for referra.l to community treatment sources, but these

activities are ‘not the main thrust of service, nor'is the provision

of clinical services. The school social work service has "hmlts \

to its domain”’; it is not an “all-purpose family agency” nor a
“therapeutic center,” but a social work service designed to

: cont,nbute to the education of children and young persons.

2. There was agreement using drfferent.terrnlnology at

‘times, that practice in the schools needs to be planned and
. extended in relation to pupil characterlstlcs and school -
practices, partlcularly teacher pra/ctlces in the case of task-

e~
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centered casework, and in most,models of practice today to”
the system of- school -community-pupil relations, the social
ecology of the school pupil. The focus i s on those:pupil chag-
acteristics which-interact with home school -and community
conditions, " - . . :

- 3. Those who presented papcrs stated a preference for ‘
movxng toward greater reliance upon teams as.4 way of organu-
-ing and deploylng school-social work. personnel. The kind of
_team will vary dependmg upon diffetences in school districts—
sometimes an interdisciplinary team, sometimes made up only
of social workers, but in any case characterized by a lack of
hlerarchy within the team, an emphasis upen consultation
among team members formally and 1nformally, and by use of -
‘a team leader for overall evaluation an'd system accoutablhty o
It is not easy to create an 1nterd1sc1p11nary team in a school
before the’ process of teaming has been demonstrated but

- this does not mean that other.school-personnel are excluded .
from the problem solv1ng process. '

‘4. There was agreefnent upon the necess1ty for a needs
assessment or a “problem search,” i.c., collegtion of data for -
- problem 1dent1ﬁcatlon and consultdtton with other school
and/or community persons in identifying a target problem, °
whether of the individual child or a target group of pupils.

“ There was agreement. as"well on the-importance of- focus1ng
« attention on the identified problem situation and using
negotiation and logical cognitive discussion to arrive at - ]
- agreed-upon tasks and resolution of obstacles of task achleve-
ment. The information to be gatheréd need’ not be-exhaustive
but should include all that js pertineat to the 1dent1f1ed target
problem of 1nd1v1dual or group. :

.-

<

5. A contract for a unit of service shouild be made with, the
approrpiate-school administrator(s) oncg an assessment has
bgen made, a target problem identified, consultations have
taken place with suitable school personnel, and a treatment
“plan decided -upon. This may-be a written plan of operation,

 as preferred in the school- -commilnity-pupil model, or it may

"be a verbal contract, In.some situations, a written contract 1s

v . perceived by the social work staff or other school personnel
as a difficult undertaking-and a\Bamer, a clear verbal agreement

99
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“with regular reporting and redeﬁmtlon as needed may suffice. )
In either verbal or written. contract, if the- agreement isn’t

working, and it was a clear and firm agreement, "the matter -

will usually need to be dealt with at the bottom level, If the

plan works there, the ¢ontract will usually hold. One of the
- ~ special attributes of the school as an agency settmg is that
' there is a new beginning in each academic year with a new’ . o

. opportunity to set a progran focus. = . : o

——

. 6. Another aspect of the preferred/dlrectlon for socml work
" in the schools was: dgreed upon by those who presented papers:
A slgmflca.nt barrier to achieving change in school social work , .
" practice is the pervasive reluctance to give up the notion that .
we maust fully understand the Ltzology ‘of a problem before
significant help can be given or change can be brought about.

[y

- Major Unanswered Questzong ' Lo .

v~ Much of the discussion among Conference parthlpant's was

. informal and free-ranging as the diverse group sought responses
from others fo their own pressing concerns about the status
and future of school social work. In the.end, mo’re questlons,
had been raised than a.nswered

[t

s

For exa.rnple concern was expressed abot the unevenness . N
in the distribution of social work services in the schools. One ) Cy e
s#ite, Michigan, is attempting to serve all school children in- oo
the state. But to do soequires collaboration' among school,
dlsmcts universities and colleges that train the pupil specialists,
N ‘state associations of the pupil speclahsts and national profes- e
. sional oyganizatieris. That kind of continuing and objective
" tooperative planning has not been avallable o ‘ S

-

 How then do you staff a state educational system forsocial |, .
“work services.if all the schqols? What are the most productive v o
options for dlfferentlal staffing pattems within-a given state? - o
If we turn to using more bachelor degree social wprkers in. the
schools what are the gains to be had? What are the hazards? ~
It is saidythat bachel@r degree staff can be used to. increase the
effectiveness of master degree staff. But how? The profession
‘has not made. such distinctions clear. In practice it has been
more difficult to differentiate thejtasks of master degree and
bachelor degree social workers than to assign tasks to para-

professionals.- | - 10 ,:: ‘
: v - 100
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There are in this country many public schools which have '
“no social work staff at all. Can’t we devise and test out patterns
~of staffing which would use master degree personnel as resources
- for planning and consultation in order to provide a support -
“system to inner city urban’or rural schodl districts where soc1a1 _
work services are nonexistent and badly needed? If teams work- .-
ing on interrelated problems so that the interventions are
reinforcing, ate an-effective means of deploying social work
personnel in a single district, why cannot a state develop an '
" overall plan to bringsocial work services to all its school .
children? - . - : : : ‘ ¢

Much of the dlscussmn durmg the two days together had to -
- do with the insecurities and isolation which school social
~workers appear to feel professionally. It is known that schiool e
social workers in different states and school districts carry an | '
array of job- tltles and each title implies a variation in focus
@nd method of practice. They work in single schools, a number .
< of S(.hools, in central education admlmstratlve ofﬁces and °
. sometimes in children’s service agencies or community mental
health centers. The pool from which each draws his/her children
;to work with varies tremendously. They frequently work with ¢

llttle supervision and few formal liaisons.

0

~ Overall there is, apparently, a wide diversity in thg con-
ceptualization and pattern of service-delivery. Perhaps this
should not be regarded as a problem. Social workers hopefully
will be creatiye, flexible, and original mwtheir thinking and
901ng But such conditions of practice erode a base for the’
development and maintenance of professional 1de11t1ty and
give concern about a belief in the unique values of social work
© practice in a secondary settmg, one which is primary for most
of the families and children in this country. L T

"The present act1v1t1es of the Counc11 on Soclal Work in the
‘schools of NASW were descrlbed THe Coupcil found itself*
‘faced yith a lack of current data aout such matters as the o

- number of prdctlcmg social workers, in how many districts, . -~~~

in how many states, their characteristics, and prevailing stand-_
ards for their work. So the chairman of the Council placed an
open letter to all school social workers in the NASW News in :
January 1975 saymg in effect “Where are you who are you, ¢
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S and do you even exist?”’ Spontaneou‘g\responses came, from 23
states: While not definitive in cemclusxons certain themes
emerged from the responses. One was the need far a clear and

§
fiym professional identity"as a school social worker. It was dif-
- ficult to function in coalition with other proféssions when
*  there was uncertainty about one’s own professional identity
~ and prevailing standards of work. That social workers felt the
lack of a professional support system was apparent. N

It was evident, too, from Conference discussion that many
* participants were expressing immense frustratxon“because of
~ the difficult prgblems with which they grapple within the
N publlc school and the lack of a felt professional support:y”
Some talked about ‘whether school sogial workers shouldn’t
_turn towards other pro fessiornal’ organizations for help, e. ‘ges
the American Pcrsonnel and Guxdance Association, the Amer-
¢ ican Educational Research Association, the Council on Excep-
tional. Children, or the Internatiosfal Association of Pupxl
Personnel Workers. School social workers o)‘Ace had their owns .
separate national organuatlon why not again, some asked '
" or at least a consortium of the expanding number of state
associations of schiool social work. ’

Others talked about- the dangem of splmtermg off and of
puttmg exclusive support and work into state assocxatlons of
- schdol social work—the possibility of exchanging one ‘organ-
~ ization for another which might identify,and then beover-
- -;Awhelmcd with the same problems as the first. And it was
; pointed out, school social workers cannot find a full pro-
o fcssmnal identity in educational organizations only; they age
' socxal workers and need, the link to other fxelds of socml work
practice; ¢.g., @hxld welfare and mental health, whxch a national
“social'wpork organization should give.

Another theme had tb do with needed qualifications and
‘the quéstion of better preparation to. work in the public schools:
This concemn:raised {or Conference participants the quﬁ:stxon
of whatxole the schools &f social work ‘are playing in making
» sure that traiiees who choose to work in the schools have
access to the kinds of specialized knowledge needed to work
.. today’in a public educatxon setting. “‘Howaclose are the = °
schools of social work to practxce in the schools?” one
R o N :

.
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’ partrc1pant asked. And is there any contmumg colldboratlon
between schools of social work and schools of edueatlon in : e
*© the universities? Have we examined the risks to thrs field of
-social work practice if its educators and tramers are not in ‘
close touch with the dlscxphncs of ;i?tlon’r’ i .-

1

" Confusion about roles inwa changl system of publlc educa)
‘tion was part of nearly every response to the 'opcn letter. So, .
too, was thé matter of dccountablhty and public;relations ‘for _
schoal social work services. Clearly suggested was theneedto .* -
- strengthen professional identity, specify professmnal standards -
« . of practice, create guidelines for proféssional rol(; delineation, ' v
~and promote the value of: the social work service! to educatlonal L

v

admlmstrators and the public. - : : K

Much concem was expressed about the lack ofnreadlly dvall-
able current leurning material-and publications on new ways of
o promd_’gsoclzﬂ services in the public schodls. Practltloners
' tended to blame professional journal pollc1es w 1ch they said,”
- favor articles descrrbmg theory or-. research But ‘others said that
' ’the. dlfﬁculty was not just thatJoumals won’t a(:cept “how to".
do it” articles; after all, our technologies are far from complets, -
and if we assess articles in social workjoumals,/most still have s
* that focus rather than theory bulldmg or reports of research, - .
' But one “how we did it”’ account is not as good as anothér. To
/o be useful it must be linkéd:to concepts, pnnc1p]es, and theory
bulldmg Innovative programs that have worketd need to be * |
related to carlier rcportmg for better gencrallzablhty : "‘, . : .

: One partlclpant raised the questlon of whethcr school socml
"~ workers read the professiortal literature. “I-agt‘ee with what’s
been said—that the quantity of publusatlon in; 'school social .
work is small. I know thatbecause it’s easy td read it all i In one
sﬁtmg What botherg me-is that some of it is {7ery good...and = °°
wheh I talk with people concerned with socidl work in the B 4
"+ schools, I don’t find many who have heard of the materials. The A\
“ unpledsantness df-'{{'ly question is if the need s so great, why
~hasn’t somébody foyund the good materials that do exist and . ~
passed them dround'v’” . . : Sf :

An available blbhography and a central rep051tory of matenal
for circulation was suggested as a service of professional organi- .’
zations. But of course the questions‘had raised another: What

Y
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- «had been suggested about the responsibility of soual work '
NER educatlon if students’ are enteririg the public schools for prac-.
tlce and not contmumg to read aEfurrent professional literature?
The need for opportunities for new Iéarming is particularly acute
- for any personnel who hope to be effective’in the: pubhc schools.
Social work students must be he!ped, to Tind ways to assume’ _
responsibility for their own continued learning and enhance- C
ment of capacity to addpt to change. This will require that '
they be provided the means, either in their professional educa- -
tion or in a program’of continuing education, to acquire the
knowledge they need ini the schools! Participants mentioned
these areas of knowledge as pressing needs: a thorough under-
standing ofhe school as asocial system; the principles.of '
social learnirig theory; the specifics of local bureaucracy; the
nature of leaming disabilities; variations in ways of organizing
one’s work;.the way to do a needs assessgent of a-school- L
. community- -pupil system; the techniques of developing
practice objcctlves and assessing measurable outcomes to prac— . {
tice. : . -
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At the conclusipn of the Conference we had identified these ' -
major guestibns 'whlch\awalt answers from the fiéld: of “chool '
social w0rk practlce and from the profession as a whole:

s

-

1. In the face of wide diversity among school social workers in /
job-title, credentldls conceptions of school social work practice,
and sizes, resqurces, and other characteristics of public schools,
how can a'gﬁqdy of nécessary professional skills and competenci :s

beidentified anda professional identity.be explicated?

v - 2. To’whom should this field of practice look for dlrectlon
N standard setting, policy, and identification of competenmes’ .
‘ What do school social workers have a right to expect of their *
national organization and other related professional orgamza—

-

lons? -
t ) /

3.. What is the optimal division of respon51b1hty between
state departments of education, schools of social work and 6f-
education in universities, state associations of school social »
. workers, and natignal profcssmnal organizations, most.par-- '
ticularly NASW, when it comes to standard settmg and direc-
. tions for practice? .
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. 4 tht can be done about the essentml need for continuing . S

. education among social workers in the schools? Other profes- - . <
, « ~sions are searching for and‘bulldmg in-ways of requiring con- . *
ot tmumg educatlon for practlce e. g the Amerlcan Psychology : -
 which a paxt1c1pant had offered earher “The pubhc school o
ey today, even with- the best effort and’ the best intentions, re-
* mains a Pacific Ocean of problems; and we have only a thimble
- for intervention. But it is a good thxmble ” And to the extent :
that we 1dent1fy the obstacles to more effective practlce and ‘ &
respond to thém if a reasoried and creatlve way, we can make
that thlmble even better. ¥ ;
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. Other Pubhcatlons

1

~ Midwest Center’ Report - y
DeWayne J. Kurpius '
H. L..Smith Center for Research in

Educatipn

_ Indiana University .. o
2805 cast 10th Stréet =, | .7
Blosmington, Indiana 47401
{812) 337-1631 or 337~9010“ . .

\

Chicago Satellite Report, =~ - -
» George Giles. Associate Dean of the  »
Lollege of Education .

-

University of lilinois at Ch:cago Circle

Box 4348 “ o ~
Chicago. lllinois 60680

© {3121 996-5641 T

s 9
Indiana Satellite Report
Alexander Brown o~
2805 East 10th Street, Room 180. -
- Indiana Bniversity -
Bloomington. Indiana . 47401
- {812; 337-7654 or-337-9010 .

-
4

S A
" Columbus,’Ohio 43210 ”(
(614) 422- 096§ ' ‘ )
Urbana Setei t Rep,ort (Schpol-'- L

. ~ Jane Addam Schpor of Socral Work

. ~Louisville Satellite: Repori

William Kelly . R
Department of Educahonal Psychology
- Upivetsity of Lours.vme

Louisville, Kentucky 40208
(502) 636-6333

Ohio Satellite Report " R
Richard C, Kelsey ° '
The Ohio State University..
Arps Hall, Room 163,

,Commumiy-P i Program)
Lela B. Costh‘

4,

Umversrty

ﬂ Hlinois
go .

bana Hlmo:s 61801.

, (217) 333-2259

>
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The fallowing monomaphs on pertvnent program-related topigs-are-also avallable

tinon re";uest

Please. write fo the host' satellite named next, to the titlee T

A Collaborat;ve Approach to Competency-Based Cournselor Education (lnc.iiana~ !

Satetlite) | -
» Thomas Froehle 2 _’
Alexander Brown

o -
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Acceptmg Cooperatlon Between School Districts and Universities: A Case 'Study g

' and Guidelines {Chicago Satellite)

.

© Emanuel Murwitz Ward- Weldon
Thelma Y. -M'erchan‘t Edward Wynne * " N I
Social Servuces and the. Public Schools (Uroana Satellite) s .

Lela Costin,
lone D.. V.:xrqus
R:chazd J. Anderson

The Defrmtlon, Functions; and
{Midwegt Center)
DeWayne J. Kurpius

An Evalidtion - the Diagnosti
. west Genter/Satellite Project-—A
at Urbana and Chicago Circle * .
~ R. Stewatt Jones. Director
Richard P. Lipka

‘ © _ Richard Sorensen
ERJC Fetard sorense
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rep_ar'ation.- of the Psychoeducational Consultant
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and Skl”S Deveropment Component of the Mid-
joint research pro;ect by the Umversrty of Hlmous
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Cofin Power '
il Kalil Sannoh
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