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Preface

The editors of this book share a long-term interest in working internationally for social
work education as well as locally and nationally in their respective countries and commu-
nities of practice. Each has played a key role in the International Association of Schools of
Social Work (IASSW), serving in various capacities over several years. Their current roles
are as co-chairs (Carolyn and Brian) and committee member (Helle) of the IASSW pub-
lication committee and in these roles they are responsible for developing publications of
value to the international community that the IASSW serves.

It was in this committee that the idea of a global book on social work education began
to germinate. The idea was to gather curricula on social work programs from as many re-
gions as possible to showcase what was being taught in various cultural, sociopolitical and
regional contexts. While many texts were being published focusing on international social
work and the complexity of working and talking about social work across borders and cul-
tures, there were no such books on what was actually informing the curricula in countries
where social work was taught.

But we didn’t want to stop there. We acknowledge that social work education theory
and practice is current, relevant and transformative if it is informed by contemporary de-
bates, critical reflections and research. That is, scholarship must reflect upon and challenge
current thinking and thus generate new ideas. Here we set out to compile a collection of
work by eminent scholars, which has an international focus. Our idea to do this was based
on the premise that no such gathering of programs and ideas from as wide a field as we
had in mind had yet been undertaken. It was an exciting project, an exciting idea.

Taking the proposal from the publications committee to the full board of IASSW was
the first step in furthering this project. Given full support from the board for this initiative,
we then set about forming the book’s content and structure, contacting possible contribu-
tors and looking for a publisher. The IASSW global conference to be held in Melbourne in
2014 was a key point to work back from.

A clarion call across the membership and beyond yielded the current content focusing
on the many elements that make up social work education. In response we have educators
from Mexico, Argentina, Chile, Spain, south and east Africa, the Caribbean, Indonesia,
Eastern Europe, Canada, the United Kingdom, Aotearoa/New Zealand, Australia, South
Korea, Nepal, the United States of America, India and Hong Kong talking about their pro-
grams. An eclectic mix of ideas and unique identities that inform many of the social work
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programs in these countries emerged from their efforts. We are grateful for all their contri-
butions, for sharing their ideas and salient features of their courses and the philosophical
and pedagogical practices that underpin their programs.

To complement this information on curricula the editors approached eminent authors
from across the globe whose work we were familiar with and asked them to submit what
we called seminal ideas emanating from their long careers in social work education as
teachers, researchers and scholars. Their response resulted in a wide range of scholarship.

We have organised authors’ contributions into eight parts. These are: “Theory of social
work, ‘Social work as a profession, “The development of social work education courses,
“The social work curriculum, ‘Social work and the welfare state, ‘Social work and social
change] ‘Social work and political activism, and “The past and the future of social work’
Threaded throughout these sections are discussions on the philosophical bases of social
work, social work education as transcending disciplinary and professional boundaries, and
salient lessons from long-term activists. In exploring these themes, Global social work:
crossing borders, blurring boundaries addresses issues regarding commitments to human
rights, social action, and the desire to challenge traditional orthodoxies and take social
work discourse in new, albeit challenging directions.

We are thankful to each other for this book, which is a truly international col-
laboration based on friendship and cooperation. Born out of our shared belief of the
importance of global interdependence, this edited collection builds on the strength of local
and national practices, a respect for cultural influences, and the acknowledgment that so-
ciopolitical contexts should underpin all our actions and theoretical understandings.

We hope you will agree with us that the depth of scholarship these authors have given
us will continue to influence the current and future developments of social work programs
across the globe as ideas cross borders and blur boundaries.

Carolyn Noble
Helle Strauss
Brian Littlechild
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Theory of social work






1

Towards identifying a philosophical
basis of social work

Carolyn Noble and Mark Henrickson

Social work has absorbed and adapted major theories from related disci-
plines since its inception as an applied discipline over 100 years ago. These
positions have been used to construct its ethical underpinnings and its epis-
temological standpoint. In this chapter we revisit this activity and address
two questions: can we act as practitioners before we are fully cognisant
of the ontological and philosophical position informing our practice? Is it
possible to have a unitary, core ‘truth to act’ in light of the current globalisa-
tion of cultural norms, intercultural influences and challenges to intellectual
traditions as being patriarchal, colonial and monocultural? Social workers
must critically engage with philosophical and theoretical writings in order
to understand the bases and implications of their practice decisions. Equally,
however, a philosophy of social work must be dynamic, intersubjective and
dialogic, and propose that we co-create theory, knowledge and praxis with
our clients.

Why a philosophy of social work?

Social work has emerged as an international discipline and is now practised in many coun-
tries around the world: the International Federation of Social Workers claims membership
from at least 90 different countries (International Federation of Social Workers, n.d.). A
key question for the discipline now is what are the shared understandings about the world,
communities and individuals that allow social workers from Beijing, Buenos Aires, New
York, Durban, Suva, Mumbai, Helsinki or the remote Australian Outback to talk cogently
with one another? That is, what is social work and its praxis, and what, if any, shared un-
derstandings or unifying philosophy can be identified?

It is important to acknowledge at the outset that social work research and pedagogy
have been established on the foundations of European knowledge and worldviews (Sung-
Chang & Yuen-Tsang 2008). These worldviews have been enshrined in the dominant
language of social work knowledge discourse, English. In the postmodern era our dis-
cussions about social work must occur in the context of globalisation (Desai 2000). As
we write this chapter the definition of social work itself is being reviewed and revised,
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and this review acknowledges multiple knowledges and the existing hegemony of Western
knowledge discourses. The definition review acknowledges this multiplicity by encourag-
ing regional and even national amplifications of the international definition of social work.

Across the globe we can discern a common feature of social work in its drawing on
a number of interdisciplinary theories for its praxis (e.g. cognitive behavioural theories,
psychodynamic, ecological, general systems, etc.), which is often cited as a strength: we
take the best theories of other disciplines that are consistent with social work values and
ethics, and through praxis give them a social work ‘flavour. However, the diversity of the-
oretical approaches to praxis can also be seen as a weakness, encouraging many theories
to exist side by side (Soifer 1999) without a framework for deciding what theory to use
when, and treating all theories as more or less equally valid. Fook (cited in Bell 2011) notes
that a philosophy of social work is necessary to establish a framework theory of theories,
in order to avoid an unsystematic eclecticism that might proffer contradictory approaches
to practice from equally contradictory ontological positions. Other attempts to explore a
uniquely philosophical position find social work scholars renouncing exclusivist logical
positivism and its research and practice methodologies, while at the same time recog-
nising the inevitable limitations and difficulties of an exclusivist postmodernism with its
multiple truths (Hugman 2003). Others have challenged the notion of having to choose
between positivism and postmodernism (Thomas 2004). However, in the marketised, ne-
oliberal funding and practice context that prevails throughout much of the world, social
workers are increasingly pressured by funders and governments into positivist research
and ‘outcomes-driven’ service delivery paradigms (Peile & McCouat 1997).

In an age of economic austerity, how can social work explain and justify itself, its re-
search and service delivery paradigms to funders and governments, let alone to each other
and service users? Unlike the creative arts, we cannot be satisfied with a position that says
that ‘we know it when we see it. And in multidisciplinary practice environments such as
health and mental health care, how does social work explain what it does (and does not
do) to other disciplines and professions?

This discussion is an opportunity for social work not only redefine itself but to redefine
what we mean by ‘profession’ in light of what we ‘know’ to be true. While we do not
propose to take up the professionalism debate in detail in this chapter, we note that a fun-
damental characteristic of a profession is that it has a coherent (or systematic) science
(knowledge) and learning. However, as noted above, it has been repeatedly proposed that
social work lacks such a coherent philosophy, or theory of theories (Géppner 2012; Gépp-
ner & Himildinen 2007) necessary to engage in a critical discussion about itself as a
profession, and it is quite possible that a social worker, when asked to name a social work
philosophy, might find him or herself mumbling something about eclecticism, assuming
the doing (praxis) explains the thinking (theory) about what it does and why.

In order to explore a philosophy of social work, we need to set out a framework of
what social work is (ontology), what social workers know (epistemology), and how to as-
sess who we are and what we know. The development of a philosophy of social work would
go some way to providing cogent responses to questions about what social work is, what
it does, and why it does what it does, and the activities and issues with which it concerns
itself. This chapter is presented as a dialogue between the two authors as a way of teasing
out some of the difficulties and approaches to this topic, and by way of engaging in the
heuristic that we will propose.
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What do we mean by philosophy?

C: T have always been intrigued by philosophy as much as I have been influenced by theory,
and the ideas it posited. This conversation is an opportunity to explore that interest and
its relevance to my current thinking about theory. Philosophers are interested in the ab-
stract, born from curiosity, a desire to understand something and articulate the logical
process of arriving at that understanding. Looking for principles that govern the flow of
ideas, philosophers are primarily concerned with rules of inference (i.e. each step of the
argument flows the laws of logic) and the conclusions drawn are then posited as true and
valid. This has been its practice since Socrates and Plato when rational science was her-
alded as the paragon of rational activity, as the way of knowing in the examination of the
natural world and this process of inquiry would also inform the exploration of the social
world. Essentially philosophy involves a premise such as ‘Pleasure is the ultimate good’ or
‘How do we explain evil if there is an all powerful loving god?’ (Epicurus) or with questions
such as ‘Can reason discover truth independent of experience?’ or ‘Are there limits to our
effort to know?’ To these questions propositions are posited which are then tested by logi-
cal argument supported by evidence, and conclusions are then drawn. While knockdowns
in conclusions are rare, the challenge is more likely in the beginning premise. So another
premise or question is devised and following the same logical formula another conclusion
is put forward. This framework is regarded as a benchmark against which all cognitive en-
deavours must be measured (Fay 1996). How it links with its aesthetic sensibility or affect,
and how that creed is coloured, expressed and portrayed to others, hint at a more complex
philosophy than its first beginnings. This is important when we look beyond the Western
philosophising to explore the more contemporary philosophy arising as a result of the con-
tributions from Indigenous and Eastern philosophers, feminist philosophers and critiques
from critical realists, social constructivists and multiculturalism.

It seems to me that people engage with philosophy and philosophical ideas to get
something out of it, so its significant contribution to social work is how it can be used or
applied. There is no inherent pre-determined path leading from philosophical ideas about
the big questions to ideas about how to achieve a particular end or outcome, e.g. how to
enact equality, justice, democracy, personal agency and ethical behaviours. It is left to the-
orists to take these premises and construct political, social, economic and cultural beliefs
(theories) around them that can motivate action or inform social practices or, in social
work’s case, a praxis from which to act. For example, how philosophy elucidates questions
like “What is virtue?, “‘What is existence and its authenticity?, ‘What is cause and effect?,,
‘What does it means to be human?, ‘What is truth?’, “What is knowledge?, “‘What is equal-
ity?” and what is meant when we talk about wellbeing, peace and happiness is used to
inform political, religious, educational and social theories (to mention just a few uses).
Theories emerge to fill the gap between the philosophical and the contextual — the psycho-
logical, social, economic, cultural and political practices that are deemed to follow if the
premise is to be acted upon. When applied to social work this philosophical inquiry and
the actions that follow that inquiry have a particular resonance. My interest has led to my
exploring a philosophy of social work with the knowledge of 30 years of social work schol-
arship behind me. This is especially pertinent in the current changing environment facing
social work and the many ideas informing its practice as well as its desire to shore up its
professional standing.
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It is my premise that a philosophy of social work is important not only to identify
what social work is, but also what it is not, and what it does not do. Beginning with Plant’s
(1970) attempt to map the logical geography of the social and moral theory informing
social casework (the dominant method at the time) and Ragg’s (1977) philosophical analy-
sis of social casework which began the move away from the technical application of its
early beginnings to exploring its normative underpinnings, there have been spasmodic at-
tempts to articulate a philosophical position. Plant, Lesser and Taylor-Gooby’s work (1980)
explored the philosophical foundations of concepts such as welfare obligations, rights
of welfare and concepts of community, and McDermotts (1975) collection of essays on
self-determination and related concepts on liberty, human equality, rights and right con-
duct, freedom and persuasion by philosophers and social theorists is still an important
reference. Clark and Asquith’s (1985) work on social work and philosophy discusses the
meaning and application of important insights from social philosophy including ideology,
theory and professional ethics. Each of these early works introduced philosophical debates
into the emerging profession’s discourse, resulting in the breadth of philosophical musings
explored here that have found their way into social work ontology. Social work needs to
think as well as do.

M: I accept wholeheartedly the notion that social work’s values and ethics are essential
elements in establishing what a philosophy of social work is; Popper acknowledged this as
an essential difference between the social and natural sciences (Stokes 1997). However, 1
challenge the notion that ‘philosophy’ is some kind of ontological entity with which social
work must develop some kind of relationship. Social work is simultaneously theoretically
and praxis-based. Indeed, Payne’s somewhat confusingly named ‘modern social work the-
ory (Payne 2005) (which I think should be called ‘post-modern theory’) reminds us that
social work theory has moved beyond a catalytic, top-down heuristic, where social work
is done to clients, to a heuristic where clients are active co-creators of social work theory
and practice, together with social workers, and practice settings. Social workers above all
understand themselves as practitioners, whatever their area of work, and any social work
philosophy, however ontological, must be informed by its values and praxis.

C: Philosophical inquiry is not a static process and on reading philosophical works
one can spot all sorts of shifts in concerns that mirrored and reflected social changes of
the time. For example, philosophical ideas on what a good life is, what justice is, what
equality is, and even what society is, can be understood in terms of changes in society’s
rational expectations, as well as the changes resulting from the impact of sociopolitical
and cultural events (e.g. the emergence of Confucianism, Buddhism, Hinduism, Chris-
tianity and Islam, the influence of the European Renaissance and the Enlightenment, the
challenge to positivism, the critiques offered by post-structuralism and the rise in social
constructivism, critical realism and multiculturalism) (Garvey & Stangroom 2012, 370).
The feminist challenge to the hegemony of men dominating the world of ideas also gave
Western philosophy a shakeup. We need to take these developments on board. I argue for
a re-thinking of philosophy and its continuing usefulness to social work theory, practice
and professional standing because of the old Hellenic tradition of ‘there is something good
about argument itself, for the community and the individual’ is worth revisiting (Benton &
Craib 2011, 182). I think any discussion about the source of these ideas is essential before
undertaking any form of practice: which ideas and in what context are also important to
explore.
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M: I agree with you completely that philosophy and social values are dynamic, and in-
formed by the social, political, economic and intellectual environments from which they
emerge. That is one of the challenges we face in social work. While until the last century
much of the development of social ideas happened relatively independently in different
parts of the world, with the advent of globalisation—technology that allows almost instan-
taneous communications of even the most trivial thoughts, the relative ease of travel, and
as you yourself put it, ‘the metaphorical shrinking of time and place’ (Noble 2013, 346) —
ideas spread quickly. Cultures are increasingly homogenised, and the domestic concerns
of a region quickly become available to the entire world. Yet the spread of ideas is not the
same as their adoption: the widely variant treatments of women, ethnic and cultural mi-
norities, sexual and gender minorities, and refugees and migrants, are examples of ways
the world holds on to its local tribalism. This means that any global social work ontology
must also take into account—or even privilege— indigenous and local epistemologies and
cultures, while at the same time engaging with them from the standpoint of social work’s
own values. You seem, however, to be suggesting that any philosophy of social work must
therefore be relativist, and that pursuing any one, unitary ontology is not going to be a
useful or productive undertaking. I can almost hear our readers and colleagues saying that
we've given up before we've begun. But a dynamic, dialogic, interactive ontology can be a
philosophy just as much as a static, unitary philosophy. In dialogue social work recognises
the dynamism that inheres within our epistemology and generalises it to ontology.

C:Iam not sure I am arguing for or against one ontology as such but I am arguing for
social work to revisit the discipline of philosophy and its ontological underpinnings as well
as its premises when exploring theories for practice which determine how we act with and
for clients. Let me continue my case.

Social work is a human activity with specific ideas about social and human interaction
with its own aims, assumptions, values, morals and actions. Questions like ‘What is a good
life?, “‘What does being human mean?, and ‘What is society’ are the kind of questions so-
cial workers ask when being reflective about our discipline base and these questions are
philosophical in nature.

M: These questions are also highly contextual to time, place, and even person, and the
questions social workers ask are things like ‘What is a good life here and now, and what
does that mean to this person?’

C: Nevertheless, if being reflective about one’s practice and motivations, assumptions
as well as one’s beliefs, morals, ethics and values, and making them available to public and
private scrutiny and internal and external accountability is important for a profession’s in-
tegrity, then the discipline of philosophy is helpful. Further if we want to dig deep into
the core of social work’s knowledge base, its fundamental meanings, its core values, beliefs,
attitudes, knowledge, its priorities, and more broadly what professional bodies suggest
practitioners and educators spend time attending to and why, then philosophical inquiry
is an important disciple to help navigate this maze and its continual quest for answers can
help the profession be more systematic in this reflective investigation.

Understanding human nature and acting in the social, economic, cultural and political
arena has enormous consequences on the lived lives and aspirations of those who receive
the results of these interventions (individuals, families, communities, nation states and
the environment). For example, when social workers engage with people in their most in-
timate lives, making judgments, proposing alternatives, they are also making statements
about who they are and what their professional discourse is saying about the nature of the



Global social work

world, about the nature of human beings and society, as well as about the nature of help-
ing and the assumptions about the helping process. More broadly their interventions also
say something about important concepts, i.e. ‘What is the purpose of living and being in
this world?” and ‘What is important about their work and their position in it?” which then
provides justifications about the what, why and how of social work’s involvement in the
lives of clients, in the framing of the policies and practices that impact on their wellbeing.
These interventions need to be more than whims; these actions need, in my opinion, to be
consciously informed by logic or analytical philosophy when applied in practice and ac-
cessible on reflection. The justification of each intervention or interpretation, judgments
made, policies formed, or what action or non-action has occurred must then by necessity
be made in moral, ethical, social, cultural and political terms within an ontological frame-
work which can be articulated when required, either in professional terms or individual
practice terms. Social work theories can provide a structured set of concepts that help un-
derstand the subject matter concerned, while philosophical reasoning can light the path of
cognitive inquiry. An engaged practice can be enhanced by philosophical reasoning.

Many social work theories rest upon the surface or insubstantial understanding of
the texts from which they are borrowed, so an ontological examination and discussion
of the intervention and sociopolitical, cultural and psychological consequences of these
theories is needed. A transparency of actions requires not only an understanding of the
rules of engagement associated with a particular practice theory but deeper more onto-
logical explanation of what is assumed underneath in the deeper meaning embedded in
these actions. Also, undertaking this examination provides opportunities for practitioners
and clients to challenge their assumed participation and understanding of this engagement
with the individual worker, the agency and the profession more broadly.

M: I agree that an ontological examination and discussion of the consequences of any
particularly theory is required. I hold, however, that this discussion cannot be held exclu-
sively amongst social workers as ‘experts’ These discussions must be inclusive of clients and
other stakeholders. Some of the resistance to the professionalisation of social work—and
even formal social work qualifications— is that in developing a philosophy, or theory or
knowledge base we have distanced ourselves from our grass, flax or bamboo roots from
which we have always derived our authority. Remember that even in the early Settlement
House movement the community was the expert, and the worker was the student of the
community teacher. This critique becomes moot, however, if we include those roots in our
discussions, and stakeholders become co-creators of theory in a particular context. That is
not to suggest that social work should ever abandon its values and ethics in that context,
but that through engagement all voices are heard and valued. I also acknowledge, however,
that this notion will challenge the notion of social workers as government functionaries
administering or enforcing government policies. That, in my view, is not social work, but
rather a catalytic, top-down administration of pre-determined policies and programs to
achieve pre-established outcomes.

C: Ideas are not identical or symmetrical to actions; indeed what actions and responses
are chosen can unleash a chain of unforeseen responses which then posit a whole range
of different reflections about that interaction and each person’s reaction to it and so on.
It seems to me that practitioners need to have considered the possible consequences of
their actions or at best have a firm idea of their intentions already framed by a philo-
sophical investigation. This questioning or philosophical investigation will consequentially
result in deeper questions than the insightful accounts of the rules being followed. Know-
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ing the technicality of what practitioners are doing should not obviate the need for a why
question. The why question involves deep reflections, rather than unreflective taken-for-
granted routinised or rehearsed responses. Many practitioners and scholars recognise this
process as involving reflection (Schon 1983). But in the philosophical sense it involves an
archaeological exploration, rather than a faithful descriptive account of actions or prefer-
ences which are often automatic and unreflective (Steel & Guala 2011).

M: What you are calling ‘archaeological exploration’ I am calling a dialogic, iterative
hermeneutic. Unlike archaeology, the social worker cannot undertake this excavation in
isolation: it must be interactive.

C: The practice of asking deep questions might, as Benton and Craib (2011) argue,
irreversibly alter the idea, position or practice in such a way that new investigations are
needed, hinting that engaging in reflection is not a smooth and uncomplicated process.

M: Indeed! It rarely is.

C: The much repeated adage that ‘Life is complex’ has resonance here. However, in
complex situations, social workers have to meet an immense variety of challenges and
demands, much of which requires ‘practice wisdom’ Practice wisdom entails acquiring
and testing a stock of routinised, casual knowledge, often not fully articulated, to be de-
ployed, but nevertheless deployed with great skill and competence. However, and here’s
the concern, at key moments when ethical, political, cultural and social dilemmas emerge,
roadblocks are encountered, ambiguities and contradictions are exposed; if there are gaps
between the doing and the thinking and being able to give an explicit account of what
was done and the embedded meanings, then a lot is at stake. Professional integrity, trans-
parency, accountability and efficacy are all up for questioning and challenge. This is where
an exploration of the genealogy of ideas can be influential in giving a public account of
practice and making it transparent for all to see.

M: Accountability is essential, and assessing the genealogy of an action or decision
(because it will be the action or decision and its consequences that will be scrutinised, not
only the idea) is important. I am simply suggesting that if a social worker reserves to her-
self the concept of expert knowledge then she will have disempowered the client (however
we construct that term). And if the client shares in the decision, then the client shares a
certain amount of responsibility.

Traditionally understood, philosophy is a way of living, or, in this context, working.
Perhaps we can now recognise that there is not just one way, but ways of living and
working. Wittgenstein wrote that rule-following only makes sense in the context of a com-
munity able to monitor applications of the rule; a successful rule is therefore exactly what
the community says it is (Gunnell 2009). In an increasingly globalised world, identifying
a consensus about what a single rule, or philosophy, or praxis, should be, exactly, would
be a daunting enterprise at best. Social work is above all relational: one cannot ‘do’ social
work on one’s own; it requires an other, or client, be that other an individual, family, group,
community, organisation or policymaking body. Perhaps the best we can hope for is that
our global social work community commits to ongoing dialogue about what a successful
ontology and praxis are in each context. This means that social work can and must de-
fine itself, and not be reliant on outsiders to define us. This would seem to put an end to
the issues that Flexner (1915) (who was not a social worker) raised a hundred years ago
about social work not being a profession because it did not meet his traditional criteria of
a profession. In addition, we have relied too heavily on validation from government poli-
cies to recognise who we are and what we do: regulation, for instance, must come from
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within the profession, not from external bodies. The management of risk, which is the
primary purpose of external regulatory bodies, only makes sense in a neoliberal, manage-
rialist environment. It is in this context that Dominelli (in Bell 2011) calls for a collectivist,
inclusive ontological foundation for social work, particularly in the marketised context of
contemporary practice. Where there is a robust social work environment, the social work
community, like any professional community, is very capable of regulating itself. Manage-
rialism, and its attempt to manage risk, assaults the autonomy and discretion of social work
and increases bureaucracy and control (Rogowski 2010). Multiplicity, diversity and dia-
logue are social work’s challenge to subordination to managerialism, which is a despairing
ideology; why settle for merely managing risk if we believe we can find solutions to social
problems?

An objective, unitary ontology is not only not likely in the applied social sciences, but
it is not useful: the interpreter, the interpretation, as well as the thing that is interpreted
are all in constant and dynamic relationship with each other. Wittgenstein stressed that
interpretation is an action that ‘hangs in the air along with what it interprets’ (cited in Gun-
nell 2009, 603). An iterative, dialogic, hermeneutic model of truth-seeking will be of most
value to the dynamic kind of social work which we recognise in the 21st century, where
the social worker, the client, and the relationship between the client and the work are all
in constant, dialogic relationship. This kind of dynamism will be frustrating, and possi-
bly make no sense to the positivist or ‘natural’ scientist. However, Popper proposed that
social sciences are different from natural sciences (Stokes 1997), and indeed rejected the
notion that reason can reveal the true nature of anything (Parvin 2011) because no-one can
foresee all the potential consequences of their proposals. The philosopher of science Al-
fred North Whitehead proposed that mutuality and interdependence are essential aspects
of an applied philosophy (Schmidt 1967): each occasion (or in our context, each interac-
tion) merges into the next natural occasion to create something new. Thus, all occasions
and relationships are perpetually made new through their encounters with other occa-
sions and relationships. It requires what Buber called a “Thou’ relationship with a client
(Buber 1958 [1923]). This conceptualisation is an excellent fit for social work, since social
work practitioners do not claim authoritative, expert knowledge, but allow ourselves to be
changed and transformed through our interactions with our clients. Our reflective practice
(Schon 1983) shapes and informs our practice philosophy, which in turn reflexively forms
a hermeneutic philosophy of social work. One of the models that comes close to this idea
is the integrated practice model (Keen & O’Donoghue 2005), which suggests that the prac-
titioner is in a relationship with self, and environment of the self, the other/client and the
environment of the other/client.

Why do we need a philosophy of social work?

C: So we agree that we need to engage with a philosophy of social work; it is how we define
what that might be and how we reach that end that we need to explore. Before we do that
I would like to make one last plea for a less fluid philosophy for these reasons. We need a
philosophy of social work because, while social workers have not been shy about adopt-
ing ideas from the social sciences and philosophers in the development of the professional
discourse, they have been adopted and adapted with, I would argue, only a surface level
analysis.
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For example, Chenoweth and McAuliffe (2012, 60-62) provide a summary of the main
philosophical utilities used in social work as the basis for its moral and ethical base, under-
pinning many of the current and past ideas that have formed the numerous social, political
and cultural theories and their epistemologies that have been adopted/adapted into its
scholarship and practice. This is important knowledge for us to know and adopt/adapt
to the situation but it is also important knowledge to be familiar with at a much deeper
level than contemporary social work scholars acknowledge. Parton and O’Byrne (2000)
and Aymer and OKkitikpi (cited in Bell 2011) also advocate for a move from surface-level
theory to deeper exploration of these ideas; a distillation proffered by philosophy in terms
of exploring its underlying ontology, epistemology, as well as its logical, ethical, moral and
political implications. Without this deep engagement with the philosophical ideas in their
context and totality, social work theories and critical assumptions underpinning them are
buried so deeply that awareness is lost or never explored, risking (knowingly or unknow-
ingly) using theory and its application inappropriately uncritically and inconsistently. We
need a philosophical practice to unpack a whole lot of ideas obscured when simply put to-
gether in the form of a general matrix to guide practice (Beddoe & Maidment 2009; Bell
2011). Meaney (2001) argues that without a sustained focus on re-imaging the ontologi-
cal foundations of social work we risk building (more) elaborate epistemological facades
(cited in Bell 2011, 414). Indeed many regard the survival of social work as a profession is
dependent on getting its act together and beginning to seriously engage with its philosoph-
ical assumptions and making them explicit (Bell 2011). Indeed I would argue that social
work, in its uncritical grab of grandes idées and their uncritical absorption into social work
academic and practitioner discourse has also undermined social work efficacy nationally
and internationally. The project of getting a universally agreed definition of social work
could be seen as way of revitalising social works’ ontological position.

M: I agree that we social workers have largely adopted philosophical ideas somewhat
uncritically; that is a challenge to educators, however. Our task as social work educators is
to resist a model of social workers as technicians (which has been occasioned by the cur-
rent managerialist environment and the reality that in many countries government is the
largest employer of social workers) and ensure that social work students are thoroughly
grounded in philosophy and theory, and can engage critically with philosophy. We need
to place at least as much weight on philosophy and critical thinking as we do on field
placements. That, I think, would move us a long way towards greater parity with allied dis-
ciplines, and towards establishing ourselves as a profession. The tension is for us to do this
in a way that retains our praxis skill-set. Nevertheless, I suggest that this is not a philosophy
of social work, but an engagement of social workers with a knowledge base of philosophi-
cal traditions.

C: The task then, if we want to shore-up social work’s professional identity and
purpose in the current sociopolitical, economic and cultural context is to begin an re-en-
gagement with philosophy as a matter of urgent concern. So the question as to how to distil
or sort through the many philosophical explanations and their theoretical trajectories be-
comes crucial. In addressing this question we can see some progress; social work scholars
have come to align their thinking with notions of critical thinking and reflection, deep
questioning and thick description, transformative learning and interpretative analysis, cul-
tural evolution, social constructionism and relativism and multiculturalism, each with its
own corpus, though rarely acknowledged (White, Fook & Gardner 2012). How, then, can
social work save itself as a profession with integrity and applicability? The challenge is for
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social workers to reconcile possibly radically different ontological positions and articulate
its knowledge base situated within a panoply of social science and philosophical musings.
More importantly, is there a philosophy of social work that can lead its rescue?

M: I accept wholeheartedly the notion that social work’s values and ethics are essential
elements in establishing what a philosophy of social work is; as we've seen, Popper ac-
knowledged this as an essential difference between the social and natural sciences (Stokes
1997). However, I challenge the notion that ‘philosophy’ is some kind of ontological entity
with which social work must develop some kind of relationship. As I suggested earlier, I
think that a social work philosophy differs from a social worker’s engagements with differ-
ent philosophies. Social work is simultaneously theoretically and praxis-based. You seem
to be arguing that thinking comes first, then the doing and that the thinking must have a
logical and sustainable flow to it. I am suggesting that social work combines the thinking
with the doing and vice versa as an interrelated and relational exercise. This exercise is un-
derpinned by a process philosophy that is dynamic, interactional, relational and dialogic,
and in which ideas are only realised in its praxis, which also is interactive.

What does this mean for social work teaching and practice?

M: I think the way forward for us is to agree that there are simultaneously two discussions
which intersect with each other. Firstly, we have identified a discussion about social work-
ers’ critical engagement with an array of philosophical traditions and writings; the second
discussion is about a how to create a philosophy of social work. Both, I think, are necessary.
Social workers must critically engage with a broad array of philosophical and theoretical
writings in order to understand the bases and implications of their practice decisions. Crit-
ical engagement with something called ‘philosophy’ can place us on a more equal footing
with our professional colleagues in other human service disciplines, and move us beyond
merely being technicians, or implementers of manualised policies and practices. Here is
where social work will become a danger to neoliberal and managerialist policies; this is
something our Latin-American colleagues have known and understood for decades. En-
couraging this engagement is, in the first instance, a task for social work educators. Equally,
however, a philosophy of social work must be intersubjective and dialogic; a philosophy of
social work says that we co-create theory, knowledge and praxis with our clients. A philos-
ophy of social work is informed by our internationally agreed values and ethics, just as our
praxis must be grounded in a coherent philosophical framework. It is those agreed values
and ethics, together with our integration of those values into our practice, that allow social
workers from all over the world to have cogent conversations with each other. A philoso-
phy of social work is not a unitary ontology, nor does it need to be: a philosophy of social
work is dynamic, critical, and engaged with clients and the intersection of their multiple
environments, and the array of philosophies, values and ethics which inform us as social
workers.
C: Yes, let’s agree on this position.
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Transnational social work: a new
paradigm with perspectives

Isidor Wallimann

In the course of its professionalisation, social work seems to have got trapped
in national social policy frames while our world is increasingly marked by
transnational processes. Due to its structural location within nation states,
therefore, social work generally has its hands tied to adequately respond to
‘globalisation; particularly in the almost total absence of transnational or
world social policy frames. Given this situation, what can the profession do?
This chapter explores how social work could experience a professional re-
naissance by explicitly reflecting its role and activities from a transnational
perspective. First is explored what a transnational social work perspective is,
and what it is not. Second, the possible locations are identified as to where
transnational social work could already be practiced. Third, key knowledge
dimension are identified for the entire social work field to move forward in
adopting a transnational perspective in training, research, service delivery
systems and practice.

Social work (understood here to include social work and social pedagogy) is a young pro-
fession and owes its legitimacy, status and economic standing primarily to developments
after World War 2. While previous pioneers of social work laboured hard to get the pro-
fession established, national social policy gave them little support at the time, be it in
Europe, the US, or elsewhere. Social services did not enjoy a high priority then, since so-
cial policy’s prime concern was to broadly establish social insurance systems and to better
safeguard the population against the risks of capitalism. To the extent that these systems
needed personnel for their administration, recruitment took place outside of social work.
Social workers, if at all, were given official functions primarily in conjunction with health
and welfare services. Even in the years immediately after World War 2, it must be recog-
nised that social services did not rank high on the social policy priority list. Therefore,
when we observe that social work became a legitimate profession after World War 2, this
has primarily been so within the last 40 years of the 20th century. By then, the social in-
surance systems had been broadened so as to cover (in most cases) the entire population
of Northern Europe and North America. At the same time also the coverage had become
qualitatively better than ever before.
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Granted, this path of social work development as a recognised profession is associated
with the history of social policy development in ‘developed countries’ (DCs). It would be
a leap of faith, however, to assume that social work in ‘less developed countries’ (LDCs)
today is on a very different track. Though social work training has spread throughout the
world, the volume and density of social work services in LDCs still remains rather low.
More important, since LDCs typically have little developed social insurance and social
services delivery systems, social work there still suffers from lack of official professional
recognition and formal embedding. Social work still tends to take place ‘outside any wel-
fare state’ structure. It mostly tends to operate within a ‘private’ NGO space. In addition,
social work graduates often do not find jobs in the field for which they were trained. Social
work has not (yet) become an integral part of a larger system of social problem manage-
ment and remains a ‘marginal’ profession outside DCs.

Professionalised social services arrived, historically speaking, late in the development
of the welfare state, both in volume and differentiation. In the 1970s volume and differenti-
ation began to grow, however, at a very rapid pace so that some might even speak of a social
services explosion. A look at employment and budget indicators would strongly reflect this
observation, and the growth in social work education (measured by the number of schools
and social work degrees awarded for a range of competences and responsibilities) points
to this great expansion at the time. In part, social work functioned to directly complement
various components of the social insurance system. But, depending on the country, impor-
tant growth for social work services took place without being directly linked to the social
insurance system in the ‘developed world.

The above analysis suggests that social work obtained its acceptance within national —
though different — social policy frames and that the early pioneers and advocates of social
work as a (new) profession could not rely on national social policy frames to enhance
what they were struggling for. Or, expressed in another way, as social work became an
established (new) profession it was simultaneously straight jacketed by the respective na-
tional social policy frames. It had little reason to develop a horizon to transcend national
perimeters in social analysis and professional action. This is not to say that there would
not have been sufficient reason to develop social work perspectives transcending national
boundaries. There definitely was, as can be illustrated by migration flows affecting both
Europe and North America, and by such things as the North-South dialogues and the pre-
occupation with “Third World” social and economic development. The absence of national
social policy frames confining social work in perspective and action, then, would explain
why the pioneer advocates for professionalised social work in North America and Europe
so strongly emphasised the importance of an international perspective. It was the inter-
national perspective that helped them at the time to understand certain social processes,
problems and challenges facing the populations of their concern. Migration, imperialism
and exploitation, and colonial and imperialist wars were major components to their in-
ternational perspective. Their international perspective was framed by these components
and debates around them, though it then differed from our ‘global perspective’ marked by
decades of continued globalisation since.

Now that social work has become an established profession with steadily more indi-
viduals trained for it (in and outside universities), what should make us believe that social
work would ever be in a position to transcend the national social policy frames confining
it? What current and future developments might be so compelling as to necessitate social
work to be reflected and daily practiced with an international perspective?
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One answer to this question might be found in the rapid trend to integrate economic
and social spaces beyond national perimeters although no new (transnational) social pol-
icy frames are created to substitute the old (national) ones. The European Union - and to a
lesser extent the North American Free Trade Agreement (NAFTA) - would testify to this.
Both are transnational processes to integrate social and economic spaces with one excep-
tion: social policy tends to remain subject to national authority. In so doing, they follow
the subsidiarity principle.

Another part of the answer might be sought in a trend that has been named ‘globalisa-
tion. Both the EU/NAFTA and the globalisation process would increasingly call for a per-
spective that transcends the hitherto common national focus in social work. Even though
social work remains confined to national social policy frames, transnational processes will
tend to impose an international perspective on them in general, and for social work in par-
ticular. Therefore, we may expect social work with an international perspective to become
much more important in theory, research and practice.

Transnational, international and global social work

This chapter focuses on the ways in which social work could (or must) be conceived and
practiced from more than a national perspective. “Transnational’ could be the term used
for social work that transcends the now dominant national focus. ‘International” could be
used to designate social work with an orientation toward social process between two or
more nations. International social work might be termed ‘global social work’ when the fo-
cus is on what has been called ‘world system, implying that very many, if not all, nations
are seen to be in an interactive process.

It is suggested here to use the term ‘transnational social work’ It seems to optimally
capture what we mean by social work having a need to extend its perspective beyond na-
tional boundaries. Furthermore, ‘international’ or ‘global’ social work can be subsumed
under it.

Based on these reflections, transnational social work is not:

1. anational juxtaposition of social work development and practice

a national comparison of social policy frames and the role social work plays in them

a comparison of social work curricula and training practices between nations or

schools of social work from different countries

an international exchange of students, teachers and practitioners

an international cooperation in social work training or research

an international social work conference

social work in international NGOs unless certain requirements are met (see discussion

below)

8. social work in national NGOs or government organisations active abroad unless cer-
tain requirements are met

9. multicultural social work unless certain requirements are met.

w N

N

While it is true that the above may lead the national perspective to be extended, they do
not in themselves constitute transnational social work. However, they may be vehicles to
facilitate a transnational perspective. Only specific ways to conceive practice and reflect
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social work can lead to it being transformed from one with a national to one with a
transnational dimension and quality.

In this chapter, we understand the transnational perspective in social work as one that
cuts across all areas of social work. This view significantly differs from what is generally
discussed under ‘global, ‘international’ or ‘transnational’ social work in the literature. Here,
it is proposed that transnational social work be regarded like gender that, if systematically
included as a variable, may drastically alter social work both in theory and practice. Like-
wise, given a problem relevant to social work, additional insights for social work theory
and action may result when queried for transnational dimensions. Clearly, the national di-
mension would be transcended even when the response to a problem remains — or must
remain - nationally (or even locally) anchored. “The national’ becomes transnational, as in
gender studies ‘the private’ becomes political. As a result, social work would in theory and
practice assume a radically different quality. It would undergo a change from the inside
out, so to say.

For example, the response to unemployment or poverty may be anchored on the local
or national level. With the transnational focus added, however, this response may quali-
tatively be very different and, thus, change social work practice and with it possibly also
the social policy of which it is a part. Of course, it can always be argued that the better
and more effective way would be to anchor the response to unemployment and poverty
in a transnational or even global policy frame, since such a frame would by its very na-
ture have to transcend any national focus. There is no reason to dispute such a claim, if
the problem addressed can thus be dealt with in a more optimal way. Nonetheless, it re-
mains true that a transnational perspective in social work enables social work practice to
better cope with transnational processes, even in the absence of transnational or global
policy frames. Thus, unemployment at home may be differently understood if seen as an
element of transnational processes through which it may be caused. For instance, knowl-
edge of what economists call ‘structural adjustments in the global division of labour’ may
subsequently lead to different modes of intervention and social work practice.

New social work theory and practice due to a paradigmatic shift

If conceived as suggested here, how much would a transnational perspective change con-
temporary social work theory and practice? It is hard to say. However, given the ongoing
transnational processes of today, and the cumulative outcomes generated by them in the
recent past and the foreseeable future, it would be reasonable to assume that many seg-
ments of social work theory and practice would experience significant change.

Surprisingly, even in social work fields that are commonly thought of as being a re-
sponse to a purely ‘local’ or even a micro social problem, like the family, might undergo
change. What is deemed a purely local or national problem may indeed prove to be a
‘false’ perception - a limited and limiting focus on the micro level, or when social work in-
tervention suffers from an ethnocentric ‘national bias’ structured into the national policy
frame from within which social work delivers services. The unquestioned focus on the na-
tional dimension could even be labelled as ‘chauvinist social work’ given the trend towards
transnational processes like migration and the need to recognise and accept in this con-
text a multitude of family patterns ‘uncommon’ to a particular nation and its family policy
frame.
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How much would social work focusing on the needs of families change if transnational
labour markets, migration and ethnicity were systematically included in analysis and in-
tervention? How, then, would social work be differently practiced pertaining to issues in
child rearing, divorce, recombined families, families separated by transnational distance,
transnational extended family systems, etc? Again, it is likely that the transnational per-
spective would change - probably significantly — the ways in which social work in this field
would be reflected and practiced.

Responses to alcohol abuse could be a case in point. How much of social work
theory and practice in this area of intervention might change after having considered mi-
gration, ethnicity and cultural differences in drinking and alcohol abuse patterns? How
much would change when internationalised lifestyle patterns are brought into the picture,
and with them the international trade and advertising for alcoholic beverages by giant
multinational conglomerates? By taking into account such transnational dimensions, it is
reasonable to expect that theory and practice relating to alcohol abuse - its prevention,
therapy and stabilisation — would undergo significant differentiation and change.

Social work renaissance through the transnational perspective

The above are just a few of many examples that serve to illustrate the powerful influence a
transnational perspective — understood as a focus on transnational processes (the salient
dimensions of interaction among nations) — would have on social work. Think how a
transnational perspective might influence industrial social work, youth work, social work
in the health and criminal justice system, community development, etc. There is little
doubt that, if systematically applied, a transnational perspective would be of considerable
significance to social work theory and practice - be it of the proactive or the reactive type.
It could even lead to a professional renaissance associated with a new professional devel-
opment cycle.

Given the magnitude of contemporary transnational processes, it might be objected
that social work in most areas has long ago begun to reflect and practice from a transna-
tional perspective. Not doing so - so is the claim - would have yielded unsatisfactory
results for too long. Social work practice has by necessity been doing for some time what
is here espoused as a renaissance project for social work. Youth work, community de-
velopment, family work and other fields have, it may be asserted, for many years been
confronted with transnational processes and globalisation. Therefore, the field had no
other choice but to practice social work from a transnational perspective.

It would certainly be false and unwarranted to maintain that social work has nowhere
been practised with a transnational perspective. Without any doubt, many stellar projects
and intervention methods could be found to document the improvement a transnational
perspective has brought and could bring to the field. However, how persistently and
systematically has the transnational perspective been employed, including in the fields
mentioned above that obviously are good ‘candidates’ for doing so? How systematically has
research in social work proceeded to include a transnational perspective? And how many
social work training sites are making the international perspectives an explicit part of the
curriculum? Closer scrutiny seems to suggest that transnational perspectives have been
employed rather sparsely, irregularly and, above all, not explicitly.
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What can be observed for ‘gender’, recognised for many years as a salient variable to be
systematically included in all areas of social work, should also hold for the ‘transnational
perspective. While ‘gender’ may have become an explicit variable in some social work edu-
cation, research and practice, the ‘transnational perspective’ lags far behind in comparison.
Neither, however, has adequately become a dimension firmly embedded in social work
theory and practice. Worse, in many cases where ‘gender’ has ‘officially’ become a part of
reflecting on and practising social work, it may have remained lip service or ritualistic be-
haviour. That the ‘transnational perspective’ might to some extent also suffer the same fate
is to be expected. However, both ‘gender’ and the ‘transnational perspective’ are too impor-
tant as dimensions to be employed only ambivalently.

Transnational organisations, international social policy frames and
transnational social work

Social work operating within a national social policy frame has been the focus so far. It
was suggested that the nature of social work theory and practice would in all likelihood
change considerably by including a transnational perspective. However, it may be asked,
is there social work that already operates within some international social policy frame? If
so, where would we be able to locate such international social policy frames in the absence
of a world government? Three settings come to mind where social work might be practiced
with a transnational perspective or be embedded in a transnational policy frame:

1. the United Nations and its NGOs
2. NGOs that are not part of the UN, but working in an international context
3. national government organisations working in international contexts.

To be sure, a vast number of social workers are employed within national social policy
frames, not within international ones. Therefore, it seems to be more pressing to insist
on the importance of a transnational perspective for social work still operating — and,
given present world structures, probably for many years to come — within a national policy
frame. This, however, does not preclude that social work services delivered through organ-
isations such as are listed above do not exist or will not grow in volume in the near future.

At the same time, it must be asked to what extent internationally active NGOs are
themselves subject to and subordinated to national social policy frames when active in a
particular country or, for that matter, in ‘a world of countries’ Since all NGOs (and organi-
sations of foreign governments) are but guests to the country in which they work, they are
by nature of this status, and at the risk of expulsion, subject to that country’s rules. There-
fore, it is not true that social work services offered through internationally operating NGOs
is by necessity also ‘transnational social work’ On the contrary, it is reasonable to believe
that most internationally operating NGOs are ‘in business’ because they excel in offering
solutions tailored to existing national social policy frames. Therefore, we are led back to
the claim already made above that social work as a profession would undergo significant
change if it managed to introduce a transnational perspective even when it is practised
from within an internationally active NGO.

Are international NGOs, however, not in the advantageous position to practise social
work with an international perspective? They are, indeed. The potential for international
NGOs to practise international social work as understood here lies in the fact that, as
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a corporate body, they may have accumulated significant knowledge of transnational
processes. International NGOs also have significant knowledge about social policy frames
that could be designed for dealing with problems related to transnational processes. Given
this knowledge base, they possess a ready-made potential to be applied towards arriving
at a transnational perspective in social work. This is only so, however, if the host country
does not confine such NGOs to operate exclusively from a national perspective.

An example for the above could be found with NGOs that are active in community de-
velopment and community organising. An NGO, for instance, may have acquired knowl-
edge of migration patterns from a less developed country (LDC) to a developed one. It
may know much about social problems related to migration in the country of origin, and
it may equally know much about social problems which tend to be generated by migration
upon arrival in the country of destination. Assuming that the same NGO is active in both
the country of origin and that of destination, it may decide to coordinate its activities by
employing a transnational perspective. This may, for instance, lead the NGO to simulta-
neously coordinate community development projects in the LDC with those for the same
migrant group in the country of destination. In so doing, it may mitigate both problems
related to emigration and problems related to immigration. Furthermore, it might decide
to channel migrants’ resources, such as remittances and knowledge, in such ways as to en-
hance the migrants’ ‘home’ region development.

While various other examples of transnational social work practice within NGOs
could certainly be found, we have little knowledge of the volume and nature of such prac-
tice. When and where do NGOs practice transnational social work? In which fields of
social work do they tend to do so? How much of the total volume of NGO social work is
guided by a transnational perspective as it is understood here? Do they do so on principle,
or only when given the opportunity by the host country? Similar questions could equally
be posed to UN agencies or to national government agencies working abroad.

We might too hastily conclude that UN organisations (such as UNESCO, UNICEF,
FAO and others) deliver social work services anchored in a transnational perspective. First,
as mentioned above, UN organisations, too, are guests to the countries in which they op-
erate and, therefore, subject to national social policy frames. Second, even though UN
organisations may strive to establish global standards in education, health, nutrition, in-
come, fertility, human rights, etc., the social services may nevertheless be provided from
a purely national perspective. Expecting a country to meet a given global standard - and
to assist them in achieving it — does not imply that social work services (to the extent that
they may be a part of this effort) will be designed from a transnational perspective.

The above reflections would lead to the conclusion that UN organisations may very
well operate under an international policy frame, such as global standards for member
countries. Following the UN, other international NGOs may also subscribe — where mean-
ingful - to the same global standards, adopt their own version thereof or develop new
international policy standards in addition. Such additional standards could pertain to gen-
der, salaries and benefits, environment, transparency and accountability, etc.

In general, internationally active NGOs could be categorised as follows:

1. NGOs without global standards and without a transnational perspective underlying
their social work services

2. NGOs with global standards in terms of internal functioning and project goals, but
without a transnational perspective underlying their social work services
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3. NGOs whose work is wholly or in part anchored in a transnational perspective regard-
less of whether or not there is adherence to international goals or standards.

It is only the last mentioned NGOs that are of interest here, since we refrain from categori-
cally labelling social work services delivered through international NGOs as ‘transnational
social work’

Educating for transnational social work — key knowledge dimensions

If transnational social work is based on a perspective that takes into account the effects
of transnational processes between two or more nations, what could be understood under
‘transnational processes’? Here, a very general concept shall be advanced. A ‘transnational
process’ shall include three features:

1. An interaction and/or exchange pattern between two or more countries — possibly all
countries. The nature of this exchange may be economic or not.

2. An interaction and/or exchange pattern persistent enough to produce recognisable
and articulated, undesired ‘external effects’ for one or more of the exchange partners.

3. A spillover onto other countries. Positive and negative external effects of exchange
may spill over and, thereby, affect third parties.

If transnational social work is an activity that deals with transnational processes, reflects
upon them, and considers their effects when designing social services, what could be some
of the knowledge dimensions salient to social work with an international perspective? Let
us consider some:

1. Mobility. Exchange processes can consist of the mobility of capital, goods and services,
labour power and information culture. All can have negative effects in terms of social
problems, calling for social work services. Therefore, it may be important to know
what causes migration, by what patterns does the working population migrate, what
problems may be generated due to migration and which ones may be generated by
labour immigration. The same questions could be asked pertaining to the flows of cap-
ital, goods, services and information. What problems arise in the country from which
they flow and in the country to which they flow? Additionally, which social prob-
lems are generated by the environmental impact mobility in general has on nature
and populations. Here, both the energy consumed by the mobility of goods, services
and labour, and as a result of moving materials from one ecological system to another,
must be taken into account.

2. Unequal exchange. The very quality of an exchange process can equally give rise to
problems to which social work may be called upon to respond. Thus, exchange can
be more or less equal. Accordingly, a transnational social work perspective would
entail knowledge about unequal exchange processes alluded to by terms such as ‘un-
equal exchange, ‘fair and unfair trade, ‘unequal development, ‘underdevelopment,
‘development of underdevelopment,, ‘transfer of value, ‘exploitation, ‘environmental
destruction, etc.

3. Transnational conflicts. Transnational exchange patterns may lead to conflict-ridden
interaction patterns. These in turn may lead to additional problems beyond those
caused by ‘exchange’ in the more narrow sense. Thus, attempts to correct for exchange
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relations deemed unacceptable by any party may spiral into a conflict pattern assum-
ing, to some extent, a life of its own. The outcome of such conflicts might even be
war. Therefore, a transnational social work perspective would incorporate knowledge
about behaviour in conflict situations including knowledge about how conflicts can be
escalated or de-escalated.

4. Internal national conflicts and national aggression. Internal national conflicts may
spill over to affect other nations, in which case a problem becomes transnational.
Refugee migration and other problems come to mind. Equally, in the case of aggres-
sion, problems may be imposed on other countries. Thus, the transnational social
work perspective would be cognisant of such processes and incorporate knowledge
pertaining to them.

5. Transnational cooperation in social policy. Given globalisation and the increased vol-
ume of transnational exchange and labour flows, national social policy frames are here
and there beginning to be harmonised or even be opened up a bit or complemented
by policy elements based on transnational social policy cooperation. Comparative
knowledge about various national social policy frames and the transnational coop-
eration around them is increasingly important for social work with a transnational
perspective.

The key knowledge dimensions suggested here are points of orientation for degree pro-
grams, continuing education, social work research, and for structuring service delivery
systems. Making them an integral part of the field illustrates in more detail how transna-
tional social work as a transversal perspective can be conceived. At the same time, it will
begin to move the profession into a transformative process and renaissance to better re-
spond and cope with the ongoing transnational processes and globalisation.

Conclusions

A glance at the history of social work suggests that the founding pioneers of social work
were very concerned with transnational processes at the time. They looked beyond their
immediate spheres of social work intervention. While social work then had a smaller spec-
trum of activity than today - it was very often situated in the context of international
migration, poverty, education, social and cultural integration — it was accompanied by
a ‘transnational perspective. At the same time, this transnational perspective was polit-
ically articulated in various forms on national and international levels. With increased
professionalisation and the emergence and development of the welfare state, however,
the transnational perspective seemed to have lost ground. The more social workers were
trained to be certified professional, the more the social work perspective became ‘nation-
alised’ National social policy frames, and social work to be done in them, took centre stage.

Social work as a profession became ‘hostage’ to the ‘welfare state’ as the main employer.
As a result, social work today is almost exclusively practised with a national perspective, to
the exclusion of a transnational one. At the same time, though, social work has been con-
fronted with a phenomenal ‘globalisation wave’ and an immense qualitative and quantita-
tive change in transnational exchange processes. Clearly, there is a significant dissonance
between the social policy frame within which social work is mostly embedded and the
challenges posed on many fronts by the sheer magnitude in recent transnational exchange
processes. What can be done to mitigate this dissonance?
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It is suggested here to infuse the predominant national focus with a transnational per-
spective in all of social work training, research and practice. This, so it is suggested, will
strongly influence the way social work is being reflected, taught, researched and prac-
tised within national policy frames, and will lead to an opening toward transnational or
global policy frames. Successfully introduced, the transnational perspective could bring
social work and the entire field into a renaissance. To some extent, transnational NGOs
might serve a useful role in this effort. At the same time, however, it is here concluded
that transnational NGOs are guests in the countries in which they work and, therefore,
confined to national policy more than is often surmised. In situations of serious social pol-
icy conflicts, NGOs could be curtailed or even expelled. Nevertheless, be it from within a
transnational NGO or from within a national policy frame, the nature of practicing social
work would significantly change once it has learned to adopt a transnational perspective.

Reference note

The above is meant to be a synthetic text written against the background of the literature
cited in the bibliography. The cited literature is comprehensive for the English and German
language areas. The bibliography, however, does not tend to include publications too re-
moved from ‘transnational social work’ as understood here, and as delineated above.

References

Borrmann, S., Klassen, M. & Spatscheck, C. (2007) (eds). International social work: social problems,
cultural issues and social work education. Opladen, Germany: Budrich.

Cox, D. & Pawar, M. (2006). International social work: issues, strategies, and programs. London: SAGE
Publications.

Deacon, B. (2009). Global social policy and governance. London: SAGE Publications.

Elsen, S. (2007). Die Okonomie des Gemeinwesens: Sozialpolitik und Soziale Arbeit im Kontext von
gesellschaftlicher Wertschopfung und —verteilung. Weinheim, Germany: Juventa.

Erler, M. (2007). Soziale arbeit. Ein lehr - und arbeitsbuch zu geschichte, aufgaben und theorie. Weinheim,
Germany: Juventa.

Ferguson, L.M., Lavelette, M. & Whitmore, E. (eds) (2005). Globalisation, global justice, and social work.
London: Routledge.

Frank, A. (1994). The world system: five hundred years or five thousand? London: Routledge.

Frank, A. (1979). Dependent accumulation and underdevelopment. NY: Monthly Review Press.

Frank, A. (1978). World accumulation: 1492-1789. NY: Monthly Review Press.

Friedlander, W. (1949). Some international aspects of social work education. Social Service Review, 23(2):
204-10.

Grossmann, A. (1983). Mass working class sex reform organisations in the Weimar Republic. In I.
Wallimann & M. Dobkowski (eds), Towards the Holocaust: the social and economic collapse of the
Weimar Republic (pp. 265-93). Westport: Greenwood Press.

Hamburger, F. (ed.) (2009). Innovation durch Grenziiberschreitung. Bremen: Européischer
Hochschulverlag.

Healy, L. & Asamoah, Y. (eds) (1997). Global perspectives in social work education. A collection of
course outlines on international aspects of social work. Alexandria, VA: Council of Social Work
Education.

24



2 Transnational social work

Healy, L. (1988). Curriculum building in international social work: toward preparing professionals for
the global age. Journal of Social Work Education, 24(3): 221-28.

Healy, L., Asamoah, Y. & Hokenstad, M. (eds) (2003). Models of international collaboration in social
work education. Alexandria, VA: Council of Social Work Education.

Hering, S. & Waaldijk, B. (eds) (2002). Die Geschichte der sozialen Arbeit in Europa (1900-1960):
Wichtige Pionierinnen und ihr Einfluss auf die Entwicklung internationaler Organisationen.
Leverkusen, Germany: Budrich.

Herrmann, P. (2009). Social quality: looking for a global social policy - attempting an approximation to the
analysis of distances of social systems. Bremen, Germany: Européischer Hochschulverlag.

Homfeldt, H. & Reutlinger, C. (eds) (2009). Soziale Arbeit und Soziale Entwicklung. Baltmannsweiler,
Germany: Schneider-Verlag Hohengehren.

Homfeldt, H., Schréer, W. & Schweppe, C. (2008) (eds). Soziale Arbeit und Transnationalitit.
Herausforderungen eines spannungsreichen Bezugs. Weinheim, Germany: Juventa.

Internationale Konferenz fiir Sozialarbeit (1975). Industrialisation and Social Work. K6ln, Germany: Carl
Heymann.

Kersting, H. & Riege, M. (eds) (2001). Internationale Sozialarbeit. Schriften des Fachbereiches
Sozialwesen der Fachhochschule Niederrhein. Band 29. Ménchengladbach, Germany:
Fachhochschule Niederrhein.

Kniephoft-Knebel, A. (2006). Internationalisierung in der Sozialen Arbeit. Schwalbach: Wochenschau
Verlag.

Lesnik, B. (ed.) (1997). Change in social work: international perspectives in social work. Farnham, UK:
Ashgate.

Lindio-McGovern, L. & Wallimann, I. (eds) (2009). Globalisation and third world women: exploitation,
coping and resistance. Burlington, VT: Ashgate.

Lorenz, W. (2006). Perspectives on European social work. Opladen, Germany: Budrich.

Lorenz, W. (1994). Social work in a changing Europe. London: Routledge.

Lyons, K., Manion, K. & Carlsen, M. (2006). International perspectives on social work: global conditions
and local practice. NY: Palgrave Macmillan.

Mende, U. (1972). Internationale Sozialarbeit. Neuwied, Germany: Luchterhand.

Payne, M. & Askeland, G. (2008). Globalisation and international social work: postmodern change and
challenge. Aldershot, UK: Ashgate.

Rappo, A. & Wallimann, I. (2004). Auswiichse der Privatisierung in der Sozialen Arbeit. New Public
Management, KonsumentInnen ohne Wahl und privatisierte Herrschaft. In Reader des
wissenschaftlichen Beirats von Attac, Die Privatisierung der Welt (pp. 200-05). Hintergriinde,
Folgen, Gegenstrategien. Hamburg, Germany: VSA.

Razavi, S. & Hassim, S. (eds) (2006). Gender and social policy in a global context: uncovering the gendered
structure of ‘the social’. Basingstoke, UK: Palgrave Macmillan.

Sanders, D. (1977). Developing a graduate social work curriculum with an international cross-cultural
perspective. Journal of Education for Social Work, 13(3): 76-83.

Schilling, J. & Zeller, S. (2007). Soziale Arbeit. Geschichte, Theorie, Profession. Miinchen: Reinhardt.

Staub-Bernasconi, S. (1995). Systemtheorie, soziale Probleme und Soziale Arbeit: lokal, national,
international. Bern, Switzerland: Haupt.

Tan, N.-T. & Envall, E. (eds) (2000-2004). Social work around the world, vols 1-3. Bern, Switzerland:
IFSW Press.

Whebi, S. (2008). Teaching international social work: a guiding framework. Canadian Social Work
Review, 25(2): 117-32.

25






3

Transcending disciplinary, professional
and national borders in social work
education

Silvia Staub-Bernasconi

The following contribution addresses the questions: Is social work education
prepared to promote the goals of the ‘Global Agenda for Social Work and So-
cial Development - Commitment to Action’ presented to the United Nations
in Geneva in 2012 by the three international associations (International As-
sociation of Schools of Social Work [IASSW], International Federation of So-
cial Workers [IFSW] and International Council on Social Welfare [ICSW])?
What changes in education and practice are needed, when social work and
social policy are focused on a transnational frame? The starting hypothesis
is that the influences of globalisation and world society on social problems
cannot be ignored anymore. What does this mean for the organisation of the
disciplinary knowledge, the professional mandate and its ethical base in hu-
man rights, social justice and democracy? Are they ‘globalisable’? And, as a
consequence, how could we overcome the deep dividing line between micro
and macro practice? How this could be done is illustrated with two examples:
first, the development of social care-chains for the problem of deportation of
migrants or asylum-seekers; and second, world-poverty, which requires in-
fluencing social cause chains.

Globalisation and world-society — two independent, but since 1945
interdependent, constellations

In many texts and discussions globalisation is a phenomenon which developed at the mid-
dle or end of the 20th century and means mainly economic globalisation. However, to
make ‘globalisation’ a synonym for Westernisation, Americanisation or capitalism is an in-
correct Eurocentric view of world society. Arabic, Indian or Chinese influences are much
older and lasted much longer — over 1000 years or even more. Of course, globalisation
has also to do with capitalism, but the expansion and colonisation of Spain and Portugal
were examples of feudal colonisation. Genova and Venice were motivated by capitalism,
but always in a fragile partnership with Byzantines, the Mongols, the Mamelukes and fi-
nally the Ottomans. Only since the rise of the Netherlands and England can one identify
clear capitalististic colonisation and exploitation, defined as the dominant search for profit
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in trade relations. Thus, capitalism is only one source of globalisation. Other sources are
the missionary impetus of monotheistic religions and the political goals of power-regimes
to establish a hegemonic order over parts of the world or even dominance over the whole
world (Menzel 2007, 55-57).

Following from this short historical overview, globalization can be described as a
process within world-society, but not identical to it. Therefore I shall use the concept of
world-society as the broader concept. Heintz (1982) describes world-society as a system
of social units and different system-levels, which show a characteristic structure and
processes of reproduction and change. A second idea, more often the strong conviction
of many citizens and politicians, that the national history, its level of socioeconomic de-
velopment and technical as well as cultural accomplishments are completely home- and
self-made, leading to a fundamental ethnocentric prejudice leading to harmful superiority
feelings over the rest of the world. And these can be harmful to migrants who try to get a
small share or dividend for their and their descendants’ benefit. Third, in relation to social
work, there are other factors which narrow the perspective on world-society:

o the successful universal cultural colonisation by the neoliberal agenda decided in Wash-
ington in 1989 (see later) which means a forced focus on work with individual clients
as units of help with privatised, self-caused social problems which have to be solved by
self-responsibility, self-management, self-empowerment

o the cultural persuasion or even dogma that social justice and democracy can be guar-
anteed only within a national state context and that they can be practised only when
they are codified as nationally institutionalised law and legislation; and finally the so-
ciostructural characteristic of the roles set as members of different social systems.

If one has to practise dominantly internal roles within the family, the social agency (e.g. di-
rect casework with clients, not having to address transformation of privatised troubles into
public issues), it is difficult to develop a perspective of a world citizen. The gender-related
division of labour between internal and external social roles of social systems is a broad
topic of feminist theory which is also relevant for the size of the social space envisioned by
individuals (Heintz & Obrecht 1980). Education cannot in the face of these serious obsta-
cles produce miracles, but it can try to develop the relevant disciplinary, professional and
practice guidelines for transcending local and national borders, some of which I shall dis-
cuss in the next sections.

World-society as subjective perceived reality and transdisciplinary framework
for social work

The historical start for the reorganisation of the international order and the slow consoli-
dation of word-society as a social structure of subsystems and interdependent social levels
is 1945, the end of World War 2. The process of de-colonisation (still today not completed)
and the founding of many new nation-states created the conditions for a new worldwide
field of interaction. The old and new states started to describe themselves as sovereign
entities, but having an institutionalised supra-national interaction platform at the United
Nations and other emerging supra-national organisations. States and many individuals
shared the idea of human rights and the development of common political, economic and
educational institutions which transcend on national barriers and thus the North-South as
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well as the East-West divide. Supported by the worldwide student revolt of the 1960s and
70s people began to define social differences in economic and educational terms; they saw
income development within and between nations as social injustice and claimed wellbeing
and freedom for all individuals. There was a scientific and political search for the common
development of transnational social policies to reach this goal.

With the fall of the Soviet regime in 1989 followed by the declaration of the Wash-
ington Consensus in the same year, this development was stopped. Prime ministers,
politicians, diplomats and a legion of lobbyists with vested interests celebrated — with many
inhabitants of the Western societies — the ‘death of socialism’ and founded the World Trade
Organization (WTO). Its new world policy-document - called the Washington Consen-
sus (1989) - begins with the following first article: “The most important goal of economy
is growth; economic growth produces jobs, wealth, development, equality and democracy.
This credo is followed by nine articles - the effects of them we know by now very well as:

» economic globalisation; opening all borders for the free trade of goods, social services,
capital, investment (yet not in human beings)

o privatisation, deregulation, constraining the role of the state

o global free trade, not local production is the source of wealth

« reduction of taxes for entrepreneurs and corporations

o restriction of the role of the state concerning health, education and social welfare (i.e.
opening them up for the free market of insurance companies)

 unrestricted competition of all against all to promote (output-oriented, efficient) per-
formance (Meyer 2009).

The WTO regime with its ten neoliberal articles of faith began to colonise almost the whole
world - not only the economic development and consumption, but also politics, educa-
tion, culture, health, social welfare, many systems of legislation and last, but not least,
social work and social policy (Meyer 2009).

World-society defined by people and by theoretical disciplines

World-society can’t be seen and observed. Yet it is a fact of life, more precisely a fact which
affects the life of people worldwide. They have to live with this fact, even if they don’t want
to know about it and its influence upon them, their life perspectives and decisions - e.g.
to open a bank account or not, to stay where they are born or to migrate or seek refuge in
another area or country. But when they feel in some way affected by it, they construct an
image of it mainly determined by their social membership, cultural affiliation and personal
codes, as well as aspirations, interests and goals.

How do social work practitioners, faculty members, field instructors define world-so-
ciety? Looking at the literature, the bulk of contributions focuses on individuals, families,
small groups, ethnic groups, then in rapidly declining numbers on local communities
- ending at the national borders. Conferences and journals about international social
work are mainly a collection of very interesting accounts about social work endeavours,
problems, goals and successes without identifying influences from or for a broader social
context. If we want to go a step further, we have to have a disciplinary notion of world-so-
ciety. Society is today a worldwide complex interaction field of individuals with multiple
or no memberships in social micro-, meso- and macro-systems. Thus the object base of
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human development, sociology, politics, economy, cultural studies etc. has to be within the
frame of world-society. One can hardly find a social problem -poverty, unemployment,
forced migration, displacement, discrimination, racism, sexism, classism, religious and
other intolerance, traffic in children and women, political persecution and torture and last
but not least wars — which doesn’t have distinct causes in the structure and dynamics or
processes of world-society (Heintz 1982; Wobbe 2000).

The approach outlined by Heintz (1982) and Wobbe (2000) identifies the following
transnational sub-systems interacting in different ways to understand the dynamics of
world-society, namely:

o the transnational stratification system of the world-population, which encompasses the
position of the individuals along the dimensions of education, occupation, income and
urbanisation and their evaluation of these social structures in relation to need satisfac-
tion, freedom versus oppression, (ill)egality, (in)justice etc. — all are topics of ecology,
psycho-biology, psychology, social psychology, sociology and cultural studies;

« the transnational economic system of transnational corporations — and the more recent
development, the increasing power of the financial industry — a main topic of economic
theory;

o the international state-system of the hegemonic political-military-power-system - a
main topic of political science;

o the transnational intercultural system — symbol-systems as philosophy, religion, sci-
ence, ethics, ethnic subcultures, public discourses - transported by internet communi-
cation and social media.

This theoretical approach must be accompanied by a conceptualisation of world-society
as a multi-level structure of social actors and social systems: the individual, family, group,
local community and organisational levels which are already very familiar in social work
texts. But in a globalised world we have to add the national, regional/continental, inter-
and supra national level. So, the question is: what could teaching and practice include, if
social work, or at least a part of it, should be one of the many players in a globalised world-
society?

The global agenda for social work and social development 2012

A program for strengthening social work’s role in setting an agenda for global action was
recently developed, enlarged and reinforced in 2012 by an international document of the
IASSW, IFSW and ICSW called ‘Global agenda for social work and social development —
commitment to action, presented at the United Nations. It states:

We believe that now is our time to work together, at all levels, for change, for social jus-
tice, and for the universal implementation of human rights, building on the wealth of
social initiatives and social movements. We . . . recognise that the past and present po-
litical, economic, cultural and social orders . .. have unequal consequences for global,
national and local communities and have negative impacts on people. (IASSW, ICSW,
IFSW 2012)
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These inequalities are listed as:

 only a minority of the world’s population has access to the respect, protection and ful-
filment of human rights through national states

o poverty, followed by damaged wellbeing and poor health due to unjust and poorly
regulated economic systems, non-compliance to the international standards of labour
conditions and lack of corporate social responsibility

o missing respect of cultural diversity and the right to self-expression, especially for in-
digenous and first nation peoples

o disruption of supportive, caring social relationships in families and communities

o victims of direct and indirect violence, such as war, ethnic/religious conflicts, natural
disasters, pollution and climate change (IASSW, ICSW, IFSW 2012).

The list of social problems closes with an international, regional and national commitment
to advocate for a new world order which makes a reality of respect for human rights and
dignity. It addresses a different structure of human relationships, promoting social and
economic justice and community participation in governance, environmentally sensitive
development, and finally ensuring appropriate education, practice and research for the im-
plementation of these goals. One can read the document as one possible alternative answer
to the policy program of the Washington Consensus of 1989 which has not only neglected,
but suppressed any reference to the needs of people and their wellbeing, to social problems,
social justice and social rights. Its assumption is that economic growth is the panacea for
everything. This urges social work to clarify the following central issues: the (re)definition
of the relevant societal context within which it operates and accordingly the scope of its
professional mandate; old and new actors for social change, and the way of linking social
micro-, meso-, and macro-practice which I shall call the development of transnational ‘so-
cial work chains’ (Staub-Bernasconi 2012).

The professional triple-mandate of social work — a mandate for social work
without borders

A common assumption is that social work has a double mandate, one of the client and one
of the social agency, sometimes characterised as ‘help and control’ Yet, the profession has
in fact a triple-mandate: from the client, the social agency and the profession itself. The
third mandate of social work has two dimensions, namely science-based interventions (in
common with other professions) and the explicit orientation towards human rights and
social justice as professional ethics. In a world-society with very different political regimes,
legislation and cultural differentiations, social work must also be possible in nations which
aren’t welfare states, and the same should also hold for those that are considered as corrupt
or even failed states (Gore 1969; Midgley 1997, 2000). In these cases social workers might
not be able to refer themselves to a national consensual, official professional code. Yet, they
still can rely on the common documents of the international associations IASSW/IFSW/
ICSW - which are also relevant for social workers not organised in a national association.

The third mandate gives to social work the possibility to formulate a self-defined man-
date based on the identification of pressing, unfulfilled needs, social injustice, violence, and
human rights violations in general without having to wait for a mandate from society or a
state which may never come. Ideally, it should get it from the people in distress - if possi-

31



Global social work

ble in combination with and with support from social movements, NGOs or philanthropic
efforts — in short, from civil society. The idea is not so new, but has to be revitalised: pro-
fessional social work started in many countries with initiatives by self-mandated women
- be it through direct help in the local community or social policy and legislation on the
national level and even for world politics, e.g. in relation to suffrage and World War 1 (Ad-
dams and the Women of Hull House; Alice Salomon from Germany, Clara Ragaz from
Switzerland, Radlinska from Poland). Today we know of ‘doctors without borders, fol-
lowed by ‘reporters without borders’ and an initiative in Switzerland called ‘law without
borders. Inspired by John Ruggie, UN Special Representative of the Secretary-General for
business and human rights, this NGO alliance calls on parliaments to make regulations law
in order to oblige companies and their worldwide subsidiaries to implement human rights
and environmental protection. At the same time it opens the way for individuals, groups
and populations who are damaged or come to grief to access the judicial system. The cen-
tral idea is that corporations should be responsible for the whole production chain from
the beginning regardless of the country of residence of their headquarters.

While the universality of scientific, transdisciplinary epistemology and research pro-
cedures is — sometimes more, sometimes less — accepted, social work has to face the fact
that the universality of human rights is partially contested; for example, as Western coloni-
sation in the guise of charity. It was a big issue at the Vienna World Conference of 1993
where most of the national delegates reinforced the idea of the universality and indivisi-
bility of human rights. This was possible, despite dictators from Asian and African states
ignoring the claims for the liberty and democracy of their populations and the many
NGOs present there. Yet the claim for the universality of human rights is still an important
and critical issue of the mandate of social work. To support this claim, I restrict myself to
four arguments (see Staub-Bernasconi 2011, 2014).

First, analysing the rich literature about philosophical, religious and secular-humanist
approaches to human dignity and human rights, I suggest that there is only one approach
left for the justification of the universality of human rights as a minimal ethic, which
doesn't colonise and/or exclude individuals, minorities of every kind or even national in-
digenous populations (first nation peoples), namely: the one which refers to the biological,
psychological, social and cultural needs common to all human beings and the manifold
consequences if their fulfilment is violated. As almost all international social work theo-
ries refer in some way to human needs, it might be plausible that their fulfilment must
be (legally) universally protected. Yet needs should not be confused with wishes and aspi-
rations mainly influenced by socialisation and the cultural context (Antweiler 2007). The
violation of needs have a long history of individual and public articulation and transfor-
mation into values of freedom, participation/democracy and social justice (see the history
of slavery; the Freedom Charter of the ANC during the apartheid regime; the liberation
movements in Latin-America; the Hong-Kong Asian Charter formulated by hundreds of
NGOs; the first claims during the Arabic Revolutions since 2011). Second, contextual,
subcultural philosophical, ethnic or religious adaptations of human rights are acceptable,
unless they legitimise the violation of human rights. Third, there can be no subordination
of the individual person under the declared absolute superiority of social systems of any
size — from family to organisations, nations etc. This refers to the problem of oppression,
dictatorship in the name of a superior social whole. The same holds for the subordination
of social systems under the absolute superiority of the individual in the name of an unlim-
ited freedom; for example, for property and economic trade which doesn't care about the
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breakdown or destruction of social relations and social rules which guarantee needs-fulfil-
ment for all individuals — meaning here the whole world population. If one doesn't divide
the UN Declaration into its two parts — the liberal and the social rights — then we have a
model of human beings as, ‘individuals in social contexts. Finally, the supra-national law
of human rights is a yardstick for the analysis of the legitimacy of a national law systems
and their implementation. Not only in nation-states, but also the preamble of continen-
tal, African, Asian and Islamic human rights declarations agree with the universality of
human rights, but don’'t accept international interventions threatening their sovereignty.
This paradox must be understood as an understandable safeguard in the face of European
colonisation history. To tackle this paradox seems to be perhaps the most difficult and is
shown by the long learning process nations have to go through, such as the actual prob-
lems of the International Judicial Court in The Hague.

The task for teaching ‘social work without borders’ in the face of its triple mandate will
then be, first, to place its long and large tradition of needs-based social work and social
policy into the broader framework of human rights and human dignity (Ife 2001; Reichert
2003; Wronka 2008); second clarification - if religious, ethnic, political or other particular
worldviews which ignore or negate human rights or replace them by inhuman world-views
or theories. But the main task of social work and social policy will be to try to introduce
— as far as possible — human rights as a regulative idea into the main topics of education
and practice on the national and international levels (Staub-Bernasconi & Wronka 2012;
Staub-Bernasconi 2014).

More specifically, social work and social policy will have to join in the discussions
about the possibility to transnationalise their meta-values of social justice and democracy
(see Addams 1902), which means the overcoming of the dogma that they can only be guar-
anteed in and through a nation-state, and that they can exist only when they are codified
as nationally institutionalised law. What then do I mean by the ‘globalisation’ of social and
democratic citizenship?

The universalisation of social justice

Distributive social justice as a topic of social policy has been until today a national-eth-
nocentric enterprise. “Theories of global justice will either point to facts about our nature
as human beings . .. and are motivated by what we share simply by virtue of being hu-
man [non-relational approaches] ... or to the fact that we share certain institutions or
are bound together in some other significant way [relational approaches cf Rawls]’ (San-
giovanni 2007 cited in Armstrong 2012, 25). Global or transnational social justice is,
according to Armstrong (2012), ‘any theory which suggests that there are some entitle-
ments of justice which have global scope and . . . that there are some duties of justice which
have global scope’ This means that there are certain things we are obliged to do, or not to
do (17).

John Rawls (1973 in Armstrong 2012, 76-86), the most cited philosopher of social jus-
tice confines it mainly to the liberal rich societies and their individuals sharing the idea
of free and equal citizens, an idea which is - in his eyes — not widely accepted. To impose
this scheme of justice on non-liberal societies would be illegitimate and hurt the principle
of tolerance. Even Rawls (1999 cited in Armstrong 2012, 76-86) is indifferent to the fact
that there are rich and poor societies and that the rich societies might profit from the re-
sources, cheap labour, former slavery and colonisation structures of the poor ones. Yet he
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accepts the duty of rich societies to assistance having a defined, ‘target and cut-off-point.
For him global distributional justice neglects the responsibilities of peoples for their own
wealth and poverty which are homemade - actually a generalisation of the neoliberal view
of self-made social problems by the individual and thus the self-responsibility of solving
them. Thomas Pogge calls this position ‘explanatory nationalism’ (2002, 139-145). Accord-
ing to Mario Bunge a society has to be internally and externally just, fulfilling the needs —
not wishes - of its population and not hindering the economic, social and cultural devel-
opment and thus need-fulfilment of the other societies (1989, 372).

The universalisation of democracy

Concerning the universalisation of democracy, we know many highly problematic ex-
amples of legitimising democracy through wars. There are prominent theoreticians who
regard the idea of a global democracy as ‘unachievable’ or ‘that its advocates are barking
to the moon’ (Archibugi, Koenig-Archibugi & Marchetti 2012). Yet a new generation of
scholars (such as David Held, Richard Falk, Jiirgen Habermas) point out that democracy
has become widely, albeit not universally accepted as the only (best?) way to legitimate
political power (Archibugi et al., 2) and have thus developed different models of global
democracy such as: confederalism, federalism and polycentrism (6-14) or intergovern-
mentalism, global governance and global polity (22-46). Many forms are combinations of
two or three types. What is common to all conceptions, is the vision of a system of global
governance that is responsive and accountable to the preferences of the world’s citizens
and works to reduce political inequalities among them (Archibugi et al. 2012). Governance
may, but need not, be provided by a ‘government’ It could also mean the reform of inter-
national organisations such as the UN, especially the Security Council and the WTO.

The discussion of the pros and cons of all these models isn’t possible within this
chapter. But what one should remember is a book of one of our own theoreticians about
democracy, Jane Addams ‘Democracy and Social Ethics’ (1902). She introduced the notion
of ‘integral democracy’ which requires the sharing and division of power starting with so-
cial work, continuing within the family, the industry or economic and educational system
and finally in politics. In addition she requires that political democracy based on the equal-
ity of citizens and procedural fairness should be enlarged by the social dimension of social
justice (for the concept of integral democracy see also Bunge 2009, 351-401).

Castles and Davidson (2000) discussing the many problems of migrants (difficult
social integration, pressure for cultural assimilation, rejection, and discrimination) and
immigration societies (emergence and segregation of ethnic minorities as consequence of
discrimination, the racialisation of the nation-state), try to show that a theory of citizen-
ship for a global society must be based on separation between nation and state. This means
a new type of state that is not constituted exclusively or mainly around the nexus of territo-
riality and belonging. Yet in a world of migrants and ethnic groups, citizenship cannot be
blind to cultural belonging. The political mechanisms that make people into citizens must
take account of both of their rights as individuals and their needs, interests and values as
members of social and cultural collectives. Reconciling the individual and the collective is
the key problem of citizenship for a globalised society and is discussed extensively in their
book.

What follows, then from all this for the conception of and teaching a social work
practice to answer the social problems caused by the social structure and development

34



3 Transcending disciplinary, professional and national borders

of world-society as well as to the policy-program of the ‘global agenda of social work’?
Many texts dealing with this question suggest vaguely what ‘one should do’ or they describe
what social workers have already done working in international organisations. Teaching
transnational social work requires something more precise: the theory-/science-based
design of action guidelines which show how one can surmount the deep dividing line be-
tween micro- and macro-practice transcending national borders.

Social work chains as general action principle for the development of
concerted actions of micro- meso- and macro-practice

Although one could feel completely powerless and thus reject world-society as an empir-
ical, theoretical and normative framework of social work, it would be a mistake to define
it as an unchangeable global stratification— and power- or oppression-system influenc-
ing social subsystems and their individuals in a strict one-way top-down-model with no
chance to react to and actively reshape it. World society is also the product of the percep-
tions, interpretations, interests and resulting activities of individuals and collective actors
with very different power sources and embedded in different power structures who iden-
tify and use accessible social action spaces and opportunities to realise their goals. So how
can we teach this perspective? Here are examples which follow the assumption that world-
society can be at least partially influenced by social work by gaining definitional (scientific)
power over social problems caused by the structure and dynamics of world-society, by
organising and linking micro- meso- and macro-practice together, and by building net-
works, coalitions and join social movements and/or NGOs which share approximately the
same goals and are themselves organised or at least oriented along the mentioned different
action-levels. These are the ingredients of what I call the conception and development of
social work chains through trying to build professional social work chains or to influence
social work chains.

Establishing transnational social care chains: human rights concerns and the
deportation of unwanted migrants and asylum seekers

To diagnose the influence of the transnational social subsystems of world-society upon in-
dividuals I try to show it with the following example.

A young woman with a physical disability (as member of the transnational social strat-
ification system of the world population) came to Switzerland because she heard that there
are camps where asylum seekers could work for at least four years (perception, relevance
and use of the transnational stratification system to migrate from a country with low to a
country with high socioeconomic development). She (as member of the political-military
power system) was sent back to the Kosovo. There she lives with her 80-year-old father. He
was a partisan during World War 2 (as member of the hegemonic political-military power
system) and (as member of the national stratification system) has a very small pension.
It’s just enough to pay the rent for the one-room apartment and each day some yoghurt,
eggs, burek and onions for him and his daughter. In the kitchen, which serves also as living
room, next to the television (member of the transnational intercultural system), there is a
model of the Eiffel tower of Paris. The father was married twice. Both women went back
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into their family because he forbade them to go out and even to look out of the window
(patriarchal oppression in the family system). The young woman isn’t able to — as most of
the women of her age - find a job (exclusion from the local and national socioeconomic
system). Individuals with disabilities don’t get state subsidies as long as they can move on
their own (exclusion from the social security system of the nation-state). She can't find a
man who will marry her yet she has seven abortions behind her.

The main scholarly texts about migration demand from social work the best possible
societal integration of migrants and refugees using intercultural sensitivity and trauma
work as well as anti-discriminatory, anti-racist practices. What is almost completely ne-
glected are the problems following deportations which grow in number since the nation
states in the European Union restricted their immigration laws and made it more and more
difficult to cross their borders. According to these laws everything is correct. But is legality
also ethically legitimate, e.g. considering the human right of being recognised everywhere
as a person before the law or the right to freedom of movement and residence within the
borders of each state (Articles 6, 7, 13, 14 of the UN Declaration)? Does the mandate of
social work end at the national or European border? The woman above returns not only in
deplorable, violent conditions, which have destroyed her dignity, social relations and phys-
ical integrity; in addition she is sent into a social vacuum with no person or organisation
to which she could go for help. What about youngsters sent back after turning 18 years
old without having a chance to get education or vocational training and jobs in their home
country? Are their ‘career’ possibilities illegal labour, criminality, prostitution or joining
a politically radical organisation? Many succeed in returning illegally to an immigration
country so that one could speak of a permanent rotation of migration — problems between
nations (Verschiebebahnhof), where all try to solve them by their national laws almost
without success — not to speak of the thousands of deaths of the ‘boat-refugees.

One action-theoretical answer to these deportation problems should be the systematic
development of social care chains for deported individuals and families through institu-
tionalised cooperation between social welfare organisations of the country from which
they were deported and organisations of the home country if they are willing to cooperate.
Such arrangements exist already for victims of human trafficking. A second necessity on
the national-state level is the development and promotion of the idea of global democra-
tic and social citizenship and the adaptation of national legislation so that immigrants in
the country to which they have immigrated get access to social rights such as education,
work, social medicine and welfare. But their status as political citizens of the nation-state
remains very fragile or is quite often denied, if right-wing-populism or racism is strong or
growing. (Soysal 1994, Castles & Davidson 2000; Yeates 2001) In this case they should be
able to rely on the status of a world-citizen and bearer of human rights. Furthermore, the
plea for an engagement with socioeconomic development in poor regions or countries to
stop the main causes of migration must be on the public agenda. In sum, the complex the-
oretical and practical task is to plan a coalition with actors representing each social level
which is relevant for problem solving, so that there can be a continuous information flow
and coordinated social actions.
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Influencing social cause chains of harm: world poverty and human rights

Poverty on a local or national level and its consequences has been present at the historical
beginning of social work. Today, most people in northern countries know, at least through
the media that there is — far away — poverty and extreme poverty. The Treaty of Lisbon had
a goal to cut down worldwide poverty by 50% by 2015. By now it is clear that this goal
won't be reached (Pogge 2002, 195).

But for the media poverty statistics and millions of deaths because of poverty, mal-
nutrition, avoidable diseases is not an issue for ‘breaking news. Why information is not
morally salient to the people in rich nations has cultural and structural causes. The cultural
causes are common assumptions and perceptions in rich countries, which systematically
ignore worldwide poverty and negate the responsibility of transnational justice Pogge
(2002, 6-11). They highly favour the popular ideas that:

o poverty is a national and thus internal matter produced by the corrupt local and na-
tional elites

o world poverty is so great a problem that it simply cannot be eradicated in a few years, at
least not at a cost that would be bearable for the rich societies. It would greatly damage
our lives and communities and thus is clearly politically unfeasible

o the history of failed attempts at development show that one is throwing money out of
the window, and sharing money and bread with everybody would be hungry and poor

o preventing poverty deaths is counter-productive because it will lead to overpopulation
and hence to more poverty deaths in the future (this is a neo-Darwinian thesis)

o world poverty is disappearing anyway. The popularity of this assumption in the devel-
oped world has less to do with actual trends than with people being eager to believe
the rhetoric of politicians, economists, and organisations such as the World Bank taking
good care to define and measure poverty so as to show improvement. (Pogge 2002,
139-45)

Pogge (2002) calls these ideas ‘explanatory nationalism’ which means that everything
which exists and happens in world-society is explained with internal national structures
and processes. The rich countries believe only in the success in producing economic
wealth, forgetting their history of worldwide colonisation and actuality of exploitation of
cheap labour and precious resources and - in the last 20 years — overlooking the enormous
enrichment mainly of the (neofeudal) upper class according to their undemocratic, self-
made law systems. And they use the same national frame to blame the poor and developing
countries for their ‘bad domestic policies and institutions that stifle, or fail to stimulate,
national economic growth and engender national economic injustice’ (Pogge 2002, 140).
This view entirely ignores the influences of the actual geopolitical context with its domi-
nation of the transnational economic and autonomous financial industry system over the
national economies and governments of the poor, but also the rich countries. Emancipated
middle- and upper-class women forget that they could study, get a job and support their
own family due to support from very low-paid, unregulated housework of women migrat-
ing from far away, who leave their own children behind in their home country.
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Sociostructural causes: the transnational economic system as parallel society
with laws and social rules without democratic legitimation

The main sociostructural causes for world-poverty are according to Pogge (2002), Fischer-
Lescano & Moller (2012) the social rules of the World Trade Organization, World Bank,
the International Monetary Fund and their sub-organisations, which have established a
transnational economic system supported by a law system which is not democratically le-
gitimate, and which systematically discriminates against the developing countries. It is a
Lex Mercatoria of a parallel society, conceived by our prime ministers, politicians, diplo-
mats, delegates, lawyers and lobbyists. They installed judicial courts with social laws of
free trade, the right to property for huge corporations and private global investors freed
of taxation, yet rising high taxes for import goods and state subsidies for national goods
which expropriate huge populations from their resources, their economic development
and export-chances. In other words, the transnational economic system since 1989 cre-
ates its own laws which it needs to establish its world hegemony and force national politics
to suggest that there isn’t enough money for education, health and social security/welfare.
These mechanisms - legalised by the Lex Mercatoria — explain why there can be no con-
comitant social development and progress in spite of high rates of economic growth in the
(financial) business and industry - in general, but also in the rich societies of the north
(Wilkinson & Pickett 2009) and even in the dependent poor countries under the WTO
regime. Since the financial crisis of 2008 even the existing national social legislations, the
European Social Charter and the UN covenant on social rights are irrelevant — not only,
but especially for Greece, Spain and Portugal. A new treaty called the Transatlantic Trade
and Investment Partnership is in the pipeline which, if implemented, will be the death of
any financial state autonomy (Wallach 2013).

Influencing social cause chains of harm: implementing the negative principle
of doing no harm

The harm caused by the described cultural and sociostructural determinants can be de-
fined as follows. One harms the poorest of the world when one:

o hinders the fulfilment of their needs which is a violation of human, especially social
rights

« isnot able to develop an alternative oranisational design — or social cause chain — which
follows the rule of ‘do no harm’ which means to protect the poor from human rights
violations by social actors and their organisations (Pogge 2009, 32).

Pogge’s suggestions don't aim primarily at the social distribution of wealth (for this goal
see Shue 1996). He thinks that it is too difficult and slow to change the morals of people
in rich countries. His goal is to change the social rules of the supra-national organisations
ruling world-society with no democratic legitimate.

What then could be the role of transnational social work chains in influencing the
chains of social harm according to a concerted multi-level strategy? I suggest the following
steps:

o the meta-reanalysis of poverty-narratives and studies all over the world in different so-
ciocultural contexts — using multiple research methods — to show empirically the harm
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to the individual, familial or local community level (see McGillivray & Clarke 2006;
Banerjee & Duflo 2012; Duflo 2010; Cox & Pawar 2006)

o the organisation of social platforms on the local or national level to report, anony-
mously or publicly, cases of bonded labour, discrimination, exploitation, oppression,
corruption etc., followed by marches claiming land, clean water, food, medical services
etc., which in fact identify the actors causing poverty

o the strengthening of human and social rights on the nation-state level using the in-
struments of state and NGO reports to the UN, followed by a monitoring of the state
activities concerning the recommendations of the UN Committee on Economic, Social
and Cultural Rights

o external campaigning and internal lobbying for the democratisation of the suprana-
tional organisations such as WTO, World Bank, International Monetary Fund, Euro-
pean Union, and their sub-organisations, together with alliances of actors, politicians,
open-minded economic leaders and experts who support the democratisation claims
(for a precise blueprint see Stiglitz 2006)

o diffusion of counter knowledge negating the different myths surrounding the causation
of and thus responsibility for world poverty.

Concerted action within such a transnational network would have to coordinate the
information-flow from the bottom to the top and back again, as well as the plans and eval-
uated effects of social actions on each level. It seems that young generations worldwide use
the rapidly growing ‘transcultural subsysten’ of general and social media much more in-
tensively, systematically and in creative ways for social protest, virtual communities and
concrete social action than social workers and their teachers. To construct the suggested
‘social work chains’ and with them forms of critical knowledge to disrupt the inhuman
chains these media are indispensable. But their use must be based on disciplinary knowl-
edge and research about world-society and social problems, a clear professional mandate
and a social practice linking micro-, meso- and macro-levels of social action.
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Educating social workers without
boundaries through the Intercultural
Social Intervention Model (ISIM)

Maria-José Aguilar-ldanez and Daniel Buraschi

Some innovative and replicable aspects about the main contents of one edu-
cational program for social workers in Spanish are presented. The program is
based on the critical analysis of implicit models and the development of in-
tercultural competences. Our Intercultural Social Intervention Model (ISIM)
is the central axis (theoretical and practical) of the educational program,
which is used and inspired by other practice theoretical models and per-
spectives from the south and the north: concientizacién or consciousness
raising model, anti-oppressive model, empowerment and advocacy model,
and the transformative mediation model; though adapted to multicultural
realities with more complexity and diversity than those in which the men-
tioned models developed. It is an international postgraduate program which
is open to final-year bachelor students of social work. The program combines
remote instruction (off-line and online activities) and on-campus activities
(face-to-face online classes and workshops, practices in the field, collabora-
tive groups, etc.).

No problem can be solved by the same consciousness which cre-
ated it.
Albert Einstein

In our program we teach professionals to advocate for vulnerable groups, making them
aware of processes for implementing empowerment at an individual and collective level,
in different countries and multicultural social contexts. Our innovative program in social
work education is ten years old and is based on the critical analysis of implicit models (un-
conscious and frequently ethnocentric) and the development of intercultural competences
(mindset and skillset). We have developed a model called Intercultural Social Interven-
tion Model (ISIM) which is the central axis (theoretical and practical) of our educational
program. ISIM is used and inspired by other practice theoretical models, theories and
perspectives from the south (mainly) and the north: concientizacion or consciousness rais-
ing model (Freire 1967 to 1996; Boal 1978; Kaplin 1983, 1985), anti-oppressive model
(Solomon 1976), empowerment and advocacy models (Rose & Black 1985), and the trans-
formative mediation model (Bush & Folger 1994), etc. We have adapted all the models to
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multicultural realities with complexity and diversity to a greater extent than those in which
they were developed, and added clearer practice and application components.

From the academic point of view, our program is also innovative because it is directed
at international students (up until now people from 21 different countries have taken part
in it). It includes degree and post-degree training, and the teachers have very diverse train-
ing profiles, with practical experience in several countries of the north and of the south
(Europe and Latin America). The practices are carried out in different countries, always
in multi-ethnic and culturally diverse contexts. It is also the only social work education
program in Spanish with these characteristics, and our graduates and postgraduates have a
very high percentage of employment. The following sections describe some of the relevant
aspects of our training, which can be applicable to other contexts.

Educational program foundation

The reasons for the educational program ‘Migration and cultural diversity’ are new realities
which offer new opportunities to education of social workers.

Cultural diversity constitutes a central issue of increasing importance in current soci-
eties. Cultural pluralism is, therefore, a fact that represents new challenges and opportuni-
ties for social work: practical challenges of an intellectual, emotional, political and ethical
nature, and specific technical challenges. But migration is also a reality that offers social
workers new opportunities, since cultural diversity opens new possibilities of professional
action and makes us critically rethink and reformulate traditional interventions. This cir-
cumstance, in addition, makes us reflect in depth about our professional praxis, our action
and thinking frameworks. It confronts us with the commitment of our professional mis-
sion, values and principles of social work.

As a consequence of globalisation, social workers are immersed in constant change
processes. The fact of migration, and the intercultural challenge it implies, imposes on so-
cial workers the necessity of continuous training and updating, especially in aspects that
are not traditionally considered in the curriculum. The focus on the most disadvantaged
and excluded people is an inherent element in this profession, and the intercultural chal-
lenge can help us reclaim it in these times of strong pressure against the welfare state, of
uncertainty and disorientation over our professional role, and of loss of initiative in many
social, political, university, etc. interventions. In these difficult moments for the Welfare
State, social work has to ‘swim upstream’ against a competitive, individualist and exhausted
society where populist and demagogic currents that encourage racism and xenophobia are
dominant. In this context, traditional procedures, tools, theoretical frames, training, re-
sources, and the way of conceiving professional attention within social services, no longer
help and are no longer effective.

Authors and experts in different countries have warned of the necessity of a new pro-
fessional training and our program aims to provide an effective response to this challenge
(Ronnau 1994; Legault 1997; Verbunt 1994, 1999, 2004; Lévesque 2004, 2006; Fook 2004,
2012; Aguilar 2004, 2006, 2008, 2010, 2011a, 2011b, 2013; Aguilar & Buraschi 2012; Payne
& Askeland 2008; Novak & van Ewijk 2010; among others). We consider that it is neces-
sary to develop new knowledge and skills, as well as personal sensitivity and new attitudes
in the way of being and acting professionally. It is an educational process where it is es-
sential to put together an intellectual attitude of openness towards the ‘other’ along with
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a deep self-analysis and self-discovery, integrating cognitive and affective elements in our
reflections.

Aims and approach: professionals in critical-transformative intercultural
perspective

Our goal is to teach professionals advocacy for vulnerable groups, to make them capable of
implementing processes of empowerment at an individual and collective level. To achieve
it, the educational program offers an axiological, theoretical, methodological and practical
training in terms of professional intervention with migrants (particularly in the field of in-
tercultural mediation, although not exclusively), as well as knowledge, skills and abilities
in research applied to the international migration field and intercultural studies, and all of
that from an interdisciplinary perspective of social intervention and a critical-transform-
ing intercultural focus.

The dominant social intervention models reflect the diverse response methods that are
usually given to the management of our societies’ diversity. These models have proved to
be ineffective in the field of civic cohabitation for an inclusive citizenship. The more fre-
quent responses are the following three:

« Subaltern assimilation: a model based on the absorption of ethnic-cultural minorities,
with these minorities ending up occupying a subaltern position within the social struc-
ture.

o Culturalist racism: a perspective that ‘racialises’ cultural differences, reducing people’s
complexity to a few simplistic categories.

o Intercultural aesthetic: consisting of a superficial celebration of cultural diversity, more
similar to colonial exoticism than to the intercultural perspective.

The limitations and weaknesses of these three responses make impossible the construction
of an inclusive citizenship, impeding the transformation and overcoming of inequalities
and power asymmetries in the different social groups’ intercultural coexistence. It is nec-
essary, therefore, to develop an intercultural critical and transforming response, that is, a
valid alternative to overcome those barriers, inequalities and asymmetries that are inherent
in the three mentioned responses. Interculturalism is a type of normative response to the
fact of cultural plurality, which is based on an effective coexistence, learning, and mutual
enrichment. This focus differs from and is opposed to other normative responses such as
‘assimilation’ of minority cultures by the majority culture and is an alternative to the mere
‘mutual tolerance’ of a certain multiculturalism (‘equal but separated’). The intercultural
focus we propose is critical because it implies the deconstruction of the subaltern assim-
ilation and the culturalist racism as well as the overcoming of certain reductionist forms
of understanding interculturalism. Our model is also transforming because it proposes re-
thinking our way of conceiving identity, culture, participation and citizenship.

Our critical-transforming focus of interculturalism is not limited to the recognition
of the difference and the promotion of positive interaction between people or groups with
different referential cultural horizons; it also supports the fight against social, economic
and political inequalities as well as ethnic, racial and cultural discriminations.
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Theoretical and practical central axis

Implicit models, ethnocentrism and prejudice of social workers

The implementation of social politics destined for the integration of migrant people de-
pends in large part on professional practice. Social workers have been professionally
socialised in monocultural and north-occidental clinic-therapeutic types of intervention
models, which have not proved to be the most appropriate to address intervention within
the new cultural diversity realities. In short, not all the theoretical and methodological pro-
fessional intervention models in the social field are appropriate, opportune or pertinent if
we analyse them from an intercultural perspective, especially from the point of view of the
construction of an inclusive citizenship.

We should clearly distinguish the difference between an implicit and explicit inter-
vention model. The social intervention explicit model is a reflexive and coherent set of
thoughts and concepts referring to principles, theories, strategies and actions, built on the
basis of population categories that then draw a social intervention guide related to a spe-
cific problem. Implicit models are, for their part, a referential frame and a simplified and
schematic construction of reality that provide an explanation of it and form a general ref-
erential outline that guides practice in an unreflective way.

Although it may be embarrassing and hard to accept, we need to become aware of the
fact that frequently our way of working with and for migrant people is based on assump-
tions and stereotypes that can reproduce new ways of racism and that prevents us from
recognising the real necessities of people.

In our designs of intervention programs, our way of understanding social problems
and our quotidian work practices with migrant people, implicit models may be found.
These implicit models of intervention are the frame through which we interpret, un-
derstand and act. These implicit intervention models systematically reproduce a specific
action with immigrants and their problems, and a specific vision of migrating people, their
context, their resources and problems. Very often, these models are based on universalis-
ing schemes from particular concepts that exacerbate cultural differences. We should not
forget that the way of framing a problem determines the way of solving it; in fact, the larger
difficulty for an effective social intervention is based on a wrong framing of the problem
(false, distorted, reductionist or biased view) that prevents us from finding its solution.

An intervention model is a coherent set of thoughts and concepts referring back to
theories, feelings, attitudes and actions built upon the base of population categories that
draw a social intervention guide in relation to specific problems. Models are, therefore,
a simplified and schematic construction of reality that provide an explanation of it and
create a general referential scheme that guides subsequent practice. Implicit models de-
pend upon and are configured as a result of the interrelationship of various elements: how
the situation of the problem that is expected to be solved is defined; what interests are
at stake; which are the dominant values; what are the strategies that are considered more
acceptable to deal with the problem; how the people involved are defined - in partic-
ular, which roles and status have they been assigned and what relationship they should
have between them. These elements reflect the values, beliefs and prejudices of the pro-
fessional worker; from these elements and their interrelations derive the specific nature
that is established between the social agent and the immigrant ‘user’, as well as the spe-
cific and operational forms of that professional intervention (methodological orientation,
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procedures, etc.). Professionals’ awareness of the presence of these implicit models is not
common, and, as a result, only explicit models are addressed in training and professional
exercise. Incoherence and contradiction between the explicit and the implicit models is
very frequent, since the implicit models are usually at an unconscious level.

Ethnocentric culturalism as a basic process of implicit models

The logic behind the dominant models within social intervention is a process we term
‘ethnocentric culturalism’ It is a process of social construction of reality based on rigid,
ethnocentric, essentialist categories imposed on migrant people. Ethnocentric culturalism
comprises three elements, intimately related: imposed categorisation, ethnocentrism and
culturalism.

Imposed categorisation: this is the construction of a classification system that has the
power of reproducing and creating what, apparently, limits itself to description only. The
way of thinking and categorising migrant people determines the intervention style. We
should not forget the institutional and social worker’s constructions and discourses are
dominant and usually prevail over the definitions of the migrant people themselves; in this
sense it has the power of normalising and naturalising arbitrary categories. There are three
major common groups of metaphors to categorise migrant people: metaphors that define
the migrant person as victim, metaphors that define them as a menace, and metaphors that
categorise the migrant person as deprived.

1. The victim category is the one that defines those people as vulnerable, passive, de-
fenceless, and unable to face problems and be owners of the migratory project itself.

2. The menace category emphasises the danger certain migrant people can represent for
our values, our beliefs or for the welfare state. Migrant people are principally con-
ceived of as a problem.

3. The vision of the migrant person as deprived is based on an ethnocentric vision of
what we consider ‘normal; being centred on the supposed cultural, social, economic,
linguistic, etc., deficits of immigrants.

Categorisation implies a process of reduction of the complexity of the migrant person to
one or few of their supposed characteristics. From this point of view implicit models are a
device of reduction and invisibilisation of part of social reality. We often do not take into
account the previous history, focusing our attention on the problems and not on the ability
of people to face their difficulties; we invisibilise certain social and conjunctural factors, the
multiple identities and cultural complexity of the migration process. This way the migrant
person loses the possibility of self-defining themselves - the definition of their identity
does not belong to them. Indifference and exclusion are subtle forms of racism, because
they deny the complexity of the subject, and even deny them the consideration of it, to
turn them into a mere object.

The other characteristic of the ‘ethnocentric culturalism’ process is that we usually ap-
ply our analytic categories to other social realities, forgetting that important differences do
exist: we adapt the reality to the categories instead of adapting the categories to the reality.
That is, we think the categories we use in our job are universal and can be applied in all the
contexts; but this is false.

Finally, the last element of the ‘ethnocentric culturalism’ process is the exaggeration of
the cultural factor and the essentialisation of the culture. We interpret people’s behaviours
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only by their belonging (real or supposed) to a certain culture, confusing social differences
with cultural differences. This way the inability of the state (and lack of will) to satisfacto-
rily solve the problems is hidden, and cultural differences are used as a front to cover the
debates the society does not want to face.

This tendency is especially noticeable in the integration problem’s diagnosis and analy-
sis phase: delinquency, school failure, and poverty are explained through the cultural
variables as ‘religion features, ‘mentality’, ‘orientation towards present, ‘fatalism, etc. This
intervention model tends to make poverty exotic, underestimates the economic and social
factors and overestimates cultural factors. The diagnosis is still being framed as an exterior
assessment of the interested subjects who are not consulted or included to actively take
part in it. Frequently, intervention projects are formulated without taking into consid-
eration the participation of all participants, reducing the potential effectiveness of the
interventions. The immigrant is usually classified as ‘good’ or ‘bad’ depending on their
more or less concordance with social rules, with the marginalisation situation perceived as
maladjustment, lack of will, or deviance that has to be corrected to ‘normalise’ their behav-
iours.

Our Intercultural Social Intervention Model (ISIM)

Apart from the critical analysis of the implicit models in the professional practice, our
training program applies a critical-transforming intercultural focus to social intervention,
developing guidelines for the construction of an Intercultural Social Intervention Model
(from this point forward ‘ISIM’) based on the deep comprehension of the Other, on the de-
velopment of intercultural empathy, and on the acquisition of intercultural competences.
Intercultural social intervention is not about including new intervention tools, but about
transforming our way of thinking and living cultural diversity, including cognitive and af-
fective factors.

We have to take into account that the majority of the professionals have been so-
cialised within ethnocentric and monocultural backgrounds and they often do not have
the tools to manage the uncertainty and the stress generated by the relationship with
people whose behaviours we cannot understand or foresee. In this context, the incom-
prehension is double: we do not know how to interpret foreign behaviours (explicative
uncertainty) and we do not get to foresee the possible reactions (predictive uncertainty).
That means that, in order to work effectively in a multicultural space, good will and pos-
itive attitudes towards diversity are not enough; it is necessary to have the competences
to understand diversity and manage conflicts effectively. Our values and beliefs may not
be enough when we face complex and ambiguous situations. Values and beliefs must be
accompanied by knowledge, skills, attitudes and dexterities that let us manage effectively
conflictive and ambiguous situations. Without these competences the intercultural en-
counter can turn into a cultural clash that ends up creating racism and xenophobia.

The ISIM explicit model is formulated from theoretical analysis of the dominant forms
of discourse and racism of the elite groups (Van Dijk 2000), including institutional racism
put into practice through policies and social interventions. It has other theoretical refer-
ences: in the proposals of anti-oppressive social work (initially elaborated by Barbara B.
Solomon 1976); in the concepts of empowerment and advocacy (Rose & Black 1985), and
in the transformative mediation model (Bush & Folger 1994). From the model operability
point of view, the more relevant theoretical-practical inspiration is the awareness or con-
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sciousness raising and liberation focus that started in Latin America with Paulo Freire’s
work, particularly his proposal of ‘problematising education’ and ‘dialogicity’ in liberating
education (1967), pedagogy of the oppressed (1970), hope pedagogy (1992) and auton-
omy pedagogy (1996). These proposals are also applied in the Oppressed’s Theatre of Boal
(1978) - in its Latin-American and European versions - as well as in different ‘popular ed-
ucation’ Latin-American programs, particularly promoted by the Latin American Council
for Adult Education (CEAAL).

In our model the social worker uses strategies of empowerment to reduce, delete, fight
or invert the negative valuations that, from society as a whole in general, and from power
and its groups in particular, immigrants are subjected to. Utilisation and strengthening of
mutual support networks; the usage of training, skills and technologies transference; train-
ing to take decisions and organise; interpreting, etc. are some examples of these strategies,
where the conflict is not denied but identified and people work with it and from it when
it is necessary. This model demands a compromise to keep socio-educative services and
social intervention programs effectively egalitarian as well as to face negative valuations,
even within technical-professional and institutional culture.

The emphasis is then on implementing dialogue, comprehension and development
processes, using concepts, techniques and strategies from emancipatory and radical social
work to promote the improvement and the self-determination of the participants. That is,
for the development of skills that let people, organisations and communities improve by
themselves by way of actions, and boost the necessary social change so that situations are
more fair and equitable.

In this perspective, the social worker has a very different and diverse role: contrary to
the classic role of expert manager and organiser, in our model they need to be a facilitator,
a contributor, a defender, a mediator, and a trainer, depending on the dynamics generated
by the intervention process. Our action is thus turned into a strengthening emancipatory
pedagogic and political instrument of organisations, people and groups. The self-deter-
mination concept is a basic foundation of this model, that defines itself as a group of
interrelated skills, such as: skills to identify and express necessities; establish objectives or
expectations and draw up an action plan to achieve them; identify resources; make rational
selections between alternative courses of action; develop appropriate attitudes to achieve
the objectives; evaluate results, etc.

Social intervention is aimed at the self-determination of immigrants in multicultural
contexts. It is necessary, in order to do this, to offer an intercultural training process to the
professionals, to avoid social intervention turning, although involuntarily, into a reproduc-
tion of social inequalities.

Intercultural competences in ISIM

In the ISIM intervention model we propose the acquisition of a group of intercultural com-
petences in social work, based on the contributions of Chen and Starosta (1996), Byram
(1997), Aneas (2003) and Sclavi (2003). We define intercultural competences as a body of
knowledge, attitudes and skills that allow the professionals to work effectively in multicul-
tural contexts, contributing to intercultural cohabitation. It is not only about behaving in a
pertinent way and adapting to different contexts, but about transforming relationships to
contribute to transform the entire society.
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Following Milton Bennett’s proposal (1986), we can differentiate between different in-
tercultural competences dimensions: mindset and skillset. The first one makes reference
to a way of looking at the world and includes cognitive, emotional and attitudinal aspects
that are transferable to all the specific competences and that we can term the intercultural
mind: tolerance towards ambiguity, focus on and curiosity towards diversity, mental flex-
ibility, creativity, among others. The second term makes reference to the behavioural
aspects, specific capacities and necessary strategies to work effectively with people and
groups with different cultural models. According to our model, specific competences of the
professionals that work in multicultural models are: intercultural awareness; comprehen-
sion of other reference cultural frames; intercultural sensitivity; intercultural assertiveness;
and creative management of conflicts.

Intercultural awareness

Paulo Freire formulated the awareness concept to describe the personal and social trans-
formation process the oppressed people start when they become aware of the oppression
logic that sustains the power relationships in which they are involved. The interesting
aspect of the awareness concept is that it not only makes reference to the domination con-
cept, but also to the oppression models that structure the oppressed’s minds. We can apply
this concept to relationships between people in multicultural contexts and talk about in-
tercultural awareness as the raising of awareness of our implicit pre-assumptions, beliefs
and implicit values that, often automatically, have an influence in our interpretations of
the world and our behaviour(s). As we have seen in the first part of this chapter, these im-
plicit models are often invisible barriers that prevent us from understanding other frames
of reference, communicating effectively and managing conflicts and reproducing stereo-
types, prejudice and unequal relations.

The awareness of the own cultural horizon in general, and of the implicit models that
guide our social intervention in particular, is the first step to develop intercultural com-
petences since this ‘is our way of looking at the one that very often keeps the others in
their more limited belonging, and is also our way of looking at the one that can free them’
(Maalouf 1998, 7).

The comprehension of other reference frames includes the attitudes, knowledge and
skills that let us understand people that do not share our same reference frame and/or sit-
uation in pluricultural contexts. It is based on the ability of researching diversity through
‘dynamic maps;, a group of hermeneutical keys that represent a flexible guide towards com-
prehension and let us change our way of identifying a problem. In this sense this is a
fundamental competence in the diagnosis role of the social worker. The starting point does
not only have to be the analysis of the problems, but the competences of migrating peo-
ple, their networks, social and cultural capital as well as their resilience. The fundamental
questions of our diagnosis should not be “Which are the factors that determine the vulner-
ability of migrant people?” but “‘Which are the factors that have often been determining for
the success histories of these people?’ It is about revalidating resilience, the ability of facing
adversity and to keep moving forward, it is about taking into consideration the previous
history of migrant people, their practices, support networks, characteristics of the recip-
ient society, environment, social climate in a certain moment, protective factors, internal
resources and abilities, their opportunities and vital dynamism (Aguilar 2013).
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Regarding the transnational and socio-communitarian dimension of the migrating ex-
perience, it must be emphasised that, in the majority of the cases, professional intervention
of social services usually is developed from diagnosis models (characteristic of occidental
clinic perspectives), that usually tend to define reality based on the characteristics of the
offer, without seriously considering the communitarian exploration of potentialities and
internal resources.

Intercultural sensitivity is a competence that includes emotional self-awareness, posi-
tive attitude towards diversity and intercultural empathy. For this last one we understand
an empathy form that is effective in pluricultural contexts. With empathy we are seeking
to understand the experience of the other person to understand within our own frame. It
is a way of leaving a narcissistic vision but not an ethnocentric one. When we try to put
ourselves ‘in other’s shoes’ we are actually putting ourselves ‘in our shoes. Sclavi (2003)
proposes the exotopy concept, to define the effort of recognising the autonomous perspec-
tive of the other, a perspective with its own sense, not reducible to ours. In empathy we
isolate and decontextualise some features of the other’s experience to understand it from
our cultural frame; this way, in reality, we are not going out of ourselves, but we project our
way of feeling and living an experience. Exotopy generates another way of empathy, inter-
cultural empathy, a process in which the other person does not play a passive role, but an
active one, and collaborates with us in the construction of a shared sense of affective expe-
rience. In this sense we can define ‘intercultural empathy’ as the skill to make experience
out of aspects from reality in a different way than how it would have been done from our
reference frame through the collaborative construction of the sense of affective experience.

Intercultural assertiveness is the ‘skill to negotiate the cultural meanings and act com-
municatively in an effective way according to the multiple identities of participants’ (Chen
& Starosta 1996, 358). Being assertive in multicultural contexts means knowing how to
identify our own communicative styles; recognise the communicative style of other people
and groups; know how to create communication channels; and have the ability to concep-
tualise, explain oneself, present oneself in an appropriate way, reach an acceptable grade of
reciprocal comprehension and manage interaction appropriately and effectively.

Finally, creative management of conflicts is the ability to use exploratory resolution
strategies based on a complex analysis of conflicts, the restructuring of relationships (Bush
& Folger 1994) and the generation of alternatives based on the construction of a new com-
mon reference frame (Sclavi 2003).

Pedagogical design

Educating is not transmitting knowledge, but creating the neces-
sary conditions for its construction.
Paulo Freire

The pedagogical design of the program allows the achievement of these intercultural
critical-transforming analysis and intervention abilities, through a series of innovative ele-
ments. As an example, we mention the following:

Professor and lecturer selection: more than 40 European and Latin-American profes-
sors take part in the program. All of them are internationally prestigious specialists in their
respective fields and share analytical critical frames, as well as a personal commitment to
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social entities and movements in the fight against the different means of discrimination in
each of their countries. The profile is very interdisciplinary (social workers, sociologists,
anthropologists, pedagogues, jurists, psychologists, doctors, demographers, lawyers, soci-
olinguists, etc.). Many of them have had training in more than one of these disciplines.

Candidate students selection: the postgraduate program is also open to degree (bach-
elor) students. Candidates from any country and from different professional fields with
social influence can take part. This profile for selection ensures a great cultural diversity in
the learning group, with interdisciplinary profiles and different perspectives and vital ex-
periences, which are very important to ensure the success of the training program.

Selection and design of training contents: the training contents have been designed
so that the students progressively acquire critical analysis ability of the reality inherent in
our analytical framework, apart from increasing their self-awareness. In all the training
modules cognitive and affective contents are incorporated, to achieve the acquisition of in-
tercultural empathy from the beginning of the program. This means the contents do not
superimpose or overlap themselves, but they are supported by each other, in a constructive
and sequenced way. Contents are updated throughout all the courses. In the online discus-
sion forums graduated students of the program and all the teachers take part.

Contents sequencing: in our program there are no subjects, but sequenced and suc-
cessive training modules, that allow a learning building process in such a way that the
students go on maturing personally as they advance in training, and go on becoming aware
of their own reference frames (especially implicit). Abilities and attitudes from ISIM are
also gradually acquired, especially from the third month after entry.

Theory-practice integration: all the methodological and theoretical knowledge is ap-
plied to practice. Knowledge is oriented to action. The result of the integration-application
of knowledge and critical reflection for them to practice and work in the field is evaluated.
All the materials and workshops incorporate cognitive and emotional elements, as a way
of progressively developing intercultural empathy ability, tolerance towards ambiguity and
open-mindedness towards the Other.

Study and observational analysis in empathic perspective: in the majority of the mod-
ules, critical and self-critical reality observation exercises are included. The fact that all
the international students live in their own countries boosts enrichment and exchange of
experiences. One of the strengths of the program is precisely this: each student has the ex-
perience of their own context, and also the direct experience of the other contexts where
their colleagues live, so they can share dialogue and collaborative work in their studies and
solution of practical cases.

Study and solution of cases in a cooperative way: diverse perspectives are used, such as
critical incidents analysis, learning based on problems, participative auto-diagnosis, par-
ticipative planning, etc. Collaborative solutions are encouraged before the realisation of
the individual work and exercises.

Fieldwork: from the fourth month of training and afterwards, all the modules include
practical work that the student has to do in their own context and field, with the tutorial
orientation of professors. The three last months of the program are exclusively supervised
practices, that are carried out in the country and region that the student decides upon, al-
ways in multicultural and complex contexts.
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Conclusions

Implicit ethnocentric and culturalistic models have important consequences in social
interventions with immigrants: they reproduce an unequal and asymmetric social rela-
tionship system, reinforce the image of migrant people as a ‘group of social exclusion’ and
obstruct the autonomy and integration process. The demands of migrant people and the
insufficient responses of the traditional intervention models may generate stress, uncer-
tainty and anxiety, but are, also, an important occasion to revise our intervention methods,
an opportunity to be conscious of the limitations of our analysis scheme and rethink our
intervention models.

Given the unconscious character of implicit models, the development of processes to
raise awareness about the existence of these models is an indispensable requirement. Pro-
fessional training for social work must add these proposals. All the process is about being
conscious that the categories we usually consider neutral are, often, closely related with a
cultural context, and in some cases based on reductionist ethnocentric pre-assumptions.
In addition, new alternative intervention models, adapted and coherent with the values,
principles and compromises of social work, should be learned during training. Our ISIM
intercultural social intervention model is a theoretical-practical, systematic and effective
proposal for social work in contexts of cultural diversity when the goal is to achieve an
actually inclusive and equalitarian citizenship. The ISIM model is critical-transforming,
emancipatory, and empowering, it supports and stimulates individuals and groups to de-
velop their skills to solve their problems and take decisions, and this model at the same
time advocates for a structural change towards a fairer society. At an individual level,
results include control of the situation, sociability and behaviours aimed at action. In or-
ganisations, results include the development of organisational networks, fundraising and
policy re-definition. In the community, results are the creation of social inclusion projects,
pluralist cohabitation and construction of collective projects of environment and life qual-
ity improvement.
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Indigenism and Australian social work

Christine Fejo-King

Indigenism is a concept that has emerged over the last 20 years as a result
of the engagement of Indigenous academics with research. It is a way of
claiming a space within research for Aboriginal knowledge systems and ways
of knowing, being and doing. However, in Australia, Indigenism and Indi-
genist theory and practice have not been confined to research alone, it has
been embedded within Aboriginal and Torres Strait Islander social work for
a number of decades. This chapter will introduce Indigenism and Indigenist
theory and practice in social work, as it was developed in the Australian
setting in the 1970s, identify how it has evolved and illustrate how it has im-
pacted on both Australian social work and national policies and practices.
The chapter will then move on to explore how Indigenism and Indigenist
theory can inform social work theory and practice into the future.

Researchers position themselves in their research projects to reveal aspects of their own
tacit world, to challenge their own assumptions, to locate themselves through the eye
of the ‘other] and to observe themselves observing. This lens shifts the observer’s gaze
inward toward the self as a site for interpreting cultural experience. The approach is
person-centred, unapologetically subjective, and gives voice to those who have often
been silenced. (Settee 2007, 117)

The citation above by Settee helps to set the framework for what will follow in this chapter.
While Settee is speaking about research, her words also have meaning within the edu-
cation and practice setting. Indigenism is an unapologetically subjective perspective and
practice by indigenous researchers and academics, that opens the indigenous worldview
and knowledge systems to non-indigenous practitioners and researchers. This chapter is a
small step in introducing how indigenism has been developed and is being progressed in
Australian social work today and how it might progress in the future.

The theories and concepts known as indigenist ideology, indigenism and indigenist
theory have been developed by indigenous academics and researchers around the world in
the margins of the disciplines of social work, education, science, law and many others for a
number of years. These theories and concepts acted as a means of incorporating Aborigi-
nal ways of knowing, being, and doing (Arbon 2008; Churchill 1996; DiNova 2005; Martin
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2008; Rigney 1997, 2001; Ramsden 2002; Sinclair et al. 2009; Smith 1999, 2012; West 2000)
within these disciplines to claim a space, and place for practice and research methodolo-
gies that privileged indigenous knowledges.

This chapter introduces, defines and examines what is meant by an indigenist ideology,
indigenism, and indigenist theory and then explores how they have already been included
into social work education, theory, practice and research in Australia and how these prac-
tices might be extended and strengthened into the future. To set the scene, a number of
stepping-stones are positioned to allow us to move to the point where the concepts identi-
fied above can be introduced and discussed.

The stepping-stones begin with a brief re-visit to the historical beginnings of social
work in Britain and America and the ideology that supported it. A second stepping- stone
is the identification of two American women who had a lasting impact on social work
throughout the world. The third stepping-stone is a brief introduction to how social work
began in Australia. This section will include an identification of the different imperatives
that informed the beginnings of indigenous social work practice as it contrasted to the
practice of non-indigenous social workers.

The chapter then seeks to answer a number of questions. Firstly, why did indigenous
academics and researchers believe it was necessary to develop indigenist theory and
praxis? Secondly, what has been achieved through this movement? Thirdly, how might this
information be incorporated into the schools of social work, guide the development of the-
ories of the south, and inform social work practice and research into the future, while still
maintaining its unique indigenist ontology, epistemology, axiology, methods and method-
ology?

Furthermore, in introducing indigenism and indigenist theory into social work ed-
ucation, a major consideration must be the need to identify ways to prevent the mining
and colonisation of indigenous ontologies and epistemologies. This form of practice has
been and continues to be condemned, both nationally and internationally (Bin-Sallik 2003;
Bishop 2005; Fejo-King 2013; Foley 2002, 2003; King 2011; Martin 2008; Smith 1999, 2012;
Rigney 1999). These concerns continue today as raised at the recent 2nd International In-
digenous Social Work Conference (July 2013) in Winnipeg, Canada.

Placing some stepping stones

Before moving forward it would be helpful to define what is meant by the terms ontology,
epistemology, theory, and working in the margins as they relate to this chapter. An on-
tology can be described as ‘the theory of the nature of existence, or the nature of reality’
(Wilson 2008, 33). The central question embedded within ontology is ‘What is real?’ This
is an interesting question, as reality can be different for each person or groups of people, as
we all experience and interpret the world differently. Some different ontologies that have
been identified in the literature include the Western, Eastern, and indigenous; however,
there are many others.

An epistemology is ‘the study of the nature of thinking or knowing. It involves the
theory of how we come to have knowledge’ (Wilson 2008, 33). Often an epistemology is
developed without conscious thought; it can be influenced by our standpoint (gender, eco-
nomic position, ethnicity, culture, lived experience, religious background and/or political
perspective) and is intrinsically connected to our ontology. It is often unmarked and un-
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named, it is just there in the background, used every day as a litmus test against which we
measure everything we come into contact with as it causes us to ask, ‘How do I know what
is real’ (Wilson 2008, 33).

A theory is a short way of naming a group or set of knowledge systems about a specific
topic. Anzaldiia made the following insightful comments about theory:

What is considered theory in the dominant academic community is not necessarily what
counts as theory for women of colour. Theory produces effects that change people and
the way they perceive the world. Thus we need theories that will enable us to interpret
what happens in the world, that will explain how and why we relate to certain people in
specific ways, that will reflect what goes on between inner, outer and peripheral T's within
a person and between the personal I's and the collective ‘we’ of our ethnic communities.
(Anzaldua cited in Pattanayak 2013, 87)

Working in the margins can be understood to be work happening on the outside of the
main text or dominant discourse and/or social work context. It is similar to when you read
a book and make notes in the margins. These comments can be cross-references, com-
ments of agreement or disagreement, or they can be different ways of achieving the same
goal using particular ontologies and epistemologies that may not have been considered by
the author. They may also be comments of support for what has been written, or expand
upon them.

The beginnings of social work

In their book Unfaithful angels: how social work has abandoned its mission, Specht and
Courtney (1994) examined the roots of social work and explained that for the Western
world, the forerunners of social work were patronage, piety, the Poor Laws, and philan-
thropy. Each of these concepts formed the basis of a different strategy to address poverty,
initially in Britain and later in America. These concepts became so embedded within social
work education, theory and practice that elements of each can still be found today in social
work around the world.

In the 1980s, two very influential American women, with diametrically opposite ide-
ologies, also had a lasting impact on social work. These women were Jane Addams and
Mary Richmond. Jane Addams is often viewed as ‘the mother of structural social work’
She focused on changing society through the use of existing structures and strengths of
the community. To achieve this goal she examined the systems that resulted in poverty
and utilised social change mechanisms, such as women’s suffrage and child labour laws, to
bring about positive change (Margolin 1997).

Mary Richmond on the other hand is often viewed as ‘the mother of casework, which
included surveillance and the keeping of detailed case-notes. This is also viewed as the be-
ginning of individual social work (Margolin 1997). Margolin highlights the influence of
these women when he states, ‘social workers may claim Jane Addams as their source of in-
spiration, but they do Mary Richmond’ (4).

Apart from the issues of structural versus individual social work, another tension
within social work has to do with care versus control. Specht and Courtney (1994) also
highlighted that there is a dilemma for social workers, who are often called upon to enact
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state and government policies of social control, with regard to the protection of children
and particular groups of adults.

This issue can sometimes be viewed as a dilemma because this role can conflict with
the social justice aspirations of social work and can create an increased risk of burnout for
social workers (Margolin 1997). The other risk for social workers is that the people they are
working with can come to view them as Jekyll and Hyde’ type characters (Fejo-King 2013).
This means that social workers might say to people that they are trying to help them, whilst
at the same time enforcing policies that the people see as biased, cruel or evil (Blackstock
2009). This affects the way clients view social workers and, therefore, the ability of the so-
cial worker to build relationships of trust with the client or client group (Calma & Priday
2011).

Social work was imported to Australia as a mature profession from Britain and Amer-
ica and first taught at the University of Sydney in 1940. Qualifying graduates were em-
ployed either as social service workers in a hospital setting, or as child welfare officers
(Camilleri 2005; University of Sydney 2012). This identifies the roots of Australian social
work as being firmly embedded in the West and within the Richmond framework.

The beginnings of Aboriginal and Torres Strait Islander social work

Due to past government policies and restrictions, very few Aboriginal and Torres Strait
Islander peoples were able to access tertiary education until the 1970’s, when Australian
Government policies changed and Aboriginal and Torres Strait Islander peoples had access
to tertiary education for the first time. The South Australian Institute of Technology
(SAIT) became the first educational institution to take Aboriginal and Torres Strait Islan-
der students in large numbers, from around the country. These students moved to Adelaide
and began their learning journey. Initially, two courses were offered - Community Devel-
opment and/or Social Work — with exit points being at the certificate or associate diploma
level. A social work degree was not offered.

The lack of degree-level studies did not act as a barrier to the students gaining em-
ployment. However, it meant that none of the social work graduates of SAIT were eligible
for membership with the Australian Association of Social Work (AASW). It also meant
that these students were not the decision makers and team leaders in the areas they were
working in. Leadership of these positions were held by non-indigenous social workers,
psychologists and other professionals with a degree as a base line entry.

These practices bought about critical reflection on the part of Aboriginal and Torres
Strait Islander social workers, resulting in the development and progressing of Aboriginal
Terms of Reference (ATR) (Kickett 1992). I use this terminology because in the 1970’ the
terms indigenist, indigenism, and indigenist theory and practice, had not yet been named.
Further information about Aboriginal and Torres Strait Islander social work in Australia
and the way in which it was embedded within indigenist ideology, indigenism, indigenist
theory and practice will be discussed later in the chapter. The next section will focus on
defining these concepts.
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An indigenist ideology, indigenism, and indigenist theory and practice

Indigenism has been the way in which indigenous researchers and academics have claimed
a space for Aboriginal knowledge systems within research over the last twenty years. This
section unpacks what is meant by an indigenous theory and identifies two major theorists,
the first from the United States of America, and the second from Australia.

By exploring what is meant by an indigenist ideology, we are able to identify who could
be considered an indigenist, and then address what is meant by indigenism, indigenist the-

ory and practice. Figure 5.1 is a beginning point to understanding these concepts, offering
some insights around how each of these concepts flow, connect and interact.

INVADING NATION
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Figure 5.1 Origins of indigenism: contributing factors.

From this diagram, it becomes clear that an indigenist ideology is developed as a result
of the invasion of an indigenous nation or land mass by another nation; in the case of
Australia, the invading nation was Britain. The major reason for invading and colonising
another group’s homeland has throughout history been connected to one country needing
or wanting more land or access to the natural resources of another group (LaRocque 2010).
In the process of the invasion and colonisation of Australia there were numerous in-

stances of genocide, ethnic cleansing, murder and the removal of Aboriginal and Torres

Strait Islander children (Haebich 2000; King 2013; Moses 2004). These practices were not

confined to Australia alone - the indigenous peoples of the United States of America and

Canada also shared similar experiences (Churchill 1997; King 2011; Sinclair 2007). It is in

response to these and other atrocities that an indigenist ideology is developed.

59



Global social work

Ward Churchill (1996), a controversial native American academic and enrolled mem-
ber of the United Keetoowah Band of Cherokee, First Nations Peoples of the United States
of America, refers to an indigenous ideology when he says, ‘very often in many of my
writings and lectures, I have identified myself as being “indigenist” in outlook’(509). In
the context of indigenism, what Churchill refers to as an ‘outlook’ I refer to as an indige-
nous ideology. It is a way of thinking that is based on a particular worldview, and the lived
experiences and values of colonised indigenous peoples. It calls for action that seeks the
recognition of their sovereignty and human rights in order to achieve social justice and
self-determination. The indigenous person or activist who employs these tactics is then
identified by Churchill as being an indigenist.

Using Churchill’s description of himself, pulling it apart and examining each state-
ment in detail offers great insights that support the notion that an indigenist is an Indige-
nous person whose:

highest priority . .. is the rights of their people and to achieve this goal they draw on
the traditions, knowledge and values of indigenous peoples from around the world.
(Churchill 1996, 509)

According to Churchill, the indigenist uses the knowledge gained through these traditions,
values and ways of knowing, being and doing in order to ‘advance critiques of, . . . concep-
tualise alternatives to, the present social, political, economic, and philosophical status quo’
(Churchill 1996, 509).

Lester-Irabinna Rigney, an Aboriginal educator from South Australia adds depth to
Churchill’s work by asserting that Indigenism is, ‘multi-disciplinary with the essential cri-
teria being the identity and colonising experience’ of the Indigenous writer (Rigney 2001,
1). Using the insights offered by both Churchill and Rigney, it becomes clear that in-
digenous theory and practice is developed and informed by the struggle for the rights of
indigenous peoples. This struggle then becomes the highest priority in the political life of
an indigenist, often emerging as activism. Further, it is this body of knowledge - the on-
tologies and epistemologies of indigenous peoples of the world, rather than the ontology
and epistemology of the dominant non-indigenous world - that guides the thoughts and
actions of the indigenist.

What is Indigenist theory and practice?

Indigenist theory is one of emancipation and empowerment, developed by indigenous
academics and researchers both nationally and internationally, which works toward a par-
adigm shift that privileges indigenous knowledges. To illustrate how indigenist theory
works in practice, two examples are shared here around validating indigenism and indi-
genist theory.

Example 1: Developing a moral compass

This example deals with the research process of my PhD journey and is found in the paper,
‘Decolonising research from an Australian Indigenous research perspective’ (King 2005).
At that time I was not aware of the developing indigenist theory. However, on analysing
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what was written in that article with regard to the inward moral search that I undertook,
through the questions I asked myself and what emerged through this process, it can be
clearly identified as being grounded in an indigenist ideology that resulted in indigenist
theory in practice. What assisted me in getting to this point was the theoretical frame
within which the questions I asked of myself were placed.

These questions were, firstly, was it appropriate for me as an Aboriginal woman to
undertake research that would be fully focused upon my people? Secondly, what was the
motivation behind my wanting to undertake this research? Thirdly, what if any benefits
would flow on to my family, communities and nations in particular, and what if any bene-
fits might also flow on to other Australian Indigenous peoples? Fourthly, what foundations
might my research be built upon? In other words, what ideology would frame my research?
(2).

These questions were used to develop the moral compass shown in Figure 5.2, which I
drew up and kept in a prominent position in my study so that I would see it each time I sat
down to work. It then guided my research process (Fejo-King 2013). Over time, the moral
compass was refined to its current depiction as shown below.

Ethics / Morals

Motivation Spirituality

Accountability / Outcomes

Figure 5.2 My moral compass.

Example 2: Validating Indigenism and Indigenist theory

In order to find the connections between my use of stories, learning circles, the connection
of all things, and to find a way to describe how this connection works and what it meant
for me, I undertook a search, not knowing in advance where I would be led. The search
was undertaken over a period of four weeks and began with the word ‘metaphor’. How-
ever, I found this this was too narrow and constricting to describe the phenomena that I
was focused on. I then moved on to analogy, allegory, epic, grand theory, cosmos, unity
and finally to cosmology which is described as being the ‘science or theory of the universe’
(Collins Australian Concise Dictionary 2001).
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On locating this word I felt that it warranted further investigation, so I did a Google
search, but added the word ‘indigenous’ before cosmology. It was encouraging to find that
many other First Nations scholars had also found their way to this definition and contrib-
uted to it.

Sinclair included in indigenous cosmology concepts such as ceremonies, and ‘All my
relations, which she viewed as one of the most significant symbols of indigenous cosmol-
ogy. Translated to English from different indigenous languages, the term means the same
thing and is used in the same context. For Sinclair, the concept of ‘All my relations’ cap-
tured the essence of Indigenous spirituality. She offered the following quote to illustrate
what this concept meant for her and in doing so adds depth to this chapter. King (1990) as
cited by Sinclair (2007) states that:

‘All my relations’ is first a reminder of who we are and our relationship with both our
family and our relatives. It also reminds us of the extended relationship we share with all
human beings. But the relationships that Native people see goes further, the web of kin-
ship extending to the animals, to the birds, to the fish, to the plants, to all the animate and
inanimate forms that can be seen or imagined. More than that, ‘all my relations’ is an en-
couragement for us to accept the responsibilities we have within this universal family by
living our lives in a harmonious and moral manner. (King 1990, 1 cited in Sinclair 2007,
89)

Bringing the indigenist view as shared by King and Sinclair into Australian social work
would mean that there needs to be a clear understanding by the schools of social work and
social work educators, that an indigenist ideology and indigenism are embedded within
the hearts, minds and hands (Kelly & Sewell 2001) of indigenous social work students, aca-
demics and educators. These then equate to practice and guide and shape what we do, just
as it did for Churchill, Rigney, King and Sinclair.

This practice of the heart, learned through lived experiences and gained over many
lifetimes of our ancestors, is then reflected in the knowledge and understandings indige-
nous students bring with them to the education system and which is often not validated
(Baikie 2009; Fejo-King 2013). It is also reflected in the way that indigenous academics
teach, the theorists introduced and studied, and the strategies and tactics indigenous prac-
titioners advocate, the types of struggles they support and the nature of the alliances they
enter into (Churchill 1996, 509).

This then raises two major questions: the first being how can an indigenous ideology,
indigenism, and indigenist theory be successfully integrated into Australian social work
education? The second is what are the challenges to including, developing and delivering
these ways of knowing, being and doing (Arbon 2008; Martin 2008), within a social work
setting when the majority of the educators are not indigenous?

Are Indigenism and Indigenist education, theory and practice new to
Australian social work?

In addressing the first question, I do not believe or support the assertion that these con-

cepts are new to Australian social work. Rather, they can be seen as an example of an
instance of theory catching up to practice, as shown by within an Australian context, the
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inception of Aboriginal organisations such as Aboriginal Health Services (AHS) and the
National Aboriginal Community Controlled Health Organisation (NACCHO), the Secre-
tariat for National Aboriginal and Islander Child Care (SNAICC), the Link Up services
and Aboriginal legal services and land councils. Even the inquiry into the removal of Abo-
riginal children from their families, more commonly known as the ‘Stolen Generations, is
grounded in indigenism and indigenist theory in practice; when comparing them to the
definitions provided by Rigney and Churchill, the connections are clear. However, the so-
cial work that contributed to the development of the services identified above pre-date the
naming of the terms and practices described as indigenism, indigenist theory and practice.

Indigenism, indigenist theory, practice and research are ‘new’ buzz-words within
Australian social work and are being treated as though they are new concepts within Aus-
tralian social work. As clearly illustrated throughout this chapter, I argue that this is not
the case. I assert that Aboriginal and Torres Strait Islander social workers developed ed-
ucation, theory and practice from within this framework in the 1970s and perhaps even
earlier, as the impetus for their practice, which was very different to the dominant form of
social work being practised in this country. For Aboriginal and Torres Strait Islander so-
cial workers the focus, aim and objectives of their practice was indigenist because it was
founded on and informed by these ideological perspectives, but undertaken by ‘unqual-
ified’ indigenous social workers and so was pushed to the margins of Australian social
work.

To treat this form of practice as though it is the new wonder kid on the block that
should be embraced by all is, I believe, illustrative of the arrogance of whiteness within
Australian social work and the continued marginalisation of Aboriginal and Torres Strait
Islander social workers, who have been engaged in this form of practice for decades as al-
ready noted throughout this chapter. To help put things into perspective, it is well worth
remembering the following view:

By not looking at where [we've] come from, [we] cannot know where [we] are going, or
where it is [we] should go. It follows that [we] cannot understand what it is [we] are to
do or why. In [our] confusion, [we] identify with the wrong people, the wrong things,
the wrong tradition. [We] therefore inevitably pursue the wrong goals and objectives,
putting last things first and often forgetting the first things altogether, perpetuating the
very structures of oppression and degradation [we] think to oppose. (Churchill 1996,
510)

I suggest that it is within social work research that indigenous ideologies, theories and
practices are new. This is as a direct result of the engagement of indigenous social work
academics in this very Western activity and that these concepts have been introduced to
social work theory, education and practice, as a means of ensuring cultural safety for the
indigenous researchers and indigenous groups involved in the research.

Further, it is asserted that, in the 1970s, indigenist theory and practice in the form of
Aboriginal Terms of Reference (ATR) were developed in Australian social work as a crit-
ical response by Aboriginal and Torres Strait Islander social workers to the cultural abuse
experienced by our peoples.

These theories and practices emerged from the desperate needs of Aboriginal and Tor-
res Strait Islander peoples to access services that were not being delivered, to challenge
dominant systems of oppression, to achieve social justice and self-determination. This
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focus on systematic change also places the social work developed and practised by Abo-
riginal and Torres Strait Islander social workers at that time firmly within the Addams
tradition.

Muriel Bamblett of the Secretariat of National Aboriginal and Islander Child Care
Agency (SNAICC) defined cultural abuse as being:

when the culture of a people is ignored, denigrated, or worse, intentionally attacked. It is
abuse because it strikes at the very identity and soul of the people it is aimed at; it attacks
their sense of self-esteem, it attacks their connectedness to their family and community.
(Bamblett 2007)

The question that must be asked here is, ‘Does Bamblett’s definition of cultural abuse fit
what has and is being done to Aboriginal and Torres Strait Islander social workers through
the discounting of their work, their self-esteem and their achievements in the rush by the
broader social work community to embrace the terms indigenism, indigenist theory and
practice today?’ If the word culture is replaced in the quote above with the word ‘practice;,
it raises a whole different perspective, therefore different considerations of social workers
credibility and achievements and could well be viewed as lateral violence in an Australian
social work setting.

The challenges of including Aboriginal and Torres Strait Islander ontology and
epistemology into the Australian social work curriculum

Indigenism, indigenist theory and practice are about indigenous peoples, acting for indige-
nous peoples, using indigenous ways of knowing, being and doing (Arbon 2008; Martin
2008) to achieve the best possible outcome for their peoples. It is about insider knowl-
edge being applied politically, socially, economically, ethically and morally. It is also about
indigenous leadership. This being the case, it is essential that any social work research,
discussion, books or programs about indigenist ideology, indigenism, indigenist educa-
tion, theory and practice in social work in Australia, be developed and led by indigenous
researchers, academics and practitioners. The practices advocated here fit within an in-
digenist ideology, Aboriginal terms of reference, and culturally congruent practices that
ensure cultural safety as shown in Figure 5.3 below.

Therefore, this ensures that this initiative does not become an exercise in mining and
stripping of Indigenous knowledge systems, and the discounting of the work of Aboriginal
and Torres Strait Islander social workers for an extended period. Ensuring that indigenism
and indigenist theory and practice are not taught by non-indigenous researchers and aca-
demics, or practised by non-indigenous social workers, will certainly be a major concern
for indigenous Elders, communities, academics, researchers and social workers.

This is a huge challenge given that there is such a small number of Indigenous acade-
mics currently employed within the schools of social work. This then bring us to another
vital question: “Where does that leave non-indigenous social workers?’ I propose that it is
as allies, which will be introduced and discussed next.
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The role of non-indigenous social work allies

The term ally was used during the 2nd International Indigenous Social Work Conference
held in Winnipeg, Canada (July 2013), to describe non-indigenous social workers and oth-
ers who support the goals, aspirations, ways of knowing, being and doing (Arbon 2008;
Martin 2008), and cultural protocols of indigenous peoples of the world. The support of-
fered by allies included mentoring, support, talking for, working shoulder to shoulder with,
and ensuring that indigenous knowledges were not colonised, misused or misinterpreted.
Allies acknowledged at each point the leadership, expertise and value of the lived experi-
ence of their indigenous peers and were guided by them around how best to work within
indigenous contexts, to achieve the empowerment and social justice goals of these groups.

From the example just shared, it is proposed that the role of allies can be progressed in
similar ways in the Australian setting. However, some more specific ally support could be
offered through the following five points. These points are: first, recognising the work un-
dertaken by Aboriginal and Torres Strait Islander social workers from the 1970s onward,
as the practice of these social workers was firmly placed within the Addams approach to
social work and has achieved outcomes that have changed the Australian political and so-
cial environment, to meet the social justice needs of Aboriginal and Torres Strait Islander
Australians.

Second, social workers examine and learn from what has been happening in the mar-
gins of social work in Australia and document this practice and include it into the history
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Figure 5.3 The cycle and aim of indigenist theory.
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of social work in Australia. This will enrich social work in this country, and reveal hidden
knowledge and strengths within social work practice that have existed in the margins for
over 40 years.

Third, that in the search for ‘getting it right, we do not ‘get it wrong, by not making
the connections between Aboriginal Terms of Reference and what has been happening in
the margins of dominant social work in Australia for the past 40 years. Our allies should
be working to empower the indigenous social work that began in the 1970s and that con-
tinues today. This will bring about and enhance reconciliation rather than causing further
marginalisation.

Fourth, that the Reconciliation Action Plan that was initiated by the AASW be up-
dated, concluded, launched and rolled out across all states and territories, with the role of
allies being added.

Fifth, understanding the role of allies and working from that position, rather than as
colonisers mining indigenous knowledges. Working as allies will enable non-indigenous
social workers to participate in indigenism and indigenist theories and practices in a posi-
tive way.

Conclusions

This chapter not only introduces the concepts of indigenism and indigenist theory and
practice, it calls for the recognition of the work undertaken by Aboriginal and Torres Strait
Islander social workers in the margins of Australian social work for the past 40 years. It
also calls for the recognition of Aboriginal Terms of Reference (ATR) as the forerunner of
the terms indigenism and indigenist theory in Australian social work.

A number of questions were raised and answered throughout the chapter around what
is an indigenist ideology, who is an indigenist and how can indigenism and indigenist
theory be taught within the schools of social work and in practice settings. Examples of
indigenism and validating indigenist theory and practice were shared within the chapter,
as a means of illustrating different uses of these theories.

The chapter also provided insights into how non-indigenous social work academics
and researchers can participate in indigenist education, theory and practice as allies.
Examples of how allies worked and were spoken about at the recent 2nd International In-
digenous Social Work Conference in Winnipeg, Canada, were shared to provide insights
and paths to the future. Additionally five points have been identified that would allow Aus-
tralian social workers to immediately take up the role of allies in the Australian context.

Importantly, a number of challenges and cautions have been raised about not for-
getting where we have come from, in an effort to prevent terms that could discount the
practice of many indigenous social workers of the past 40 years, who have worked in the
margins of dominant social work in Australia. It should be remembered that it was these
social workers who, through their efforts and the efforts of their allies of the time, changed
the landscape of Australian politics and policies through activism and structural change
very successfully in the past.
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Envisioning a professional identity:
charting pathways through social work
education in India

Vimla V. Nadkarni and Sandra Joseph

This paper presents an overview of social work as a profession in India,
tracing its historical beginnings, philosophical base, dominant practice per-
spectives, its relevance in the country’s current socioeconomic and politico-
cultural context and its impact on emerging trends in global practice. It also
aims to stimulate discussion on the possible ways through which Social Work
education can make significant contributions in the wake of the changing
trends in state responsibility towards the poor and marginalised and in doing
so carve its professional identity in order to gain its rightful status in Indian
society.

Historical beginnings

The profession of Social Work in India marked its platinum jubilee in the year 2012.
Seventy-five years and more have been critical in the establishment of the profession as an
independent helping profession, interdisciplinary in nature and based on a foundation of
traditional Social Work methods and skills, values and ethics built around humanitarian
principles with a combination of several religio-cultural philosophies rich to the nation.
The Western legacy of professionalisation of Social Work continues in several develop-
ing countries that have adopted an American-Eurocentric model. The initiation of Social
Work education in India was based on Western thought and pedagogy.

Professionalisation of Social Work began with practice in Mumbai (erstwhile Bombay)
in 1936 under the leadership of Sir Clifford Manshardt, an American missionary, at the
Nagpada Neighbourhood House (settlement house for family welfare). He became the
founder-director of the Sir Dorabji Tata Graduate School of Social Work which began with
a Diploma in Social Service Administration. In 1964, the School became the Tata Institute
of Social Sciences (a Deemed University) which offered a Master of Arts Degree in Social
Work.

In the 1950s and 1960s several schools of Social Work started in other parts of the
country with faculty who completed doctoral studies in the US. This was a major factor,
particularly for the growth of postgraduate degrees in Social Work with specialisations in
clinical and non-clinical Social Work. Social Work educators have written extensively on
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the urgent need to indigenise the curriculum. Writings of Gore (1965), Dasgupta (1968),
Banerjee (1972), Desai (1985), Siddique (1987), Desai (2004), Saldanha (2008) and re-
cently by Bodhi (2011) have strongly criticised the Western models and made emphatic
deliberations on the need for a newer and relevant curriculum design for Social Work
practice in India.

It was in the 1970s also that the concept of integrated methods and integrated social
work practice entered the curricula of several Social Work programs across the country.
This led to a greater emphasis on the interface between macro and micro practice using
the systems framework for social change (Pincus and Minahan 1973). Studies reveal the
persistence of American influence over the curriculum and issues relating to adapting
Western Social Work values to the Indian culture (Nagpaul 1993; Mandal 1989; Srivastava
1999). When professional Social Work was ‘imported’ to India from the West, it was
squeezed into the social fabric and forced to deal with several local factors. Thus, the ex-
perience of professional Social Workers is complex and requires a constant dance between
different systems and cultural ideologies (Kuruvilla 2005).

Philosophical base of social work

Given India’s diverse socioeconomic and politico-cultural milieu, it is no easy task in iden-
tifying a single philosophical base for the profession’s existence. As discussed earlier, the
context in which Social Work education emerged in India drew heavily on the American
curricula given its historical beginnings of partnership between the Tata Trust and the US
Education Technical Mission with the Council of Social Work of America (Gore & Gore
1977). In retrospect, the dependence on Western ideologies to a large extent deferred the
indigenisation processes of the profession, perpetuating rigid curriculum structures which
did not evince sufficient credibility, support and recognition from entities that govern the
country’s development or education. However, the arduous journey towards greater inte-
gration of indigenous knowledge and practice frameworks continues.

Social service in India stems from deep-rooted religious beliefs. It existed in the form
of almsgiving and charity to the poor and needy, creation of shelters and kitchens, and in-
stitutions for orphans and elderly, the destitute, and beggars. Philosophies of welfare and
humanitarianism that arose from deep-rooted religious beliefs and practices of Hinduism,
Buddhism, Jainism, Islam, Christianity and indigenous beliefs were at some point the dri-
ving forces behind education and practice of Social Work in India. Kulkarni asserted that
the Indian model is indigenous and the aberrations, if any, are minor (Kulkarni 1993). A
few schools integrated India’s distinguished lineage in the freedom movement and adopted
the thinking of world renowned philosophers such as Gandhi, Swami Vivekananda and
Tagore in their curriculum (Kumar 1998). Yet some other schools emphasised the value of
human rights, empowerment and social justice as their core values in their curriculum.

Increasingly, the trend is that missions of schools are influenced by their affiliations
and political interests of governing members and trustees or on faith and missionary en-
thusiasm. Today there are several central, state, private and deemed universities with:
departments/faculty/schools of social work. Departments of social work are located in
state or national health and mental health academic institutions, and social work courses
are taught in social science departments in a state or central university. These programs
claim to be secular in their curriculum development and teaching approaches. There are
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also Social Work degree programs offered by faith-based ‘minority-labelled’ institutions
(Report of the Consultation on National Network of Schools of Social Work for Quality
Enhancement of Social Work Education in India 2012).

Dominant perspectives on education and practice

Perspectives for practice have changed with the changing economic and political develop-
ments in the country. From charity and reform it gradually moved to welfare and subse-
quently to development and more recently to human rights and social justice. However,
this has not been observed as a linear progress; rather, all forms of practice perspectives
are known to exist simultaneously.

A historic meeting in 1964 of professional Social Workers with Gandhian workers led
to the realisation that while Gandhian workers accepted the need for education and train-
ing, professionals recognised that Social Work needed to move beyond ameliorative work
to social action so as to remedy the roots of social malaise and to change the social order
(Dasgupta 1967 cited in Desai and Narayan 1998, 537, 538). As observed by Gore and Gore
(1977, 265-66), curative Social Work through casework dominated in the Social Work
programs (cited in Mandal 1995). It de-emphasised the needs of social and economic de-
velopment, promotion of preventive services and social action - the prime need of the
country in the post-independence era.

Social Action, Social Policy and Social Administration as important courses were em-
phasised in the Review Committee Report of the Second University Grants Commission
(Mandal 1995, 539). These areas were identified in the National Curricular Review in
1988-1990 undertaken by the University Grants Commission. According to Pathak and
Siddigui (from Mandal 1995, 539) several educators have observed that Social Work edu-
cation has not pursued in practice what it has professed (Pathak 1980; Siddiqui 1984 cited
in Mandal 1995, 539). However, field-based practice as a response to emerging issues in
health education, women’ rights, reproductive and sexual health, HIV/AIDS, child rights,
etc. has moved ahead with the times. This movement is seen in the shift from a clinical-
based remedial approach to a rights-based approach, more concerted use of empowerment
methodologies, social action and involvement in policy efforts.

At the turn of the 20th century, labour welfare persisted as a social work specialisation
in the form of human resource management, although it lost its ‘Welfare and Social Work’
practice features. The focus continues to be on industry and the organised sector in quite
a few schools that offer the specialisation. More recently the issue has been brought to the
fore for debate but the dichotomy of whether it falls in the purview of social work edu-
cation and practice in India still looms large, being contested in several conferences and
seminars.

Global influences in India

Similar to other nations, particularly in the global South, globalisation has posed tremen-
dous challenges for the profession with its accompaniment of privatisation and neoliberal-
isation, bringing both benefits and negative effects to people. Those who are on the fringes
of Indian society - the rural and urban poor, the homeless, malnourished children and
women, dalits (lower castes), tribals and sexual minorities — are bearing the brunt of some
of the negative fall-out of the rapidly increasing emphasis on economic growth and focus
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on foreign direct investment. Studies show lower rates in development indicators among
the marginalised sections, the most economically and socially backward populations in In-
dia. Discrimination on the basis of caste, class, gender, age, religion, disability and sexual
orientation are issues which need attention both from the global to the local context.

Economic growth and development continues to be the priority of the Indian polity.
Natural resources are exploited and people are being ousted from their roots. There are so-
cial movements against expansion of industries like mining for steel or coal, hydropower
or nuclear power projects that are neither environment friendly nor people friendly. ‘Con-
temporary Social Work issues in India cannot be addressed without a shift to a more
politically aware definition of the profession, guiding both national and international goals
for Social Work. Standards that support equity and human rights as well as focusing on ad-
justment are necessary to address these issues in the global context’ (Alphonse et al. 2008).

In the globalised world, protecting the ecosystem is not just the responsibility of a sin-
gle country but is an international political issue. Ecological social work or social work
on environmental issues and environmental justice including climate change are emerging
as critical areas for curriculum and practice in India. New epidemics are appearing while
old ones are re-emerging. According to the National Family Health Survey (NFHS), 43%
of India’s children remain underweight and an estimated 88% between six and 24 months
are anaemic. More recently mobility has become a major issue for development and health
workers.

Use of digital communication and social media has shrunk the world and has opened
up many avenues for sharing of resources, campaigning on common fronts, and attracting
support from people around the globe on several issues. With the opening up of the Indian
Government towards foreign universities setting up campuses in India, without an Indian
partner, the impact on higher education in India will necessarily go through a sea change
in its intake of students, its curricular design and its quality of output. This phenomenon
will also impact upon social work education in the country, a cause for reflection and ac-
tion.

Fortunately, despite the pressures to give in to globalisation demands, Social Work has
maintained a fair balance, and continues to support the development of health and ed-
ucation as human rights (as seen in the National Rural Health Mission and the Right to
Education Bill). Working with the State means also having to deal with the issues of poor
governance of welfare programs where the allocated resources are not reaching the poorest
of the poor in both the urban and rural areas. The big challenge is how education of Social
Work should be positioning itself in India given the strong global influences.

Shift from problem perspective to development perspective

A very significant paradigm shift in social work curriculum was the move from a ‘social
problem perspective’ to a ‘developmental perspective’ in the analysis of social issues. This
was greatly influenced by the World Summit on Social Development in 1995 in Copen-
hagen that led to the United Nations focusing on key social development themes. Social
work educators were thus influenced to integrate development concerns and issues in the
curriculum. This perspective was also integrated in the National Social Work Curriculum
(University Grants Commission 2001). Since the turn of the century, social work teach-
ers have been joining hands with human rights groups to protect the rights of children,
women, prisoners, activists, etc. Social work colleges in India too are gradually incorpo-
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rating the human rights perspective in their curriculum, pioneering programs and policy
change to protect the rights of the child, the girl child, women, and the right to education,
health and livelihood. This is in keeping with the United Nations Human Development
Reports (United Nations Development Programme 2007 and 2009) adopted by the Inter-
national Association of Schools of Social Work (IASSW) and the International Federation
of Social Workers (IFSW).

The education of social work in several institutions by and large complies with the
requirements of their respective university standards. The absence of a body that would
govern social work education and practice in the country seems to be a big setback in the
development of the profession in the country. However, a few institutions incorporate the
suggestions made in the Global Standards.

Though international social work is not a dominant practice perspective, there is a
growing trend towards teaching international social work. The Indian Government is en-
couraging universities to open their doors to international students, and compete in the
global market. More departments and schools are thus linking with international social
work programs through teacher and faculty exchanges and online courses. ‘International
Social Work’ is gradually becoming a popular course among Indian students, especially
those who vie for higher studies abroad. Programs abroad are also seeking new sites for
field placements for their students in developing countries and India is providing ample
opportunities for this movement of foreign students coming for short-term or semester
internships earning credits in their home university. The government of India permits in-
ternational students through a Home Ministry providing the opportunity for students to
study in India. This also provides an opportunity of creating an international movement
of social work alumni around the world to work together on the common cause of reduc-
ing inequalities, support for the cause of human rights and social justice for the poor. This
freedom to innovate is feasible in universities or colleges with an autonomous status and
where legal procedures are less cumbersome.

Nevertheless, efforts to indigenise the curriculum tailored to meet the local needs of
the Indian population as well as equip students with the required knowledge on interna-
tional influences and international practice are on the rise in several schools. There is an
attempt at discourse on anti-oppressive practice in the development of dalit and tribal so-
cial work. Social work educators in the country are also leading special centres on social
exclusion and human rights that conduct research and practice with special reference to
minority and oppressed populations.

Local influences on social work pedagogy

The knowledge base for social work education in India is interdisciplinary in nature.
For an in-depth understanding of society, human behaviour and societal development,
foundation courses span a wide range of disciplines like psychology, sociology, medicine,
psychiatry, economics, law, management and administration. Methods courses — Case
Work, Group Work, Community Organisation, Social Work Research, Welfare Adminis-
tration, and Social Policy Analysis and Development — provide the core skills base. History
and Philosophy of Social Work, Ideologies and Perspectives, Social Development and So-
cial Problems are covered as essential and core courses.
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State influence on social work curriculum

In 1990, the University Grants Commission set up a Curriculum Development Cell for
Social Work Education at the Tata Institute of Social Sciences. The 1990 report suggests
that while core subjects remain common across social work programs, there are attempts
made to tailor the curriculum to regional needs. A unified and holistic approach in the
curriculum may not be the answer to solving diverse social challenges. The mission and
goals of social work education, that are adopted from the International definitions of the
International Association of Schools of Social Work (www.iassw-aiets.org), the Interna-
tional Federation of Social Workers (www.ifsw.org), and the National Accreditation and
Assessment Council (www.naac.gov.in), vary in terms of institutional goals, regional chal-
lenges, cultural practices, religious emphases, human rights and justice values and a range
of other contexts in which schools are established.

All courses are subject to approval of Boards of Studies and Academic Councils ap-
pointed by universities and/or the University Grants Commission. In very few instances,
departments or schools have experimented with more generic areas of study like micro
and macro practice, social welfare and social development. Students are required to select
either of the domains. The School of Social Work at Tata Institute of Social Sciences, Mum-
bai, offers nine master’s level degree programs in social work in nine specified thematic
areas prioritising needs emerging from the changing social, economic, political, and cul-
tural scenarios in the country and available expertise (www.tiss.edu).

Fieldwork education comprises several components which are organised across the se-
mesters. The basic framework across most programs is made up of field orientation and
observation visits, rural camps, study tours, block placements and concurrent fieldwork
under the supervision of a field and faculty supervisor. Government and non-government
organisations are identified where students gain a wide exposure to the social realities of
the poor and marginalised. They get hands-on experience of working with people at dif-
ferent levels including systems-based interventions, policy and advocacy work.

The major gap is that universities in India fail to recognise the uniqueness of the social
work curriculum with its field practice laboratory and view it on similar lines to other
departments. This has led to a lack of academic support for fieldwork training which is
an exclusive requirement of the profession. Fieldwork gets further diluted in social work
courses offered through distance and online programs. Social workers graduate from these
courses most often without adequate field supervision.

Due to the increasing emphasis on research and publications, both national and
global, social work educators have been encouraged by higher education bodies, such as
the University Grants Commission and those Universities supported by central and state
governments, to research and publish and demonstrate high quality in areas of research.
There is a dearth of provision in creating proactive scholarship among social work acad-
emics in India. The burden of performance on the educators increases with the balancing
of several tasks simultaneously: teaching, fieldwork supervision, research and writing.
Though these are core responsibilities of the social work educator, processes that can en-
hance and enable better performance need attention.

Continuing faculty development and field engagement

Education and training in the discipline of social work is far more complex in view of its
unique nature. To create a cadre of competent professional social workers requires com-
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petent teachers and practitioners who together form a pool of educators created from a
praxis of reflections on theory and practice. Most social work educators are trained social
work professionals who qualify through passing the UGC governed National Eligibility
Test or the state governed State Level Eligibility Test (www.ugcnetonline.in) to teach at the
college level. Giving priority to past or simultaneous practice experience is always an ad-
vantage. They further qualify with an MPhil or PhD in social work. Schools of social work
are required to mandatorily employ such qualified personnel in the teaching profession.
Faculties are also required to complete certain refresher courses for career advancement.

A major challenge is the lack of faculty development programs or refresher courses
tailored specifically for enhancing capacities of educators. Retaining competent faculty is a
major challenge owing to the larger sociopolitical, financial and infrastructural constraints
that draw them to more fulfilling and greener pastures, even outside the country. The need
for a strong body or network of schools that weaves together the diversities in teaching and
learning methodologies, and ensures high quality in the education and training patterns in
the country, is apparent.

The profession is not governed by an exclusive council or a body that oversees the
areas of social work practice. Therefore no rigid or clearly marked boundaries exist in
the country. Social work practitioners do not require a licence as would doctors, lawyers,
nurses, etc. This has led to several other disciplines entering the domain of social work
practice. Educational programs such as Human Rights, Development Studies, Health Man-
agement, Human Resource Management, Rural Management, Urban Studies etc. are be-
coming independent disciplines or professions, which were once an integral part of the
domain of social work. One tends to agree with Darvill et al. that:

in future Social Workers are likely to be employed less in social services and Social Work
departments and more in multi-disciplinary and multi-agency settings. In these settings
integration of different skills and professional groups is the norm, and this varies accord-
ing to the requirements of user centered services, greater social inclusion and new ways
of working. (Darvill et al. 2001, 4)

The profession is going through the process of re-establishing a national association of
social work educators in the country. Educators are spearheading this effort to create a
credible body that will monitor and enhance the quality of social work education and prac-
tice in India. This effort has taken on a distinct and clear-cut structure in the recent past in
the formation of a National Network of Schools of Social Work (Nadkarni & Desai 2012).
In a recent consultation, a group of senior educators from the network met at Tata Institute
of Social Sciences to launch the Indian Association of Social Work Education (IASWE).
This association is expected to chart new pathways for enhancing the competency and vis-
ibility of the profession through its educational programs.

Indigenous social work theory and practice

One of the most obvious pathways towards creating an identity for social work in India
would be to evoke indigenous theoretical and practice frameworks. With English as the
medium of instruction in most schools, the indigenisation of social work is grossly stunted.
Students from the vernacular (regional language) medium face difficulties in coping with
English as a medium of instruction and expression. Some slim efforts have been made to
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develop literature in regional languages. The absence of indigenous literature in practice
has led to the poor quality of referencing and preparing home-based and classroom as-
signments. Nevertheless, India has a wealth of literature and creative writings in regional
languages relevant to social work education and practice; such literature can be made avail-
able in local languages. This will go a long way in augmenting social work knowledge in
the country. ‘As far as the Indian context is concerned, there is a growing realisation among
contemporary Social Work educators and practitioners alike that there cannot be one over-
arching indigenous Social Work knowledge base’ (Bodhi 2011, 290).

Field action through colleges/schools/departments has been supported as a pedagog-
ical tool to test and evolve indigenous social work practice. These projects that start with
micro-level practice become model programs supported by relevant ministries in the gov-
ernment; they influence national programs and policy, serve as learning centres for social
work students, paraprofessionals and faculty. Several major initiatives in the country range
from work with the most marginalised populations to remedying existing clinical and so-
cial systems or creating new ones.

Several indigenous projects are emerging as models to replicate. For example, CHILD-
LINE India Foundation (www.childlineindia.org.in), which started as a helpline for street
children, has demonstrated the need to reach out to children through the rights-based ap-
proach and policy development on child protection. It is today a national scheme fully
sponsored by the Ministry of Child and Women Development. Inclusive education for all
children through the NGO, ‘Pratham’ (www.pratham.org), started as a pilot project to at-
tract poor children of preschool age to school, as a collaboration of the College of Social
Work in Mumbai and a social entrepreneur. This has become an institutionalised (regis-
tered) movement with branches all over the country and abroad. Integrating the concepts
of social entrepreneurship with social work, a sustainable partnership in the era of global-
isation has been forged.

Social work colleges in some parts of the country have been very sensitive to their local
needs and emerging challenges. Indigenous practice models have also been developed in
the fields of disaster prevention and response, relief and rehabilitation of displaced per-
sons, HIV/AIDS and new emerging diseases, dalit and tribal social work.

Concerns and challenges

The complex Indian reality

The Indian social reality is a complex and multi-dimensional one. Its social, economic,
cultural and political factors capped by its invasive caste, class and gender system call
for more careful and deeper analytical understanding of India’s reality and a social work
response that will necessarily have to be multidimensional. “The high degree of ethnic het-
erogeneity and dynamic interface of gender-caste-tribe-religion-class reality coupled with
the dialectical relationship between the “traditional-modern” and “conservative-progres-
sive” subsumed within an overarching frame of institutionalised exclusion and oppression
in the form of caste, is indeed a colossal task to comprehend’ (Bodhi 2011, 292).

The current scenario calls for a curriculum that will depart from its traditional tra-
jectory and move towards one that will equip students with liberatory and emancipatory
ideologies, theories and practice of social transformation with radical underpinnings that
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will respond to the complex Indian social realities. It is in these contexts that social work
education will have to take responsibility and work towards gaining its rightful recognition
in the complex Indian reality.

Need to reposition human resource management

With increasing focus on the services and manufacturing sector in India, there is today
great demand for management skills in business and industry. In this era of an unregulated
labour market, there is increasing need for human resource management and skills in
project planning and development as well as monitoring and evaluation. The response of
social work has been to cater to these capacity-building needs by initiating postgraduate
degrees in these areas which have been the territory of management schools. In turn,
management schools are also preparing managers and social entrepreneurs for the social
sectors.

In the current context where management is the buzzword for any professional
whether in business, health, education or social welfare, there is a danger of social work
losing its people-centred focus. In the process of over-professionalisation, the compassion
and empathy of working with people at the grassroots is replaced by quantitative
performance-oriented targets such as the University Grants Commission’s Annual Self-As-
sessment for Performance Based System Indicators and Scores for promotion of teachers
(www.ugc.ac.in) measuring efficiency and effectiveness of social work practice.

Need for more bachelor level programs

The second major issue has been that social work education in India began with post-
graduate programs rather than undergraduate programs. The first undergraduate degree
in social work began in 1974 at the College of Social Work, Nirmala Niketan, Mumbai
University. The current scenario is that most of the colleges/departments prefer to run
postgraduate programs again due to the jobs available in the government and non-govern-
ment sectors. Only very few five-year integrated social work programs are offered which
start after junior college (12 years of formal education in India).

In the context of graduate education in India, a bachelor’s professional degree is
viewed as the foundation for any profession and the student is expected to complete a pro-
fessional master’s degree for professional practice in that specialisation. The social work
undergraduate program provides the basics in the social sciences or in social work; the so-
cial work graduates are more motivated to work as field practitioners.

Advocacy for creating positions for social work at the bachelor’s level is imperative.
This is part of the process of making social work education more relevant to Indian socio-
cultural settings. There is a need to attract social workers at younger ages so as to mould
them into socially aware citizens and effective social workers. Youth social workers have to
become socially aware and active citizens whose rights are embedded not merely in per-
sonal entitlements, and grounded in location but grounded in personhood. It is essential
to incorporate diversity into our understanding of social rights (Drover 2000).
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People-centredness vs elitism

Professionalisation has been said to create elitism in social work where the field is domi-
nated by the urban middle class. According to Siddiqui (1984), the priority for offering of
courses is the easily available job placements and this influences the selection of students
who fit into these jobs (cited in Desai and Narayan 1998). The Second Review Committee
Report strongly advocates that the profession of social work should be non-elitist both in
the content and pedagogy as well as in the social class from which the students hail:

These developments and the rise of the middle classes have been increasingly making the
job of structural Social Work challenging, so much so that Social Work is experiencing
an identity crisis in India. (Rao 2011, 38)

For students with rising costs of living, the dilemma remains - an elitist job with high
salary or a development organisation with comparatively low salary and no perks. There is
also now greater opportunity for international jobs and projects. There is a danger of fo-
cusing more on projects and consultancy instituted by foreign funding agencies with little
relevance to the country’s needs. Institutions of social work education in India, who face
serious resource crunches, find it increasingly difficult to address these issues.

Need for social work professionals at different levels

According to Fook, the autonomy of all professionals is challenged in the current context.
Managers and bureaucrats are taking control of professional practice due to the increased
emphasis on managerialism and changed funding arrangements. Thus, the assumptions
are being questioned. Professional identities are being undermined and professional
boundaries are weakened. Jobs are represented in fragmented skill or program-based
terms, rather than holistic professional terms. Competition between different professional
groups increases as each one struggles for territory and ascendancy (Fook 2002). Midgley
and others view globalisation as involving complex processes with both positive and neg-
ative impacts. Social work education has to build student and faculty capacity to critically
assess these processes and anticipate the challenges (Midgley 2000).

In a workshop on ‘Perspectives for Social Work Training: 2000 AD), the alumni of
TISS were divided in their opinions about the future thrust of training. While the majority
advocated for focus on conscientisation of the marginalised, the minority preferred the es-
tablished remedial orientation of social work and clinical social work which was urban-
and middle-class oriented (Desai 1991).

Institutions could encourage academic activism through critical research, policy-level
interventions and by expressing solidarity and support with people-centred movements
(Desai & Narayan 1998, 547). As social workers, we need constantly to translate and com-
municate what the values and goals of social justice mean to different people and groups
(Desai & Narayan 1998, 547).

Considering its size, diversity, poverty levels and increasing disparities, India needs a
range of trained social workers — the paraprofessionals, the graduates and the postgrad-
uates, along with the doctoral-level research practitioners who will work with a holistic
perspective at a variety of levels and catering to a variety of needs. “‘We need the ability to
transfer our knowledge and skills in any setting’ (Fook 2002, 28).
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There is also the realisation that there are many more players involved in these
processes besides the trained social workers. Joining hands with them to work towards so-
cial transformation on a robust foundation of theory and values should be the goal of social
work education. The greatest challenge is to ‘be the change you want to see in the world’ A
majority of schools need to work towards establishing high quality social work education
programs.

Based on the need for a transformative paradigm for social work education, the Na-
tional Network of Schools of Social Work members developed objectives to make social
work education emancipatory and transformative to create an inclusive and just society;
set minimum required standards of curriculum, re-emphasising its ethical foundations;
created a universally accessible repository of high quality knowledge, resources, expertise
and processes of sharing with schools across the country; achieve visibility for the profes-
sion through structures that engage state, civil society, and industry; established linkages
and databases that connect and inform all responsible stakeholders; strived to improve
standards through accreditation systems and periodic reviews; and created representative
scientific associations to explore various facets of social work, taking responsibility for col-
lective advocacy and action (Nadkarni 2012).

Need for a core curriculum framework

The need for a national curriculum when there is extreme diversity in the country is a
question often debated in some fora of social workers. Conceptualising a core framework
for social work theory and practice through praxis, that would serve as the foundation for
the social work curriculum, is the need of the day. This framework could then be devel-
oped further regionally to integrate the local social and developmental issues.

A national consultation to achieve this was organised by the National Network of
Schools of Social Work spearheaded by the Tata Institute of Social Sciences. However,
it was observed that there was a need for greater conceptualisation and re-imagining of
social work education. Efforts to collate the emerging fields of practice and in-depth analy-
sis on various components of social work education is being carried out. A Social Work
Education Observatory as the mechanism to develop and digitise indigenous knowledge
resources and disseminate them to all corners of the country has been envisaged. This
would serve as the knowledge hub that would create country-wide classrooms for impart-
ing basic courses and specialised courses and thus enable students to access knowledge
resources and lectures through web-based systems.

This implies that all institutions would need to develop the technological base, trained
staff, ongoing training and sufficient resources to access the knowledge hub. The National
Network will moot the idea for continuous enhancement of knowledge, promote active re-
search to inform social sector policy evaluation, and change and develop IT and digital
library networks to share knowledge and learning resources so that students located in any
part of the country are able to access quality teaching offered from schools of social work.

Conclusions

While social work in India has not created a visible identity for itself nor has a marked ter-
ritory for practice, the fraternity is aware of the insightful prediction that the social work
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professional ‘will increasingly be required to work in more than one task-specific team
simultaneously, and change teams thereafter. They will have key roles in setting up, main-
taining and changing teams’ (Darvill et al. 2001, 4).

An important aspect that is critical to envisioning a professional identity for the pro-
fession in India is to chart out a clear curriculum that emphasises critical and analytical
thinking to enable students to commit themselves in working towards development needs
of the poor and marginalised people: the dalits, the indigenous people, children, women,
girls, the socially stigmatised and all groups that are increasingly deprived of social safety
nets with the reducing investment of the government in social sectors. Indian social work
educators need to continuously tailor programs and update themselves on current knowl-
edge frameworks in order to carry forward a professional approach in the plans for work,
especially in the most poor and backward areas of the country. In doing so, the profession
of social work will gain its rightful recognition and acceptance in Indian society. The task
may be uphill but it will move towards the achievement of what social work definitions
portend in all the major bodies of social work education in the world.
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Social work education in Indonesia:
challenges and reforms

Fentiny Nugroho and Kanya Eka Santi

The social work profession in Indonesia has not yet become a desirable oc-
cupation that parents would like their children to take up, as opposed to
a doctor or an engineer. This is partly because the profession is not widely
known yet in Indonesia. Why is this the case? It is a relatively new devel-
opment in Indonesia, which began around the late 1950s when the Ministry
of Social Affairs commenced to recruit social workers as its employees.
Furthermore, the term ‘social worker’ is not considered attractive as an oc-
cupation. In Indonesia, social work philosophy is ‘helping people to help
themselves. The concept of a ‘helping profession’ is not regarded as based on
science and knowledge, because in the daily life of Indonesian society ‘help-
ing others’ is common, because the general nature of Indonesian society is
still in a close relationship, so they tend not to feel the need for a ‘helping
profession’ Research conducted by the Asian Pacific Association for Social
Work Education (APASWE) revealed that in the country many people do
not know about the profession of social work. For those people, volunteers
are social workers (Sasaki 2013).

This condition is a major challenge that must be faced by social work /
social welfare education in Indonesia. How can we make efforts to make so-
cial work widely known, and social work become a desired profession? This
chapter will discuss the debates around social work, which incorporate chal-
lenges encountered and the efforts made for social work development.

Debates and contextual analysis

Who is a social worker?

In Indonesia there are still debates around social work. Firstly, according to the general
public and volunteers, anyone who works in the field of social welfare is called a ‘social
worker’. Especially in the field, they feel that it is non-professional social workers who
mainly assist them in dealing with their problems. In contrast, social workers take the view
that not everybody who works in the field of social welfare is a social worker; some of them
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are professional social workers, while others are volunteers. For this latter group, social
workers are those who have graduated from a bachelor or ‘Diploma 4’ program in social
welfare.

Misperception about the profession of social workers in Indonesian society is one of
the main factors that make the profession less attractive, because to them helping can be
done by everyone, without specific education. Thus, a ‘helping profession’ is not consid-
ered as a profession; especially in this society, helping/social support can be obtained from
the extended family and neighbours. In order to affirm that the social worker is a profes-
sional, the association of social workers in Indonesia is called the Indonesian Association
of Professional Social Workers (IPSPI). The society’s views on the profession of social work
cause the professional social workers to encourage and facilitate the issuance of Law No.
11/2009 on Social Welfare. According to this law, someone who has not graduated from a
school of social welfare cannot be called a professional social worker; they are called wel-
fare workers (tenaga kesejahteraan sosial) and volunteers. The stipulation of Law No. 13/
2011 on the poorest of the poor, and Law No. 11/2012 concerning the child judicial sys-
tem, demonstrate the growing recognition of social work as a profession in Indonesia. In
line with the establishment of the Asean Social Work Consortium in Manila (the Philip-
pines), the Indonesian Social Work Consortium was founded in 2011.

Social work reform in Indonesia began especially with the issuance of the Law on So-
cial Welfare No 11/2009, which recognised the ‘professional social worker’ as a graduate
of a social work school. This law clearly distinguishes the role from the ‘volunteer’ and
‘welfare worker’ who may come from other disciplines. This Act was reinforced by the
Regulation of Minister of Social Affairs No.108/2009 on the Certification of Professional
Social Workers and Welfare Workers, as well as the Regulation of Minister of Social Affairs
No.107/2009 on Accreditation of Social Welfare Institutions.

To improve the quality of education in Indonesia, the Ministry of Education and
Culture requires the accreditation of the delivering university, as well as undergraduate,
masters and doctoral programs once every five years. This is conducted by the National
Accreditation Board of Higher Education. Especially for departments of social welfare, ac-
creditation is the process of monitoring the program and assuring the quality of graduates.

In line with these social work reforms, the Indonesian Association of Social Work /
Social Welfare Education (IPPSI), which is an organisation consisting of 37 Indonesian
schools to develop social work/social welfare education in Indonesia, formulated a stan-
dardised national curriculum. It consists of 19 core courses (57 credits) that must be taken
by students of the bachelor level. Overall they must pass 144 credits to earn a bachelor’s
degree. Within the remaining 87 credits, there is an ample space for school members to
design courses in accordance with the features of curriculum at the respective universities,
incorporating the strengths of the school, as well as the local culture and the existing hu-
man resources.

The Ministry of Education requires that to be a lecturer in a Bachelor program, one
must minimally hold a master’s degree. In addition, to teach in the master’s program, one
must have obtained a PhD degree. Currently in Indonesia there are two schools — Univer-
sity of Indonesia and University of Padjadjaran - that have programs from a bachelor to
doctorate. Besides an academic degree, a faculty member requires a number of credits for
his/her promotion namely, in teaching, research/scholarly work, community services, and
supporting aspects such as involvement in committees and organisations both on campus
and off campus. For lecturers of a department of social welfare, the community service ac-
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tivities enrich their practice experiences and skills, which are very important for teaching.
As social work is an applied science, the schools invite practitioner guest lecturers to teach.
In formulating the national core courses to standardise social work education in the coun-
try, IPPSI refers to the needs of local and national levels, as well as the global curriculum
standard. The curriculum also incorporates the rules on the competence-based curriculum
established by the Higher Education section of the Ministry of Education and Culture. The
competences consists of: the foundation of personality; mastery of knowledge and skills;
ability to work; attitudes and behaviours in the work according to the level of expertise as
well as the understanding of the ‘rules’ of the society.

Most of the elements in the ‘Global Standards for Social Work Education and Training)
which are formulated by the International Association of Schools of Social Work (IASSW)
and the International Federation of Social Workers (IFSW), have been adopted in the core
curriculum of social welfare education, such as courses on Sociology for Social Workers
and Psychology for Social Workers, which in the Indonesian core curriculum are put to-
gether to be one course called ‘Social Work/Welfare Theories. The other courses taken
from the Global Standards are: Human Behavior and Social Environment, Ethics and Hu-
man Rights in Social Work, Human Service Management, Social Planning and Policy
Analysis, Social Work Research, Supervision and two Practicum. For the course on so-
cial work methods, IPPSI made changes. If previously there was only one course on Social
Work Methods, in the formulation of new core curriculum, which adopts the Global Stan-
dards, the method course has added the courses/subjects as follows: Social Work Practice
with Individuals and Family, Social Work Practice with Groups, and Social Work with Or-
ganisations and Community. So altogether there are four courses on intervention methods
(Sewpaul & Jones 2004). This is a more appropriate design, as the essence of social work is
helping clients to deal with their problems; therefore, the intervention methods must be a
major feature. Similarly, a course on Social Work Practice in Multicultural Society, which
had not previously been included in the national curriculum, at present has become a core
course in accordance with global standards. As the core courses, they are compulsory for
social work students all over Indonesia.

In the core curriculum, students must minimally undertake two placements. The first
is ‘a concurrent placement’ (two days a week), the second is ‘a block placement’ (four days
a week). In preparation for placement, there is a briefing for students to review skills that
so far have been taught in class. Placement is a very important component in social work
education because through placements the students can practice to develop themselves in
the application of theories, values and skills for helping clients.

Based on the above description, it is obvious that social work practice - the same as
other professions — is based on theories, values/ethics and skills, which cannot be under-
taken by those without social work or social welfare education.

Social work or social welfare?

The second debate concerns whether to use the term ‘social work’ or ‘social welfare. In
Indonesia, the school name is ‘Department of Social Welfare Science, although in daily
English translation people call it ‘Department of Social Welfare. In general, all over the
world the school’s name is ‘Social Work School” or ‘Social Work Department, although
there are some schools, such as the University of California, Berkeley, and in South Korea
that use the name ‘School of Social Welfare.
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AYO SAMA-SAMA KITA JAGA KAMPUNG KITA DARI
PERDAGANGAN ORANG,SEKS BEBAS DAN
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Figure 7.1 This photo was taken by Dina Hidayat, a student who is doing her placement with an agency
dealing with child trafficking. In a trafficking prevention program, together with the agency’s staff, the
student makes a banner, which is installed in one of the villages, where many trafficking cases occur. This
banner states ‘Come on, together we protect our village from human trafficking, free-sex and child sex-
ual exploitation’ This banner is part of the prevention program.

Those who tend to use the term ‘social welfare’ argue that this is more appropriate
because it is regarded to be a broader term than ‘social work’ and more suitable for de-
veloping countries. ‘Social welfare’ also includes ‘intervention’ against governments, both
at local and national levels; for example, through advocacy on government policies. This
intervention is required to achieve people’s wellbeing. This is highlighted, for example, in
the curriculum of the Department of Social Welfare at the University of Indonesia and
also reflected in its vision, mission and objectives (Faculty of Social and Political Sciences,
University of Indonesia 2009). Furthermore, social workers should be concerned with the
impact of global policies on human lives and the disadvantaged and carry out concrete ac-
tions for dealing with those. This means that the government is also a ‘client’ who needs to
be helped/changed for the society’s best interests. Those who are likely to use the term ‘so-
cial work’ state that social work is also broad, as it includes micro, mezzo and macro levels.
These three levels are described in Kirst-Ashman (1993).

However, referring to the thoughts of Midgley (1995) on social development, it ap-
pears that social welfare is wider than social work because it includes social work, social
policy/administration and social development. Based on observations, it seems that to
some extent the development of social work / social welfare in Indonesia is related to de-
velopment theories, such as modernisation and dependency theories. During the 1960s
or early 1970s when the modernisation theory began to be widely applied in many de-
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veloping countries, including Indonesia, social workers in the country tended to develop
clinical social work, similar to that in the West (developed countries). Based on this theory,
developing countries should imitate the West in order to be developed countries (Foster-
Carter 1986: Roxborough 1979). Everything that comes from the West was seen to be
good. Therefore, it is not surprising that at the time casework and group work, which are
both widely used in Western countries, were also frequently employed in developing coun-
tries, including Indonesia.

Nevertheless, when the dependency theory was introduced in the 1970s, there was
a view that relations with the West can create dependency and underdevelopment as
occurred in Latin America. As a result, there was emerging awareness in developing
countries that they did not need to imitate the West (Foster-Carter 1986). In regard to
social work, there was a slight change in trends: in developing countries, community de-
velopment started becoming popular. Khinduka, for example, states that for developing
countries, where massive poverty is a major problem, community development is more
appropriate (Khinduka 1971). Although casework and group work are still relevant, ap-
parently these methods are not quite suitable. Moreover, social planning and policy also
became very important. Their role at a state level (not only at the program level) is critical
to the welfare of citizens.

In connection with the debate over social work or social welfare, Indonesian social
work practitioners and educators have decided to accommodate both; for example, for ed-
ucation associations, it is expressed as the Indonesian Association of Social Work / Social
Welfare Education. In general, the direction of education is moving toward both social
work and social welfare. For example, some universities such as the School of Social Wel-
fare (under the Ministry of Social Affairs) and the University of Padjadjaran focus on
learning and strengthening the practice of social work. Widuri School of Social and Po-
litical Sciences emphasises more clinical social work, while the University of Indonesia,
for example, gives more focus on social welfare as learning objectives. With this broader
scope, this university offers competence in the field of social development for its students.

Is social welfare a science/discipline?

The third debate concerns if it is right to use the name ‘Department of Social Welfare Sci-
ence’? Is social welfare a science/discipline? Some say that it is not a science; social welfare
is a field, and social work is a profession. However, there are also those who regard social
welfare a science, specifically social science, with reference to Zastrow (2004). He states
that social welfare is ‘both an institution and an academic disciplin€’ As a discipline, social
welfare is based on knowledge and theories, and there are also linkages with other disci-
plines such as health.

Social work / social welfare education in Indonesia emphasises three aspects: knowl-
edge, values/attitudes and skills. Related to the knowledge aspect, social work is eclectic, so
students must learn about many theories from various disciplines like politics, economics,
anthropology, sociology, psychology, health and so on. Certainly, beside these, the students
learn about social work / welfare theories, such as critical theory, empowerment theory,
organisational theory, behavioural theory, etc. At some schools, the students also learn the
development theories, such as modernisation theory, dependency theory, world system
theory and globalisation.
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Figure 7.2 This photo shows the living conditions of the poor in a slum area. In rural areas

there are even more people living in severely disadvantaged conditions. Social workers must
help these people to help themselves. Photo by Novi Kartika.

IPPSI claims that, through undergraduate education, the graduates have developed
general competence, namely as empowerment agents, problem solvers, social welfare an-
alysts and agents of change. Theories, values/ethics and skills are three important aspects
underlying the competencies to be achieved. Thus, social work / social welfare is ‘science’
and ‘art. Theory and knowledge represent ‘science, whereas the application of the theory
requiring values and skills represents ‘art’

In Indonesia, nearly all social welfare science departments are administered within
universities, specifically under the umbrella of faculties of social and political sciences, ex-
cept for schools such as the School of Social Welfare in Bandung. Being under the Ministry
of Social Affairs is beneficial because the ministry can facilitate its human resource de-
velopment; on the other hand, the school is bound by an obligation to educate primarily
for future Ministry of Social Affairs employees - although the students are not absolutely
bound to be its employees - so to some extent the school is expected to make attempts to
tulfil the ministry’s needs for example, in terms of certain practice areas. Thus, students are
prepared to apply their knowledge directly and are ready to work. However, most social
welfare schools are under the university; consequently, as a department, social welfare is a
science. At the beginning of the establishment of the Social Welfare Department, the Min-
ister of Education asserted that if we wanted to be under the university/faculty, it should
be as a science, the same as nursing science, international relations science, etc.; if not, it
should be placed outside the university. This is one of the most important decisions made
by the founders, which is still in operation today.
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As a science, there are linkages with other professions such as health professions. For
example, there are similarities in the university-compulsory courses to be undertaken by
social welfare students and students of other faculties. Additionally, the university-level
service is a multidisciplinary activity, which involves students from all faculties, including
the Faculty of Social and Political Sciences (Department of Social Welfare being part of
this), Faculty of Public Health or Faculty of Medicine. With such cooperation, social wel-
fare and medical students carry out a program together, applying their respective science
and approaches. Furthermore, many students of the Social Welfare Department carry out
placements in health settings. It is expected that in medical case management, psycho-so-
cial aspects of the patients are also considered in diagnosis.

Based on data from IPPSI, schools of social welfare can be distinguished based on
their administering ministry. There are at least three ministries, namely, the Ministry
of Education and Culture, Ministry of Social Affairs, and the Ministry of Religion. The
schools under the Ministry of Education and Culture can be classified into state and pri-
vate universities. The difference of ministry affects the curriculum applied in each school,
especially for courses beyond the core curriculum. For example, at the universities un-
der the Ministry of Religion, there is an emphasis on an Islamic-based curriculum that
corresponds to the core business of the Ministry of Religion which is Islamic religious edu-
cation, in addition to the compulsory courses for Indonesian universities in all disciplines.
Consequently, there are many courses that must be taken by the students which affect the
space for enhancing social work core skills.

Challenges and efforts for development

In Indonesia, most books used for teaching originally come from the West and are in Eng-
lish. Therefore, the Bridging Professional Social Work foundation helps to publish some
books in the Indonesian language and also does translation. This foundation, which is led
by Professor Martha Haffey, gives great support for the development of Indonesian so-
cial work, both educational and professional. This foundation took some initiatives, such
as establishing a Social Work Practice Resource Centre. The other international organisa-
tions, Save the Children and UNICEEF also support the enhancement of the social work
profession, especially the establishment of social work systems in relation to child welfare.
These organisations, in cooperation with the Ministry of Social Affairs, conducted research
on Quality of Child Care in Children’s Social Institutions (Martin, Florence and Sudrajat
2007) which triggered the emergence of awareness about the importance of building a sys-
tem of social work. The research findings confirm that child protection services cannot be
implemented properly in the absence of professional social workers. In this case, all com-
ponents of social work from policy, education, quality of graduates, to the mandates for
social work practice, are incorporated in the system. Moreover, because it is realised that
the development of the social work profession relies heavily on education, Save the Chil-
dren provides IPPSI with great support.

Nowadays nearly all educational institutions think about internationalisation, includ-
ing schools of social welfare. The Education Act also encourages collaboration with inter-
national institutions. To implement this, the universities in Indonesia established a dual
degree program with universities abroad that includes collaboration over student/staft
exchange and research. However, despite the emphasis on internationalisation, social wel-
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fare education programs encourage and provide great opportunities to the local cultural
dimensions. For example, in a course on poverty, the students learn about national (gov-
ernment policy) and global aspects which to some extent worsen poverty; they learn the
theories of poverty that derive from the West, but local factors are also discussed, in terms
of both local cultural values and local government policy; for example, discussing the lives
of an ethnic group in Borneo Island. One of their agricultural products is bananas. The
people have a value/belief that they cannot cut the clump of banana trees; if they do, it
will lead to a big problem for their family members, such as illness or death. Yet according
to modern agricultural science, in a grove of trees there should not be too many banana
trunks. If there are too many, then the fruit will be small and poorly produced. Therefore,
some of them have to be cut down to only about 3-4 trees. Because they have such beliefs,
their banana products are undervalued because they are below market quality standard.
This affects their economic conditions.

Through the discussion of cultural factors, it is expected that when the students grad-
uate and become social workers, they may be more sensitive and understanding of local
culture, both positive and negative. The social worker is a change agent. Thus, if there are
cultural factors that need to be changed, social workers can do it with sensitivity and em-
pathy. The culturally relevant education is also explored by Gray and Coates (2008).

Social work education institutions bear a moral responsibility to make the profession
become well-recognised and respected and to prevent their graduates being unemployed.
Therefore, they conduct continuous promotion initiatives, create an attractive curriculum
design and ensure that the Schools produce high quality graduates. To achieve the ex-
pected quality, the Schools make efforts to meet the standards of higher education in
accordance with the requirements established by the National Accreditation Board of
Higher Education. Moreover, IPPSI as an umbrella of Indonesian schools of social work /
social welfare, facilitates the implementation of a core curriculum as a national standard
for social work/social welfare education. This curriculum also includes the Global Stan-
dard established by IASSW and IFSW. However, the national standard does not stand
alone; this needs to be in line with the standards of practice set by the Indonesian Asso-
ciation of Professional Social Workers and the National Board for Profession Certification
(BNSP). This agency is in charge of certifying all professions in Indonesia. Furthermore,
the implementation of a practicum for most schools remains a problem. This relates to
the low hours available for practicum, the limited number of supervisors and the lack of
practice carried out by the lecturers of social work / social welfare schools. As a result, in-
tegration of theory and practice that should be transferred between the school supervisor
(lecturer) and field supervisor can not take place optimally. Looking ahead, this condi-
tion is certainly a challenge considering the more complex global issues that increasingly
demand competent graduates. Global challenges will be bigger within the ASEAN com-
munity by 2015. The job market for Indonesian social workers will be more competitive
than from other ASEAN countries. Social work leaders in Indonesia have to make more
significant efforts to improve the quality of practice and the work of the lecturer/super-
visor. IPPSI has already held training on practicum and supervision. There are clearly
more training events/workshops required on practicum and supervision, as well as the mi-
cro, mezzo and macro skills, because when we talk about competition in the job market,
the mastery of skills plays an important role. This condition needs to be anticipated even
though there is data that in 2013 there were 139,000 social workers needed, while at pre-
sent approximately 15,000 people are available.
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From the period 2010-2013 several initiatives have been undertaken by the Indone-
sian Association of Social Work/Social Welfare Education to develop social work and
overcome the challenges faced by social work education in Indonesia. The activities in-
clude:

« National Workshop on Core Competence of Social Work and Definition of Social Work

« National Workshop on Core Curriculum; Seminar with APASWE on Development of
Social Work Education: Indonesia and Asia Pacific Perspectives

« National Workshop on the Guidelines of Core Curriculum Contents

o Training on practicum; Seminar with IASSW on Social Work Education in Indonesia:
Indigenous and International Perspectives

o The International Conference on Social Welfare in the ASEAN Region, in collaboration
with the Ministry of Social Affairs and the other social work leaders

¢ The Indonesian Social Work Consortium (IPPSI is one of the leaders of this consor-
tium) in collaboration with the International Consortium for Social Development-Asia
Pacific, held an International conference: ‘Envisioning New Social Development Strate-
gies Beyond Millennium Development Goals’

o National Workshop on the Competencies of Postgraduate Students of Social Work / So-
cial Welfare Science and Learning Outline for Practicum

o National Workshop on finalisation of Learning Outline / Lesson Plan for Practicum 1
and Practicum 2

o Social work supervision training for lecturers of social work / social welfare schools

o Workshop on Piloting of Core Curriculum of Social Work / Social Welfare Education.

To implement the Regulation of Minister of Social Affairs No. 108/2009 on the Certifi-
cation of Professional Social Workers and Welfare Workers, as well as the Regulation of
Minister of Social Affairs No. 107/2009 on Accreditation of Social Welfare Institutions, the
process of social worker certification and social welfare institutions accreditation has been
achieved. The accreditation of the institutions not only helps to improve their quality, but
also enables the process of making social workers a profession that is widely recognised,
because employing social workers at the institutions is a key feature in their achieving an
A-grade in accreditation.

The other progress identified is the accommodation of human rights perspectives in
social work / social welfare education. In economic globalisation, where individualism,
greed and wealth are important aspects in human life, the idea of human rights provides
an alternative moral reference. Human rights are very important for those who work in
the human services in general and for social workers in particular. Social work is the pro-
fession of human rights; human rights pose many issues and dilemmas faced by social
workers, which can be seen in a new perspective.

Human rights provide a moral basis for social work practice, both at the micro-level
with clients, as well as community development and policy advocacy. Human rights have
developed over three generations (Ife 2001, 24-42):

1. First generation of human rights: civil and political rights. This includes the right to
vote, the right to freedom of speech, freedom of assembly, the right to equal treatment
before the law, citizenship rights, privacy rights, right to disagree, the right to freedom
of religion, the right to participate in society, the right to be treated with dignity, the
right to security, freedom from discrimination, intimidation, torture and coercion.
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2. Second generation of human rights includes social, economic and cultural rights. It is
the right of individuals or groups to receive various social services in order to realise
their full potential as human beings. The rights include the right to work, the right to
adequate wages, the right to housing, the right to adequate food and clothing, the right
to education, the right to adequate health care, and the right to social security. Based
on the second generation of human rights, apparently poverty is a violation of human
rights.

3. Third generation of human rights includes new rights which are meaningful when
linked to the collective level. It is the rights of communities, populations, or nations,
not individuals, although individuals can also obtain benefit from the realisation of
these rights.

The rights include the right to economic development, the right to benefit from world
trade and economic growth, the right to live in a cohesive and harmonious society, envi-
ronmental rights (for example, breathing with no air pollution, rights to water, etc.). So, if
the global free-trade policy causes misery to people, it would be considered a human rights
violation.

The National Association of Social Workers (US) (see www.socialworkers.org/) states
that human rights are basic knowledge and a foundation of social work theory.

Social work intervention which is based on human rights incorporates:

o the rejection of oppression for example, of policies that cause misery for the poor, gen-
der inequality, etc.

« empowerment to overcome unjust structures. It is important to understand the experi-
ences of marginalised groups

o the practice of cultural competency and sensitivity: cultural understanding, non-dis-
crimination

o feminist practice: concern with unjust structures. All humans have the right to be free
from oppression and discrimination.

Based on the above description, it seems that the implications for education should be as
follows:

1. educational process: inclusive, non-discriminatory, open to various opinions (Millam
2011).
2. The curriculum should include, among others:

o critical theory

 advocacy

« gender, feminist perspective

« developing network skills (government and non-government organisations)

e poverty issues

« methods to increase social awareness

o cultural understanding and tolerance and cross-cultural sensitivity (Devore 1986;
Bhatti-Sinclair 2011).

All the efforts above have begun to show positive results, which gives the impression of
a growing appreciation toward the profession. However, although this successful scenario
occurs at the University of Indonesia and although people suggest that one school can-
not represent all school members of IPPSI, we still face challenges such as those related
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to society’s recognition of the social work profession. Based on a survey conducted by the
Department of Social Welfare, University of Indonesia, in 2010/2011 and another survey
implemented by the university in 2010, the research findings demonstrate that on average
the waiting length for graduates to get jobs is between 2.4 and 3 months. The Indonesian
social work leaders and activists continuously work hand in hand and their struggle will
continue.

Conclusions

Indonesian social work is currently still facing challenges which must be dealt with in more
effective ways, otherwise it will become a serious threat for social work development in
the country. The challenges stretch from basic to the complex ones. So far there have been
many efforts to address the issues and make a positive impact.
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Social work education in South Asia:
diverse, dynamic and disjointed?

Bala Raju Nikku

Social work, claiming to be a global profession, is struggling for its legitimate
identity in South Asia. South Asia is home to over one-fifth of the world’s
population, making the region one of the most populous and culturally,
economiically, socially and politically diverse geographical regions. Like the
variations across the region, there exist key differences in the growth, estab-
lishment, nature and practice of social work education which is dynamic,
diverse but also disjointed. Imparting social work education in countries of
South Asia is a challenging task due to political instabilities, multicultural is-
sues and low professional recognition. Using a comparative approach, this
chapter analyses the initiation, growth and knowledge base of social work
programs and addresses key epistemological challenges. By doing so, it sug-
gests revisiting social work curricula and teaching practices in the region.
Divided in to five sections, this chapter provides a regional view of the status
of social work education and argues for crafting indigenous social work
knowledge and practices, teaching and practice innovations, and human re-
source development of social work educators and students in this vast and
diverse region.

South Asia as a distinct region

South Asia is home to over one-fifth of the world’s population, making the region both
the most populous and most densely populated geographical region in the world. South
Asia is a distinct geographical entity comprising eight countries: Afghanistan, Bangladesh,
Bhutan, India, Nepal, Pakistan, Sri Lanka and the Maldives (situated in the Indian Ocean).
The countries of South Asia are very diverse and are part of global flows of people, goods,
services and ideas. Different forms of governance, language, religion, culture and markets
make this region a vibrant one in global political, economic, social and cultural affairs.

About 40% of the world’s absolute poor live in this region. It also contains nearly 400
million or half of the world’s non-literate population. The modernisation of education in
South Asia started after the end of World War 2 in 1945 and has continued over successive
decades, but the process is far from complete.
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Out of eight countries of South Asia, three are land locked (Nepal, Afghanistan and
Bhutan) and six are included as the least developed countries (LDCs) currently in the
world. The LDCs represent the poorest and weakest segment of the international commu-
nity. The political, economic, social and cultural milieu of the South Asia region offers vast
potential for social work. The cultures and philosophies of this region are rich and diverse.
Social work, like the diversity of people, is not a homogeneous entity in the region. Differ-
ent models of social welfare and social work have developed over the past decades.

Despite the existence of the South Asian Association for Regional Cooperation
(SAARC), there is a lack of a regional human rights mechanism to protect and promote
human rights in the region as a whole. South Asia region has the world’s largest con-
flict-affected population — around 71 million. Given the vast population of the South Asia
region subjected to exploitation, natural disasters, and marginalisation induced by the var-
ious structural inequalities and less resource entitlements, social work plays a crucial role
in providing a range of services leading to crafting of robust families and communities in
the region. Professional social workers can play a vital role in helping children and youth
to access education, health care, entitlements to food and shelter, and empowerment and
protection of elders, people with disabilities, the poor and vulnerable, to name a few.

South Asian social work and global influences

The changing nature of social problems and new threats to the wellbeing of individuals,
families and communities are not only common to South Asian countries. Social work ed-
ucation has enjoyed respect and recognition in the West, especially for the first half of the
20th century. Unfortunately, in a vigorously changing South Asian region, it may take a few
more years or decades for social work to be recognised as a full profession by the respective
states, though it has much to offer to the wellbeing of citizens. As practice and extension
of remit are basic essential elements of professional social work, educating young people
in social work is not a difficult task as ample opportunities are available for practice and
extension of remit in the region.

Abraham Flexner in 1915 raised a critical question: is social work a profession? Since
then, many social work academics, institutions and practitioners have contributed their
working lives to the development of the social work knowledge base, skills development
and practice standards that ultimately transformed social work from the status of a voca-
tion to a profession that is globally relevant. However, Social Work continued to receive
internal and external criticisms and self-reflection making the profession more resilient.
The South Asian region is no exception to this phenomenon.

In the Asian region, departments/schools of social work began under missionary lead-
ership, mainly originating from influence and patronage of Western countries. As a result,
indigenous methods of social service were largely ignored and emphasis was laid upon us-
ing Western concepts, theories and techniques. South Asia was no exception to this trend.
One of the early such ‘transplants’ was the Tata Institute of Social Sciences established orig-
inally as the Sir Dorabji Tata Graduate School of Social Work in Mumbai, western India, in
1936. The initial dependence on foreign materials and concepts continued to dominate and
led to the application of Western notions in local practices. This historical neglect also re-
sulted in non-inclusion of indigenous materials, case studies, and social action techniques
in the social work curricula and training.
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In the period after World War 2, the profession was globalised, as schools of social
work proliferated across the South, invariably with cultural assumptions originating in the
North (Healy 2001; Midgley 1981). The second wave of influence came right after World
War 2 in the form of United Nations assisted social work education and training with
an objective of strengthening social work education in South Asia. As a result, American
models of social work and values travelled and were transplanted into schools of social
work initiated in Pakistan and Bangladesh. This led to the further US influence on the eth-
nocentrism of social work training in the South Asian region. Scholars like Nagpaul (1972)
termed this as cultural imperialism and Professor James Midgley of the US called it “pro-
fessional imperialism, the term used to characterise the way in which social work on the
Western model has been introduced to Third World countries (Midgley 1981). The profes-
sion’s growth has been characterised as ‘academic colonialisation’ (Atal 1981), mirroring
political and scientific colonisation (Clews 1999).

A third factor that influenced South Asian social work education is the dissatisfaction
with social workers trained in India and other countries because their skills and knowledge
are not US-specific. These schools lacked insights into Asian problems and lacked suitable
staff for training students of social work from developing Asian countries. After com-
pletion of their studies a number of them did not return home; among those few who
returned, they became ambivalent about their role and relevance. As a result, many re-
turned to America and have contributed to social work education there.

Social work education in the region: diversity

India

Social work in India has a long history, originating from a pre-modern charitable response
of individuals or groups of people to address the problems of society, and evolving to the
more modern professionalisation of social work underlined by formal training in theory
and practice (Palattiyil & Sidhva 2012). Social work was introduced into India in the 1930s
by North Americans eager to share the new treatment methods that were proving suc-
cessful in helping many Americans to handle personal problems. India, receptive to new
approaches, then began under American leadership the development of schools of social
work based on the American model and adopting all its basic principles (Howard 1971).
These social workers came to colonial India with a sense of adventure and excitement in
introducing their ideas into a new culture. As a result, in 1936, the first school of social
work, now known as Tata Institute of Social Sciences, was established. The first undergrad-
uate degree in generic social work was started in 1974 in the Nirmala Niketan College of
Social Work in Mumbai.

Prompted by domestic as well as global demand, social work education in India is said
to be on an expansionary route. In the last 25 years the number of departments offering so-
cial work under private colleges has increased due to demand for social workers in India in
the non-governmental organisations (NGOs) and private sector. The increasing marketi-
sation, outsourcing, and Western-style human resource policies are impacting the world
view of Indian social workers.

Major schools of social work are teaching structural social work within the radical par-
adigm, but practice occurs within the community arena, thus lacking the depth and vigour
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that social activism strategy entails (Palattiyil & Sidhva 2012). Despite its 75 years of the
social work education history, India has not been able to come up with national standards
for social work education, coherence in curricula, or implement a licensure procedure; nor
could it form a national association of social workers to implement and regulate the profes-
sional standards. The enactment of a National Bill on social work is necessary not only in
the contemporary scenario of the unregulated and haphazard growth of social work pro-
fession (without any uniform norms of education and practice) but also to get social work
to a respectable, deserving place in the mainstream of professions in India. Despite the
efforts by eminent social work educators, formation of a national association of schools
of social work with regulatory powers and resources remains a challenge given the lack
of statutory recognition of social work as a profession. A national network of schools for
quality enhancement of social work education in India was launched at the Tata Institute
of Social Sciences (TISS) during May 2012, with an aim to address some of these quality
issues (IFSW 2010, 2012).

India is currently witnessing a sea change in the attitudes and aspirations of its one
billion plus population. In all this, social work education could not be left unaffected.
Contemporary social work issues in India cannot be addressed without a shift to a more
politically aware definition of the profession, guiding both national and international goals
for social work (Alphonse, George & Moffatt 2008).

Pakistan

In Pakistan, the first in-service training course, sponsored by the government of Pakistan
and the United Nations Technical Assistance Administration (UNCTAA), trained its first
65 Pakistani social workers in 1953 (Rehmatullah 2002, 1). After the in-service training
courses, a degree course in social work started in Punjab University in November 1954
and a postgraduate degree in 1956. From 1954 to 1962, Punjab University continued the
professional training requirements for the then West and East Pakistan. In East Pakis-
tan (now Bangladesh), however, the University of Dhaka started an MA course in social
work in 1958 and admitted candidates from Karachi and other parts of Pakistan. Subse-
quently from 1958 onwards, the Universities of Dhaka, Karachi, Peshawar, Hyderabad and
Balochistan started master degree programs (see Graham et al. 2007).

Rehmatullah, a pioneer of medical social work, was one of the members of the first
in-service training course that began on 2 October 1952 and lasted till 2 April 1953. There-
after she studied at Columbia University New York and obtained her master’s degree in
social work with a major in social administration. She described in her seminal book Social
welfare in Pakistan, the country’s 50-year history with social work as one of lost promise.
The profession ‘started [in the 1950s] with high idealism and a desire to practice new un-
conventional methods’ But it ‘became victim of political and bureaucratic designs of the
powers that be at a given period in time’ In the process, some of its programs and services
survived, others fell by the wayside. The profession continues to have ‘Western oriented
methods of problem solving, and ‘it still falls short of the original ideal of develop-
ing indigenous social work literature of our own and developing Pakistani methodology’
(Rehmatullah 2002, 180). It must, in short:

rise again into a scientific program, to review the achievements as well as its failures, and
inject new blood into it [and it must] reshape the practice of social work in the context of
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our strong family system as advised by the first UN advisors who came to Pakistan fifty
years ago ... It is time to recover the sense of reality. Crutches like those offered by the
‘development experts’ have served their time. Now we should walk on our own feet, on
our own paths, dream our own dreams, not the borrowed ones from the West. (Rehmat-
ullah 2002, xiv, 457)

Currently, social work is taught as a two-year bachelor program (BA) in several colleges
affiliated to universities and a four-year BS program in selected universities. The master
and PhD programs are available in few Universities: presently, the University of Punjab
Lahore, University of Sargodha, Islamia University of Bahawalpur, Bahauddin Zakariya
University in Multan, and Government College Faisalabad located in Punjab province.
The University of Peshawar (KPK province), University of Quetta (Balochistan), Univer-
sity of Karachi and University of Jamshoro (located in Sindh province) are offering the MA
in social work. There are private colleges that are also offering Master’s in Social Work,
for example, Greenwich University (Sindh province), Punjab College, Joharabad Khushab
(Punjab province), in addition to many government universities. Commenting on the past,
current and future trends of social work in Pakistan, Mohamad Jafar, a lecturer at the Is-
lamia University of Bahawalpur, Punjab, noted that

sixty years of social work history in Pakistan could not achieve the status of full profes-
sion. The NGOs are focusing on community development and the government sector
focusing on institutional practices such as child and women welfare, prison reforms etc.
Despite the rich history, social work education is still struggling for achieving quality
standards. There is a need for creating further opportunities for higher training i.e. Mas-
ter’s and PhD in the country. For a population of 180 million a handful of colleges and
universities that are offering social work are not able to train enough and quality human
resources to bring desired changes and make an impact in the society. (Personal commu-
nication, 20 November 2013)

Bangladesh

Social work education also travelled to Bangladesh when it was given independence from
Pakistan. The advent of academic social work in Bangladesh has arisen from the recom-
mendations made by UN experts on welfare for the establishment of a program of profes-
sional welfare practice. The recommendation highlighted the need for scientific knowledge
in the solution of acute and large-scale social problems (Watts, Elliott & Mayadas 1995). In
response to the proposal for the establishment of a school of social work, the government
established the College of Social Welfare and Research Center in 1958, and it commenced
its educational program in the academic year 1958-59 with 15 students registered for an
MA degree in social welfare at the University of Dhaka (Ahmadullah 1986; Taher and Rah-
man 1993). The College of Social Welfare and Research Center, the first social work school
of Bangladesh, was merged with the University of Dhaka (DU) as the Institute of Social
Welfare and Research (ISWR) in 1973. Currently, the Institute of Social Welfare and Re-
search at Dhaka University runs a two-year MA degree in social welfare and a three-year
BA Honours degree in social work. The College of Social Work under Rajshahi University
also runs a three-year Honours degree in social work.
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Currently, several more universities have started social work programs. To produce
local knowledge, the institute at Dhaka University has now set up the Bangladesh Social
Work Teachers Association for developing indigenous materials. Efforts are also being
made to translate the standard foreign textbooks to make learners familiar with basic so-
cial work concepts in the Bengali language.

Sri Lanka

The Department of Social Services was set up in 1948, under the recommendation of a
Royal Commission headed by Sir Ivor Jennings, and the department was entrusted with
implementation of social welfare schemes for disabled people in Sri Lanka.

The Institute of Social Work was thus created in 1952 in Colombo, the first formal
attempt to establish professional social work in the country. Dr Dorothy Moses, first prin-
cipal of the YWCA School of Social Work (later the Delhi School of Social Work under
Delhi University), provided the initiative to create the Ceylon Institute of Social Work in
1952. The School of Social Work has become part of the National Institute of Social Devel-
opment (under the Ministry of Social Services and Social Welfare).

In 2005 the National Institute of Social Development became a degree granting au-
thority (BSW) (Chandraratna 2008). The master programs in social work (MSW) were
established in 2008 (ZavirSek and Herath 2010). The National Institute of Social Devel-
opment (NISD) is an institution of higher learning in social work education in Sri Lanka
established by the National Institute of Social Development Act No. 41 of 1992. It is recog-
nised by the University Grants Commission of Sri Lanka as a degree awarding institution
in Sri Lanka. After the tsunami disaster of 2004, the need for social workers became
greater, and the University of Colombo started to develop a stream of social work within
the Department of Sociology together with the University of Ljubljana (Le$nik and Urek
2010). Recently the University of Ruhuna has started a Community Development Diploma
Programme and the University of Kelaniya and University of Perdeniya are planning to in-
troduce courses in social work (Zavirsek and Herath 2010). According to expert estimates
there were some 800 practicing social workers, while the country would need ‘about 30,000
trained social workers’ (Le$nik and Urek 2010, 273).

Nepal

Nepal is relatively young when it comes to introduction of social work education compared
to India, Pakistan, Bangladesh and Sri Lanka. Only in 1996 was the first department of
social work with Kathmandu university affiliation started with the support of Nirmala
Niketan, an Indian social work school. The initiation of social work education in Nepal
was largely under the purview of affiliated colleges of the universities (Nikku 2012a). Al-
most all of these colleges providing social work are located in Kathmandu, the capital city
of Nepal, resulting in restricted access to social work education for students from poor and
disadvantaged rural areas of Nepal.

One of the main issues for social work education in Nepal is the lack of coherence and
focus on promotion of social work values. The social work training of the three different
universities that currently exist in Nepal promote different values and methods of social
work. For example, Purbanchal University promotes rights-based values, Kathmandu Uni-
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versity focuses more on clinical social work and Tribhuvan University bases its approach
more on generic social work (Nikku 2009).

Another important issue is crafting indigenous social work in Nepal and bringing co-
herence into the social work curricula that is suitable for the current needs of Nepalese
society. The evidence suggests that the social work curricula developed over a period of
time (1996-2005) under three different Universities in Nepal had signs of indigenous ef-
forts in developing social work curricula suitable to train social workers relevant for Nepal
and its growing needs.

The Nirmala Niketan School of Social Work in India helped St Xavier’s college in
Nepal to prepare a three year bachelor of social work program that was subsequently ap-
proved by Kathmandu University in 1996. Similarly the Tribhuvan University curriculum
development centre renamed one of the courses titled ‘Social Service’ to ‘Social Work’ and
added supervised fieldwork hours as a requirement (Nikku 2011).

In 2005, Purbanchal University constituted a subject committee to prepare the social
work curricula for both bachelor and master programs. The subject committee (the author
of this paper is a member of this committee) is aware of the discourses on indigenous and
Western models of social work and utilised the opportunity to reflect on the models of so-
cial work. Over many discussions and debates a curriculum that is suitable to the country’s
current needs has been prepared and approved by the university. An analysis of the three
social work curricula shows that Purbanchal University, as mentioned previously, adopted
a social development model grounded in rights-based social work, Kathmandu University
focuses on clinical social work and Tribhuvan University is focused more on social service
(Nikku 2010).

The social work curriculum of Purbanchal University shifted from a clinical social
work focus to a rights-based model. This social work curriculum would serve as the first
comprehensive resource available in the country for other colleges, training centres, and
government and non-government organisations for planning and programming of rights-
based training in Nepal and beyond. The course structure includes relevant principles,
guidelines and references that could be easily adapted to the specific situations on the
ground and target groups to be trained (Nikku 2010, 2011).

The title ‘social worker” is rather loosely used and abused in the context of Nepal. Any-
one in social service work, including politicians, claims that they are doing social work.
There is no clear formal definition stated and adopted either by the University Grants
Commission of Nepal or by any government agencies such as the Ministry of Social Wel-
fare. However, the Department of Social Work at Kadambari College, initiated in 2005 (an
affiliate of Purbanchal University and a founding member of Nepal School of Social Work),
together with other like-minded agencies, came up with the following definition:

‘Social Worker’ in the context of Nepal refers to new graduates and current practitioners
(both Nepalese and other nationals) with recognised social work qualifications, i.e. De-
gree in Social Work (BSW or MSW) or a Graduate Diploma in Social Work or a recog-
nised Social Work qualification. These qualifications should be recognised or acceptable
to associations like the Singapore Association of Social Workers and or International As-
sociation of Schools of Social Work (IASSW), until a formal definition of social worker is
adopted by the Nepal Association of Social Workers which is not yet formed.
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The Nepal School of Social Work came up with another definition for social service prac-
titioners who are already involved in providing direct services to clients and working in
NGOs and international non-governmental organisations (INGOs). This is to make the
public aware of the different roles and to protect the rights of the trained social workers
in Nepal. Currently, the Nepal School of Social Work with other likeminded people and
institutions is also lobbying for accreditation and registration systems to be introduced in
Nepal. It states:

‘Social Service Practitioners’ are those who are working in the capacity of social workers
performing social work functions for the major part of their work but are without
relevant social work qualifications like BSW and MSW. Executive directors, program ex-
ecutives, youth workers, field social workers, case workers, who are not formally trained
in social work per se but are performing social work functions for the major part of their
work can qualify to be accredited as Social Service Practitioners if they meet the entry re-
quirements for Social Service Practitioners. They can become accredited Social Workers
if they go on to acquire a recognised Social Work qualification and also fulfill the other
entry requirements for accreditation.

To sum up briefly, among many professions in Nepal, social work professionals can play
crucial roles in response to Nepals post-conflict problems. Unfortunately the state of the
Nepalese State is so weak that the social work profession has not been recognised formally
by the government. The case of Nepal shows evidence of a country where social work ed-
ucation is at the nascent stage, with a need for a critically reflective framework based on
student-centred practices that is crucial to professional development (Nikku 2012a).

Bhutan

The review suggests that there are no opportunities available for professional social work
education in Bhutan to date.

Maldives

The Ministry of Gender and Family of Maldives and the University of Newcastle, Australia,
supported by UNICEE, helped the Maldives College of Higher Education to offer a one-
year Advanced Certificate in Social Service Work in 2007 (Plath 2011).

Afghanistan

The country has a history of turmoil and conflict, especially in the past 30 years. These
conflicts have had a dramatically deleterious impact on the education system within
Afghanistan. University campuses became relative war zones, which resulted in a shattered
infrastructure and forced many faculty members into exile and/or intellectual isolation.
Some faculty members were even killed for their commitment to education (Tierney
2006). The relevant ministries are trying to introduce social work education. In May 2006,
the Ministry of Labour, Social Affairs, Martyrs and Disabled (MoLSAMD) launched the
National Strategy for Children At-Risk (NSFCAR), supported by UNICEE The govern-
ment recognises that professional social workers are critical to the effective delivery of
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family support and child protection services in Afghanistan. One of the key tenets of the
NSFCAR is the development of staff trained as child protection social workers. Social work
does not yet exist as a ‘profession’ in Afghanistan. There is no school of social work or other
accredited training program. There are no standardised tools, quality benchmarks for ser-
vice delivery, or established minimum standards of care. Relevant legislation and policy is
outdated at best, and is absent otherwise (UNICEF Afghanistan 2009).

Social work education in South Asia: dynamic and disjointed

Throughout its rather young history, social work has been marked by extensive disputes
and self-criticism about its role and identity in the global North and South (Hugman
2008). From Flexner (1915) and Greenwood (1957/1976) to Fisher (1973) and beyond, so-
cial workers have heard criticisms of social work and social work education. In addition,
a series of invited papers and rejoinders from Stoesz and Karger, Brij Mohan, Sowers and
Dulmus in International Social Work journal in 2009 is a valuable source of historical ma-
terial for social work educators such as the current author from South Asia to understand
the development and dynamics of social work education in other parts of the world. In this
section, I further show how social work education in South Asia also reflects these contra-
dictions and conflicts evident elsewhere.

Kendall in 1950 argued that in each country, social welfare, social service, social work,
social development, whatever you name it, is a dynamic activity. The report stated, ‘no def-
inition of social work can be formulated that would be accepted in all countries and might
be put forward as an “international definition™ (Kendall 1950, 88). These observations ap-
ply equally well to this region. Taking into account social work development across the
globe, there are abundant opportunities for social work to grow in the South Asia region.
The fact is that there are countless challenges due to the variations and differences of edu-
cational systems and standards within the region.

Hammoud (1988) also documented the possible value conflicts across social work in
different countries due to cultural and political differences. The South Asia region is no
exception to these views. The social work educators in the countries of the region have ar-
gued that global social work definition and global social work standards might be of help
but difficult to implement due to the local needs and diversity. Nadkarni (2010) in her edi-
torial for the Journal of Social Work Education highlighted the nature of social work in Asia
that applies to South Asia too:

Social work education in Asian countries today faces several challenges and opportu-
nities. Social work education in Asian countries also needs to address problems arising
from untrammelled growth accompanied by ecological destruction and climate change.
Development itself has thus become a generator of conflict because of competing land
use issues involving the haves and the have-nots in these countries . . . The recognition of
professional social work and the need for quality social work education in Asia has been
moving at a slow pace. (Nadkarni 2010, 15)
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Levels of social work education

The general objectives of social work education, which provides students with the value
system and ethical standards of the profession, providing basic knowledge and developing
skills and competencies to perform the social worker role, have remained across all the
countries within the region with some modifications in order to suit to a particular coun-
try’s religion and other requirements.

Social Work education is found at different levels in the countries of the region. India
has all levels of education at bachelor’s, master’s, postgraduate and PhD levels and even dis-
tance education, compared to Bhutan (for example) with less than one million people that
does not even have one bachelor’s program in social work in the entire country. In Nepal
(30 million people) there are two bachelor’s programs (BA in social work and bachelor’s of
social work) and one master’s program is available.

In Sri Lanka (20 million people) there is certificate, bachelor’s and master’s level avail-
able at one institution. Both Bangladesh and Pakistan offer both bachelor’s and master’s
level of training but are facing competition from other courses and lack of educators and
resources for the department to offer social work. Currently, the four social work schools,
namely the Institute of Social Welfare and Research of Dhaka University, and departments
of social work in Rajshahi University, Shahjalal University of Science and Technology, Ja-
gannath University and National University, have been offering courses at four levels: four
year graduation with honours, one year master’s, MPhil and PhD.

The Maldives (0.4 million people) is currently offering a certificate level whereas
Afghanistan (30 million people) is trying to develop a curriculum for special training of
social work officers. This suggests that at present there is a wide variety of levels, and quan-
tity of provision, that exists in the different countries.

Educational opportunities at the PhD level in social work are lacking in all the coun-
tries except in India and Bangladesh, and this has affected the training of social work
educators and researchers. The doctorate education in social work provided in Indian
schools also needs scrutiny as the quality varies. The doctorate education in social work
is to prepare students for leadership roles in administration and policy, more advanced
and specialised practice, research and teaching. So there is a need for developing such pro-
grams using international experiences in the region for renewal of social work education.

Licensure and professional social work organisations

In none of the countries in the region, irrespective of the history of social work education
and its development, has a licensure procedure been adopted, nor are strong professional
bodies such as national associations of social workers functioning. The exceptions are Sri
Lanka and Bangladesh which claim some form of associations, but they are not strong
and therefore able to influence the social work trajectory in their own countries. The Sri
Lankan Association of Social Workers was founded in 1962 and the Association of Social
Workers in Bangladesh seems to not be functioning anymore. In India some States have
formed state level associations, but again to date a national association could not be formed
due to regional differences, lack of national legislation and social work leadership.
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International social work

Is there any need for international social work teaching and practice in the South Asia
region? This question seems pertinent especially when social work is disjointed in this re-
gion. Communications with colleagues from the region, especially from India and Nepal
at the 2010 joint world social work and social development conference at Stockholm, and
email exchanges suggest that there is a significant need for, and interest in, teaching and
practicing international social work in South Asia. Given the diversity and cultural and
political issues present within the region, it is a fertile ground for international social work
teaching and practice.

The current president of the International Association of Schools of Social Work
(IASSW) is a professor from the Tata Institute of Social Sciences, India. The author of this
chapter is currently serving as a member of the executive board of IASSW, is from India
and worked in Nepal. Faculty members from the Sri Lankan School of Social Work and
Institute of Social Welfare and Research, Dhaka University, are serving on the executive
board of APASWE, providing evidence that social work educators from this region are
actively associated with the regional and global social work organisations. There is also ev-
idence that many schools from India, Pakistan, Bangladesh, Sri Lanka, and also countries
like Nepal where social work education is just beginning, have made linkages with schools
of social work around the globe to further strengthen the social work education and pro-
fession in the region (Nikku 2012b).

International organisations like the IASSW, International Federation of Social Work-
ers (IFSW) and International Council of Social Welfare (ICSW) and regional organisations
such as APASWE can play an important role in strengthening social work education in
the South Asian region. A brief analysis shows that their presence in the region is weak,
suggesting that there is a need for social workers from this region to actively participate,
develop partnerships and share their concerns at these international and regional forums
and make use of these bodies to strengthen social work in their own countries.

Social welfare programs and policies

From the above brief presentation on the status of social work in each of the countries in
the region, we can conclude that social work has taken a back seat in most, if not, all the
South Asian nations which do not provide social services and care as a matter of right for
citizens, but do so on the basis of political needs and agendas. The wellbeing of the profes-
sional workforce who work for the wellbeing of others is also at a crossroad. Social work
as a helping profession is in need of help. The level and scope of social welfare services and
the role of civil society in each of these countries are also very varied.

South Asia is home for many non-governmental organisations in which trained social
workers seek employment. The nonprofit sector, with its roots in volunteerism, increas-
ingly plays a central role in South Asias cultural, economic and social development.
Throughout the region nonprofit organisations provide vital services especially to the poor
and marginalised, address significant needs of communities, and are increasingly impor-
tant alternative delivery mechanisms for needed services of citizens.

In the last 25 years or so, due to growing disenchantment with the functioning of the
government and the fear that the ‘market’ may not reach everywhere, NGOs have increas-
ingly been recognised as a ‘third’ institutional pillar for the development of an economy.
Most of the activities carried out by the NGOs are on behalf of the government, making
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them mere implementation agencies. The constraints and challenges South Asian NGOs
face are excessive governmental control, a project-based culture and, more importantly,
they lack a proper management system and model of their own. To cope with management
problems, NGOs are heavily dependent on corporate sector management, which, most of
the time, negates the values of this sector (Rahman 2007, 223). Many NGOs are not in a
position or do not have the mandate to employ professional social workers as their em-
ployees. This leads to a problem of continuity in committed leadership as many NGOs do
not have policies in place to prepare successive leaders. Social Work, though a young pro-
fession in the region, might provide answers to these issues.

Working with Muslim clients and communities

Around 62% of the world’s Muslims live in South and Southeast Asia, with over 1 billion
adherents (Pew Forum 2012). Pakistan, Bangladesh and India from the South Asia region
are included in the world list of top 10 countries with the largest Muslim populations.
India has the world’s second-largest Muslim population (next to Indonesia) in raw num-
bers (roughly 176 million) though Muslims make up just 14.4% of Indias 1.2 billion total
population. The three countries of Pakistan, Bangladesh and India together account for
about one-third of the global total Muslim population. This will have implications on how
social work education is structured, course content and what values and philosophy are
taught and practiced. Social work knowledge and skills in a particular country are so-
cially constructed. A brief analysis of social work curricula in the countries clearly shows
the evidence that they are influenced by Western models and hence not entirely cultur-
ally relevant to this region and particularly the Muslim dominant countries. In contrast,
increasingly, models of social work emphasise the importance of understanding clients’
worldviews for effective social work, and integration of spirituality in social work is in-
creasingly being called for (Barise 2005). Further efforts are needed for localisation of
social work within Muslim contexts (Sarker & Ahmadullah 1995) in the region.

Voices of social work educators

Social Work is contextual, yet increasingly crossing boundaries and national borders in
South Asia. As discussed above, several key factors have challenged and influenced social
work education and practice in this region. In addition, social work educators played a
crucial role. Many challenges were reported by social work educator colleagues irrespec-
tive of their location in the region. Some educators (especially from Nepal and Sri Lanka)
shared that it is very difficult for them to separate practice from teaching as their countries
are going through transitions and conflicts and social work is yet to be recognised. Many
social work educators from this region saw themselves as academic activists and are work-
ing closely with a range of practitioners, bureaucrats and policymakers who are often not
trained in formal social work. Many of them also reported that there are not enough acade-
mic opportunities to progress compared to their counterparts in other (especially Western)
parts of the world. Chan and Ng argued that ‘it is important for social work teachers to
adopt a holistic practitioner-researcher-educator role in their everyday practice in order to
create the necessary impact to effect change’ (2004, 312). To further illustrate the point, I
present some voices which show the plight of social work educators:
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In Nepal it is a young and emerging profession. It is only since about 16 years that social
work education has been initiated in Nepal. There is less recognition in our profession
by the state and other development organisations which is the biggest challenge. Another
challenge is we do not have a social work association and hence it is difficult to intervene
in serious social problem cases in the society. (Samjhana Oli, social work educator with
seven years of experience at Nepal School of Social Work)

None of the Sri Lankan public universities offer SWE [social work education]. Only
one institution provides diploma, degree and master degree in Social Work. The institu-
tion is under the purview of the Ministry of Social Services. The social work profession is
not legalised yet. (Sri Lankan social work educator with 15 years of teaching experience)

Conclusions

I must acknowledge and admit that the analysis of the material for this chapter has deliber-
ately used broad generalisations to make a point and to emphasise the differences between
social work education and practice in respective countries to put the regional differences
in focus.

In this chapter, I presented the status and scope of social work education in the South
Asian region, which is in various stages of maturity as an academic discipline and a pro-
fession. Despite the diversity, common threads we see in the life and work experiences of
social work educators and practitioners are: commitment to social justice, social work val-
ues and ethics, skills and competencies. One of the major challenges in the region is to
indigenise social work literature (theories and practice) in order to reflect local culture and
values. Another goal is to encourage indigenous social work practices to train social work
graduates with appropriate skills and attitudes.

It is evident in this chapter that the presence and influence of social work education
in the region is growing over the years and more departments/schools of social work have
been established in the past decade. The caution here is in relation to the mushrooming
growth of social work departments in affiliated colleges of Universities in India, leading
to lower quality standards. The lack of clear state support for social work education in
Pakistan and Bangladesh also needs to be analysed and addressed. Afghanistan needs im-
mediate help in initiating social work training to be able to help the country’s ongoing
reconstruction process. At the same time the lack of presence of schools of social work
or educational opportunities for professional social work in Bhutan and Maldives may be
a point for further reflection. The presence of only a few schools in Nepal and Sri Lanka
needs further assistance nationally and internationally and can make crucial contributions
to the growth of social work in South Asia.

Social work education in the South Asia region is facing an uncertain future within the
academy as it has to compete with other market-oriented disciplines. The social work ed-
ucational programs are yet to gain public and state support and perceived relevance. There
exist tensions among the Universities and institutions offering social work at different lev-
els due to their differences in mission, purpose and values. In a healthy environment these
differences should be serving as a springboard of ideas rather than hurdles. Despite these
tensions, social work education has contributed to training of staff who in turn directly
or indirectly contributed in addressing social issues in the region. In addition, social work
education and practice in this region has been shaped by different forces such as religion,

109



Global social work

political situation, availability of trained staff and donor influences in a particular country
in the region. Social work knowledge and skills are socially constructed. The rich diversity
of this region should trigger innovations in social work practice in working with different
cultural and religious client groups.

To conclude, this chapter provides a valuable but brief comparison of, and discussion
on, the social issues and status of social work education in the respective countries of the
region. It also presents the formal and informal social welfare systems and the role so-
cial work education could play. This chapter also shows how social work in the South Asia
region is diverse and also divided, and argues for an indigenous base of social work knowl-
edge. It calls for a unified approach and recognises the need for governments, university
administrators, and international and regional organisations to come forward to help so-
cial work educators and leaders to strengthen social work training and practice in their
respective countries. I further argue for a common base of social work knowledge and
praxis for South Asia as a distinct political and cultural region. I have also tried to raise
further discussion on how social work institutions, academics, development practitioners
and the state can further promote the process of academic and professional renewal in the
region.

This chapter is dedicated to Shireen Rehmatullah of Pakistan and Armaity Desai of In-
dia, the founding President of the Asian and Pacific Association for Social Work Education
(APASWE), for their lifetime passion to build social work scholarship.
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Social work education and family in
Latin America: a case study

Carolina Munoz-Guzman, Sandra Mancinas and Nelly Nucci

The chapter develops a comparative analysis of three social work programs
applied in three Latin-American countries, to answer the question whether
these programs do or do not include teaching about families in a way that
students are prepared for, enabling clients to challenge and transcend op-
pressions that disempower them (Dominelli 2002). To attain that goal, we
identified three key dimensions that help students in achieving a compre-
hensive sociopolitical and integrated analysis about familial contexts, and
constitute basic content in social work programs that should provide 1) ac-
knowledgement of social and demographic changes, 2) a critical approach to
social policies our states are adopting, and 3) a dialogue with vulnerable and
marginalised families about their needs and the challenges they experience.
Through analysis of each case and cross-case analysis, we answer the ques-
tion guiding the study and propose some future challenges.

The purpose of this chapter is to develop a comparative analysis across three Latin-Ameri-
can countries on how social work education about families reflects expression of two main
features for practice: families in their own private domains (referring to conformation of
domestic spaces of social reproduction) and family policy carried out in each country (Ar-
gentina, Chile and Mexico). The approach social work education may have towards these
two factors becomes crucial in order to understand the achievement of social work’s pro-
fessional mission of transcending oppressions and accomplishing empowerment of people
(Dominelli 2002), and is particularly relevant for the Latin-American region, given the
centrality of the family in Latin-American people’s everyday life; social work and families
are intrinsically merged in most of the public and private actions oriented towards social
welfare.

In Latin America, social work schools began including families as a particular subject
of study in their programs during the period of post-reconceptualisation and after the
breakdown produced by the social movement of reconceptualisation through the 1960s
and 70s, as a result of academic and professional debates on epistemological theory per-
spectives and methodological options for social work. From these discussions the institu-
tion of family became relevant for the academic field because it is one of the main subjects
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that social work interacts with. Family was acknowledged then as an organisation where
the key social reproduction of its members occurs.

In regard to the post-reconceptualisation, the process is a reaction to the prior Latin-
American movement of reconceptualisation of social work. Social work in the 1960s ques-
tioned its professional practice as one profoundly influenced by society’s economic and po-
litical forces, and marked by apathy in response to inequities caused by structural sources
of oppression over excluded groups in society. Assuming a critical perspective of capital-
ist societies (Faleiros 2011; Netto 1976), this movement was based on a Marxist analysis
of capitalism, searching for transformations of social structures, critically analysing so-
cial work’s daily practices, and questioning its servile disposition towards dominant social
structures.

The process following this movement, post-reconceptualisation, brought a new search
for the foundations of the profession, based on a critical appraisal of the reconceptualisa-
tion outcomes. Basically, the previous process was accused of being too ideological, and
there was a new focus on working with families, which replaced the traditional work with
the individual case, and made broader the intervention towards groups and communities,
based on renovated conceptual and epistemological frameworks as well as intervention
methodologies.

For those who support the idea of social work as a profession that interacts with social
actors (families, groups, communities and institutions) searching for solutions to daily life
complexities, the study of life conditions and family organisation in each socio-historical
context becomes significant, as well as the distribution of social reproductive responsi-
bilities of the state, the market and families. The members of families request different
resources to satisfy their needs; those resources are their labour activities (paid or domes-
tic labour), as well as formal and informal cross-over points indicating exchange relations
and mutual help relations (Jelin 2000). The relationship between families and social work
professionals occurs in institutional contexts related to social policy, conforming fields of
power relations affected by time and space.

Therefore, how students of social work are taught about family conformations will tell
us about how social work thinks about the relationship between the family relationship
and the state and wider society; how social work envisages and carries out research with
families; how it answers questions in relation to what aids or obstructs the development of
the capacity to care; and how social work deliberates about the fields of power where social
work intervenes. The approach to these key topics will elucidate how social work education
in the Latin-American region tackles a vital subject for students and practitioners alike:
the role of social workers in enabling their clients to challenge and transcend oppressions
that disempower them (Dominelli 2002).

This chapter is devoted, then, to compare social work education about families in the
Latin-American region, taking three case studies as theoretical samples. Three schools of
social work were studied in their teaching of social work and families; specifically, the
modules dedicated to family are reviewed. The structure of the chapter justifies first the
relevance of teaching about families for social work. Secondly, it discusses how social
contexts have changed in Latin-American societies, producing a tension between develop-
ment, globalisation and public action, presenting a number of issues between the political/
economical approaches in each country in serving the poor/excluded. These discussions
identify the emergence of key dimensions that need to be acknowledged in the curricula
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of social work education in order to ensure its fidelity to social work principles of social
justice.

Latin America: a changing society

Nowadays it is undeniably the case that the whole world is immersed in transformations:
post-modernity and globalisation have wrought effects on many structures, including one
of the most core institutions: the family. It is understood as ‘a social institution, the most
representative of the human systems, based on socio-ecological relations with the environ-
ment and the cultural context to which it belongs and represents’ (Quintero 2001, 7). The
importance of family lies in its centrality for society to function. Therefore, if sociocultural
contexts change family will change too, and vice versa.

‘Concepts, definitions, measurements and perceptions of family life, family policies
and policies that impact on families are not constant over time or space’ (Hantrais 2004,
p.1), because they need to respond to an increasingly complex family structure; social work
education is challenged too to respond to the new plurality of family life. This is expressed
in decreasing fertility rates, increases in rates of divorce and separation of families, and
changes in gender roles. All of the three countries under study in this chapter are affected
by these tendencies.

To face these challenges, social work education needs to acknowledge and give legit-
imacy to new family conformations as well as study family policies from a critical stance,
because these become the instruments to support families in coping with complex needs.
The critical perspective in social work education becomes a core approach, to prepare
students to support families in challenging structures that disrupt egalitarian relations
among individuals, families and communities (Dominelli 2002). An approach of this na-
ture should lead to family policies ensuring gender equality, reconciliation of work and
family life without making undue demands on women, intergenerational solidarity, life-
long learning, and the expansion of day-care systems for children, among others.

New family configurations are emerging rapidly in the Latin-American region but are
still considered as atypical families; previously the family could only possibly be conceived
as a two-parent structure, as an unbreakable morally, legally and religiously sanctioned
structure, whilst today it becomes more evident that a hegemonic model of the family does
not seem to belong to the era of globalisation (Quintero 2001, 9). According to Arriagada
(2007), the traditional family is no longer the main household structure in Latin America,
due to modifications of the basic conditions of life affected by globalisation and moderni-
sation. These conditions are related to urbanisation, and then linked to industrialisation
(demographic shifts and modifications in the production process), an expansion of female
employment and new consumption patterns, as well as new ways of employment and con-
sumption and greater access to, but more segmented, social services (education, health,
among others).

Key demographic shifts are expressed in the decrease of birth rates: in Chile the cur-
rent birth rate is 0.99%, one of the lowest in Latin America. The decrease has been drastic;
in the last 40 years this rate has decreased 54% (INE 2012). In México fertility rates have
also decreased from 5.7 children per woman in 1976 to 2.2 in 2006 (INEGI 2009). As for
Argentina, the birth rate has decreased from 1970 (23 per thousand) to 2012 (17 per thou-
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sand), as well as the average number of children per woman of 1.4 or more per year: in
1979, 3.73; 1990, 2.99; 2000, 2.48; and in 2010, 2.21.

Naturally, this has affected family size. In Chile, between 1992 and 2002, the average
number in a family was reduced from 4 to 3.6 people; by 2012 this average was 3.28 family
members per group. In Mexico, family size was reduced from 6 children per woman in
1975 to 5 in 1979, 4 in 1985, 3 in 1994 and 2.2 in 2000. Even though these trends are ob-
served in different continents, the speed of change in such a short period may provoke
particular difficulties in the society to adjust to such a radically different scenario, espe-
cially if family has been a core institution, as we will see later.

The basic idea of a ‘nuclear family’ as the model for the design of family policies is
currently challenged by demographic trends in the region. The three countries show new
types of family conformations as well as transformations in the family life cycle, based
on the postponement of the arrival of the first child, and the decrease of the average size
of households. Although the most common familial organisation is still the nuclear two-
parent household with children, increasingly it is observable in the three countries that
this configuration is changing towards new ones, such as single-parent households with
children, unmarried cohabitation and an incremental increase in the number of divorced
couples. New patterns in marriages, divorces, re-marriages etc. contribute to a different
family landscape.

The former transformations in the three countries have affected gender roles. In-
creasingly there are more households headed by women, with a weakening of the male
breadwinner and female career model. Sources of transformation are anchored also in im-
provements of social indicators like longer life expectancy, a rise in general schooling and
education, especially for women, and increase of female access to the workforce. How-
ever, it is observable that there is an unequal access to these improvements through the
different socioeconomic groups, negatively affecting lower socioeconomic groups. Certain
changes in family conformations and practices are affecting mainly higher income groups,
such as schooling and female access to the labour market. Other changes negatively affect
poor families; in the three countries there has been a rise in the number of female-headed
households in the poorest families. These groups are characterised by women holding
mostly non-qualified jobs and family responsibilities, which means that they have young
children, school age children and teenagers to care for as well as work responsibilities.
This information concords with empirical evidence establishing that young households
with small children or of school age have more probabilities of being in disadvantage and
poverty than those households with parents at a more advanced stage in life (Kaztman &
Filgueira 2001).

These families are also characterised by their low school attainment. In Argentina,
Mexico and Chile, the relationship between education and income is relatively stable until
12 years of education, after which additional years of education increases income. Accord-
ing to Raczynski (2000), most of the adults from families living under the basic subsistence
line and in poverty have not completed twelve years of education, limiting their access
to better paid jobs. Their low attainment influences also their children’s school achieve-
ment. According to the United Nations Economic Commission for Latin America and
the Caribbean (2007), in Latin America the educational level of parents plays a more
important part than income in explaining children’s educational performance, negatively
affecting results, school dropout, and predicting low educational attainment. Low educa-
tional level of poor families impacts also their precarious economic status, expressed in a
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range of activities with common employment patterns: non-standard employment, being
underpaid and under-protected by labour laws, and often insecure employment, affecting
particularly women, who not only have precarious access to the labour market, but see
themselves as restricted by cultural patterns.

Modernity in the family would be expressed as the exercise of democratic rights, au-
tonomy of their members and more equity, but it becomes fractured when families have to
struggle against market competitiveness and the unequal distribution of wealth, a feature
of Latin-American societies. Inequality is the reality for many Latin-American families;
Jelin (1998) claims that Latin-American families carry out the functions of social support
and protection when it comes to responding to social and economic crises (unemploy-
ment, death, low incomes); the family then appears as a strategic resource of great value,
which is an outcome related to governments’ social, political and economic options.

Therefore, demographic shifts, new types of family structure, changes in the family life
cycle and transformation in gender practices are general trends in Chile, Argentina and
Mexico, but certainly with different features. Chile and Argentina are located in the south-
ern part of South America, while Mexico is in North America. Chile has been considered
an archetype of privatisation and the neoliberal economy with social policies as strategies
for economic growth. However, this is a country where a neoliberal model of development
has increased the already present forms of socioeconomic stratification, affecting Chileans’
perception of economic and social insecurities, inequity and lack of trust in others and
institutions (UNDP 2009; Marcus 2004). In Chile political power is concentrated in the ex-
ecutive branch, which initiates most legislation, and is highly centralised, with presidential
appointment of the regional executives and the provincial governors. Argentina and Mex-
ico are different; both have federal states leading to a decentralisation of power, favouring
regional variation according to local needs.

Even though in these countries there is decentralisation, it does not necessarily bring
more equity. In Mexico economic policy had produced an important negative effect in in-
come distribution. According to Székely (1995), some measures such as privatisation and
financial liberalisation have led to a concentration of resources’ ownership in few people.
This, in a country historically unequal, unavoidably means that differences tend to expand.
A similar situation is found in Argentina, where the federal system isn’t always favourable
to equality; there are large inequalities between provinces. As a neoliberalist model was in-
stalled, inequalities and poverty growing with it transformed the role of the market which
has become a regulator of social risks, and the state only attends to extreme situations.
Consequently, people’s needs were conceptualised as residual rights of specific groups, and
assistance policies assumed the character of compensatory policies. Resources to families
in poverty were given only from targeted programs.

Political and economic approaches frame the type of welfare regime implemented in
each country, and the kind of family involvement in it. The next section reviews theories
of welfare regimes and how they can be apply to the countries under study.

Welfare regimes and social policy in Latin America
The acknowledgement and critical review of types of welfare regimes affecting families

gives to the family a clearer perspective. To compare social policy from a social work view-
point, there are several frameworks to guide the discussion; one of these is the typology
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introduced by Esping-Andersen in The three worlds of welfare capitalism (1990). Later de-
bate about this typology has led to criticisms of it and this critique in Europe has led to the
development of more sophisticated models of comparison (Hantrais 2004). Currently, the
review of the social investment approach becomes a crucial means of appraisal for social
work to analyse the relation between social policies and families (Jenson 2009; Morris &
Featherstone 2010).

Esping-Andersen (2000, 53) claimed that in welfare regimes the family must not be
considered as only a shelter of privacy and a place of consumption, but also as one of the
most important actors, whose decisions and behaviour influence directly the welfare state
and labour market. This view is shared in Latin America; Jelin (2005) proposes consider-
ing the family as an organic part of broader social processes that include productive and
reproductive dimensions; cultural patterns, political systems, labour markets and social
network organisations, in a way that demographic processes such as fecundity, divorce,
ageing, among others, are as much part of family processes as social, economic and cul-
tural processes, with all interrelated to public policy.

Hantrais (2004) suggested a categorisation with four ‘regimes’ of family: de famil-
ialised, partly defamilialised, familialised, and refamilialised types of welfare states.

These regimes reflect different ways to mix social service providers with family respon-
sibilities, leading to highly variable consequences in terms of the role of the family, but
also in terms of resource distribution between richer and poorer, men and women, gen-
erations, immigrants and natives, etc. (Nygren, in press)

Under these classifications, in the three countries under study, a liberal and conservative
welfare mix is recognisable, combining familialised and defamilialised policies. In the case
of Mexico - and following here the classification of Esping-Andersen (2000) — Mexico’s
social welfare regime is closer to the Mediterranean model. Social policy appears strongly
familialised, influenced by patronage and the Catholic Church. In Mexico, families have
been made responsible for solving family problems in cases where protection systems are
weak; in practice, the family, particularly the poor ones, is the only institution that ame-
liorates the effects of economic crisis, unemployment and disease (Gonzalez de la Rocha
2006, 3). Family has been regarded as a central body to improve the level of success of so-
cial policy (Székely 2003). These features are also seen in the Chilean case.

These approaches are not free from economic options taken by these countries. We
have identified in different stages for México, Chile and Argentina an economic liber-
alisation approach (Sheahan 1997, 7). The model has brought negative effects for these
countries’ poorer socioeconomic groups, even though direct social aid has been promoted
to lessen the impact on the poor through the implementation of methods that do not
interfere with markets. These policies led to a divided society, because they caused margin-
alisation and the risk of social exclusion.

Following Hantrais (2004), we will understand partially defamilialised policies as
those that in their discourse appear supportive of families, but stay far from intervening
in private life, reducing coordination between policy actors (Hantrais 2004, 202). These
policies are seen frequently under liberal approaches, based more in risks than rights.
Familialised policies often appear to be influenced by Catholic social doctrine and the
principle of social support, i.e. social policies are aimed at addressing situations where pri-
mary social networks (especially the family) fail. Thus, a familialised system does not mean
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‘pro-family’ but rather proposes policies in which family members are primarily responsi-
ble for the welfare of the rest of the family.

A deeper critical scrutiny of Latin American welfare mix and family policies is found
in Jenson (2009). The author has claimed that, currently in Latin America, neoliberalism
is being replaced by the social investment perspective.

In the social investment perspective the state may have a legitimate role if it acts to
increase the probability of future profits and positive outcomes. This objective-setting
in future terms is exemplified by the overriding concentration, now shared by policy
communities in Europe and Latin America, on breaking the intergenerational cycle of
poverty and disadvantage rather than on ending poverty (ECLAC 2007, Chapter V, for
example) (Jenson 2009, 450)

The focus of this approach is represented by the value of present investment for future re-
turns and the value of policy based on its outcomes. Spending strategies as well as policy
instruments are shaped by the social investment perspective’s underpinning ideas, pre-
ferring life-course perspectives instead of cross-sectional measures of the here-and-now,
or the increase of the value of asset building. All of these shifts in ideas about time and
about appropriate policy instruments buttress new ideas and practices about social citi-
zenship (Jenson 2009). The new perspective privileges structural adjustments that ‘make
markets the distributors of wellbeing, families responsible for their own opportunities, and
the community sector the final safety net’ (Jenson 2009, 454).

The effect of this perspective on family policies is the reconfiguration of a ‘rights di-
mension’” by giving a ‘child focus’ to social rights (Jenson 2001; Jenson & Saint-Martin
2003 in Jenson 2009, 458). Examples of this are found in programs like ‘Oportunidades’
in Mexico, ‘Plan Nacional de Familias por la inclusion social’ in Argentina, and ‘Chile
crece contigo’ in Chile. It also has been expressed in the extensive use of conditional cash
support programs as preferred policy instruments, which demand from citizens some pre-
specified actions (Jenson 2009).

Underlying this approach is a dilemma for social workers when working in child wel-
fare. In a context where there is a rise of formal early intervention to invest in children,
legislation supports family involvement:

yet the prevailing political and social environment seeks to position vulnerable families
outside of mainstream discourses and services, and resists their ongoing involvement in
the welfare of their children. (Morris & Featherstone 2010, 563)

According to Morris and Featherstone (2010, 563):

a number of problematic binaries have operated, such as children versus parents, and
hardworking families who can access modernised support services versus the small num-
ber of failing ‘high-risk high-cost’ families . . . Furthermore, as we have suggested above,
families within this group, alongside others, have also been called upon by government
policies to provide care often with inadequate resources or rights available to them.

The new perspective then, with its child-centred and human capital emphases of the social
investment strategy, ends up strengthening the idea of children who should be invested in,
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to achieve future success and social cohesion, with the help of parents controlled by the
state, while the social work focus is on families who were defined as failures (Jenson 2009).

Therefore, the challenges for social work education and family issues are complex, and
require a comprehensive sociopolitical and more integrated analysis. It is not only about
acknowledging social and demographic changes our societies are going through, nor only
about studying critically the social policies our states are adopting; it is also about what
Morris and Featherstone (2010) claim as an urgent need ‘dialogue with vulnerable and
marginalised families about their needs and the challenges they experience . . . what risks
they consider they pose. Social work education on family issues must ensure social work-
ers are able of understanding ‘how we know what we know and how that knowledge is
grounded in connectivity within everything that we do’ (Bellefeuille & Ricks 2010, 1241).

In the current context, with a strong preeminence of liberal and social investment ap-
proaches, social projects are predefined, and only poor and inadequate primary research
with such families has been carried out (Nixon & Parr 2008) to inform those projects.
For instance, in Chile the focus has been on professionals’ implementation capacities, but
weak attention has been given to how difficulties are experienced by families. Are all these
challenges acknowledged and addressed in social work education on families? This is the
analysis we carry out to finish this chapter.

Neoliberalism and critical perspectives as factors affecting anti-oppressive
social work

The analysis of our case studies is led by the question of whether the social work programs
in the three selected Latin-American social work schools include teaching about families
in a way that is conducive to discarding top-down and hierarchical relations with people,
and promoting more dialogical and collaborative relationships (Dominelli 2002). To attain
that goal, we have identified three key dimensions that help students in achieving a com-
prehensive sociopolitical and integrated analysis about familial contexts, constituting how
basic content in social work programs should provide 1) acknowledgement of social and
demographic changes, 2) a critical approach to social policies our states are adopting, and
3) a dialogue with vulnerable and marginalised families about their needs and the chal-
lenges they experience.

To study the social work programs from three different Latin-American countries, the
analysis was carried out within each case and across countries. Therefore each case is now
analysed as a unit, in order to develop later a comparative analysis across the three coun-
tries.

In the case of Mexico, the social work program from Universidad de Nuevo Le6n
currently is in transition from a program that analysed family issues from Urie Bronf-
frenbrenner’s systems theory perspective and gave special attention to sociodemographic
change and its repercussions on how families reconfigure their composition. However, the
fact that the specific module teaching familial transformations is optional does not ensure
that all social work students get these fundamental contents. The second characteristic of
this first program is its descriptive approach to the neoliberal model applied in Mexican
society, which is seen clearer in the module Social Theories II; in it there is not a critical
discussion about the impact of the model on social production and reproduction of fami-
lies.
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Lastly, in the module Social Policies and Social Work, even though it is focused on dis-
cussing sectorial social policies implemented in the country, families” interpretations and
appraisal of these policies are absent in the contents of the program. In addition, there is
no special validation of families’ contribution and responsibility in the success of the poli-
cies’ outcomes.

The second highlighted program in the Mexican case shows the general tendency
of national educational policies aiming for the development of competences, with an
emphasis on a practical approach. In this program there is an emphasis on two main the-
oretical constructs — general system theories and human development — which are based
on motivational schools of thought coming from existentialism and the psychology of Carl
Rogers; this program replaced the module Social Work with Families, which included the
understanding of sociodemographic variables affecting policies and family intervention.
Although other programs such as Approaches to Social Work, Socio-communitarian Hu-
man Development, and Law, include the family unit as one of the objects of study, the focus
of the teaching is placed on the attainment of specific skill-based educational outcomes.
Therefore, there is not a clear fidelity in these two programs to the three core dimensions
identified earlier for our analysis.

In the Argentinean case, based on the Universidad Nacional de Cordoba, contents
related to demographic transformations and new familial conformations are covered by
the module Scenarios, Processes and Subjects; this includes topics that contribute to the
understanding of social actors: socioanthropological, cultural, psychosocial and human
development contents. These contents are studied again in the module Theories, Spaces
and Strategies of Intervention, which deepens the interpretative efforts to understand the
meaning families give to their daily lives. The dimension related to political-economic con-
texts and their impact on family life is covered in this case in several sub-modules (Social
Policy, Health and Public Policy, Education and Public Policy) which are articulated within
a larger area of intervention strategies that studies concepts of and state interventions on
families. Both modules also incorporate families’ daily practices as strategies to live and
cope that should be part of considerations about professional intervention.

In the Chilean case, based on the Pontificia Universidad Catolica de Chile, there are
only two modules whose contents give special attention to the family as a whole connected
with the rest of the spheres of social life; these are Social Work and Families and Social
Policy and Family. Because of the short time invested in these subjects, the challenge of
teaching about sociodemographic change and family reconfigurations is achieved to an
extent, but the capacity to review policy approaches is restricted to the descriptive level,
rather than a critical appraisal of them and their impact on family life. Achieved to a lesser
degree has been the response to the challenge of listening to the voice of the families to
integrate this in reflexive practices to improve interventions.

Additionally, the particular approaches used to understand family issues, such as
Urie Bronffrenbrenner’s systems theory, ecological perspectives, and strengths perspective
bring the risk of giving responsibility only to clients in solving their crises, instead of devel-
oping more holistic understandings about the disempowerment these families experience.

The general review of the three programs shows limitations in Mexico and Chile to
fully embrace the unique role social work has advocated: ‘educate students to be change
agents and to enable clients to alter their social environments’ (Reisch 2013). However, it
seems to be that Argentina has kept its loyalty to social work’s mission, and we have tried
to find some answers to why this might be the case.
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One reason for the strong differences between different countries is the degree of au-
tonomy universities have from higher education policies. In Argentina, state universities
have sustained an important defence of civic education and responsibility towards society
in their curriculum. Even though this autonomy was interrupted during many periods by
both democratic and military governments, some measure of university reform was es-
tablished in the years following the end of the dictatorship in 1983. During these critical
periods there was a strong reflexive action among the body of social work professionals
and faculties allowing some filters against the neoliberal logic that was preeminent at that
time in the country. In 1995 there emerged a point of inflection from the faculty body con-
vening a Specificity of Social Work and Professional Training.

This meeting allowed the rethinking of the academic training in terms of the ethical-
political dimension, theoretical-epistemological dimension and methodological-instru-
mental dimension, as it recognises the need to rethink Social Work and reinforce our
explanatory theories, and produce new knowledge to confront the profound contextual
transformations. (Acevedo et al. 2007, 5)

Consequently and consistently over time there have been academic meetings arranged
dedicated to discuss the training and curriculum reform processes in social work careers.
There is clearly an important heterogeneity and diversity in social work training in Argen-
tina. However, there is also an agreement about how social work programs should seek to
strengthen critical perspectives and transfer them into teaching and practice.

Mexico and Chile have been affected by a strong regulation of the higher educational
system, leaving few spaces for autonomy that protects the particular emphases and com-
mitments social work has. Specific aspects jeopardising social work’s mission have been
recognised by Reisch (2013, 715) in regard to US social work education:

the growing stratification of social work faculty; the increased reliance on untested online
methods of education; and the emphasis on quantitative ‘outcomes’ as indicators of ed-
ucational success. At the same time, social work education in the US has been unable to
respond effectively to the implications of demographic and cultural diversity.

The constant effort in Mexico and Chile to attain American’s standards have put social
work schools under pressure to achieve outcomes that are not always compatible with pro-
fessional values, and the lack of a strong corporative defence has reduced the capacity to
subvert this, especially when funds are dependent upon achieving state goals.

This last point raises a second difference between Argentina’s case and the other two
cases. Unlike Argentina, although in Mexico and Chile there are professional organisations
and councils, these are still weak in their contribution to building professional cohesion
and a strong corporative defence (Ribeiro et al. 2007). Currently, in Mexico there is the
Mexican Association of Educational Institutions of Social Work, which states that one of
its objectives is to improve the academic level of social work, but has not issued any state-
ment about the intrusion of the neoliberal logic in the training of social workers. In Chile,
practitioners’ associations and the discipline of social work appear fragmented, limiting its
already limited influence.

A third difference is in the critical approach of the programs to the neoliberal effects
on social policies, strategies and instruments. It seems that the Argentinean programs bet-
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ter acknowledge the negative effects of social investment perspectives, and this is achieved
by emphasising an approach to reality from hermeneutical perspectives that gives central-
ity to relational ties with clients. In contrast, the use of perspectives coming from ecological
theory and systems theory in Mexico and Chile relates more to a vision centred on the
satisfaction of individual needs (Jani & Reisch 2011). The impact can be seen then in ‘an
emphasis on individual change, rather than social action’ (Reisch 2013, 723).

Lastly, if we look at the general distributions of modules in each program, there are
policy modules dedicated to teach macroeconomics, legal regulations, and social analy-
sis among other relevant subjects. However, if the implications of the labour market,
legal frameworks and changing social action are not problematised, then few steps can be
achieved to help students in raising resistance and change from their practices. On the
contrary, the risk of adapting to the "disciplinary regime’ of neoliberalism becomes higher
(Reisch 2013, 71).

Conclusions

From within and a cross case analysis it clearly appears that the three programs achieve
the first dimension identified as key to promote social work’s mission: the programs under
study acknowledged demographic and sociocultural changes in family life. However, this
first accomplishment is minimised in two cases, Mexico and Chile, because these are not
so strong in applying a critical approach in the modules reviewing policy approaches, and
do not provide the means for students to listen to the voice of the families, to integrate it
in reflexive practices to improve interventions. The risk these deficiencies bring to social
work education is the lack of a comprehensive analytical capacity in social work profes-
sionals, which becomes a barrier to re-think policies and programs implemented in each
country. The outcome, then, is professionals with few skills to offer in cooperative interac-
tion with families, helping them to recover intimacy and trust.

Our analysis led us to articulate the trends of higher education in Mexico and Chile
that had a rigid conceptualisation of quality, produced by weak critical appraisal of social
policies. The consequence is a threat for the role of the family in regard to resource
distribution between different groups and genders and a tendency to an unquestioning ac-
ceptance of market-oriented solutions.

In Argentina these trends have been resisted by a strong corporative defence of social
workers, demonstrated in collaborative actions that are sufficiently empowered to prevail
upon social work ethics, developing the capacity to fight successfully for professional au-
tonomy. This last aspect has been aided by the higher education autonomy from market
forces. We would now question if neoliberalism has been working against social work ed-
ucation, and is it not time to do something?
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Social work education in the Caribbean:
charting pathways to growth and
globalisation

Letnie Rock and Cerita Buchanan

Professional social work education began in the English-speaking Caribbean
in 1961. Over time there has been a gradual development of undergraduate
and graduate social work programs in the region. These programs which
vary in some respects are delivered in multidisciplinary departments in col-
leges and universities in the region. In every institution a small number of
social work faculty members deliver social work training which focuses on
preparing social workers to practice in the Caribbean or elsewhere. In addi-
tion to the core courses and electives taught in these programs there is the
requirement of a supervised internship that takes place within social service
agencies. This internship may vary in duration and intensity according to the
level of the training offered. Most programs have a regional orientation but
faculty are being encouraged by the Association of Caribbean Social Work
Educators (ACSWE) to use the IASSW/IFSW Global Standards to bench-
mark for excellence.

The Caribbean region is subdivided into English-, Dutch-, Spanish- and French-speaking
territories as a result of their history of colonisation. Due to this divide, there is little con-
sensus and holistic identity about the Caribbean in terms of history, problems, resources,
policies, and programs and this has influenced social work education as it developed in the
countries of the region (Dolly-Besson et al. 1983). The social work programs as they evolve
are not homogenous and the English-, Dutch-, French- and Spanish-speaking countries all
have different approaches to the delivery of social work education. Some programs adopt
a North American approach to training but ensure that Caribbean content is infused in
the curriculum while others have a predominantly European orientation. The European
orientation is particularly noticeable in the programs that are delivered in countries that
have remained territories of European countries. For example, social work education as
offered in the Dutch-speaking Caribbean countries of Aruba and Curacao is still influ-
enced by the philosophy surrounding social work education in the Netherlands. Thus, it
is not very compatible with local needs. However, the local faculty have recognised a need
to move away from a Eurocentric approach to practice to a greater Caribbean slant and
as a result the universities in these Dutch territories are trying to make their social work
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programs more culturally relevant by adding Caribbean content into the social work cur-
riculum (Baker & Maxwell 2012).

This chapter provides an overview of the past and current delivery of social work
education in the English-speaking Caribbean. It will discuss the programs and the meth-
ods presently used in preparing students for practice. The status of social work education
vis-a-vis educational programs in the allied professions, the internationalisation of the cur-
riculum and the use of the Global Standards in program and curriculum development will
be included in the discussion. The programs offered by The University of the West Indies
will be used as the specific point of reference.

Before 1838 (emancipation of the slaves), social welfare services were virtually non-
existent in the British Caribbean colonies because of the nature of the slave plantation
economy. Little provision was made for the wellbeing of the ex-slaves following emanci-
pation and over time the sociopolitical conditions of the masses in the British colonies
became so dire that it led them to revolt in 1937 (Augier et al. 1970). The British Govern-
ment investigated the cause of the unrest in its colonies through the Moyne Commission
in 1938. Following the investigation, a report was written known as the Moyne Report
(Maxwell 2002). Based on the recommendations of the report, the British Government
passed a Colonial Development and Welfare Act in 1940 which established a Colonial De-
velopment and Welfare Fund. Funding for social programs in the colonies was provided
from this fund through the Colonial Development and Welfare Office in Britain (Augier et
al. 1970). This assistance by the British Government in the early 1940s led to the develop-
ment of social welfare systems and the introduction of social work in the region. Thus, it
can be said that social welfare services in the British West Indies developed as a mandate
of the British Colonial and Welfare Office (Maxwell 2002; Dolly-Besson et al. 1983), out
of a need for social and economic justice and to meet the welfare needs of the poor and
disadvantaged. Social welfare agencies were set up in some colonies including Barbados,
Guyana, Jamaica and Trinidad. Persons were appointed as social welfare officers and sent
to universities such as Swansea, the London School of Economic and the University of Ed-
inburgh in the United Kingdom for professional social work training (Maxwell et al. 2003;
Dolly-Besson et al. 1983). A decade later it was documented in a Colonial Development
and Welfare Report that ‘the climate of public opinion in the West Indies has changed,
and there is more acceptance of the need for skilled professional direction of social work’
(Colonial Development and Welfare Report 1953 as cited in Maxwell 2002). These early
services were delivered using the welfare model and the casework approach to practice
in countries such as Barbados and Trinidad (Dolly-Besson et al. 1983). In Jamaica, ‘the
emphasis was on community development’ (Dolly-Besson et al. 1983, 3). The casework ap-
proach was passed down through the years but social work education in the Caribbean has
been trying to move practitioners away from this old method of social work intervention
which tends to encourage client dependency, to a more dynamic, pragmatic, developmen-
tal and empowering approach to helping through a focus on ecological and empowerment
theories and the strengths perspective.

Maxwell (2002) gives an excellent account of the development of social work in the
English-speaking Caribbean. He maps the transition from the pre-20th century colonial
era through the post-1938 (World War 2) period to the end of the 20th century. He high-
lights the provision of state sponsored poor relief that catered to the basic needs of people
through a welfare model and makes reference to the employment of the first social welfare
officers in the region. He mentions the early initiatives that were undertaken to profes-
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sionalise social services in the region. These included professional training for the newly
appointed social welfare officers in the 1940s and 1950s ‘to perform as multifunctional so-
cial work practitioners’ (19), and the streamlining of the social services to serve the needs
of a varied clientele. He also briefly notes the measures that were taken over the years ‘to
provide training and professional education for the social workers staffing the various ser-
vice agencies (29). These included the development of the two year professional certificate
program offered by the University of the West Indies (UWI) Mona in 1961 and the ex-
pansion of social work education across the region to the University of Guyana in 1970
and to two other campuses of UWI, the Cave Hill and St Augustine Campuses in 1988
and 1990 respectively. Maxwell (2002) also acknowledges the role of various non-govern-
mental organisations in the development of social work and social welfare services in the
English-speaking Caribbean in the first part of the 20th century and describes the growth
of the government social services sector in countries of the region during the latter part of
the century.

The history of social work and social work education in the English-speaking
Caribbean is still being written but much has been documented by Caribbean scholars
(Rock 2013; Baker & Maxwell 2012; Watkins & Holder-Dolly 2012; Rock 2011; Nettleford
2005; Maxwell et al. 2003; Maxwell 2002; Dolly-Besson et al. 1983). “These scholars agree
that formal social work education was started in the English-speaking Caribbean in 1961
when a two-year professional certificate course was introduced at the Mona Campus’
(Rock 2013, 735). This program later developed into a full-fledged three year baccalaureate
program in 1970 (Maxwell et al. 2003; Dolly-Besson et al. 1983). Today the Mona Campus
also offers the MSW which was started in 1993. The second oldest program in the English-
speaking Caribbean was started in 1963 by the UWI Social Welfare Training Centre in
Jamaica. This developed into a four-month certificate course in social work for parapro-
fessionals. This program still exists today and brings together students from all over the
Caribbean to train in Jamaica. Over the last three decades several other tertiary-level insti-
tutions in the Caribbean also began to offer social work programs either at the certificate,
diploma or degree level. However, none of these programs are offered through schools or
departments of social work. They are located in college or university departments which
also offer programs in other disciplines such as political science, psychology and sociol-
ogy. This presents challenges for the social work programs as they have to compete for the
scarce resources available in the departments (Maxwell et al. 2003).

Context and philosophical underpinnings of social work education in the
Caribbean

Social work services in the Caribbean have been growing in response to the varied social
needs of the people and social work education is increasingly being seen as critical to
enable the preparation of social workers for professional practice with vulnerable pop-
ulations. In 2013 there are over 18 tertiary-level institutions in over 19 countries in the
Caribbean region which have taken on the mandate of offering social work training. Five of
these programs are located in Jamaica, four in Trinidad and Tobago and two in Barbados.
With the introduction of online social work programs by UWI Open Campus in 2009, per-
sons in 17 Eastern Caribbean countries can also have access to social work education. The
programs offer various qualifications. These include the certificate in social work, the asso-
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ciate degree in social work, the baccalaureate and master degree and the PhD degree which
is offered by two of the programs. The baccalaureate degree (BSc and not BSW) is the most
common qualification offered (Baker & Maxwell 2012, 385). The certificate programs are
often year long and are geared towards meeting the educational needs of paraprofession-
als engaged in social work related duties. The diploma and associate degree programs are
generally two years in duration and the baccalaureate programs are three years in duration
if undertaken on a full-time basis. There are a few programs which offer introductory (4-6
months) certificate courses and 12 month diploma programs.

The institutions that offer social work programs in the Dutch and English-speaking
Caribbean include the four campuses of the University of the West Indies (Cave Hill
Campus, Barbados; Mona Campus, Jamaica; St Augustine Campus, Trinidad and Tobago;
and the Open Campus), Northern Caribbean University (Jamaica), the University of the
Southern Caribbean (Trinidad and Tobago), the University College of Trinidad and To-
bago; the University College of the Bahamas, Barbados Community College, The Sir
Arthur Lewis Community College, St Lucia, the University of Aruba, University of the
Netherland Antilles (Curacao), the University of Guyana, The International University of
the Caribbean (St Kitts and Nevis), Jamaica Theological Seminary, Montego Bay Commu-
nity College (Jamaica), TA Marryshaw Community College (Grenada), the University of
Belize, the Caribbean Nazarene College (Jamaica) and the College of Science, Technology
and Applied Arts of Trinidad and Tobago (COSTAATT). The philosophical approach to
the delivery of social work education as well as the curricula content of these programs ditf-
fer and there are efforts by the Association of Caribbean Social Work Educators (ACSWE)
to get the programs to use the Global Standards as a way of ensuring that they use basic
international guidelines in the planning and delivery of social work education. The pro-
grams delivered by the four campuses of UWT are harmonised to some degree to facilitate
the transfer of students from one program to another if they so desire.

At the inception of the certificate program in social work at the Mona Campus in
1961, the countries of the English-speaking Caribbean were colonies of Britain and this
early course was patterned to a large extent after existing programs in social administration
at universities in the UK (Watkins & Holder Dolly 2012; Maxwell et al. 2003; Dolly-
Besson et al. 1983). When the Mona baccalaureate program was instituted in 1970 it also
had a British orientation but ‘there was a significant modification of the program in the
mid-1970s bringing it more in line with the professional requirements in North America
and Britain’ (Maxwell et al. 2003, 13). As other programs emerged in the English-speaking
Caribbean, they gravitated towards the North American approach to the preparation of
students, not only because they tended to adopt the Mona model but because some of the
faculty members had received their professional training in North America (Maxwell et al.
2003). Additionally, because of the dearth of Caribbean social work literature for teach-
ing, the books and much of the materials used in the programs were authored by North
American and European scholars. A decade ago Maxwell et al. (2003) cited this as a mat-
ter for concern and challenged faculty members to increase their research output as a way
of producing indigenous theories and textbooks. However, the situation still exists and the
lack of local empirical literature presents some epistemological challenges for the programs
since students receive little grounding in the theory and concepts of the Caribbean real-
ity that would enable them to have a greater understanding of the problems that exists in
their own locales. However, it must be emphasised that Caribbean thought and experi-
ences are being increasingly infused into the curriculum with the understanding that there
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are cultural considerations and challenges to fully adopting non-Caribbean paradigms and
models of practice.

It should be noted, however, that a number of Caribbean social work scholars, includ-
ing faculty of the University of the West Indies, have produced some excellent publications
against the odds. Some have written chapters in edited social work text books and arti-
cles in journals which are disseminated internationally and there are manuals and other
materials with a Caribbean focus that are produced by local social work faculty. The As-
sociation of Caribbean Social Work Educators (ACSWE) has provided two vehicles for
Caribbean social work colleagues to share their research and scholarship. These are the
Biennial Social Work Educators’ Conference and the Caribbean Journal of Social Work,
a peer-reviewed journal that was initially funded by a grant from the International As-
sociation of Schools of Social Work (IASSW) and the University of Connecticut, School
of Social Work, US. The journal has been published since 2002 and has become a useful
medium for the dissemination of indigenous social work research and other scholarly writ-
ing with a Caribbean focus (Rock 2013). However, the rallying call for Caribbean social
work faculty to pursue a program of culturally relevant social work research to guide policy
and build models of intervention that can fully inform practice with Caribbean popula-
tions (Maxwell et al. 2003; Rock & Valtonen 2002) still remains. A major obstacle is that
the programs in the region have a small number of social work faculty members who are
burdened with many teaching and related responsibilities which afford them little oppor-
tunity to engage in scholarly research and writing.

Delivery of social work education

Within UWTI, social work education is delivered mainly by faculty who hold qualifications
in social work. There are some PhD trained faculty but most people hold the MSW as
their most advanced qualification. There is a general understanding and appreciation of
the skills and knowledge base required to be a social work educator and this is considered
when hiring new social work faculty members who usually have a wealth of on-the-ground
experience of different kinds, which underpins their teaching. However, non-UWTI pro-
grams do not follow this requirement and will employ faculty who hold a BSc and/or
master’s degree in psychology, in counselling or a related discipline. Thus, without a so-
cial work qualification or social work experience, people are hired as faculty to teach social
work. This compromises the standards of the profession. It is a very troubling issue, and so
there needs to be consensus among programs in the region about the skill set and knowl-
edge base required for teaching in the discipline. Today many of the social work lecturers
who are employed in the regional institutions have been trained in North America or the
Caribbean and to a lesser extent in Europe.

An important task for ACSWE is to establish that social work education which in-
volves students in an internship in a social service setting is the professional training for
social workers. Although the length of classroom instruction and the duration of the in-
ternship may differ according to the course of study being undertaken, the internship is a
most critical component of social work training. ACSWE also needs to encourage institu-
tions that offer social work programs to use the Global Standards for the Education and
Training of the Social Work Profession (www.iassw-aiets.org/global-standards-for-social-
work-education-and-training ‘the Global Standards’) as a guide for program development,
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employment of staff, recruitment of students, and the organisation, administration and
governance of the program. Advocacy regarding licensing and registration of social work-
ers in the Caribbean must become the mission of trained social workers in the region.

The general aims of the social work programs offered by UWT are: (1) to create a cadre
of social work trained professionals suitably qualified to intervene in the lives of persons
who are vulnerable and at-risk, to motivate, empower and help these individuals lead ful-
filled lives; and (2) to produce graduates who are mature, work ready, attuned to clients,
who have the ability to advocate on behalf of persons for social and economic justice and
who understand the nature of national, regional and global social problems. The missions
of the social work programs tend to be aligned with the mission of their institutions. Al-
though the syllabi are designed to a large extent to reflect the Caribbean reality, they also
incorporate a global perspective. The curricula of the programs do vary based on the level
of the qualification being offered but a generalist approach is usually adopted at the un-
dergraduate level. The generalist approach to practice focuses on the empowerment of
clients and knowledge is grounded in the strengths perspective, systems theory and eco-
logical theory. Psychological theories are also incorporated where applicable. This generic
approach to preparing students to work with individuals, families, groups and communi-
ties is useful as it exposes students to all levels of practice — micro, meso, and macro — and
helps to position young graduates for the social work job market. It also equips them in a
singular way to work within the local social service system, as they acquire broad skills for
networking and collaborating across different areas of the human services.

The curricula of the undergraduate programs include courses in social work, psychol-
ogy and sociology and core courses in social work ethics, counselling, developmental and
abnormal psychology, social research and statistics, work with individuals and families,
group work theory and practice, community organisation, social work administration, so-
cial policy, and human behaviour or at least some variation of these. Apart from the core
social work theory and practice courses, students usually have access to a wide range of
electives. These will vary from program to program but may include courses in ‘crisis in-
tervention and areas relevant to special population groups, such as abused and neglected
children, the elderly, disabled, substance abusers and persons affected by and infected
with HIV/AIDS. Students may also take advantage of electives offered in other disciplines’
(Rock 2013, 738). This approach to training is necessary because in recent times the bach-
elor level graduate in the region is being sought to fill roles in many sectors such as HIV/
AIDS, trauma and grief counselling, domestic violence intervention, child abuse preven-
tion, and substance abuse management. As graduate education expands in the region,
some of the jobs in these niche areas are being filled by MSW graduates.

‘At both the undergraduate and graduate levels the social work course content is in-
fused with modules on the history of the profession, human rights, social and economic
justice, social work principles, values and ethics’ (Rock 2013, 737). The coordinators of the
programs are also encouraged to periodically renew their curricula to keep them current.

The supervised internship (practicum) in a social service agency is an important part
of the social work curriculum in all programs and at all levels of certification. The structure
of this practicum may vary across programs. For example, ‘the curriculum of the cur-
rent B.Sc. Social Work program at The University of the West Indies Cave Hill Campus
in Barbados combines two years of classroom coursework and one year of field instruc-
tion’ (Rock & Ring 2010) while the Mona and St Augustine campuses deliver a concurrent
placement. The length of the placement (hours of work in the agency) usually varies ac-
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cording to the level of training - certificate versus degree. What is common is the intensive
exposure of the student on internship to work with vulnerable populations and in ar-
eas such as probation and correctional services, child services, welfare and social service
programs, substance abuse management, victim support, community development, HIV/
AIDS, clinical services (hospital and mental health), social service administration and
management, and school social work, among others. The Global Standards state that ‘field
education should be sufficient in duration and complexity of tasks and learning opportuni-
ties to ensure that students are prepared for practice’ (Sewpaul & Jones 2004) and also that
‘issues regarding cultural and ethnic diversity, and gender analysis are to be represented in
the fieldwork component of the program’ (10).

The internship is generally supervised by a trained faculty member and/or field place-
ment coordinator and in each agency by an agency supervisor who is suitably qualified to
support the student and provide practice guidance in the agency. However, due to the lim-
ited number of openings for internships in traditional social work agencies, students may
be placed in non-traditional settings where there may not be suitably qualified practicing
social workers to supervise the student. In such cases the practicum coordinator provides
direct supervision to the student. The internship affords students the opportunity to en-
gage clients in the agency setting and to ‘integrate the theory learned in the classroom
with practice’ (Rock & Ring 2010, 177). A strong component of this internship at UWI is
a weekly Field Integrative Seminar which allows students to process and assess their level
of engagement in the agency, their success in applying the theory learned in the classroom
to their work with clients, their own suitability for the social work profession, and benefit
from peer support. As social work and psychology programs have increased in the region
and as the number of students in these disciplines has grown, there is an increasing de-
mand for supervised internships for students in social service agencies. In small countries
such as Barbados this has led to great difficulty in procuring agency placements and cre-
ated a need for social work students and faculty to look beyond the borders of their own
country and be prepared to engage in internships in other countries of the region or inter-
nationally.

Graduate social work education is delivered mainly by the three UWI Campuses,
Mona, Cave Hill and St Augustine. Graduate students are given the opportunity to pursue
the MSW in clinical social work, administration and management, community and policy
practice or HIV/AIDS (Baker & Maxwell 2012). A master’s degree in mediation studies is
also delivered under the auspices of the Social Work program at the St Augustine Campus.
New MSW programs are beginning to emerge as other universities in the region are get-
ting involved in graduate social work education.

The internationalisation of social work education

Social work programs in the English-speaking Caribbean are placing great importance on
cultural relevance and working with diversity. The UWI endeavours to ensure cultural rel-
evance and reliability by including information about the local peoples” beliefs, customs
and general way of life in the social work curriculum. The Caribbean has a mix of peoples,
and although most persons are of African descent, there are various ethnic groupings
and indigenous populations (Baker & Maxwell 2012) and therefore social workers must
be appropriately trained to work with the local populations and with cultural sensitivity.
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Knowledge of the local scene and cultural underpinnings in client case management, com-
munity engagement, clinical practice in hospitals, schools and other settings is essential
for the social worker. This is supported by Dominelli (2012) who states that ‘emphasis on
the local is important because this is the space where everyday life practices occur’ (45).
However, Healy (2002) notes that while working in their own countries, social workers
also need to know how global issues impact their various clients, their agencies and oth-
ers around them and how to deal with others who come to their countries. She also states
that the practitioner comes into contact periodically with situations that require knowl-
edge beyond the borders of his/her own country and that ‘social work programs should
prepare students to understand and address the local manifestations of global problems’
(4). Furthermore, the local social work programs ‘exist within institutions and communi-
ties that are trying to survive in the turbulent, global environment and this in itself creates
a tremendous impact on the profession’ (Rock 2013, 738) as it develops in the region.

Internationalisation and globalisation are terms used frequently in reference to social
work education and practice. In social work education internationalisation may be in-
troduced via the curriculum. Dominelli (2012) defines internationalisation as ‘those
processes whereby people interact across national borders, cultures, traditions, and every-
day life routines through organisations that link the local with the global and vice-versa
to promote human wellbeing through egalitarian practices’ (45). There are a variety of
models and possibilities when internationalising the social work curriculum (Hokenstad
2012; Healy 2012), and social work programs in the English-speaking Caribbean have ap-
proached the internationalisation of their curricula in different ways. For example, the
practice models and perspectives used in the programs in the English-speaking Caribbean
are of North American and/or Eurocentric origins and therefore strongly influence the
delivery of social work education in the region. Additionally, international content is pur-
posefully infused into the curriculum and students and staff are afforded opportunities for
exchange and engagement to share best practices and knowledge of what is happening in
the profession globally so as to maintain a global reach in the programs. Students and fac-
ulty also participate in international exchanges. Living in a global world is a factor that is
increasingly emphasised through courses that include content on global development and
global social issues, global models of practice and international case studies. A focus on
human rights also engages students in the Caribbean in discussion on the UN interna-
tional conventions and treaties.

Caribbean programs have a history of training students to work not only in their
own countries and throughout the region but internationally on graduation. Apart from
classroom instruction the campuses of UWI make gallant efforts to prepare students for
the global marketplace including through international linkages. Many Caribbean families
also have ties with relatives who have migrated and so the Caribbean social work gradu-
ate is also increasingly migrating in search of work or further study. These graduates are
often recruited by agencies abroad and they need to be able to make the transition (Rock
2013). Some agencies in countries such as the US, UK, and Canada may require Caribbean
graduates to pursue short courses in order to become registered and gain license to prac-
tice in their country but this is not considered a barrier. The Caribbean and International
Social Work Conferences which are held in the Caribbean biennially, and the agreements
and memoranda of understanding (MOUs) that are signed with other international uni-
versities and which facilitate international student and faculty exchanges also promote the
internationalisation of Caribbean programs (Rock 2011). Students from the Mona, Cave
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Hill and St Augustine campuses participate in international exchange programs annually.
Social work educators must be aware that, in whichever part of the globe they work, their
students need exposure to the world view.

Some Caribbean social work programs and by extension their faculty are members
of IASSW and the North American and Caribbean Association of Schools of Social Work
(NACASSW). The Cave Hill program was involved in a global group work project with
international partners and the International Association of Social Work with Groups.
Membership in these bodies and the presentations made by faculty from the Caribbean in
International conferences, meetings and seminars foster international visibility, allow per-
sons from the region to make a contribution to social work education at the international
level and contribute to the transfer of information.

The Global Standards for Education and Training of the Social Work
Profession

“The purpose of social work is to promote human wellbeing, human rights and social
justice, with special attention to those who are marginalised by society, experiencing op-
pression, poverty or disability’ (Huxtable et al. 2012, 232). The Global Standards which
were adopted by IASSW and IFSW in 2004 and made available via their websites to social
workers around the world promote the purpose of social work. These standards constitute
guidelines for program development and are basically the ideals to which social workers
and social work programs may aspire as they work towards enhancing their approach to
the profession.

The social work programs in the Caribbean have been made aware of the Global Stan-
dards through various media including the IFSW (www.ifsw.org) and IASSW (www.iassw-
aiets.org) websites and ACSWE. However, there is no empirical evidence that the pro-
grams, apart from those offered on the UWI campuses, have used these standards as a
framework in the development of their programs or in the renewal of their curricula. The
UWTI programs are subject to a quality assurance review every five years and in 2006 one of
the recommendations of the Social Work Self-Assessment Team for the Cave Hill Campus
was that the Global Standards be shared with and reviewed by the campus administra-
tion as a way of gaining support for needed resources for program development. In the
review of the social work program of the St Augustine Campus in 2011, ’the transferabil-
ity between countries of quality standards for both teaching and research’ (Taylor & Rock
2011, 365) was discussed. The UWI programs have therefore sought to use the standards
as guidelines to help ensure that their programs are of a sufficient standard and quality that
students are adequately prepared for professional practice. Careful thought is given by fac-
ulty to the core curriculum of their program and the Global Standards which address the
‘domain of social work the ‘domain of the social worker, ‘methods of social work practice,
and the ‘paradigm of the profession” provide useful information. Objectives with regards
to cultural and ethnic diversity, and gender analysis, social work values and ethics and hu-
man rights are also incorporated into the curricula as suggested in the Global Standards.
The Global Standards have proven to be most useful as a point of reference and to bring
added credibility to small social work programs which are being delivered in small island
developing states.
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Conclusions

Today, almost 73 years after the recommendations of the Moyne Report, and 52 years
since the first social work education program was offered at the Mona Campus, there are
numerous ‘state-sponsored social services created along the lines of the welfare systems
found in the former or current colonial states’ (Baker & Maxwell 2012, 384) throughout
the Caribbean. There are also several social work education programs that are being of-
fered by tertiary institutions. However, despite this growth in services and programs, the
social work profession is still fighting for recognition in the Caribbean as many persons
including politicians equate charity and voluntarism with professional social work. In fact
the mindset of many persons is that the church welfare worker and other ‘do-gooders’ who
provide assistance to the poor are social workers. This has caused some problems for the
profession since social service agencies continue to hire non-social work trained personnel
to perform social work duties and bachelor level trained psychology and sociology grad-
uates are employed as social workers. While it may be useful to employ persons in allied
fields to perform social work related duties in countries of the region where there are not
enough professionally trained social workers, this practice is unacceptable in those places
where programs are graduating social workers on an annual basis. The local professional
associations often make a response to this practice as they seek to establish that social
work is a profession in its own right. In Barbados the professional association has worked
with government to establish various categories for the employment of persons who per-
form social work or social work related duties in government social service agencies. The
same is true for the Jamaica Association of Social Workers (JASW www.gojasw.org) which
launched the new code of ethics (gojasw.org/wp-content/uploads/213/12/COEl.pdf) for
Jamaican professional social workers and allied professionals last year (June 2012). This
group is now assiduously pursuing licensing and registration of its members. Although so-
cial workers are recognised for their work with vulnerable populations and their role in the
creation of social policies to address social issues, they need to be licensed and registered
to uphold their unique professional status.

In social work education the responsibility is to continue to train persons to the
highest level in the profession and maintain accreditation of programs. This includes the
delivery of quality postgraduate education (MSW and PhD) and continuing education for
social work practitioners and supervisors. Thus far, there are only a few universities in
the region including three of the UWI campuses which offer MSW and PhD social work
programs in social work. It can be said that UWTI is leading in postgraduate social work
education (Baker & Maxwell 2012). Many of the other programs, although not yet ready to
offer graduate level training in social work, also need to aspire to offer graduate education
so that more students can study to the highest level in the profession without having to go
abroad. It is also necessary for coordinators of the social work programs in the region to
meet periodically to review their curricula so that programs benefit from new trends and
insights and seek ways to address the regional and global demands impacting the profes-
sion as well as the emerging social issues in the region. The programs also need to work
towards professional accreditation and the professional associations toward the licensing
and registration of social workers in the Caribbean. Much of this is a work in progress but
it will determine how and when social work will achieve professional recognition through-
out the Caribbean region.
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Social work in the English-speaking Caribbean emerged out of a need for equality
and social justice for the people of the region. Today the programs are being encouraged
to adopt a rights-based approach to practice as they intervene with individuals, families,
groups and communities. The quest for social justice is critical and must affect legislation,
policy and program organisation. The global agenda on social work and social develop-
ment (www.iassw-aiets.org/global-agenda) challenges social workers globally to commit to
a number of agenda action items including the ‘promotion of social and economic equali-
ties.

Social work education in the Caribbean is advancing amid the challenges which in-
clude limited financial resources to deliver programs and fund research activity, a paucity
of local empirical research to drive the development of indigenous theories, a limited num-
ber of professionally trained agency supervisors to supervise students on internships, few
faculty members holding the PhD qualification, scarcity of social work jobs for graduates
and the employment of non-social work personnel to perform social work duties in social
agencies, the perceived low status of the profession, the lack of licensing and registration of
social workers and the lack of an accreditation system for programs (Rock 2013; Watkins
& Holder Dolly 2012).
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Social work education and training in
southern and east Africa: yesterday,
today and tomorrow

Rodreck Mupedziswa and Refilwe P. Sinkamba

In Africa, social work is considered a young profession, as it was imported
from the West at the beginning of the last century. Critics have expressed
concern that African social work education, because of its Western roots,
lacked appropriateness and relevance. Many institutions in southern and
east Africa have heeded the call to strive for relevance. Studies, however, re-
veal that enormous challenges have been encountered in attempts to realise
relevance, while at the same time ensuring adherence to IASSW Global Stan-
dards. The impediments have included problems in generating indigenous
teaching materials, lack of resources, lack of appropriate field placements,
etc. Using empirical data, this paper commences by chronicling the histori-
cal development of social work education and training in Southern and East
Africa, before surveying its current state, and concluding with comments on
prospects for the future.

Social work education in Africa: yesterday

Social work education in Africa has a colonial heritage having been imported from the
Western world, especially Europe, in the last century (Mwansa 2011; Mupedziswa 2001).
There has been disgruntlement around issues of relevance and appropriateness of social
work in Africa. In the 1970s, African scholars (Midgley 1981; Ragab 1982; Safari 1986;
Kaseke 1991; Hall 1990; Mupedziswa 1992; Osei-Hwedie 1993b) began to express dis-
content regarding the type of social work that was being “foisted’ on the people of the
continent. The then umbrella body for social work education and training in Africa (As-
sociation of Social Work Education in Africa (ASWEA) 1982, 11) added its voice to these
concerns by observing that:

African social work must proceed from remedial social work - foreign by nature and ap-
proach - to a more dynamic and more widespread preventive and rehabilitative action
which identifies itself with African culture in particular and with the socioeconomic poli-
cies of Africa in general.
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Commentators contended that to become relevant, the social work profession in Africa
had to assume a developmental orientation, and this had to start at the level of education
and training.

Social work education and training in Africa began in the 1930s in such countries as
Egypt and South Africa. In the case of South Africa, the Jan Hofmeyer College was one
of the early institutions established in 1924, while in Egypt the Higher Institute for Social
Work in Cairo was among the first in 1946. In Ghana the School of Social Welfare Ac-
cra had its humble beginnings around 1946. Ten years later in 1956, the teaching of social
work commenced at the University of Ghana. The 1960s saw more schools of social work
being established in Africa, including the School of Social Work in Zimbabwe in 1964 and
the Oppenheimer College of Social Science in Zambia which was absorbed into the Uni-
versity of Zambia in 1965.

The School of Social Work at the University of Khartoum in the Sudan was established
in 1969. In Ethiopia, a fully fledged university department of social work was launched in
1966. The Department of Social Work, University of Botswana, was established in 1985.
According to Midgley (1981, 61), by 1973 the International Association of Schools of So-
cial Work (IASSW) had 25 schools of social work from Africa in its register. The numbers
of social work education institutions have continued to increase; for example, Uganda cur-
rently boasts 21 institutions offering social work.

Programs offered

The various social work education and training institutions in Africa have offered a di-
versity of programs. Certainly not all of them have offered high quality qualifications in
social work. Criteria used to determine quality of training have included admission re-
quirements, length of training and affiliation to universities. On the basis of such criteria,
the United Nations (1971) reported that in the 1970s there was a relatively small number
of independent or university-based schools of social work in African countries, and that
most of the personnel in the field were without advanced education or professional quali-
fications.

Some institutions could not be regarded as professional schools of social work because
of the nature of their offerings. A number of African countries had community de-
velopment training centres which did not train social workers per se. Thus, in Africa
discrepancies were evident in terms of training standards of different institutions. There
were also variations in the extent to which these different institutions conformed to in-
ternational standards, guidelines and expectations. Even so, they all purported to train
personnel who were expected to promote the general social welfare of the people. In
Africa, the length of training and qualifications awarded by different schools of social work
have clearly not been standardised (Mupedziswa 2001; Osei-Hwedie 1993b).

Overview of traditional curricula in use

In many countries in Africa, social work education and training programs were first es-
tablished either by outsiders, mostly from the West who doubled as consultants, or at least
with the assistance of local practitioners who had been trained in the West, hence who had
a Western orientation. Consequently, the curricula that were adopted reflected the West-
ern influence. Some of the Western countries had so much influence that they even offered
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generous scholarships to train students from the developing countries (Midgley 1981).
Some of the scholars that were offered these scholarships, upon returning from abroad,
perpetuated the Western influence.

According to Midgley (1981, 72), studies of the curricula of schools of social work
in developing countries (those in Africa included) carried out in the 1960s revealed that
the content of social work training in these countries conformed with Western, partic-
ularly American, approaches. The curricula of these institutions thus had many features
which were in tandem with those of the Western world (Mupedziswa 2005). For exam-
ple, the teaching of social work methods emphasised Western techniques and themes of
case work, group work and community organisation. This observation was corroborated
by Ragab (1982) and Muzaale (1987), who expressed concern over the inappropriateness
of the approaches. Such an orientation of social work education would not assist students
to relate theory and practice in the classroom as they acquire principles, values and ethics
(Mupedziswa 2001; Mupedziswa 2005; Mwansa 2010).

Research done in this regard also made some disturbing discoveries with respect to
literature used in social work education and training in Africa. Most African schools of
social work were found to be dependent on Western social work literature and, sadly, few
efforts had gone into developing indigenous teaching materials. Referring to the situation
in Asia, Nagpaul (1972) lamented that it was unfortunate the schools of social work in that
part of the world were dependent on Western literature. He admonished that the West-
ern textbooks used had been written with a Western audience in mind. The same could be
said about the African situation. As long ago as 1964 a report of a Consultant Team for the
Study of Schools of Social Work in Africa (Economic Commission for Africa 1973) had
similarly noted with regret that social work educators in the continent were having to con-
sult foreign textbooks which they and the students found difficult to use as a foundation
for professional training and practice and whose content was not applicable to their situ-
ation. This problem appears to have continued unabated in some institutions. Indeed, the
majority of the textbooks currently in use in Africa have neither taken cognizance of in-
digenous social, economic and political conditions nor the contribution of African social
scientists (Mwansa 2010).

Apart from classroom instruction curricula, there is also the fieldwork element. In
most schools of social work in Africa, students have been placed (for fieldwork attach-
ment) with various agencies such as government departments, hospitals, psychiatric and
rehabilitation units, parastatal organisations, private industry, mines, local authorities and
non-governmental organisations (NGOs). Preoccupation has been with urban placements
at the expense of rural placements. Njau (1986, 93), for example, commenting on the situ-
ation at the University of Nairobi, Kenya, had this to say:

Out of 40 weeks of fieldwork in 3 years of (degree) training, the students have an option
to work in the rural areas for only 8 weeks of their second year block (fieldwork) place-
ment, if they chose to do so. The rest of the time is spent in fieldwork in and around
Nairobi.

Institutions elsewhere in the continent have had similar experiences; and while some, like

Makerere University in Uganda, have taken steps to do something about this anomaly
(Ankrah 1987), many others have not.
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Safari (1986) has identified a number of challenges associated with choice of place-
ments in social work education and training institutions in Africa:

shortage of suitable staff in agencies (i.e. to supervise students)

competition for a limited number of places for fieldwork

limited opportunities to explore suitability of agencies which take students

lack of suitable accommodation for students and supervisors

To the four problems noted above could also be added lack of financial resources
which limits the placement choices (Mupedziswa 2001).

Al

These challenges have been confirmed by researchers who recently conducted a study of
25 social work institutions in southern and east Africa (Hochfeld et al. 2009). While these
challenges might be experienced in both urban and rural areas, they are mostly prevalent
and acute in rural rather than urban areas.

The problem of the shortage of suitable staff to supervise students in agencies, for
example, is mostly a rural phenomenon. In many African countries the vast majority of
trained personnel prefer to work in urban areas, partly because of the ‘urban biased’ nature
of the education system they went through, but also because most employment opportu-
nities are concentrated in urban areas, and so is infrastructure.

Lack of proper accommodation for students and supervisors may be both an urban
and a rural problem, but it is more acute in the rural situations. Generally students going
on urban placements can easily arrange to stay with relatives and/or friends. But such an
arrangement is for obvious reasons only possible in very rare occasions in rural settings.
The concern about competition for a limited number of field places is more of an urban
than a rural problem because, due to urban bias, fieldwork in many African countries is
concentrated in urban areas.

As education and training institutions in Africa have grown and expanded, it has be-
come more and more difficult to find placements for students. The limited budgets for
fieldwork training have also made it virtually impossible to send students to places that are
too far away and scattered all over the countryside. Safari (1986) echoed this concern, and
explained that it is the prohibitive costs involved that make it difficult for institutions in
Africa to consider rural placements. Njau (1986, 93) also expressed reservations about us-
ing rural placements, especially due to the distances involved. She noted that,

The distance between some rural agencies and the social work training institutions
(which are mainly urban based) makes it difficult for trainers to identify suitable rural
fieldwork agencies and fieldwork supervisors, and they therefore prefer to place students
in nearby agencies where communication and effective supervision can be carried out.

Yet as the number of social work education institutions increases, there will be a need to fo-
cus on rural placements as urban placements cannot absorb everyone. Also, as institutions
move in the direction of a developmental social work approach, rural placements become
an imperative.
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Social work education in Africa today: debate over relevance and
appropriateness

Issues around flaws of the traditional curricula spelt out above triggered the debate over
relevance and appropriateness in the 1970s. Appropriateness refers to the most suitable
method (of intervention in a given situation) based on an understanding of the context of
the needs in the particular situation and an understanding of what would be the most ef-
fective method or combination of methods to achieve the goals of social work intervention
in that situation (Willmore 1985, 24). In order to realise relevance, there is a need to em-
ploy appropriate strategies and methodologies. Without use of such appropriate strategies
and methods, the goals of relevance and appropriateness would almost certainly remain a
pipe dream. The two concepts (relevance and appropriateness) therefore go hand in glove.

Many commentators (e.g. Hampson 1987; Mupedziswa 1992) have argued that the
concept of relevance is in itself a positive, progressive and pragmatic idea, and that it is not
only a useful concept but central to the debate; hence it needs to be analysed at two related
levels, namely at the level of theory and of practice. They do, however, concede that realis-
ing relevance remains a Herculean task, especially where it relates to social work in Africa
in particular. The greatest concern relates to what constitutes relevant aspects and also how
to realise that relevance.

As noted, the concept of relevance, as it relates to social work, can be analysed at
two levels - i.e. at the theory and practice levels. The social work profession in Africa has
for several decades now been embroiled in debate over how best to realise relevance. In
1971 the Fifth United Nations International Survey of Social Work Training (UN 1971)
addressed the issue of relevance, acknowledging in the process the inappropriateness of
American social work theories to programs of other societies. Some authors (e.g. Khin-
duka 1971; Lasan 1975) also addressed the issue of relevance in the context of social work
theory and practice, reaching similar conclusions in as far as its central role in social work
is concerned.

At the level of social work theory (i.e. education), the argument has been that efforts
must be made (particularly in Africa) to come up with relevant theories that would hope-
fully better inform practice. Thus, relevance, when addressed in relation to theory, focuses
more on the need for social work education to be appropriate to the needs of social work
practice in a given situation.

When considering the concept of relevance in the context of social work practice,
three basic schools of thought seem to predominate: these could be referred to as the con-
servative, the pragmatic, and the radical schools of thought. The conservative school would
argue that there is no need to tamper with existing forms of practice which, by accident
of history perhaps, happen to be Western in origin. What needs changing is the environ-
ment to enable it to suit these existing Western approaches, as basically the approaches are
tested and tried, with universal appeal and application. The pragmatic approach, on the
other hand, would argue, among other things, that social work scholars in the developing
world should not expend energy and waste effort striving to reinvent the wheel as such but
should simply work towards attempting to modify existing theories, irrespective of the fact
that they originate from the West. Where a theory hails from is immaterial; what matters
is its potential efficaciousness. Finally, the radical approach would dismiss the arguments
presented above and urge practitioners to change strategies and models completely and
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come up with new approaches that are more relevant to local situations. It calls for the de-
velopment of new theories better suited to situations in the developing world.

The critics of the conservative view (Ragab 1982; Midgley 1981; Ankrah 1987, etc.)
argue persuasively that the most critical constraint seems to be the Western theories and
methods that the social work profession in Africa has lavishly employed, and which are
neither appropriate nor effective. Because the theories and methods are inappropriate
then, they cannot be expected to address meaningfully the question of relevance
(Chitereka 2009). The critics further note that the Western models are narrow, remedial
and curative in nature; that these models tend to ignore the issue of traditional forms
of welfare and hence they come short as they are not rooted in local culture, that they
focus on individual pathologies (e.g. crime, prostitution, delinquency etc.) at the expense
of structural issues imbued in the rubric of poverty, i.e. issues like homelessness, unem-
ployment, etc. (Chitereka 2009; Mupedziswa 2005; Midgley 1981).

The two approaches (conservative and pragmatic) differ slightly in the way they
approach the pertinent question of realising relevance. While the pragmatic approach ad-
monishes against throwing away Western theories, as all that is needed is modification of
these theories to suit local conditions (Midgley 1981), the radical approach is more rev-
olutionary, arguing as it does that there is indeed a need to discard Western theories and
methods in favour of locally developed new theories rooted in local tradition and culture
(Mwansa 1992; Osei-Hwedie 1993b; Ragab 1982).

Context is also an important factor when considering the concept of relevance. It
should be noted that social work practice does not occur in a vacuum; it happens in so-
ciocultural, economic and political contexts. In fact, in countries like Egypt for instance
(Walton & El Nasr 1988), the religious element is considered just as important as other re-
lated factors. The concept of relevance therefore has to be tackled in relation to a host of
related factors, including sociocultural and socioeconomic contexts. Very often there has
been a tendency to ignore the political dimension, important though it may be. And yet
relevance can only be realisable if the political context is taken into cognisance (Ankrah
1987). It is the sum total of these various dimensions or contexts that will provide a con-
ducive atmosphere for realisation of relevance.

Social work education in Africa today: towards a social development approach

The debate on relevance and appropriateness, meant to steer social work in Africa in the
direction that will enable it to realise relevance, has culminated in calls to adopt a develop-
mental approach. The social development package comes with a number of new concepts.
The next few paragraphs consider the concept of social development, before an attempt is
made to unpack some of the key related concepts.

Social development concept

Efforts to realise relevance in social work education and practice in Africa have, as noted
above, culminated in calls for the adoption of a social development orientation. Social de-
velopment is a relatively new and in some ways revolutionary perspective on addressing
social problems. Social work educators and practitioners alike have not yet achieved con-

146



11 Social work education and training in southern and east Africa

sensus as to its content and practice requirements (Muzaale 1987), although scholars like
Patel (2007), Midgley (1997, 1996) and Gray (1996) have made serious attempts to unpack
this concept. Sanders (1982) defined social development as a process of planned institu-
tional change to bring about a better fit between human needs and social policies and
programs. The concept describes a radical change of mission, knowledge base and practice
skills in social work. Muzaale (1987) added that social development can be viewed as the
proposed package of social work’s contribution to the redefinition of the content, objec-
tives, methods and social structures of development. Its core skills include policy analysis,
planning, community organisation, program evaluation and social advocacy. Hollister
(1982) observed that the knowledge base of social development includes a mastery of the
ingredients of social structures, economic structures and political structures.

The concept of developmental social work emerged in the wake of calls by African
scholars for social work in Africa to move away from the remedial, residual, social control
thrust to focus more attention on an approach which emphasises social change. Commen-
tators (e.g. Muzaale 1987; Osei-Hwedie 1993b) explained that in traditional social work
the emphasis had been on relief type of welfare assistance. Muzaale (1987) observed that
the recent failures of development programs to reduce poverty in developing countries in
general and Africa in particular had led social workers to question their own practice par-
adigm and redefine the purpose of development.

Social development is seen as a holistic approach to development which encourages
the maximum participation of people, particularly the marginalised, in collaboration with
the various agencies. Hall (1990, 149) explained that, ‘A social development orientation in
social work means that social work as a profession can begin to address issues of struc-
tural inequality and social disadvantage. This view is corroborated by Elliott (2012, 103)
who states that ‘Social development offers a progressive model of social work practice with
goals of social justice, and empowerment of the oppressed, the marginalised, or excluded
population’’. The approach is preventive and proactive rather than remedial and reactive,
aiming at long-term change for the benefit of the majority of a country’s population. Social
development advocates for self-reliance and participation, and stresses the need for en-
hancement of people’s capacity to work for their own welfare and that of the society. Thus,
empowerment and capacity building are considered important elements in this approach
(Mupedziswa 1988, 2001).

Paira (1982) postulated that the broad mission of social development is to contribute
to the emergence and maintenance of a society in which organisations and institutions
are more sensitive and responsive to human needs. This contention is corroborated by de
Graaf (1986) who emphasised the element of people’s control over their resources. He ar-
gued that social development should involve the capacity of the people to control, utilise
and increase their resources, adding that a community which does not control its infra-
structural arrangements can be a victim of external factors.

Selected concepts in social development perspective

There are a number of concepts which are in tandem with a social development orientation
to which social work education in Africa has been urged to pay particular focus; namely
indigenisation, authentisation, radicalisation, reconceptualisation and recontextualisation.
Commentators have argued that all these concepts ought to be viewed not as multifarious
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strategies but merely as tools for achieving the same goal - that of realising relevance
through promotion of the social development approach.

Indigenisation: this is a concept characterised by appropriateness, which means pro-
fessional social work must be appropriate to the needs of different countries (Midgley
1983, 170). Shawkey (1972, 3) has referred to indigenisation as a process of adapting
imported ideas to fit local needs. Indigenisation therefore emphasises modification of im-
ported ideas to fit local needs. African scholars who subscribe to this view do not call for
a reinvention of the wheel (Mupedziswa 1992), but rather, adaptation of existing methods
and theories with a view to making them more relevant to the needs of Africa. Critics (e.g.
Hall 1990) have argued that indigenisation simply entails modification of existing models
of social work, to suit different cultural contexts, and this may not be sufficient. The critics
would prefer to see much more than the apparently ‘cosmetic’ changes implied in indigeni-
sation.

Authentisation: Ragab (1982, 21) defines authentisation as, “The identification of gen-
uine and authentic roots in the local system, which would be used for guiding its (i.e. the
community’s) future development in a mature, relevant and original fashion’ It refers to
the creation or building of a ‘domestic model of social work’ (Walton & El Nasr 1988, 136)
in light of the social, political and economic characteristics of a particular country. The
approach contends that each country should develop its own theory and practice, based
on its own experience, for its own use. This new thinking admonishes social work train-
ing institutions and practitioners alike to be wary of applying social work principles from
the West indiscriminately, without due regard for appropriateness. Critics, however, regret
that the approach is too theoretical and hence unworkable. They argue that the building of
a domestic social work implies reinvention of the wheel, which is a total waste of resources
(Mupedziswa 1992). Proponents of this view have been accused by some scholars of being
‘fundamentalist’ in their approach to issues, as evidenced by some of the jargon they em-
ploy.

Reconceptualisation: this concept relates to the reformulating of concepts so that they
fall in line with efforts to empower the marginalised groups in society. The term has its
roots in Latin America where it was influenced by the work of Paulo Freire’s conscien-
tisation approach and also liberation theology. It denotes building new ‘constructs’ on
the basis of these observations. Osei-Hwedie (1993a) observed that reconceptualisation
‘makes room for adaptation and modification of old ideas, knowledge and process of prac-
tice as well as the emergence of new ones, all in the effort towards appropriateness of social
work professional education and practice. Reconceptualisation aims to raise the conscious-
ness of individuals and society. Activities incorporated in the reconceptualisation concept
include consciousness raising, training, organising and social mobilisation, with the basic
aim of liberation of the human being. In the context of this approach, schools of social
work would be expected to organise programs in such a way that they work critically with
organisations and institutions that serve the masses (Molina 1992), achieving a dialectic
interaction of theory and practice and developing a new image of social work in the social
consciousness by society; a school which responds totally to the realities of the present.

Radicalisation: this refers to a disposition to make a marked departure from the usual
or the tradition to effecting extreme changes in existing views, behaviours, conditions or
institutions (Ankrah 1987). Radicalisation has to do with getting to the root of issues in
social development. It thus refers to developing a practice paradigm with African roots.
Ankrah (1987, 9) argues, “To radicalise roles is to prescribe behaviours that directly ad-
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dress the conditions of Africa, not those pervading elsewhere’ The calls for radicalisation
have come in the wake of a realisation that the models currently operational in Africa are
at best ineffective, and at worst weak and inappropriate. Mwansa (1992, 2) observed that
for social work to be meaningful to the process of social development in Africa today, it
must depart from its current liberal manner of practice to adopt a more pragmatic, radical
approach. Ankrah (1987) opined that there is an imperative that African social work finds
a way from the slavish replication of inherited forms. Critics have, however, dismissed it as
a Marxist approach which by definition is violent and whose ultimate aim is the overthrow
of the existing sociopolitical institutions. Others view it as being a method of confronta-
tion and a violent way to bring about change.

Recontextualisation: this focuses attention on attempts to put social work in Africa
into its proper perspective (Mupedziswa 2005). It attempts to achieve this by urging the so-
cial work profession to revisit the conditions and circumstances under which social work is
taught and practiced in the continent, with a view to recasting its orientation (Mupedziswa
2001). The concept urges social workers to consider alternative forms of operation, based
on an analysis of various factors in the local social system, including power and the con-
stellation of forces at work in a given situation. It further urges the profession in Africa
(as elsewhere) to select those alternatives that are likely to deal most effectively with a par-
ticular situation and circumstances (Molina 1992). Recontextualisation calls for vigilance
on the part of the social work profession in Africa, to ensure the profession is not caught
unprepared for this. The term also implies that practice is determined by theoretical con-
siderations based on having put each problem in its proper context in terms of social,
economic, cultural and political considerations. Critics, however, observe that there is very
little if anything to distinguish this concept from the others discussed before it.

Challenges in promoting the developmental social work approach in Africa

Over the last few decades, many social work education and training institutions in Africa
have heeded the call to move in the direction of developmental social work. A study by
Hochfeld et al. (2009) entitled ‘Developmental social work education in Southern and East
Africa’ found that all 25 institutions of social work education that responded to the study
(including those from Ethiopia, Tanzania, Uganda, South Africa (Rwanda) had aligned
their programs in the direction of a developmental social work approach. However, they
all reported facing challenges of different types, and these are considered below.

One challenge related to the fact that there is a general lack of indigenous materials for
use in schools of social work in Africa. Social work literature used in African institutions is
Westernised material from Europe, America, Australia and other countries. Consequently,
students and educators remain frustrated because the literature used is unable to appre-
ciate African culture and its diversity (Mwansa 2011). Hence, the call to synthesise the
Western theories and models based on African values and culture in an effort to have an
appropriate social work education that is specific to the African population (Mwansa &
Kreitzer 2012). Due to the nature of the curriculum that is heavily Westernised, there is
a lack of fitness-for-purpose between social work education and the service needs of the
communities (Hutton & Mwansa 1996; Mupedziswa 2005, 2001).

Curricula which lack relevance have been noted to be a major problem in most social
work institutions in Africa. This problem is critical, particularly given that it is the curricu-
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lum that will ultimately determine the type of graduate who will be churned out. Graduates
who are trained using inappropriate curricula are likely to turn out to be a liability to the
social work profession in the continent as they might perpetuate inappropriate forms of
social work. Such graduates are also likely to show little commitment to change. It has been
observed that Africa lacks curriculum experts who would normally assist in curriculum
development efforts. Agouba (1976, 54) corroborated this by noting that there was limited
expertise for curriculum design and also often different understandings of the concept of
social work among African social work educators.

In most African countries the number of social workers that graduate each year is neg-
ligible. In addition, there has been the perennial problem of the ‘brain drain’ (Mupedziswa
& Ushamba 2006). A few countries (e.g. in the Great Lakes Region) still do not have social
work (professional) training programs of their own. Thus, limited output of trainees is a
problem which often has a ripple effect in the African continent. The build-up of training
resources in the field of social work in Africa thus ensures just a minimum supply of work-
ers required in the existing social work field.

The problem of inadequate resources is not unique to the field of social work in Africa.
However, in the social work education field, this problem has often severely impeded
programs. In many African countries the classrooms are cramped and equipped with in-
adequate or inappropriate materials for meaningful learning. Agouba (1976, 54), writing
a few decades ago, pointed out that lack of adequate funds to improve, promote and ex-
pand training, or to increase staff numbers, were common problems in many schools of
social work in Africa. The situation has hardly changed over the years. The shortage of staft
has sometimes resulted in part-time educators being recruited, but some of them may not
have the correct orientation or commitment to the goals of appropriateness and relevance.
Many schools of social work in Africa, because of shortage of resources, depend largely on
donated books from the West, some of which are old editions, besides being inappropriate
for the local situation (Mupedziswa 2001). A further problem is that although local mate-
rials are increasingly becoming available, many of these remain unpublished due to limited
resources.

Similarly, there is limited research carried out locally that can be used as literature for
the classroom (Mwansa 2010). Coupled with this are challenges regarding the class assign-
ments given to the students. The Western literature provides case studies that are totally
different from the actual scenarios in Africa, and this often poses a great challenge when
students are faced with cases during practice, as some of the theories learned are not ap-
plicable there. There is a need for transformation of social work education with a view to
reorienting the curricular and teaching methods to synthesise with indigenous informa-
tion so that social work can be effective and relevant (Osei-Hwedie & Rankopo 2008).

Schools of social work in Africa have also often had to grope in the dark as a result of
unclear national policies with regard to the position and role of the social work profession.
Some governments, because they are not well acquainted with this relatively young human
service profession, have tended to at worst ignore the profession completely, and at best do
little to acknowledge this profession’s pertinent role in national development. In instances
where governments support tertiary education through loans and grants, sometimes social
work students have been discriminated against through either lack of support or inade-
quate support (Mupedziswa 2005).

The lack of well defined, stable social policies in various African countries has also
caused problems in terms of designing training programs that will address national needs.
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Ideally, it is on the basis of clear social policies that schools of social work can attempt to
base or relate education and training of their professionals. Because of such constraints,
however, social work education sometimes lags behind and inadequately responds to the
pressing problems faced in the continent.

There are often two types of Western trained personnel teaching in social work insti-
tutions in Africa today. One category comprises the expatriates, born, bred and trained in
the West, who make their way to Africa for a variety of motives. While some are motivated
by a genuine desire for cross-fertilisation of ideas and experiences and a desire to help in
the development and promotion of social work education in Africa, others may come for
adventure and even personal aggrandisement. It is the latter category that has set the clock
backwards where advancement of relevant social work education in the continent is con-
cerned. However, even with those who are committed, who mean well, sometimes their
Western bias and background has not helped matters where issues of appropriateness of
models of education and training are concerned.

The second category relates to social work educators who are locally bred but who opt
to go and train as social workers in the West. Many of these are wittingly or unwittingly
influenced by their Western training, and have at times wrought havoc where attempts
to promote appropriate local education programs are concerned. Again while some such
persons genuinely believe their Western training is superior, and hence Western oriented
social work programs should prevail in Africa, others will be committed to change but, un-
wittingly, their Western background will distort their good intentions. It must be stressed
that not all African social work educators trained in the West suffer from this effect; there
are some who have used their Western training to advantage by employing that knowledge
to critically look at local conditions and proceeding to do something about these. How-
ever, this breed of Western trained local educators who have kept their heads above water
is very rare in Africa.

Social work in Africa tomorrow: the way forward

Social work education and training in Africa has come a long way. The profession, how-
ever, suffers from lack of relevance and appropriateness in terms of practice knowledge,
value base, philosophy and ideology. There have been concerted calls for these institutions
to adopt a developmental social work approach in order to realise relevance. Many of the
institutions have heeded this call and have proceeded to embrace the developmental ap-
proach. Naturally they have encountered challenges along the way. What is encouraging
though is that many of the institutions have tried to do something in terms of addressing
the challenges. Clearly, social work educators in Africa have to be proactive in the struggle
for their profession to realise relevance. Only in that way can the tomorrow of social work
in Africa be expected to be bright.
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The current status and future
challenges of social work education in
South Korea

In-young Han and Jung-won Lim

The growth in the number of social workers in the past six decades has been
accompanied by a dramatic shift in social work education in South Korea.
However, the quality of social work education was not fully considered. Thus,
this chapter sets out the history and current status of social work education
in South Korea, and discusses the contemporary challenges and the future
of social work education in South Korea. First, current status and issues re-
garding academic programs, curricula, field education, and the social work
licensure system are addressed. The challenges for social work education in
South Korea are then discussed. The areas of accreditation reviews to verify
each program, course development beyond the licensure examination, the
improvement in the quality of field education, and efforts to improve social
work competencies are all then examined.

A social work education program was first established at Ewha Womans University in the
middle of the 20th century with a limited number of classes in casework (Hong, Kim, Lee
& Ha 2011). Since then, social work and welfare in South Korea has grown rapidly. Ac-
cording to the Korean social work statistical yearbook (Korea Association of Social Workers
2012), there were 556 graduate and 482 undergraduate programs in social work and so-
cial welfare, and 505 vocational schools offered a specialised program in social work in
2010. Recently, web-based social work education as well as continuing education programs
have been expanding. Approximately 57 web-based ‘cyber colleges’ and 66 continuing ed-
ucation centres offer social work education. Nationally, there is a significant number of
general social service agencies, as well as social welfare agencies for specific populations
(i.e. people with disabilities, the elderly); these agencies have a significant role in a va-
riety of settings within the social work educational field. These programs produced 492
social work educators (faculty members), and a total of 110,082 licensed social workers
who hold a level 1 social work certification in 2013. Of these licensed social workers, 751
mental health social workers, 666 medical social workers, and some school social workers
are working toward obtaining additional certificates in specific settings.

In accordance with the current numbers of academic programs, field education set-
tings, educators, and licensed social workers, there are numerous issues and challenges for
social work education in South Korea. These challenges may be a consequence of social
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work scholars’ concerns about the rising number of social work education programs and
the concurrent changes in social welfare policy and social problems in South Korea. Ko-
reans in the social work profession have made short- and long-term commitments to
manage the diverse social problems in Korea; thus, the social work profession can be said
to be in a development phase. At the same time, social work education is expected to
expand continuously to address diverse learning needs and to provide high-quality edu-
cational opportunities. The recognition of recent changes and challenges in social work
education as well as the attempts to improve social work education in South Korea may
help to establish the legitimacy of the field in terms of official educational standards. The
purpose of this chapter is to describe the history and current status of social work educa-
tion in South Korea and to discuss the contemporary challenges and the future of its social
work education. Issues related to academic programs, curricula, field education, and the
social work licensure system will be addressed.

The history of Korean social work education

The first social work education program began at the Ewha Womans University in 1947.
Since then, several universities in South Korea (e.g. Kangnam University, Seoul National
University) have established departments of social work. Social work education in South
Korea has been modified to respond to education reforms, but the underlying values
and functions of social work undergo gradual changes. Generally, Korean social work
education can be categorised into three stages: (1) the Department of Social Work era
(1950-1960); (2) the Department of Social Welfare era (1970-1980); and (3) the Depart-
ment of Family, Society, and Welfare era (1990-current).

The Department of Social Work era

An important trait of Korean social work education is that the department of social work
was created before social welfare policies and standards of clinical practice were estab-
lished. This characteristic differentiates South Korea from other nations, such as the United
States or Japan, where the principles of social work practice and social work education
were established before social work education was implemented. Lee and Nam (2005) ar-
gue that Koreans simply imported the social work education system of the United States,
as if they were transplanting an organ, without considering how the clinical experiences,
experiments and research, philosophies and social movements would apply in a South Ko-
rean context. However, the system was also imported for a practical reason: during the
first stage of social work education, many Korean educators obtained doctoral degrees in
the United States and were then hired at universities in South Korea. Their employment at
universities stimulated the development of a new social work education system that was
based on the missions of schools of social work in the United States. Thus, courses on the
traditional social work practices, ethics and values in the United States have been included
in the social work curriculum. For example, casework, group work, community-based or-
ganisation, human rights and social justice were required topics in social work education
during this stage. However, there were limitations on the ability to practice social work
skills and values in the South Korean cultural context: social services in the public and pri-
vate sectors were not linked to social work education, and people in social work service
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agencies did not fully understand the social work service delivery systems or social work
education.

The Department of Social Welfare era

In the 1970s, South Korea made significant efforts to achieve economic growth, and the
South Korean Government prioritised the economic development of poor communities.
In response, social work students focused on volunteer activities to promote development
in poor communities, which is one aspect of social work practice. While social work ed-
ucation programs in the United States focused on integrative social work methods in the
1970s, the core content in social work education programs in South Korea continued to
include traditional social work practices, such as individual, group, and community-based
organisational practices. This trend continued until the middle of the 1990s, and many
Korean educators learned through trial and error (Lee & Jung 2012). When politics and
values in South Korea gradually shifted toward supporting the welfare society, several so-
cial work educators began discussing their educational identities. During this stage, the
number of social work programs in South Korea increased rapidly, and social work educa-
tion in the United States emphasised the interaction between micro and macro social work
practices. In colleges and universities in South Korea, departments of social work became
departments of social ‘welfare’

The Department of Family, Society, and Welfare: the globalisation era

As the open education movement grows in South Korea, new education systems have
emerged, including the school system (called ‘hack-boo-jae’ in Korean), the double-major
system, and minimum-grade-for-credit system. During this stage, the number of private
universities has increased significantly as higher education has been popularised in South
Korea. While social work education in the United States has been implemented at the mas-
ter’s level, social work education in South Korea has primarily focused on undergraduate
programs that are based on the school system and the minimum-grade-for-credit system.
Consequently, one challenge has been to effectively provide social work knowledge, skills,
and abilities that balance micro and macro practical approaches, theory and practice, and
science and skills with an education that includes social work values, philosophies and
ethics. This situation has caused confusion regarding the identities and professionalism of
social work and welfare academics and education programs; thus, diverse changes have
been made in social work policies and the new licensure system which embrace status-re-
lated and organisational tactics. That is, according to the Social Welfare Service Act, the
social work licensing examination has been administered by the government since 2003.
With the diverse changes in social work education, the number of programs has increased
to more than 550 graduate and 480 undergraduate programs in social work and social wel-
fare. These programs have produced more than 70,000 social workers who work in diverse
areas of social work practice, including the micro, mezzo, and macro sectors.
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The current status of social work education in South Korea

Academic programs

There are several types of social work education programs in South Korea. At the bachelor’s
level, four-year and two-year colleges provide social work education. At the master’s level,
professional graduate programs, general graduate programs, and special graduate pro-
grams offer social work and welfare courses for professional or academic social workers.
As another vehicle of social work education, web-based educational institutes, which
are known as ‘cyber colleges, deliver academic programs completely online. Continuing
education programs offer a broad spectrum of post-secondary learning activities, and pro-
grams provide social work education to non-traditional students who require non-degree
career training, workforce training, or formal personal enrichment courses. Because each
program has a different mission and different goals and values, the quality of the academic
courses, field practices, educators and students varies. For example, social work programs
that are provided by two-year colleges, cyber colleges and continuing education institu-
tions are designed to produce personnel who can work in general social service agencies.
These programs tend to provide social work education so that students can meet the min-
imum academic requirements to obtain a level 2 social work certification. Although the
duties performed by social workers holding a level 2 social work certification are similar to
those of social workers holding a level 1 social work certification (e.g. counselling, referral,
program development, policy proposals, etc.), social workers holding a level 2 social work
certification do not have opportunities such as higher-level promotions, higher salaries,
management/supervision, and establishment of social work agencies. Thus, because the
missions and values of social work education programs differ, the quality of social work
education depends on the educational setting.

Table 12.1 shows the numbers of academic programs that provided social work edu-
cation in 2007 and 2010. According to the Korean social work statistical yearbook (2012),
the number of departments of social welfare increased to 31 in 2010, and the number of
departments that are similar to social welfare increased to 242. The number of social wel-
fare educational agencies increased by 130% from 2007 to 2010. While the quality of social
work education differs according to the type of academic setting or program, the signifi-
cant increases in the number of social work education programs indicate that social work
has been integrated into Korean culture, and social work education is continuing to ex-
pand in South Korea.

Social work curriculum

The Korean Council on Social Welfare Education (KCSWE) currently attempts to stan-
dardise the social work curriculum, as the official educational standards did not appro-
priately guide the social work curricula in colleges and universities. For example, in many
social work programs, the link between theory and practice is weak, and there is often no
attempt to combine academic education with field education. In fact, one responsibility of
the KCSWE is to evaluate and accredit undergraduate and graduate social work and wel-
fare programs; however, the KCSWE is not currently conducting accreditation reviews to
verify that each program is appropriate.
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Table 12.1 Social work education programs in South Korea in 2007 and 2010 (Korean social
work statistical yearbook 2012).

Departments of so- Departments of  Total
cial welfare (social  social wel-
work) fare-related

majors

2007 2010 2007 2010 2007 2010

Professional colleges 51 71 60 434 111 505
Two-year and four-year colleges 115 147 93 335 209 482
Graduate schools ~ General 51 65 10 165 61 227
Special 90 118 81 189 171 307
Professional 8 10 16 12 24 22
Cyber colleges Two-year college 2 1 6 7 8 8
Four-year college 13 11 12 38 25 49
Total 331 423 278 1177 609 1600

Nevertheless, the KCSWE recommended 35 courses for achieving the required com-
petencies for the social work profession. The recommendations serve as a resource for
social work educators in curriculum development. In addition, the 35 courses help stu-
dents who are enrolled in a minor in social work or who are interested in obtaining a
social work degree through a continuing education program to obtain the eligibility re-
quirements for a level 2 social work certification. Generally, the courses are categorised
into four domains: (1) required courses that prepare students for the social work licensure
examination, (2) required courses with material that is not included on the social work li-
censure examination, (3) elective courses, and (4) optional courses. The first domain refers
to the required courses that are included in the social work licensure examination as eligi-
bility requirements for a level 1 social work certification (e.g. Human Behavior and Social
Environment, Social Work Practice, etc.). The second domain refers to courses that are
required for credits but are not included in the social work licensure examination, but stu-
dents who would like to obtain a level 2 social work certification are encouraged to take
these courses (e.g. Introduction to Social Welfare and Social Work Field Instruction). The
third domain includes elective courses that should be taken for credits to obtain a level 2
social work certification, and students are required to take at least four courses (e.g. Fam-
ily Welfare, Social Work Practice for the Elderly, etc.). Finally, there are several optional
courses that are neither required nor elective. Certain social work programs offer these
courses based on students’ needs and national and international trends (e.g. Family Ther-
apy, Poverty, etc.). Courses categorised into each domain are detailed in Table 12.2.
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Table 12.2 Required and elective courses in social work and welfare program courses (Korea
Association of Social Workers 2012).

Courses

Required courses (examina- ~ Human Behaviour and Social Environment
tion courses)

Research Methods for Social Welfare

Social Work Practice

Skills & Techniques for Social Work Practice
Community-based Social Services and Practice
Social Welfare Policy, Social Welfare Administration
Introduction to Social Welfare Law

Required courses (non-ex- Introduction to Social Welfare
amination courses)

Social Work Field Instruction
Elective courses Family Welfare, Correctional Social Welfare

Social Work Practice for the Elderly

The Study of Social Problems, Social Security

History of Social Welfare, Social Welfare Ethics

Statistics for Social Welfare, Child Welfare

Volunteer Management, Social Welfare for the Handicapped

Mental Health, Social Work in Mental Health

Social Welfare for the Youth

Program Development and Evaluation, School Social Work
Optional courses Family Therapy, Poverty, Theories of Welfare States

Case Management

Field education

Field education is an integral part of the social work and welfare programs in South Korea.
According to section 2.1 of the Enforcement Ordinance of Social Welfare Service Act, cor-
porations, institutes, agencies and groups that are related to social work and welfare are
used as field instruction sites. To qualify as a field supervisor, social workers should (1)
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hold a level 1 social work certification and have at least three years of social work experi-
ence or (2) hold a level 2 social work certification and have at least five years of social work
experience. A minimum of 120 hours of field experience is required, and a maximum of
three credits can be earned for one field placement. Generally, students can decide whether
to complete the field placement during the summer/winter vacation or during an academic
period (spring/fall). If the students are engaged in the field placement during an academic
period, they are required to work eight hours per week and can complete their placement
after a minimum of 120 hours. If students are in the field during a vacation, they are re-
quired to work eight hours per day and five days per week to complete the minimum 120
hours (Korea Association of Social Workers 2010).

The field education standards for social work and welfare programs are that field set-
tings should provide social work education from qualified field supervisors. The basic field
supervisor qualification is a level 1 social work certification. Field supervisors with a mas-
ter’s degree are required to have taken the field practice course at least one time during
their academic program. Additionally, field supervisors should have at least 5 years of post-
master’s social work experience and should have supervisory experience. Field supervisors
with a doctoral degree are required to have taken the field practice course at least one time
during their academic program and should have at least one year of post-master’s social
work experience that included supervisory experience.

Generally, the field practice experience begins with the basic tasks of field experience
and clinical practice, including orientation and administrative tasks. The orientation in-
cludes an introduction to agencies and regions, client-related practices, the attitudes and
roles of students, the overall schedule, and assignments. In addition, the preparation and
submission of case and daily reports are reviewed. The administrative tasks are associ-
ated with the management and preparation of agency operations and budgets as well as
decision-making processes. Next, the students are engaged in diverse activities, including
case management, individual and group therapy and programs, community-based social
work practice and organisation, and social development. The content of social work field
practices is dependent on students’ preferences and on the needs of social service agencies.
Students may be actively involved in individual counselling, family counselling and ther-
apy, social surveys, or community-based approaches. During the field experience, students
are required to submit progress notes for case interventions and daily activity notes. Table
12.3 indicates the number of students who were engaged in field experiences in 2012.

Social work licensure system

The major focus of social work education in South Korea has been to prepare students for
the social work licensure examination (Hong et al. 2011). According to section 11.3 of the
Enforcement Ordinance of Social Welfare Service Act, the Korean Government requires
that people take a national examination to obtain a level 1 social work certification. For a
level 2 social work certification, undergraduate students take at least 10 required courses
and four elective courses related to social work and welfare, which is the equivalent of a
bachelor’s degree. Graduate students must major in social welfare or social work (other
majors are not allowed) and take six required courses and two elective courses, and they
must complete one social work field experience; this coursework is equivalent to a mas-
ter’s or doctoral degree. The required courses for the social work licensure examination
are grouped into three categories: (1) basic social welfare (i.e. Human Behavior and Social
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Table 12.3 Average number of students engaged in social work field practice in 2012 (Korean
social work statistical yearbook 2012).

The number of schools %

Average number of students Mean (SD) 67.11 (95.88)
engaged in social work field
practice per semester

(N=479)

Average number of students <10 100 20.9

in charge of social work field

practice per faculty 11~30 209 43.7
31~50 106 22.2
51~100 53 11.1
>100 10 2.1
Total 478 100.0

Environment/ Research Methods for Social Welfare); (2) social work practices (i.e. Social
Work Practice, Skills & Techniques for Social Work Practice, Community-based Social
Services and Practices); and (3) social welfare policy (i.e. Social Welfare Policy, Social Wel-
fare Administration, Introduction to Social Welfare Law). The Social Welfare Service Act
in South Korea requires that social workers receive at least eight social work continuing
education credits per year to maintain the social work certification. The continuing edu-
cation system caters to professionals at different levels and in different careers. Figure 12.1
indicates the number of licensed social workers in South Korea.

With the general social work licensure examination, several specialties, such as men-
tal health social workers, medical social workers, and school social workers, have estab-
lished their own certification and training programs. For example, to obtain the level 2
mental health social work certification, the Korean Association of Mental Health Social
Workers (KAMHSW) requires that students receive at least one year of training in mental
health education agencies after passing the social work licensure examination. In the train-
ing agencies that are assigned by the Ministry of Health and Welfare, the trainees should
receive a total of 1000 hours of training, including 150 hours for theoretical education,
830 hours for practical education, and 20 hours for academic activities. The level 1 men-
tal health social workers should hold at least a master’s degree in social work/welfare and
must be trained by mental health professional agencies for at least 3 years. After obtaining
a level 2 certification, trainees should receive at least five years of training in mental health
agencies, a mental health centre, social rehabilitation facilities, long-term mental health
facilities, an alcohol counselling centre, or other counselling centres. Trainees should also
obtain more than 20 points related to mental health academic activities and pass the qual-
ification test of the Korean Association of Mental Health.

In 2008, the Korean Association of Medical Social Workers (KAMSW) established a
certification system for the purposes of enhancing the professionalism of social workers in
health care settings, providing differentiated health care services, and managing the quality

162



12 Social work education in South Korea

of health care services. In addition, the KAMSW organises the training system for trainees
who want to work in medical care settings.

School social workers have received school social work education and training in ad-
dition to field experiences in school social work settings, but the Korean Government does
not provide any qualification regulations for school social workers. As a private section,
the qualification committee in school social work permits people who have trained at least
20 hours per year to commit to being a school social worker.

Associations for social work education

Three associations represent social work education: (1) the Korean Council on Social Wel-
fare Education (KCSWE), (2) the Korea National Council on Social Welfare (KNCSW),
and (3) the Korea Association of Social Workers (KASW). Each association has a different
mission and plays a different role in improving the quality of social work education in
South Korea. We will briefly introduce the major activities and primary roles of each asso-
ciation.

The Korean Council on Social Welfare Education (KCSWE)

The KCSWE was established in 1966 for the purposes of improving networks with in-
ternational agencies and developing social work education. The major activities include
conducting research on social work education curriculum, releasing publications related
to social work education, and coordinating curricula among national and global social
work agencies. The KCSWE is composed of the following seven committees: general af-
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Figure 12.1 Change in the total number of licensed social workers in South Korea (Korean so-
cial work statistical yearbook 2012).
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fairs, education, international, external cooperation, evaluation and accreditation, editing,
and credentials and membership. Beyond the responsibilities and duties of each commit-
tee, the KCSWE disseminates guidelines for social work courses, holds annual meetings
with the committee chairs, and evaluates social work education programs.

Korea National Council on Social Welfare (KNCSW)

As a public organisation that was established by the Social Service Act, the KNCSW’s di-
verse activities contribute to the development of social welfare in South Korea, such as
coordinating and consulting on efforts to promote the private sector of social welfare,
developing policy, conducting surveys and research, providing education and training,
performing volunteer activities, conducting informational business, and implementing
activities for economically disadvantaged and underserved populations. The KNCSW’s
major functions and responsibilities include the following: (1) developing social work re-
search and surveys, (2) preparing policy-related proposals, (3) educating and training
social workers, (4) promoting social welfare, (5) engaging in fundraising for social services
and research, (6) creating publications, (7) supporting and collaborating with city and
provincial social welfare agencies, (8) coordinating with internal social work agencies, (9)
promoting volunteer activities, (10) developing social work services and resources, (11)
developing informational projects, and (12) conducting other social work services that are
assigned by the Ministry of Health and Welfare. Since the revision of the Social Service
Act in 1998, all social welfare agencies are required to be evaluated and accredited at least
once every three years; thus, the KNCSW is responsible for reviewing and evaluating the
qualifications of all social work agencies. In addition, the KNCSW operates the Volunteer
Management System, operates the food bank, and manages under-served populations.

Korea Association of Social Workers (KASW)

According to the Social Service Act section 46, the KASW is the support organisation for
social workers. The KASW develops and disseminates professional knowledge and skills,
provides social work education and training for quality improvement, and increases the
welfare of social workers. The major activities include developing and disseminating pro-
fessional knowledge and skills for social work and welfare, providing education and train-
ing for social workers” professional practices, conducting surveys and research related to
social welfare, creating publications, and providing educational opportunities and collabo-
rations with national and international social work professionals. The KASW comprises 16
associations for social workers in cities or provinces. In addition, the KAMSW, KAMHSW,
and Korean Society of School Social Work are members of the KASW. The KASW manages
a continuing education centre that administers the level 1 certification test and provides
over 8 hours of continuing education per year for social workers. To maintain their qualifi-
cations, social workers are required to enrol in courses on social welfare ethics and values,
social work practices, social welfare policy and laws, social welfare administration, and re-
search methods in social welfare.
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Contemporary challenges and the future of social work education in South
Korea

The growth in the number of social workers in the past 6 decades has been accompanied
by a dramatic shift in social work education in South Korea. Given that many people
were interested in becoming social work professionals and were motivated to attend social
work programs for different reasons, professional social workers must be successfully and
continuously trained to meet their professional goals. Although social work education in
South Korea has been growing at a fast rate, the quality of social work education (i.e. aca-
demic programs, curriculum, field education, and the social work licensure examination),
which should align with an increase in the quantity of programs, was not fully considered.
In fact, social work education in South Korea should consider two issues related to educa-
tional and social welfare policy goals. First, social work and welfare programs at colleges
and universities are generally designed to prepare professional social workers for different
types of clients. Second, social workers can be employed by several types of social service
agencies that all depend on social welfare policies to satisfy the needs of their consumers
and providers (Lee & Nam 2005). Given that social welfare policy in South Korea currently
requires social workers to play diverse roles and to serve diverse functions in social service
agencies, a vision is necessary to improve the quality of services and to develop systems of
social work education in South Korea.

First, there are many different types of social work education programs in South Ko-
rea, and each type has a unique educational mission and set of objectives. The KCSWE
recently announced that only 77 schools were registered in the KCSWE, which indicates
that only 16% of the schools are registered KCSWE members. Given that the KCSWE
disseminates guidelines for social work and welfare courses and evaluates social work ed-
ucation programs, all schools should register with the KCSWE so that they can provide
appropriate and systematic social work education. The KCSW should also initiate and con-
duct accreditation reviews to verify each program.

Second, most of the social work and welfare curriculum is based on the social work li-
censure examination; courses that are not included in the licensure examination are rarely
considered. Furthermore, courses are still based on the content and culture of the United
States, and the course content does not always consider the South Korean context (Hong
& Han 2013). To improve students’ competencies, the social work and welfare curricu-
lum should reflect current social problems and international changes. For example, issues
related to multiculturalism and diversity have been raised as a result of the rising rate of
immigration in South Korea; thus, courses related to international social work and cultural
diversity should be included in the social work and welfare curriculum.

Koreans also face other diverse issues that have not been considered. For example,
foreign workers, women immigrants by marriage, mixed race children, and people who
have relocated from North Korea (known as ‘sae-ter-min’ in Korean) are becoming clients.
Professional social workers need to provide diverse social services that can help these
clients adjust in new social environments. Meanwhile, the international standard for social
work education requires that social work education address diversity (Han & Kim 2006).
A number of social work programs at colleges and universities in South Korea include
courses related to international and multicultural social work in their curricula. For ex-
ample, the graduate school of social welfare at Ewha Womans University offers classes
such as International Social Work and Cultural Diversity and Social Work Practice (Hong
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et al. 2011). The underlying purpose of the current curricula on multiculturalism is to
educate the future generation of social workers about the importance of social develop-
ment and joint collaborations with other countries, particularly underdeveloped countries.
To achieve this purpose, courses should be developed to enhance cultural competency
through joint collaboration and partnership between social workers and social service
agencies for ethnic minorities and immigrants in South Korea. Beyond the social work li-
censure examination, the following courses on social changes and trends may be valuable:
Human Sexuality and Social Work Practice, Unification and Social Welfare, Understand-
ing Social Enterprise in Theory and Practice, Military Social Work, Cultural Diversity and
Social Work Practice, International Social Work, International Cooperation for Regional
Development, and Regional Study and International Volunteerism.

Third, the qualification standards for field experience supervisors in South Korea are
insufficient for providing the appropriate practical skills and competencies to students.
Specifically, to be an academic supervisor, the qualification standards require at least one
year of practical social work experience under the supervision of an individual with a
doctoral degree; these academic supervisors do not have enough practical social work ex-
perience to provide student supervision. Furthermore, the field supervisors in the field
tend to provide practice-focused supervision only, which does not appropriately link the
experience with academic knowledge and skills. For two-year colleges and cyber colleges,
the field education is not long enough to be regulated by a systematic and organised man-
ual.

Currently, the minimum required time for field education is 120 hours. In fact, that
amount of time is relatively and absolutely limited to applying academic knowledge and
skills to field settings, acquiring experiences related to social work values, and practicing
concrete skills with clients. Most social work programs in the United States require approx-
imately 1000 hours for two-year master’s programs. Consequently, additional hours should
be required to provide experience in social work skills and values.

In addition to increasing the qualifications of supervisors and the amount of time in
the field, the core content of field education should be enhanced to improve the quality of
field education. During the orientation, academic supervisors at schools and universities
should address the goals, attitudes, ethics, expectations and emotional feelings of students
in relation to their field placements. The KASW recently standardised the process of
obtaining field supervisor and academic supervisor certifications. To obtain the certifi-
cations, courses on the theory of supervision, field administration, writing proposals for
field supervision, attitudes and roles for field supervisors, case management, program
development and evaluation, resource development in non-profit organisations, organisa-
tion management and administration, and regulation for financial accounting are offered.
Supervision-related continuing education programs should enhance the capabilities of
field supervisors (Jang 2011). In addition, each agency should support supervisors who re-
quire additional attitude, skill and knowledge development.

Fourth, the KCSWE recently redefined courses to standardise social work education in
South Korea, and courses to pass the social work licensure examination were established.
This development implies that the minimum requirements for social work education were
standardised to follow the regulations of the Social Work Act in South Korea. For ex-
ample, to be a certified medical social worker or mental health social worker, students
are required to receive training in field settings for a certain time period before enter-
ing the actual field. General social workers who are employed in general social service
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agencies must also receive annual continuing education. While regulations regarding so-
cial work and welfare have been established, efforts to address the working conditions of
social workers, such as salary, conflicts and the environment, are relatively undeveloped.
Indeed, compared to other professionals, the salaries of social workers are lower and their
rate of leaving the profession is higher. Furthermore, everyone who passes the social work
licensure examination automatically receives the level 1 certification, which allows indi-
viduals to work in a social work setting without receiving additional training in social
work practices. To improve both social work competencies and job satisfaction in the so-
cial work field, people should be sufficiently educated to apply their knowledge and skills
to clients. Consequently, additional professional training after obtaining the certification
may be necessary to improve workers’ individual competencies and to translate their skills
into real-life practice. Furthermore, a positive relationship between the schools and social
service agencies will be helpful to enhance the quality of social work education, increase
skills and knowledge that can be applied to practice, better understand social changes, and
maximise the engagement of students in field settings.

Conclusions

This chapter addresses many of the efforts to enhance social work education in South
Korea and the challenges in this process. These efforts reflect the growth in social work
education in South Korea. However, these efforts do not always reflect the true gaps and
challenges in the goals of social work education in South Korea. Nonetheless, the chal-
lenges do suggest further areas for increased attention, including variation in the quality of
academic programs; the need for curriculum development within bachelor’s, master’, and
doctoral education programs; content on working with new clients; differentiating skills
and practice preparation; barriers to interactions between students and faculty; faculty de-
velopment; collaborative efforts between schools and field sites; the quality of the social
work licensure examination; continuing education for licensed social workers; and engage-
ment in global issues. We hope that this chapter promotes the improvement of social work
education in South Korea and challenges us to think about the similarities and differences
in social work education between South Korea and other countries.
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Social work education in Aotearoa/New
Zealand and Australia

Barbara Staniforth and Carolyn Noble

Aotearoa/New Zealand and Australia have unique histories which have
strongly shaped the development of social work education within their set-
tings. This chapter explores the commonalities and differences of each coun-
try in relation to the development of the profession and the provision of so-
cial work education. Particular emphasis is placed upon the role of Aotearoa/
New Zealand’s bicultural status and Australia’s incorporation of indigeneity
in the shaping of the delivery and curricula within social work education.
This chapter also explores how social work education in the South Pacific is
offering a valuable contribution to the development of an indigenous-cen-
tred social work education.

Social work education posits itself both as a universal (global) and local endeavour. How-
ever, the International Association for Schools of Social Work’s (IASSW) Global Standards
(Sewpaul & Jones 2004), while encouraging sufficient interpretation and application at lo-
cal levels, provides quite concrete criteria on such things as: social work’s core purpose;
program objectives and outcomes; standards regarding core curricula (including field ed-
ucation); staffing; school structure, administration and governance; and a code of conduct
for the social work profession as a way of setting the benchmark for professional standards
for both education and practice. This prescription, we argue, introduces tensions as to how
the global and the local (indigenous models of social work education) are to be balanced.
While Aotearoa/New Zealand and Australia’s professional associations also set concrete
criteria governing national education standards for social work practice, there has been a
more conscious attempt to privilege and include the indigenous voices to enrich and en-
hance the educational project. This is despite the history of oppression and displacement
of indigenous peoples, the traditional landowners before white settlement. How this inclu-
sion has been undertaken will be presented in this chapter.

While we, the authors, are both white female academics and as such we recognise the
role in colonisation that our ancestors have played, we have been fortunate to teach in pro-
grams where strong indigenous voices have shaped the way that social work is taught and
practiced. Therefore we have chosen to focus this chapter on the influence of our countries’
histories and indigenous contributions as one way of addressing the tension between the
global and the local in curricula design and delivery.
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Historical settlement: Australia

The impact of European settlement in Australia continues to have a profound impact on
the indigenous peoples of the land - socially, culturally, politically and educationally. Aus-
tralian Aboriginal culture is believed to be among the oldest continuous cultures in the
world (Bennett 2013). The word Aboriginal is a unitary construct that deflects attention
away from the rich diversity in Aboriginal communities. At the time of white settlement
there were believed to be about 700 tribal groups and languages in common use, each
placing a different emphasis on kinship, relationships with families, each other, and the
ecosystem of the land and country. While contact with its nearest neighbour, Indone-
sia, dated well before the 15th century, was based on trade and cultural exchanges, the
European contact was motivated by colonisation and control over the country’s wealth,
resources, land and peoples. So in 1770 when Captain Cook arrived in Australia he de-
clared Botany Bay and Sydney Cove as the first of many British settlements across this
vast land. Ignoring the indigenous peoples, the British settlers declared the land and area
as terra nullius (empty land) and ready for colonisation, sending convicts to populate the
land on their release from custody (Bennett 2013). The British imported their system of
governance and culture, including their welfare system based on the Poor Laws introduced
in Britain in 1601, relying on the church and its parishes for the provision of welfare for
the ‘destitute and homeless, mainly women and children. Post-colonisation, the newly fed-
erated states assumed the role of providing welfare assistance as Australia moved towards
a universal welfare system when the social and economic impact from the Great Depres-
sion of the 1930s and both World Wars resulted in previously viewed deserving citizens
uprooted into poverty and unemployment as a result of structural factors outside their
control (Chenoweth and McAuliffe 2012). A welfare state continues in some form today
with the state and federal governments providing assistance for their citizens in health, ed-
ucation, social planning and the development and delivery of social and welfare services to
mitigate against social impacts such as poverty, crime and unemployment which resulted
from rapid industrialisation and uneven urban growth.

Australian Aboriginals and Torres Strait Islander peoples have their own histories of
human problems and ways of addressing them; mostly passed down by oral traditions.
However, when the state assumed responsibility for the welfare of Australian Aboriginals
starting in the latter part of the 18th century to the present day, the policies have moved
from protectionism, to assimilation, to cultural genocide, to recognition of past harms,
to cultural protection and self-determination (Bennett 2013). In addition to the Indige-
nous population, Australian welfare politics were also influenced by selected immigration
from peoples from Europe, the Pacific and more latterly Asia as well as a small number of
refugees from war-torn countries from across the globe resulting in a growth of a vibrant
multicultural society. In brief, Australia’s welfare policies have been forged in the tensions
between its colonial settlers, its indigenous inhabitants and more latterly its immigration
policies and practices, creating both a bicultural and multicultural society, also with its
own inherent tensions.
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Historical settlement: Aotearoa/New Zealand

The indigenous people of Aotearoa/New Zealand are the Maori (also referred to as Tangata
Whenua, or people of the land) who are the descendants of the great Polynesian ocean ex-
plorers who are said to have settled in Aotearoa/New Zealand in the 13th century (King
2003). By the 16th century most of the country had been settled and the beginnings of
tribal Maori society were in evidence. In 1769 Captain James Cook of the British Royal
Navy arrived (King 2003). While the French arrived soon after, like Australia, the country
was to be colonised by the British. Unlike Australia, however, the Crown recognised that
Tangata Whenua had rights, and in 1840 the Crown and different Maori Chiefs through-
out the country signed the Treaty of Waitangi (Te Tiriti o Waitangi), which would become
the founding document of Aotearoa/New Zealand. As in Australia, the English imported
a welfare system similar to the English Poor Laws, which became the basis upon which
Aotearoa/New Zealand’s welfare system for Pakeha (European settlers) would be based.
Different systems were initially put in place for the Maori, and Pakeha settlers (Tennant
1989). Colonisation, death by imported European disease, land confiscation and other
factors would all play a devastating role for Maori and relations between Maori and non-
Maori would form a significant backdrop of the country’s development.

The evolution of social work as a profession

For both Australia and Aotearoa/New Zealand, formal social work was initially a global
endeavour, being imported from the UK and the US. The developing trajectories, however,
were to be influenced by their local contexts. Their indigenous peoples, social and eco-
nomic movements as well as the space that they occupied geographically would all play a
part in creating a social work identity unique to each country.

Nash (2001) and Walsh-Tapiata (2004) acknowledge that Maori were engaged in many
of the roles and tasks associated with social work in terms of care for their own commu-
nities many years prior to colonisation. Formal social work, in its professional Western
construct, was, however, quite slow to emerge in Aotearoa/New Zealand.

Post-colonisation, many people would become engaged in roles that would soon be-
come known as social work; however, they did not identify them as such. For example,
child welfare workers, school teachers and nurses carried on social care functions without
identifying them as being unified within the umbrella of social work.

It was not until 1964 that the New Zealand Association of Social Work was formed
(which would later become the Aotearoa/New Zealand Association of Social work in
1998). It became a member of the International Federation of Social Work (IFSW) in the
same year (Nash 2001) and is a current member of IASSW as well.

Two issues were significant in the development of social work in Aotearoa/New
Zealand. The early development of social work concurred with a widening recognition that
the rights of indigenous people had been violated. In 1980, the South African Springboks
rugby team was due to tour Aotearoa/New Zealand. A movement developed within the
country to halt this tour on the grounds of South Africa’s apartheid regime and the fact that
black players were prohibited from playing. This movement concurred with protests that
demanded return of Maori lands that had been stolen over the previous generations. Social
work was at times seen to be linked with an oppressive state and to represent the interest of
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maintaining the status quo. Divisions occurred within the profession. These divisions be-
came linked to the second significant issue in terms of the profession’s development: that
of the drive towards a more professional identity for social work (Staniforth 2010). Those
pushing for increased educational requirements for social work and registration of social
work were seen to be separate from those with a more grassroots (often identified as flax
roots in Aotearoa/New Zealand) who were seen to be more concerned with professional
status than the wants and needs of the people, and more particularly oppressed people.
“The emphasis on the professionalism of social workers and their academic training was
seen as discriminating against people who were often qualified by life and culture to do
the work more effectively’ (Ministerial Advisory Committee on a Perspective for the De-
partment of Social Welfare 1986, 23). While voluntary registration for social workers came
into effect in 2003, the debate continues of whether to allow non-qualified social workers
into the professional association, and there is a continued push to make registration of so-
cial workers mandatory.

Social work’s professional and educational identity and development are currently
held and maintained by four key stakeholders. These include the Council for Social Work
Education of Aotearoa New Zealand (CSWEANZ), the Aotearoa New Zealand Associa-
tion of Social Workers (ANZASW, which includes the Takawaenga o Aotearoa (Maori)
social work caucus), the Social Workers Registration Board (SWRB) and the newest mem-
ber, the Tangata Whenua Social Worker’s Association (TWSWA) which was formed and
launched in 2009 (personal correspondence, M. Scott, 28/08/2013).

In Australia social work was also initially influenced by the UK and US experiences
and scholarship; however, a localised practice model was quick to develop post-World War
1. From the 1880s there were philanthropic endeavours as well as faith-based organisa-
tions delivering services and programs to help marginalised people, especially women and
children who were destitute, and activists worked tirelessly to create a better and more eq-
uitable society. In particular, in New South Wales, it was social activists in the national
women’s association that influenced the establishment of social work as a beginning pro-
fession from as early as the 1800s (Chenoweth and McAuliffe 2012).

In Australia, the period after World War 2 saw the rise of a welfare state and social
workers’ role in the assessment and provision of welfare services and social, emotional and
financial support, designed to help mitigate the effects of changing social conditions. Up
until the late 1970s in Australia, the welfare systems were committed to providing uni-
versally for their citizens, and services were developed with the prime aim of enhancing
the wellbeing of the whole community. However, all from the late 1980s, with increasing
concern about the growth in welfare spending and an ideological shift away from support-
ing the community to encouraging individuals and families to take more responsibility
for their care, the influence of neoliberal ideology heralded a decline in publicly funded
services, reduction in universal entitlements, and a move towards more scrutiny and ac-
countability of individual welfare provisions and programs (Lavalette 2011). Managerial-
ism, competition and privatisation dominated the welfare discourse. Government funded
services diminished, human services programs and provisions were contracted outside of
the state and the private-for-profit services were strengthened as a result. This changing
landscape has created new tensions for social workers. With the rise in the more con-
servative neoliberal philosophy determining public policy, social workers, as government
employees, are increasingly finding themselves in the middle between enacting polices that
support the more conservative elements of the current status quo and ones that advocate
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for a shift in power to the least powerful - a key philosophical underpinning of social
work’s commitment to social justice, human rights and an empowered citizenry.

As social work progressed over the decades a number of unsuccessful attempts have
been made to achieve registration in Australia and these continue. Registration is seen by
the Australian Association for Social Workers (AASW) as an important process to ensure
the ongoing legitimacy of social work as a profession in the human services industry and to
shore up practitioners’ rights to practice independently, claim government financial sup-
port and protect consumers from harm as well as holding social work more accountable
for this work (Chenoweth and McAuliffe 2012). The debate continues.

In 1972 the then Australian federal labour government adopted the policy of self-
determination for indigenous communities to decide on the pace and nature of their
future development. Aboriginal specific services were established such as the Department
of Aboriginal Affairs, Aboriginal Legal Aid medical services and housing and welfare
schemes (Green and Baldry 2012). In 1997, land rights legislation was passed and the
Royal Commission into Aboriginal Deaths in Custody was established in 1987. In 1990,
Aboriginal and Torres Strait Islander Commission (ATSIC) was legislatively established
while Eddie Mabo successfully challenged the terra nullius notion in 1992, thus recog-
nising that indigenous peoples were the first inhabitants of the country. The Native Title
Act (1993) followed and many other initiatives to improve cultural relations and undo the
long-term cultural harm suffered by the indigenous peoples were established. In 1997 and
then in 2007 the issues of the stolen children and child sexual abuse were addressed, and
in 2007 the Australian Government gave the indigenous peoples a national apology, which
gave all Australians some hope for a different future. These developments have had an
important influence on the development of an indigenous approach to social work educa-
tion and recognition by the profession to acknowledge this history and social work’s past
and ongoing obligation to Aboriginals and Torres Strait Islander Australians (Green and
Baldry 2012).

Evolution of social work education in Australia and New Zealand

Australia

In Australia the first social work training was offered by institutes that were separate from
the universities as early as the 1920s. These institutes offered specific training in particular
areas of practice and the formalisation of university-based qualifications came in the 1940s
when universities in Sydney, Melbourne and Adelaide began offering specific social work
training. By 1976 there were 11 schools of social work across Australia offering bachelor
degrees and today there are 29 Universities offering programs in both undergraduate and
postgraduate professional qualifications as well as postgraduate research, MSWs, DSW's
and PhD programs. This growth is linked to the expansion of the tertiary sector and the
growth in demand for social and human services workers. When social work moved from
the institutes to the universities, a more generic curriculum was developed, with employ-
ers and academics exerting their influence on what should be included in the programs,
with the professional association having the final say (Chenoweth and McAuliffe 2012).
The Australian Association for Social Workers (AASW), established in 1946, regulates
the training of practitioners through its role in the national accreditation of programs and
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hence the graduates that enter the profession. It also disciplines members who have been
found to have acted unethically and will withdraw accreditation of courses if standards,
resources, governance and curricula fall below its nationally set criteria. Current curric-
ula guidelines encourage a more radically informed approach to practice by including
a structural analysis in the theory and practice strands and more latterly the new Aus-
tralian Social Work Educational Accreditation Standards (ASWEAS 2012) encourage full
incorporation of alternative cultural knowledge into the educational curricula with impor-
tant flow-ons into practice, policy and research. Further, Australian social work academics
have led the epistemological challenge to the more conservative and individual (case work
and case management) approach to include broader critical social analysis both nationally
and internationally. For example, the consideration of a multi-cultural practice which pro-
motes the acceptance of diversity and difference in both theory and practice, in order to
reflect the concerns of the multifaceted nature of the community in which it is located, is
a required aspect of curricula. So too is the need to internationalise the curricula by in-
cluding more international literature, exploration of other countries’ culture and context
of practice, and encouraging the link with international issues and local practices. A strong
commitment to social justice, human rights, gender and minority groups’ democracy is re-
flected in its ontological foundations. A key core curricula consideration is the inclusion
of Aboriginal and Torres Straits knowledge and practice across the programs as well as in
stand-alone units of study (where possible).

The baseline qualification is a four year undergraduate program but a two-year post-
graduate Master of Social Work (Qualifying) (MSW[Q]) has more recently emerged for
people with under-graduate qualification in cognate areas in the human services. The usual
social science knowledge (social systems, psychology, political economy, law, sociology,
philosophy) and social work theory and methods, and practice competencies and exten-
sive field education make up the curricula. Programs can be offered on or off campus or
online as long as students are on campus for five days each academic year. The issue of
field placements continues to pose difficulties in both countries as the length of time (1000
hours) and availability of agencies willing to take students are a constant concern.

Aotearoa/New Zealand

The history of social work education in Aotearoa/New Zealand has been written in detail
by Nash in her 1998 doctoral thesis. In this she indicates that professional social work ed-
ucation emerged relatively late in Aotearoa/New Zealand. While, like in Australia, there
was a system of social security in place that was meant to serve its population from cra-
dle to grave (The Social Security Act 1938), the government at the time saw the expressed
need for social work as an indictment on its much lauded welfare state. As a result, the
first social work education program (first intake 1950), located at Victoria University in
Wellington (the nation’s capital), was not permitted to call itself such, with the qualification
being named the Diploma in Social Sciences. This was a two-year postgraduate diploma
that produced a very limited number of graduates, not nearly enough to meet the need
for qualified social workers at that time. It would be approximately another 25 years be-
fore undergraduate social work programs would be established with Massey University on
the North Island and University of Canterbury on the South Island. The two-year Diploma
of Social Work followed in 1980, situated in the Auckland Teacher’s College (now the
University of Auckland). From the mid-1980s onward, numerous social work diplomas,
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certificate and degree programs were developed. These were situated mainly in univer-
sities, polytechnic institutes and in wanangas (tertiary education providers that provide
programs from a Maori cultural perspective).

The Aotearoa New Zealand Association of Social Workers (ANZASW) initially pro-
vided accreditation for social work education programs. With the advent of the Social
Workers Registration Act 2003, this task was assumed by the Social Workers Registration
Board, which currently provides accreditation to programs, which enables graduates from
those programs to achieve provisional registration upon graduation (SWRB 2013b). There
are currently 17 institutions in the country that provide either a qualifying bachelor’s de-
gree (three or four years) or master’s degree in ‘social work’ (SWRB 2013a). The SWRB has
signalled to institutes that the minimum requirement will shift from a three-year under-
graduate qualification to a four-year qualification, which will take effect from 2017 (SWRB
2013b). This is a development that has been praised by some as it brings Aotearoa/New
Zealand into line with many other countries, and decried by others as it has the potential
to make the qualification less accessible to groups such as Maori due to increased costs and
longer time away from the family or the workforce that will be required.

Contribution indigeneity has made to social work education

We have discussed that both countries began their education programs through importing
ideas from overseas, and we note the reflexive nature of globalisation as both countries
have borrowed from, and contributed to, international discourses surrounding social work
education and practice. Part of this contribution has been made through the knowledge,
skills and values of our countries’ indigenous peoples, and other people native to the Pa-
cific whose knowledge, educational processes and ideas form part of the ‘local’ of each
country, and have much to offer the global. We have chosen to explore two aspects of how
indigenous process and knowledge have contributed to social work education. From Aus-
tralia we discuss some of the ways that indigeneity is embedded in the curricula, while
from Aotearoa/New Zealand we focus more specifically on theory.

Australia

The Australian Social Work Education and Accreditation Standards (2012) specifically
deem that all Australian social work courses cover ATSI attitudes, values, knowledge and
skills as core curricula. Further, the preamble for both the AASW Code of Ethics (2010)
and the AASW newly formed Practice Standards (2013) note great advances in developing
a collaborative and integrated social work response to issues ATSI peoples face. Each of
these documents begins by stating:

1. Social work acknowledges the Aboriginal and Torres Strait Islander peoples, the First
Australians, whose lands, winds and waters we all now share, and pay respect to the
unique values, and their continuing and enduring cultures which deepen and enrich
the life of our nation and communities.

2. Social workers commit to acknowledge and understand the historical and contempo-
rary disadvantage experienced by Aboriginal and Torres Strait Islander peoples and
the implication of this for practice.
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3. Social workers are responsible for ensuring that their practice is culturally competent,
safe and sensitive. (Briskman 2007; Zubrzycki and Crawford 2013; Green and Baldry
2012)

Further, each of these commitments requires curricula that support its implementation. In
summary, this is done in several ways. The first is incorporating an indigenous world view
— ‘ways of knowing’ - as well as ‘ways of being’ and finally ‘ways of doing’ (see Australian
Social Word Education and Accreditation Standards 2012, section 3.3.4; 20-24). The sec-
ond is to show respect for ATSI peoples and for non-white peoples to challenge racism and
oppression in practice and educational processes, and work to address their consequences.
The third is to review how the history of social work has been influenced by colonisation
and how as a consequence ‘white politics’ and ‘whiteness’ dominate its epistemology and
pedagogy and to work at decolonising its impact. Fourth is to link social justice and hu-
man rights in developing an anti-racist practice that informs the development as well as
research and policy changes. The fifth is to acknowledge the resilience of ATSI peoples,
and their strengths and survivorship in the face of extensive racism, oppression and the
trauma of dispossession from their land and the legacy of the Stolen Generations. Sixth
is to acknowledge the importance of working communally rather than individually. Sev-
enth is to work in true and real collaboration in both the classroom and the workplace in
the development of an Indigenous social work. In essence to open up dialogue by inviting
yarning, learning and listening to indigenous peoples as they talk and act from their lived
experiences and provide them in the curricula. Finally (although not exclusively) to incor-
porate a critically reflective aspect to education and supervision in order to begin the work
outlined above.

We, along with others (Zubrzycki and Crawford 2013; Green and Baldry 2012) would
argue that an important contribution that this scholarship offers social work education
more generally is of ‘turning the lens’ on whiteness within educational content and
processes and actively redressing the fact that indigenous peoples are at the bottom of
the communities’ race-aligned hierarchies. The constant question and challenge for social
work education is how to continue to address this situation in the curricula, the classroom,
practice and the profession more broadly. The contribution of ATSI scholars in defining
ways of including indigeniety in the social work curricula as outlined above is an impor-
tant way forward. Aotearoa/New Zealand has also made some strides forward in these
regards.

Aotearoa/New Zealand

Aotearoa/New Zealand is a relatively small country sitting in the middle of the South Pa-
cific region. It has evolved a unique identity based on its Maori heritage and pioneer spirit.
A reflexive relationship has also existed with the many Pacific Islands that surround it. All
these influences have played a part in how social work education has evolved and is cur-
rently delivered.

One of the distinguishing features of Aotearoa/New Zealand’s colonisation was the
signing of the Treaty of Waitangi (Te Tiriti o Waitangi) between the British Crown and
some of the chiefs of Aotearoa/New Zealand. The key points of the treaty were that Maori
chiefs gave the Queen governance over the land, that Maori chiefs were given exercise of
chieftainship over their lands, villages, and property or treasures, and that Maori would
have the same protection and rights accorded to British subjects (State Services Commis-
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sion 2005, 15). Controversy surrounded the treaty, however, as more than one version
was signed (three in English and one in Maori). Key terms were confused in the transla-
tion, which would cause significant misunderstandings and conflict in the years to come
(Ruwhiu 2013). Regardless of these controversies, the Treaty established the foundation
of biculturalism within the country and entrenched the rights of Maori people as Tan-
gata Whenua. As described earlier, formal social work education was just establishing a
‘critical mass’ at a time when the social fabric of the country was shifting from being a rel-
atively conservative agriculturally-based country to a country that would become known
for speaking out against human rights abuses, including the ones occurring on its own soil.
Social work’s identity was closely aligned with these developments.

In 1986 the government commissioned a report into practices within the Department
of Social Welfare that found extensive evidence of institutional racism in the provision of
service and the department itself. The report, known as Puao te Ata tu, would become a
seminal document in social work education and practice (Hollis-English 2012). The family
group conference, which entrenches the rights of whanau (extended family) and is used in
child welfare decision-making and young offender restorative justice programs, emerged
from this report. These approaches have been deemed to be more in line with Maori cul-
tural world views and practices.

In 1993 the social work association, ANZASW, developed a code of ethics and bicul-
tural code of practice. A bilingual (Maori and English) version was adopted in 2007. This
code of ethics, as well as the code of conduct developed by the SWRB, form the basis on
which schools of social work base their teaching and curricula around ethics and practice.

During the course of the evolution of social work education, there has been a parallel
development of programs developed and delivered by Maori academics for Maori stu-
dents, often delivered through wanangas (which have also had a number of non-Maori
students) as well as recognition that students in ‘mainstream’ programs needed to become
more aware of the Maori world (te ao Maori) and to gain competence in being able to
work with Maori clients. The ANZASW lists one of its practice principles as “The social
worker demonstrates a commitment to practicing social work in accordance with the Code
of Ethics (2007) and an understanding of Te Tiriti o Waitangi Articles 1, 2, 3 and 4’ (AN-
ZASW 2007) while the SWRB requires that social workers demonstrate the competence to
practise social work with Maori (SWRB 2010a).

Some training programs have specific papers or courses devoted to working with
Tangata Whenua, while others embed the whole of their programs within this context.
While much of the content taught in social work programs in Aotearoa/New Zealand still
resonates with Western theories and models, Maori models of wellbeing have also been
embedded within social work curriculum. Durie’s (1985) Maori model of wellbeing, Te
Whare Tapa Wha, uses a metaphor of the walls of the meeting house, which need to be in
balance to hold up the house. These walls are hinengaro (thoughts and emotions), wairua
(spirituality), whanau (family) and tinana (physical). They are also held up by a strong
foundation of relationship to the whenua or the land. Maori ceremonies and processes,
such as that of the powhiri, have also been adopted within social work practice. These in-
clude the use of karakia (prayer), waiata (song) and the joining together over kai (food)
(Munford and Sanders 2010; Webber-Dreadon 1999).

While concepts such as ‘evidence-based practice’ or ‘practice-based evidence’ have
influenced what is taught, in New Zealand this has often been filtered through a critical
lens in terms of what constitutes evidence, and a growing recognition about the impor-
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tance of the inclusion of Tangata Whenua and other groups’ voices in determining what
works in practice. Ruwhiu notes that all social work in New Zealand should be familiar
with the history of Tangata Whenua/Tauiwi (people who have come from elsewhere) re-
lations and the importance of the narrative in the formation of identity and concepts of
wellbeing (2013).

While discussion around the how social work is conceptualised and taught within the
various Pacific Islands is beyond the scope of this paper, we acknowledge the influence
and contribution that Pacific Island peoples have made upon social work education and
practice. Pasifika models of wellbeing have also been included in ‘mainstream’ social work
education.

The most well-known of the Pacific Island models is the Samoan Fonofale Model
(Polutu-Endemann 2001). Developed by Polutu-Endemann, this model has similarity to
the previously discussed Whare Tapa Wha Model. In this model, the fale (meeting house)
is held up by different posts (pou-tu). These posts are representative of the spiritual
(faaleagaga), mental (mafaufau), physical (faaletino) and ‘other’ realms of wellbeing, such
as gender, age, sexuality and socioeconomic status, which sit on a foundation of the ex-
tended family (aiga). These are held in place by culture, or the roof of the fale, and sit
within context, time and environment (Mafileo 2013).

As Ruwhiu (2013) espouses three important considerations in becoming competent
to work with Maori, Faleolo provides guidelines (2009) for achieving cultural validity in
social work education. These include establishing a social work curriculum where cultural
content is ‘strong, authoritative and equitable’ (153); incorporating assessments that utilise
cultural knowledge and practices, and acknowledging parables as culturally valid knowl-
edge (153).

While social work in Aotearoa/New Zealand is deemed to occur within a bicultural
context, the country itself has become increasingly multicultural in terms of its makeup.
The ANZASW has particular interest groups for African, Chinese, Filipino, Indian, and

Te taha whanau-family

Figure 13.1 Te whare tapa wha (Durie 1985).
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Pasifika social workers (ANZASW 2013). These groups serve to provide a mutual connec-
tion for social workers from various minority ethnic groups and can also act as consultants
in relation to policy, research and practice. The core competencies of the SWRB indicate
that social workers must demonstrate ‘competence to practice social work with different
ethnic and cultural groups in Aotearoa/New Zealand’ (SWRB 2010b).

Conclusions

Like many places in the world, the tensions between the global and the local are felt within
the Australian, New Zealand and South Pacific contexts. The contribution of Aotearoa/
New Zealand’s bicultural status on the development of social work and Australia’s attempt
to include indigeniety into the social work curricula are making some progress in breaking
down the institutional barriers that decades of white privilege has created. This also has
implications for the promotion of effective cross-cultural practice and enables social work-
ers to work not only with indigenous communities but other ethnicities characteristic of
Australia and Aotearoa/New Zealand’s multicultural populations. While links with inter-
national and global contexts are important, it is in the local that significant changes can
occur.

Just as the proposed new definition of social work, which is emerging from extensive
cross-cultural and cross-national collaboration and consultation, needs to hold the balance
of global and local, so does social work’s educational curriculum. Schools of social work
will need to be proactive in ensuring that their students are adequately prepared for both
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Figure 13.2 Fonofale model (Polutu-Endemann 2001).
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the local and the global contexts. We hope that some of the examples put forward in this
chapter are helpful in providing ideas on ways forward within these dialectical tensions
as both our countries move towards celebrating the incorporation of indigenous histories,
voices and learning in their social work programs.

The authors would like to acknowledge the images created by Dr Simon Nash.
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Social work education in the United
States: beyond boundaries

Clara Shockley and Frank R. Baskind

Today in the United States of America, social work education at the baccalau-
reate, master’s, and doctoral levels enjoys high demand, while continuously
evolving in response to its environment and the changing context of profes-
sional practice. This chapter explores the salient features that propel Ameri-
can social work education towards excellence. These include the Council on
Social Work Education’s Educational Philosophy and Educational Standards
(EPAS); the credentials and scholarship of the faculty who craft the programs
and curricula; accreditation standards that address global awareness; the val-
ues and ethics of the profession; and economic and social justice through a
lens of cultural competency. Contemporary issues in American higher ed-
ucation also are identified to illustrate social work education’s responses to
evolving trends in university teaching.

With an explosive demand for social workers for service in health care, mental health, so-
cial services, and other areas, the education of social workers currently enjoys a dynamic
confluence of development and historical contribution. According to the US Bureau of La-
bor Statistics, the growth forecast for social work jobs in the US for the period 2010 to
2020 is 25%, where the anticipated growth of the national average for all professions is 14%
(Bureau of Labor Statistics 2014). Likewise, US social work education currently possesses
among the strongest vitality, demand and discovery in its history, with over 100,000 indi-
viduals enrolled in the US for social work study in both full- and part-time study. Through
development of evolving best practices techniques and the shared knowledge across disci-
plines, social work education is positioned for growth and impact in the future. Informed
by an emphasis on ethical practices and keenly aware of concern for cultural competence,
social work education in the US works towards inclusion of ideas, individuals and best
practices.

In the US, social work education involves completion of degrees at the baccalaureate,
master’s and doctoral levels, with a strong emphasis on continuing education for prac-
titioners, scholars and leaders of social work. Institutions of higher learning in the US
typically require four years of study for the baccalaureate degree and two years of full-time
or its equivalent study to fulfil the master’s degree.
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The baccalaureate degree is pursued by those who seek a career as a beginning pro-
fessional social work practitioner. The BSW degree involves four years of full-time study
or equivalent, with a multidisciplinary general education curriculum that leads to the last
two years learning ethics and values, practice theories, and social welfare policy, research
knowledge, and field practicum internships essential for social work practice. It is the
first professional degree preparing students for generalist social work practice. The MSW
requires two years of full-time study or equivalent, and equips the social worker with
knowledge and skills for advanced practice in a variety of different fields of practice.

Regarding the number of US social work students for the 2012 academic year, bac-
calaureate enrolment is 52,789 full-time students with 7279 part-time students. For MSW
graduate programs, student enrolment is 34,484 full-time and 19,351 part-time (CSWE
Annual Statistics 2012). For the most recent period for which numbers are available
(2012), 15,946 baccalaureate and 22,441 master’s degrees were awarded (CSWE 2014).

Number of social work degree programs

In conjunction with growth of social work demand, the number of social work programs
has grown over the past several decades in the US Today there are 490 accredited bac-
calaureate programs, which offer studies to meet the Bachelor of Social Work degree, and
also, as of June 2013, there are 228 accredited social work programs that offer the Master
of Social Work degree. As of October 2013, there are 19 BSW programs in candidacy sta-
tus working towards initial accreditation and ten new MSW programs in candidacy status
working towards initial accreditation (CSWE 2013).

For MSW studies, advanced concentrations generally are in Direct Clinical Practice,
or Macro Practice. Within these concentrations there may be areas of focus that may
include Gerontology, International Policy and Practice Issues, Physical, Mental and Behav-
ioral Health, Organisational Management and Leadership, and Community Organising,
Planning and Development. Professional development and the related continuing educa-
tion are expectations of practicing and licensed social workers, and key elements of the
network of social workers across academia and regional and local settings and communi-
ties where US social workers live and work. This open-minded exchange of ideas continues
to ensure quality social work education in the US

The Council on Social Work Education

The development, implementation, and oversight of social work educational standards in
the US are coordinated by a non-profit organization with the mission to validate the qual-
ity and content of social work education nationally. The Council on Social Work Education
(CSWE) in the US is an ‘association of social work education programs and individuals
that ensures and enhances the quality of social work education for a professional practice
that promotes individual, family, and community wellbeing, and social and economic jus-
tice’ as described on their website at www.cswe.org. Oversight of US social work education
includes graduate and undergraduate programs at both the baccalaureate and master’s lev-
els. Originating in 1952, CSWE connects social welfare agencies, individual social workers,
plus educational institutions and members across the profession, for the advocacy and
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advancement of sound social work education for best practices, cultural learning and ad-
vocacy and furtherance of social work education (CSWE 2014).

Accreditation

Commission on Accreditation (COA)

As the governing body, CSWE has oversight of the delivery of social work education to
ensure quality and practice competency in the US. Within the Council on Social Work
Education, there is a unit that holds the responsibility for the accreditation standards
that define this competency and ensure that the educational intentions for social work
meet them. The Commission on Accreditation (COA) within CSWE develops standards
for accreditation, moving the conceptual aspects required within social work educational
programs into standards. The Council on Social Work Education serves as the sole accred-
itation source for social work education in the US, and holds recognition from the Council
for Higher Education Accreditation (CHEA). Other programs recognised by CHEA in-
clude the Council on Occupational Education, the Middle States Commission on Higher
Education, and the Western Association of Schools and Colleges.

CHEA is a liaison group designed to provide accountability and transparency for the
public regarding fulfilment of the guidelines for accreditation. Thus, CHEA, which is sanc-
tioned by the US federal government as the group that recognises CSWE as source for
social work education accreditation standards, confirms completion of the standards and
makes them public. A not-for-profit, self-regulating agency, CHEA maintains accredita-
tion requirements for social work education and these then sanction CSWE’s accreditation
of educational programs for social work education.

These guidelines of accreditation establish standards that educational institutions fulfil
for professional social work education. Periodic re-assessment of accreditation and ac-
creditation standards generate the guidelines by which CSWE reviews how and where
quality social work education is delivered. Such competence involves careful and detailed
standards, which are systematically reviewed, studied and updated by the COA, which
is comprised of 25 members chosen as being committed to fair and impartial standards.
Most noteworthy of the standards is the focus on continuous assessment and improvement
of the program and its curriculum.

Educational Policy and Accreditation Standards (EPAS)

As one critical component of its oversight of accreditation for social work education,
CSWE maintains standards for accreditation, articulated in its Educational Policy and Ac-
creditation Standards (EPAS). CSWE’s EPAS Handbook articulates the components of the
following standards for accreditation: program mission and goals, explicit curriculum, im-
plicit curriculum, and assessment (CSWE 2013).

These four overarching themes within EPAS provide the framework for the detailed
elements that are required for a social work education program to meet in order to gain
full accreditation. An integrated curriculum design possesses each of these four areas. Pro-
gram mission and goals means that the core aspects of social work’s mission and values will
be evident within the curriculum for each program that pursues accreditation. Integrity,
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competence and scientific inquiry are among the shared goals for social work, and are in-
cluded here. Explicit curriculum identifies the specific components of pedagogy, including
the curriculum content that makes up foundational coursework for generalist learning re-
lated to the BSW and curriculum for advanced practice to be learned at the MSW level.
The EPAS competencies detail the foundational learning and practice behaviours that each
program must provide in order to reach and to maintain accreditation. Implicit curricu-
lum, the third of the four standards within the EPAS, involves the culture for learning
social work, for each of the programs that seeks accreditation. Within this standard are
topics that include transparency of policymaking, commitment to diversity, availability of
resources, the environment for discovery and learning, and matters that relate to the cli-
mate for social work education in the program seeking accreditation. Assessment involves
the assurance that competencies are met within the education structure for each school
that seeks accreditation. Review, awareness and intentional change to the curriculum, both
explicit and implicit, are elements of programs that reflect effective assessment and a self-
examination to attain standards. Thus, these four standards detail how programs will attain
academic excellence via models of curriculum design that are both traditional and reflect
emerging types of learning. In this way, the EPAS ‘support[s] academic excellence by es-
tablishing thresholds for professional competence’ (CSWE 2008, 1).

Considering the rigorous standards and contributions of these agencies, CSWE’s Of-
fice of Social Work Accreditation (OSWA) carries out a process of accreditation that
involves numerous steps and includes a benchmarking process, site visits to the educa-
tional programs, program self-review and compliance guides, and reviews by the members
of the Commission on Accreditation.

Social work core competencies

Colleges and universities that offer social work education and degrees utilise competency-
based learning for development of the explicit and implicit curriculum that prepares
students for either BSW and MSW practice. With competency-based learning, the focus is
on the knowledge, values and skills required for either generalist or advanced social work
practice.

To master the skills needed for social work practice, the BSW programs equip students
for generalist practice, and the MSW programs produce advanced practitioners. Related
directly to the prior discussion of accreditation of social work programs at US colleges, the
BSW includes courses, projects and studies that relate directly to social work and issues
specific to its generalist practice, social work values and ethics, and knowledge. These in-
clude the methods, approaches, communication skills, intellectual insight, and generalist
knowledge required by professional social workers. At the MSW level, more sophisti-
cated and complex skills and practice behaviours are required that include the application
of research knowledge. These skills translate as core competencies that social workers at
different levels must master for professional practice. Each of the ten competency areas
details practice behaviours which illustrate, order and create operationalised measures for
practice outcomes.
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Table 14.1 EPAS ten core competencies for US social work education (CSWE 2008).

Specific compe-
tency

1. Identify as a so-
cial worker and act
accordingly.

2. Apply social
work ethical prin-
ciples in practice.

3. Apply critical
thinking in mak-
ing judgements.

4. Engage diversity
and difference in
practice.

EPAS explanation of competency

Social workers serve as representa-
tives of the profession, its mission,
and its core values. They know the
profession's history. Social workers
commit themselves to the profes-
sion's enhancement and to their
own professional conduct and
growth.

Social workers have an obligation
to conduct themselves ethically
and to engage in ethical decision-
making. Social workers are
knowledgeable about the value
base of the profession, its ethical
standards, and relevant law.

Social workers are knowledgeable
about the principles of logic, sci-
entific inquiry, and reasoned
discernment. They use critical
thinking augmented by creativity
and curiosity. Critical thinking
also requires the synthesis and
communication of relevant infor-
mation.

Social workers understand how di-
versity characterises and shapes
the human experience and is criti-
cal to the formation of identity.
The dimensions of diversity are
understood as the intersectionality
of multiple factors including age,
class, colour, culture, disability,
ethnicity, gender, gender identity
and expression, immigration sta-
tus, political ideology, race,
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Examples of competencies

advocate for client access to the services
of social work

practice personal reflection and self-cor-
rection to assure continual professional
development

attend to professional roles and bound-
aries

demonstrate professional demeanor in
behaviour, appearance, and communica-
tion

engage in career-long learning

use supervision and consultation.

recognise and manage personal values in
a way that allows professional values to
guide practice

make ethical decisions by applying stan-
dards of the National Association of
Social Workers Code of Ethics and, as ap-
plicable, of the International Federation
of Social Workers / International Associa-
tion of Schools of Social Work Ethics in
Social Work, Statement of Principles
tolerate ambiguity in resolving ethical
conflicts

apply strategies of ethical reasoning to ar-
rive at principled decisions.

distinguish, appraise, and integrate multi-
ple sources of knowledge, including
research-based knowledge, and practise
wisdom

analyse models of assessment, prevention,
intervention, and evaluation

demonstrate effective oral and written
communication in working with individ-
uals, families, groups, organisations,
communities, and colleagues.

recognise the extent to which a culture's
structures and values may oppress, mar-
ginalise, alienate, or create or enhance
privilege and power

gain sufficient self-awareness to eliminate
the influence of personal biases and val-
ues in working with diverse groups



5. Advance hu-
man rights and
social/

economic justice.

6. Engage in
research-informed
practice and
practice-informed
research.

7. Apply knowl-
edge of human
behaviour in the
social environ-
ment.

8. Engage in policy
practice to advance
social and eco-
nomic wellbeing.

Global social work

religion, sex, and sexual orienta-
tion. Social workers appreciate
that, as a consequence of differ-
ence, a person's life experiences
may include oppression, poverty,
marginalisation, and alienation as
well as privilege, power, and ac-
claim.

Each person, regardless of position
in society, has basic human rights,
such as freedom, safety, privacy, an
adequate standard of living, health
care, and education. Social work-
ers recognise the global
interconnections of oppression
and are knowledgeable about the-
ories of justice and strategies to
promote human and civil rights.
Social work incorporates social
justice practices in organisations,
institutions, and society to ensure
that these basic human rights are
distributed equitably and without
prejudice.

Social workers use practice experi-
ence to inform research, employ
evidence-based interventions,
evaluate their own practice, and
use research findings to improve
practice, policy, and social service
delivery. Social workers compre-
hend quantitative and qualitative
research and understand scientific
and ethical approaches to building
knowledge.

Social workers are knowledgeable
about human behaviour across the
life course; the range of social sys-
tems in which people live; and the
ways social systems promote or
deter people in maintaining or
achieving health and wellbeing.
Social workers apply theories and
knowledge from the liberal arts to
understand biological, social, cul-
tural, psychological, and spiritual
development.

Social work practitioners under-
stand that policy affects service
delivery, and they actively engage
in policy practice. Social workers
know the history and current
structures of social policies and
services; the role of policy in ser-
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» recognise and communicate their under-
standing of the importance of difference
in shaping life experiences

« view themselves as learners and engage
those with whom they work as infor-
mants.

« understand the forms and mechanisms of
oppression and discrimination

« advocate for human rights and social and
economic justice

« engage in practices that advance social
and economic justice.

 use practice experience to inform scien-
tific inquiry
o use research evidence to inform practice.

« utilise conceptual frameworks to guide
the processes of assessment, intervention,
and evaluation

o critique and apply knowledge to under-
stand person and environment.

« analyse, formulate, and advocate for poli-
cies that advance social wellbeing

« collaborate with colleagues and clients for
effective policy action.



9. Respond to the
contexts that shape
practice.

10. Assess, evalu-
ate, and intervene
with individuals,
families, groups,
and communities.
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vice delivery; and the role of prac-
tice in policy development.

Social workers are informed, re-
sourceful, and proactive in
responding to evolving organisa-
tional, community, and societal
contexts at all levels of practice.
Social workers recognise that the
context of practice is dynamic, and
use knowledge and skill to re-
spond proactively.

Professional practice involves the
dynamic and interactive processes
of engagement, assessment, inter-
vention, and evaluation at multiple
levels. Social workers have the
knowledge and skills to practice
with individuals, families, groups,
organisations, and communities.
Practice knowledge includes iden-
tifying, analyzing, and
implementing evidence-based in-
terventions designed to achieve
client goals; using research and
technological advances; evaluating
program outcomes and practice
effectiveness; developing,
analysing, advocating, and provid-
ing leadership for policies and
services; and promoting social and
economic justice.

continuously discover, appraise, and at-
tend to changing locales, populations,
scientific and technological develop-
ments, and emerging societal trends to
provide relevant services

provide leadership in promoting sustain-
able changes in service delivery and
practice to improve the quality of social
services.

Engagement

substantively and affectively prepare for
action with individuals, families, groups,
organisations, and communities

use empathy and other interpersonal
skills

develop a mutually agreed-on focus of
work and desired outcomes.

Assessment

collect, organise, and interpret client data
assess client strengths and limitations
develop mutually agreed-on intervention
goals and objectives

select appropriate intervention strategies.

Intervention

initiate actions to achieve organisational
goals

implement prevention interventions that
enhance client capacities

help clients resolve problems

negotiate, mediate, and advocate for
clients

facilitate transitions and endings.

Evaluation

critically analyse, monitor, and evaluate
interventions.

Faculty credentials and scholarship

Social work educators in the US share several key credentials, beginning with the MSW
degree, with the completion and award of the doctoral degree becoming the academic
expectation for university instruction of social work. Other key traits of social work ed-
ucators include active publications and peer-reviewed scholarship, research on issues of
theory, practice and social justice, and participating in community service. Social work
educators in the US serve as innovators in thinking, social work action and leadership
for their educational institution, for the local community where they reside, and in global
initiatives. Faculty development and collaboration among social workers across the US
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happen with research studies, data collection, scholarship, and programs that cross bound-
aries of university affiliation, state lines or geographical settings to allow social work
practice and education to remain vital, immediate and relevant.

Education for social work practice

Field education

Field education is the critical element of learning and the signature learning format for
study of social work at US universities and colleges. Field education is the direct placement
of student social workers for supervised field instruction of the practice and performance
of the core competencies in a professional setting that delivers social work services. The
purpose is to provide real life learning experiences for the student learner in the profession
to integrate theories, concepts, and skills. On site in the placement setting, social work
professionals assist, guide and provide immediate oversight of the field education by com-
municating directly with the student, as well as with the academic liaison. According to the
EPAS, a minimum of 950 hours of field education are required in graduate study, existing
as 14 to 21 hours’ field placement weekly. For the BSW, a minimum of 450 hours of field
placement are required.

Key elements of field education are the development of social work values and ethics,
critical thinking, and practice skills by the student. Field education is the means by which
a student learns by firsthand practice in the work location of the demands, dilemmas,
interactions and services that social work provides. Field instructors oversee the develop-
ing social worker as they perform tasks, witness ethical issues in social work and grow
in judgment and professional practice skills. Field education placements are designed for
hands-on experience, as the student gains in knowledge and insight and their tasks grad-
ually grow in complexity. While the student’s role, functions and duties grow at the field
placement, competencies and confidence also grow in degree of complexity, responsibility,
judgment and independence.

Coursework and community involvement

Social work classes include lectures, case studies, the use of role plays, and small group
projects for collaborative learning and presentations. Collaborative learning and the dis-
cussion and response to real-world problems in the classroom are used as preparation
for professional challenges to come. Courses also offer extensive reading assignments, re-
search and writing, exams, and online learning experiences. In learning practice skills or
clinical roles, theory and role play are used as a format for instruction, as well as case
studies. The curriculum includes evidence-based practices as a focus for study of theory,
research and practice behaviours.

Economic and social justice through cultural competency

In US social work education, a commitment to social justice and to improving the quality
of life for all populations and humans is key. A recent review of the 2013 Journal of Social
Work Education shows a range of topics including immigration issues, non-traditional and
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world spirituality practices for social work, an exchange program between a US university
and Ghana, lesbian/gay/bisexual/transgender outreach and sensitivity for policy and prac-
tice, and communication as a priority in US multinational agency settings. Social workers
share a goal to end the oppression, injustice and lack of opportunities for all groups and
people. They do so via outreach, education, provision of services, the democratic politi-
cal processes, advocacy and by consideration and execution of programs to connect with
those who have less opportunity. Increasing global issues also affect US social workers.
Due to the world’s recovery from international wars, a severe rise in mental health issues
in the US, the Arab Spring, and the economic issues impacting quality of life, US social
workers are alert to social justice principles. These give social work education the goal of
providing skills to respond to need wherever in the world it exists: essential services and
support to those with restricted opportunity is a critical focus for social work education.
More than ever, a multidimensional society exists in the US, reflecting a portrait of race,
culture, class, sexual identity, religious or spiritual interests, and ethnic backgrounds.

Social work education seeks to prepare practitioners to meet the current and the an-
ticipated concerns of marginalised groups, communities, personal histories and peoples.
Methods of engagement, activism, and techniques for effective outreach, sensitive and cul-
turally alert communication skills, inclusion, and culturally informed service delivery are
among the social justice topics that US social workers practice and pursue. The concentra-
tions that social work education offers for study of special topics reflect topics of special
concern for US social welfare. These include gerontology and ageing, trauma, prevention
and treatment of substance abuse issues, child and family welfare, military and veterans’ is-
sues, and advanced/clinical social work practices. Social work education seeks to heighten
awareness, engage solutions, research vital alternatives, examine explanatory patterns, and
intervene in progressive and helpful ways.

Resources of NASW and the Code of Ethics

With membership of around 150,000 and founded in 1955, another central organization
coordinating social work issues in the US on a national level is the National Association of
Social Workers (NASW). Among noted features and services of the NASW is their Code
of Ethics, which offers a detailed design for ethical practice and values for professional so-
cial work practice. These are infused in the EPAS and are embedded in the BSW and MSW
programs in the US.

The National Association of Social Work also supports and emphasises the importance
of social justice, social work education, professional development, cultural engagement
and sharing within and beyond social work, and service. The NASW publishes reference
works, guides to professional standards and thematic concerns plus the aforementioned
Code of Ethics and these may be accessed at the organisations website at
www.socialworkers.org.

Contemporary issues in US social work education

Dynamic response to current and upcoming topics in the field is an important component
of social work education in the US. Thus awareness of the contemporary issues that affect
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social work students and their learning is crucial. These topics represent evolving trends
related to US social work education. Financing a US social work education, social work li-
censure for US practice, global initiatives, the doctoral degree for social work, and distance
learning are issues that represent concern, potential change, and close consideration by the
US social work profession.

Tuition

The cost of social work study in the US varies and is determined largely by the university
where the student enrols. A glimpse at tuition for MSW study in the US ranges from ap-
proximately $5000 to around $43,000 per year; often tuition and fees do not include living
expenses for the student, such as room and board or transportation costs. Many univer-
sities offer scholarship programs, need-based tuition remission, or work study programs.
For the BSW degree, annual costs for the period ending 2011 range from around $8000
per year at the most affordable institution to $32,671 for private four-year US institutions,
with these figures including room and board.

Costs for social work higher education in the US are growing at a rapid pace and this is
a serious concern for social work educational leaders and the social work profession. From
2000 to the current academic year, costs for undergraduate education in the US rose 42%,
vastly higher than cost of living or income grew. CSWE reports that the median amount
of loans, called student debt, for 2012-13 for US social work learners is $25,840 total bor-
rowed to finance a baccalaureate degree. The median amount borrowed for MSW degree
costs equals $36,337 (CSWE 2012/13 Annual Report).

Licensure and the Association of Social Work Boards

Independent of social work education, yet a logical and critical indirect link, is the li-
censure process for practitioners of social work in the US Individuals often pursue social
work education in order to gain licensure as a social worker, which in the US is a separate
process, distinct from higher education and the pursuit of social work education. For the
US, social work licensure is coordinated through the Association of Social Work Boards
(www.aswb.org/SWLE/SWLE.asp). The ASWB manages the US standards and content for
examination of all US social work licensure within a central repository based upon indi-
vidual states’ exam content and cultural competencies.

Following completion and official verification of fulfilment of all educational stan-
dards and after the awarding of the relevant degree, BSW or MSW), a student may wish or
need to seek licensure to practice. In many US states, an individual may not refer to them-
selves as a ‘social worker’ unless they hold the certification of that state’s health professional
licensure. Individual states have different eligibility for licensure, so a social worker inter-
ested in licensure would contact the state where that person resides. Commonly, licensure
is offered at varying levels such as Graduate, Generalist, or Clinical social worker licensure,
depending upon the university degree fulfilled, the level of field or professional experience,
and the verified US professional social work supervision. Almost every state maintains a
website outlining licensure types for all professions, including social work, via the Social
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Work Board of Examiners for that state. These individual websites detail the requirements,
fees, and timeline for earning licensure.

The implications of licensure requirements for social work students involve the added
obligations, fees and requirements for state license. These regulations are embraced by so-
cial workers in the sense that they validate and make official the social work field, but
licensure can involve time, registration and waiting periods for exams, and qualifying tasks
that sometimes take years to complete. Social work education leaders in the US are vigilant
regarding the need for the separate arenas of education and professional social work licen-
sure to remain in sync, echoing the careful review of ethics, clinical procedures, diagnostic
guidelines and other complex areas of social work practice.

Global awareness evident in the EPAS

Social work education remains aware and seeks to address through practice competencies
for learning that ours is a global practice realm, and not merely a local one. The EPAS illus-
trate this, with emphasis for social work learning on diversity, engaging difference, human
rights and socioeconomic justice. Essential human rights for all people, and outreach for
those whose rights are restricted or limited, is a central theme in the EPAS, which empha-
sises a global perspective.

Related to CSWE’s embrace of global concerns with commitment to solutions, is the
Katherine A. Kendall Institute for International Social Work Education. Founded in 2004
with a commitment to outreach for international issues in social work education, the in-
stitute sponsors international conferences, research initiatives with a global scope, and
promotes collaborative programs that link research and worldwide dialogues for social
work learning. A world-renowned advocate for social justice and key to the development
of social work education standards, Kendall was born in 1910 in Scotland and after emi-
gration to the US at age ten later embraced the social work practice with an MSW from
Louisiana State University in 1939 and a PhD from the University of Chicago in 1950 in
social service administration. She served in leadership for national US social work bod-
ies, and played a critical role in creation of the CSWE. Having served as associate director,
executive director and other positions with CSWE, her passion for international unity of
social work learning and for its causes governed her career. Around 1945 she was a staff
member in the international office at the US Children’s Bureau, and work at the United
Nations (UN) followed in 1947. There, her research and writing on international social
work issues led to publication of Training for social work: an international survey, prompt-
ing the UN passage of a resolution calling for professionalisation of social workers. The
book greatly affected positive growth and development of social work education and the
profession, worldwide.

From 1954 to 1963 in a voluntary role, Kendall served as Secretary of the International
Association of Schools of Social Work (IASSW), helping to transform this organisation-
from mostly European in scope to a global agency. She retired in 1978. Later, in 2004
— indicative of her passion for international learning in social work - she endowed the
Katherine A. Kendall Institute of International Social Work Education, based at CSWE,
for the promotion and enhancement of international understanding for social work. Nu-
merous projects, conferences, and topics are evident within the Institute, including human
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rights, global migration and disaster management. Africa, Asia, Latin America, the US and
the Caribbean are sites of some of the programs of the Institute.

Citing the broadening scope and myriad issues of a multinational community, the
CSWE Katherine A. Kendall Institute aims to unite resources with the heightened and
related skills social workers need to practice in an internationally informed context. The
primary purpose of the institute is to support social work education for global awareness
of the highest standards of social work learning with an international scope. Promoting
programs to nurture solutions for worldwide topics, and building of needed skills, the in-
stitute urges collaboration and exchange of global ideas for international social work gains.
The institute funds collaborative efforts to globalise and connect data collection, research
initiatives and programs that improve international understanding. This is merely one ex-
ample of growing awareness of the need to internationalise social work education and
build contacts, effective solutions and social work standards worldwide.

Themes and special topics for social work education

A concern for global topics serves as a strong and ongoing issue for social work education
in the US. Among the myriad issues of current research and dialogue for social work edu-
cators are found: internationalising social work education, issues of HIV-AIDS, evidence-
based practices, treatment interventions and techniques for direct practice, innovations in
social work learning, personal identity, communication techniques, strategies for self-care,
the professional-personal balance, social policy, agency and university collaboration for
community growth.

Doctoral education in social work

On the horizon appears debate and discussion in the profession regarding doctoral study
in the field of social work. The Doctorate of Philosophy (PhD) in social work emphasises
research, theory and intellectual contributions to the field, while the Doctorate in Social
Work (DSW or Prof D) specialises in further study of clinical practices for social work.
Different US universities offer these degrees each with unique characteristics, but a larger
dialogue regarding the application of either degree to social work education remains. Some
CSWE programs are discussing the implications of a change if the criteria for some federal
clinical grant awards are to be awarded exclusively to DSW or clinical doctorates in social
work. This beginning discussion begs clarification in the interest of committed students of
social work who seek to maximise their learning and high level studies with demands of
the profession and of the job market. The most recent document issued on Advanced Prac-
tice Doctorates is a report of an invitational think tank in September 2013 that addresses
the question: ‘Does the marketplace want or need doctoral level social work clinicians?’
(Social Work Policy Institute 2013, 15). Some conclusions generated by the report indi-
cate the need for further examination and wider discussion regarding the advance practice
doctorate across the profession, inclusion of US federal agencies in the examination of op-
tions, and study of levels or patterns of interest in the DSW degree.
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Online education and distance learning

Distance education where social work students complete classes online towards comple-
tion of degrees is growing in popularity. The trend is for continued increase in online
degrees offered for both the BSW and MSW curriculum (CSWE 2014). With students
juggling work obligations and their family life, the independence and virtual access are
very popular for US students of social work. For the most recent period that CSWE has
numbers available, five US universities offer online study for BSW degrees. There are 25
distance learning MSW programs available, as of 17 October 2013 (CSWE Annual Report
2012-2013). Individual schools’ websites detail whether courses are available to take re-
motely, and outline how field education is coordinated during the degree studies. Students
are urged to confirm CSWE’s COA accreditation status of any college where they enrol for
study of social work, and to examine all requirements and fees that relate to completion of
the degree.

Conclusions

Social work education is continually evolving in the US, involving ongoing response by
educators to environmental changes, social and cultural dynamics, and global issues. As
shown, maintaining excellence via the highest standards for teaching and learning requires
continued enhancement of programs and curricula. Priority consideration of values and
ethics of the profession continues as a standard for US social work education. With vigi-
lance for cultural competency, economic and social justice are upheld as hallmarks for US
social work. Contemporary issues represent several topics of current concern and oppor-
tunity for leadership in these trends, and growth in the US social work profession.
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Social work education in the United
Kingdom

Brian Littlechild and Karen Lyons

This chapter examines key areas in social work education theory, practice,
and research in the UK, including the main methods used and the client
groups with whom social workers engage.

The chapter sketches the origins and development of social work edu-
cation and identifies key features currently framing social work education
(SWE). The latter include factors associated with higher education systems
and policies as well as those specific to social work in its organisational
frameworks and as a profession. The staffing of social work programs and
the role of research in relation to theory and practice development are dis-
cussed. A major section presents the predominant practice models, methods,
theories and perspectives and their associated histories and epistemological
challenges. Mention is made of contributing disciplines (e.g. sociology and
law) and the key teaching and learning strategies utilised, including in re-
lation to issues of cultural relativism and understanding, and international
influences. Conclusions are drawn regarding the health of the discipline in
the UK.

Social work as a recognised activity dates back to the late 19th century in the UK and social
work education (SWE) has had a long and somewhat chequered history. One purpose of
this chapter is to describe the context within which SWE has developed, with an emphasis
on current contextual influences. More importantly, the chapter aims to analyse the con-
temporary features of social work, both as a discipline within higher education, and as a
form of professional education with a primary task of preparing students for a variety of
roles in ‘real world’ social work. The main organisational features of SWE are described,
as are the regulatory frameworks and professional goals and ethics influencing the design
and delivery of programs at a range of academic and professional ‘levels. It should be men-
tioned here that different factors have impacted on social work in Scotland and Northern
Ireland in the relatively recent past and some of these have had implications for SWE. This
chapter therefore relates specifically to England, although generic programs are the norm
throughout the UK and a first degree (BA or BSc) in social work is currently the nationally
accepted qualification.
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A wide range of ‘external factors’ impact on social work and therefore on SWE. These
include political direction and economic factors affecting the funding of social work agen-
cies and education programs. In addition, the needs of service users; expectations of other
professional groups and the wider public; and media pressures also influence professional
and educational developments. Internally, debates reflect ambivalence about the purpose
of SWE and the form it should take, raising questions about ‘who teaches social work’ as
well as content and pedagogical approaches. Similarly, there are varied understandings of
the role of research and therefore its form and focus. A major section presents the predom-
inant practice models, methods, theories and perspectives and their associated histories
and epistemological challenges. Mention is also made of contributing disciplines (e.g. so-
ciology and law) and the key teaching and learning strategies utilised, including in relation
to issues of cultural relativism and understanding; anti-oppressive strategies; and interna-
tional influences.

Significant features of SWE in the UK have been expectations about the roles that
social work employers (initially) and then service users would play in the structure and
delivery of SWE, creating distinctive requirements on social work for close working rela-
tionships between university staft and social service agencies and those with whom they
work. The major factors impacting on social work practice learning are identified and con-
sideration is given as to how well students are prepared for practice. In addition, the special
needs of newly qualified social workers and staff moving into specialist areas of work have
been recognised leading to the establishment of various forms of post-qualifying and post-
graduate education and training.

Following a section summarising the major trends in the development of SWE and
its organisational context, this chapter focuses on the content of programs and their re-
lationship to regulatory frameworks and ‘readiness to practice’ drivers. A further section
discusses staffing and research issues as well as mentioning some new initiatives which
may impact on social work in higher education. The chapter concludes with a considera-
tion of the current state of SWE in England.

British social work education: history and organisational context

The first training opportunities for ‘social workers’ were afforded by a voluntary agency,
the Charity Organisation Society (COS), in the late 19th century, and, by the early years of
the 20th century, social work training had gained a place in various universities, notably
in London, Birmingham, Liverpool and Glasgow. These were all cities with high rates of
poverty with associated problems of squalid living conditions and ill health; and SWE in-
cluded community work, allied to the earlier establishment of ‘settlements” (forerunners
of community centres) in the poorest parts of many cities. Some of the notable figures in
the development of social work had their earliest experiences in the Settlement houses and
subsequently made significant contributions to social work organisation and policy devel-
opments as well as education. One such person was Eileen Younghusband who, later in the
20th century, also contributed to international developments in SWE (Lyons 2008).

One outcome of World War 1 (1914-18) was an increase in interest in psychiatric con-
ditions and treatments, and by the 1930s there had been significant growth in psychiatric
(including psychoanalytical) services (as well as the beginnings of psychology as a disci-
pline). These changes were reflected in SWE in the ‘psychiatric deluge’ (Payne 2005). On
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many courses this meant less concern about policies and interventions appropriate to the
social conditions of poor people, relative to a greater emphasis on intra- and inter-personal
relationships. This emphasis shifted again in the post-World War 2 period (1939-45) when
a raft of welfare legislation laid the basis for the development of services and provisions
broadly termed ‘the welfare state’. One result of this was that sociologists and social policy
analysts began to examine the outcomes of policies and programs aimed at general im-
provements in living standards and individual life chances, only to find, by the late 1960s,
that old social divisions had resurfaced and new forms of social inequality had taken hold.
Research had resulted in ‘the rediscovery of poverty, a condition thought by many to have
been eradicated, though it was now framed as a relative rather than absolute condition
(Townsend 1979). As in previous eras, SWE was expected to mirror the shifts in political
concerns and policy direction, although at this stage social work itself was being carried
out in a range of agencies relating to different ‘client groups’ and courses tended to reflect
the fragmentation of the field and provide ‘training’ in specialised fields.

In organisational terms, the earliest social work courses were established at postgrad-
uate level in universities. These were usually allied to ‘social studies’ awards, constituting a
continuous thread (with modifications) through to current forms of social work education
and awards at master’s level. The possibility of being awarded a professional qualification
at two different academic levels has led to anomalies and complications in most recent or-
ganisational changes in the structure of SWE (see later). SWE has often recruited mature
students but, apart from occasional efforts to adapt course length and attendance require-
ments to recognise this and the gendered nature of social work, gaining a professional
qualification normally required attending a full-time course (at whatever academic level)
until late in the 20th century.

From the 1970s, following the expansion in higher education through the estab-
lishment of a large number of polytechnics (similar to German Fachhochschulen), the
majority of students qualified at Diploma in Social Work (DipSW) level, awarded by the
academic institution after two years of study at undergraduate level, with the Certificate of
Qualification in Social Work (CQSW) being awarded concurrently by the professional reg-
ulatory body, the Central Council for Education and Training in Social Work (CCETSW
1979-2001). Some universities continued to offer postgraduate courses to people who had
gained undergraduate degrees in ‘relevant subjects, affording some a postgraduate award
in conjunction with a basic (rather than advanced) professional qualification. Organi-
sational changes which took place in 1970, notably the establishment of unified Social
Service Departments offering services across a wide range of client/user groups (with the
exception of School Welfare and Probation Services), also resulted in shifts in the focus
and content of social work courses which were now primarily ‘generic’ A national division
of responsibilities for youth and community services and for social services, between the
Departments of Education and of Health respectively (and reflected at local authority and
institutional levels), supported moves to establish separate courses and awards for youth
and community workers. By the early 1980s the few remaining joint awards were ended
with the establishment of separate bodies to regulate such courses and approve awards; and
units or modules on CQSW courses equipping students for community work (and also of-
ten for group work) were largely discontinued. However, changes also reflected a moral
panic about child abuse — most specifically, public concern about the deaths of children at
the hands of their parents or primary care givers, particularly if these families were already
under the supervision of social workers (Parton et al., 1997). Thus, there was an increased
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emphasis in many courses on work with individuals and families, including teaching and
assignments aimed at developing skills in child observation and communicating with chil-
dren.

Apart from a trend towards skills training rather than theoretical developments in so-
cial work education in the latter decades of the 20th century, there were also other shifts in
course content. The first was related to developing racism awareness, equal opportunities
and, eventually, anti-oppressive strategies, while the second laid an increased emphasis on
teaching about the law. Anti-racism teaching and learning was required by CCETSW from
the 1980s and inputs to courses were often first provided as short courses on anti-racism,
add-ons to the main structure and content of programs. Subsequently, they were usually
incorporated into mainstream teaching and extended into units or modules to address
other forms of inequality and discrimination, e.g. based on gender, sexuality or disability.

In relation to the legal content of social work programs, a series of studies in the
1990s demonstrated that about 80% of students leaving social work education programs
gained employment in local authority Social Service Departments, a statutory agency
where legal requirements predominated in terms of the provision of services and the style
of practice. Preventive work increasingly became a thing of the past or the responsibil-
ity of other agencies (including in the voluntary sector) and occupational groups. Many
social workers complained that, in an increasingly managerialist environment, there was
decreasing scope for relationship-based work and interventions beyond the assessment
stage. It seemed as if what social work educators aimed to equip social workers to do was
out of step with what they might be expected to do in practice.

The passing of the National Health Service and Community Care Act (1990) had
signalled national moves to a mixed economy of care and increased emphasis on care
management roles. This led in turn to the establishment of a parallel, employment-based
route to a different qualification, Certificate in Social Services (CSS), which was offered in
conjunction with some further and higher education institutions for about a decade. In ad-
dition, the government decided that changes should be made in the work of the Probation
Service requiring the introduction of different training for Probation Officers and its com-
plete separation from SWE. Thus, by the end of the 20th century, a more diverse range of
awards existed in what might be called the ‘social professions’ and an increase in the modes
of delivery was becoming apparent.

By the 21st century the government concluded that neither SWE nor its regulatory
body were ‘fit for purpose’: approval was finally given for the replacement of the two year
diploma/CQSW award by a three year degree, with provision for postgraduate conversion
courses to continue as two-year masters’ programs. These programs were to be regulated
by a new agency, the General Social Care Council (GSCC, one each for England, Northern
Ireland, Scotland and Wales 2001-12): this agency would not make a separate award but
would require successful students to register in order to take up any post labelled as social
work. Thus, social work finally achieved what many (including educators) had long argued
for - provision of three-year educational programs and qualification at degree level (in line
with many other countries in Europe and around the world) and restriction of use of the
title social worker to those holding a professional qualification. However, the story does
not end there since, by 2013, there have been further organisational changes in higher ed-
ucation and externally; several social work courses or departments have closed since the
1990s; SWE as a whole is in 2013 once again under review; the agency responsible for reg-
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ulation has changed; and a new form of fast track training is being initiated, as we discuss
later.

Course content, regulatory frameworks and readiness for practice

As indicated above, and in contrast to SWE in many other European countries, the content
of British SWE courses has for some time been prescribed by regulations set out by gov-
ernment and its agencies. In 2010 the Social Work Reform Board was established as a
government response to a child’s death that raised severe doubts about the competence
of social workers in protecting children already known to be at risk of abuse. Its pur-
pose was to set out an agenda for social work and social work qualifying education and
recommendations were made in 2012. Meanwhile, in 2011, a new body was established
by government, the College of Social Work (with the aim of raising standards in social
work and SWE. (It is intended that this should become a self-funding body, independent
of government). The college has no regulatory powers, but its Professional Capabilities
Framework (PCE, see later) and its standards are taken into account by the current regu-
latory body, the Health and Care Professions Council (HCPC) when validating programs
(see later).

One stream of the Reform Board’s work (of which one of the authors was part) focused
on the ‘Calibre of Entrants’ Traditionally social work courses have accepted some mature
students with ‘life experience’ who may, however, lack good academic qualifications. Con-
cerns were raised about how to assess at entry stage empathy for and understanding of
service user issues and the potential to learn about and carry out the complex tasks of
social workers, while also raising the academic standards on courses. The result was that
academic entry requirements have been made more stringent, but concerns persist about
both the suitability of students and the direction in which SWE is being pushed, i.e. to a
more elite form of training (see also later) and away from a previous commitment to open
access, providing opportunities to a wide range of applicants. The responsibility for driving
this and other aspects of the agenda passed to the College of Social Work in England from
2012.

At the same time as the drive to raise academic standards, a key debate continues to be
whether social work theory is sufficiently related to practice and, indeed, how much theory
is needed to prepare students to become qualified social workers. The government’s influ-
ence on the content and processes of SWE is now exercised through the Health and Care
Professions Council (HCPC) which took over most of the responsibilities of the GSCC in
2012. As mentioned above, courses have increasingly phased out approaches such as case-
work (based on psychodynamic ideas) and community work, since they do not fit with
government priorities, nor with the requirements of most employers. As with the GSCC
before it, the HCPC stipulates that employers should have a substantial say in the develop-
ment and ongoing review of courses.

The HCPC Standards of Proficiency for social workers in England

Approaches and focus: social workers must be able to

o understand the need to promote the best interests of service users and carers at all times
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 understand the need to protect, safeguard and promote the wellbeing of children, young
people and vulnerable adults

« understand the need to address practices which present a risk to or from service users
and carers, or others

+ Dbe able to use practice to challenge and address the impact of discrimination, disadvan-
tage and oppression

+ Dbe able to support service users’ and carers’ rights to control their lives and make in-
formed choices about the services they receive.

Teaching and learning methods used to enable students to meet these requirements in-
clude lectures; seminars; small group and individual tutorials; problem-based learning;
case studies and group exercises; visits to students on practice placements (‘three-way
meetings’ between the student, practice educator and tutor); and, increasingly, online
learning with the use of exercises, quizzes, online group discussions, etc.

One of the recommendations of the Social Work Reform Board was that there should
be more emphasis on skills development, so, as from 2013, courses must include 30 days
of skills training (assessed) before students can start practice placements. Considerable
emphasis is placed on assessed practice learning in placements provided by social work
agencies which are supported financially by the government’s Department of Health (agen-
cies get a daily fee for taking a student). Students usually undertake two or three assessed
placements in different settings and these must total 200 days. A professional award can-
not be made to anyone who fails a placement.

Practice learning therefore has a high priority in the assessment of students and great
emphasis is placed by universities and the HCPC on the development and support of both
placements and practice educators so that these are ‘fit for purpose’. Panels have been es-
tablished comprising university and agency staff and often also service users and/or carers
to assess reports from the practice educators, who may be challenged to provide further ev-
idence as the basis for decisions about passing or failing a placement. Prior to placements,
practice educators are required to have undertaken training (provided by the universities)
for their role. Guidance is issued for students and practice educators on the processes and
regulations governing placements and these are monitored and supported through three-
way meetings (usually two or three per placement) as well as workshops for the practice
educators.

The main areas to be addressed in course content include:

« sociological ideas

« social policy

+ psychology (e.g. human growth and development, mental health and learning disabili-
ties)

« anti-oppressive practice

o law

o ethics teaching - this is variable, and often subsumed into the discussion of professional
behaviour and regulation.

Key areas of policy and practice currently influencing SWE are individualisation; person-
alisation and individualised packages of care (with a new emphasis on ‘re-enablement’);
adult and child safeguarding; inspection and regulation; legal aspects; interagency and
inter-professional working (Wilson et al. 2011; Littlechild & Smith 2013), and risk assess-
ment and management (Littlechild 2008; Littlechild & Hawley 2010).
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The HCPC also takes into account the provisions of the College of Social Work; the
central government’s Department of Health; and the education sector’s Quality Assurance
Agency (QAA). The last body sets the academic descriptors of program levels for the BA/
BSc in Social Work as well as for the master’s degree which enables students with a rele-
vant first degree to gain a professional qualification after two years. The HCPC validates
social work qualifying courses which satisfy its Standards for Education and Training;
its Standards of Proficiency (as described above); and also the Professional Capabilities
Framework (PCF) issued by the College of Social Work. On qualifying, people wishing to
work in social work designated posts must register with the HCPC, which also has powers
to strike off social workers who are judged to have failed to meet its Standards of Profi-
ciency and its ethical statement.

With regard to the Professional Capabilities Framework (PCF), this was developed by
the Social Work Reform Board, but is now ‘owned’ by the College of Social Work. It was
framed with the intention of moving SWE away from previous requirements regarding
competences to a more rounded focus on capability. This reflects a move from a mecha-
nistic tick box approach to a more holistic approach (The College of Social Work 2012b).
The PCEF sets out nine domains of social work, and how those entering the profession and
then progressing through it attain those domains. Whilst not technically regulatory, this
framework is being used extensively by the HCPC, social work agencies and qualifying so-
cial work courses (Figure 15.1).
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Figure 15.1 Professional capabilities framework for social workers (The College of Social Work
2012a).

Social work courses have to demonstrate to the HCPC that they are meeting the HCPC
requirements for a qualifying course by having to map their learning outcomes to the el-
ements of the PCE and the HCPC’s own Standards of Proficiency. For example, students
should be enabled to:

205



Global social work

Demonstrate a critical understanding of the application to social work of research, theory
and knowledge from sociology, social policy, psychology and health. (Knowledge 5.1)

Demonstrate a critical knowledge of the range of theories and models for social work in-
tervention with individuals, families, groups and communities, and the methods derived
from them. (Knowledge 5.8)

Understand the inter-agency, multi-disciplinary and inter-professional dimensions to
practice and demonstrate effective partnership working. (Contexts and Organisations
8.7)

In order for universities to be approved to run social work qualifying programs, they have
to ensure that their students are able to ‘meet all the standards of proficiency to register
with us and meet the standards relevant to your scope of practice to stay registered with
us.

The following selection of a few key points from HCPC Standards for validating social

work courses gives a flavour of the emphasis placed on different areas by them:
4.7 The delivery of the program must encourage evidence-based practice.
5.1 Practice placements must be integral to the program.

6.1 The assessment strategy and design must ensure that the student who successfully
completes the program has met the standards of proficiency for their part of the Register.

The main aim of social work qualifying education from the HCPC’s perspective is to pre-
pare students at the point of qualification to be able to meet its Standards of Proficiency
(see HCPC Standards for Education and Training 2012).

As a result of the policies and laws set out above, the new roles and skills for social
workers have become the planning of care packages and services; resource allocation; as-
sessment; and care management functions. Setting and reviewing performance indicators
and outcomes based on the achievement of measurable objectives within predetermined
procedures and resource allocation decisions based on government guidance and regula-
tion have assumed greater importance than direct work with service users, with inevitable
implications for the content of courses.

Earlier theories which emphasised social beings as members of social systems and
the relationship between social problems and social and political systems have been dis-
carded in the face of a general climate which places responsibility on individuals for their
own behaviour and wellbeing (including income or lack of it). The individualisation of so-
cial problems has led to the teaching of theories and methods that are now focused on
work with individuals and families, and formal organisations, at the expense of therapeu-
tic, community and emancipatory approaches. The key elements of methods and models
are individualised approaches, such as ‘process’ casework, often now focused on assess-
ments for services, and referring on to other agencies, i.e. care management. Methods
taught tend to be short term and time limited approaches; for example, task-centred work;
crisis intervention; cognitive behavioural approaches; and targeted programs. Family ther-
apy was popular in social work practice some 15 or so years ago, but the focus has moved
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to training-based work, such as in parenting programs. Solution-focused models based on
strengths rather than deficits are examined in some courses. In summary, there has been a
general move away from group and community work (seen by some as more likely to raise
questions about and pose challenges to government policies) and from therapeutic work
with individuals and families, in favour of more conservative and functional approaches.
However, some have identified a renewed interest in direct work with children and also in
relationship-based work (e.g. Wilson et al. 2011).

Staffing, research and new developments

Alongside the external pressures on SWE to move in particular directions, there have also
been issues of visibility and identity within higher education, with implications for the
staffing and research roles of social work educators themselves. Is it an academic discipline
or a form of professional education (or even training)? Such debates are partly related to
the alliances and organisational bases of social work courses — which have rarely been lo-
cated in departments labelled Social Work. In the 1990s more than 50% of respondents to a
survey described their alliances as primarily with staff in academic subject areas while the
remainder were more allied with professional educators (Lyons 1999). Developments over
the past decade or so, including the need for universities to cut their costs, suggest that
possibly more programs are now located in professional departments and students may in-
creasingly be taught some of their modules alongside other students in related fields for
example, health or youth and community work.

With regard to staffing, for many years practice experience tended to be prized over
academic qualifications in the appointment of staff, which, together with the responsi-
bilities associated with the social work educator role (e.g. including placement visits),
perpetuated a state in which theory and practice were divided; and the creation of new
knowledge through research was not seen as the responsibility of social work educators
themselves. Around 2000, a shift in this situation occurred, partly as a result of a series
of seminars (initiated by social work academics with funding from the Economic and So-
cial Research Council, ESRC) aimed at improving the theoretical base of social work and
the research activities of staff. Further impetus was given by a national Research Assess-
ment Exercise (RAE) in which social work educators from a minority of universities were
amongst those whose work was included, resulting in specific funding for further research
(to some institutions) and also the award of other funding for capacity building for re-
search in social work. One outcome of this raised profile was what some hoped, and others
feared, an increased academisation of social work education, with increased recognition
given to the academic qualifications of newly appointed staff and increased expectations
regarding their research activities.

In a demographic review of the UK social sciences, Mills et al. (2006) identified social
work education as having high retirement and appointment rates and that 47% of the staft
were aged 50 and over. In a subsequent research project into the implications of genera-
tional change in the social work academic workforce, Lyons and Maglajlic (2010) received
41 responses to a survey of 76 out of 100 programs in the UK (54% response rate, cov-
ering 479 staff). Data indicated that 10% of staff had retired in the past three years, that
one in six were planning to retire in the next five years and that 60% of posts created by
retirement were filled by first-time academics. Of the newly appointed staff, half came di-
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rect from social work practice, with 20% coming from research posts and the remainder
mainly from other posts in social services (e.g. managers, training officers); 20% of the new
entrants already held a PhD while 40% were undertaking - or intending to undertake -
doctoral research. The findings also showed an increase in the proportion of women staft
(already high) and a decrease in the numbers of staff from black and ethnic minorities
(already low). A related analysis of 44 advertisements for social work posts identified that
only three-quarters stated that a social work qualification was essential and this, with other
anecdotal evidence, suggests that social work posts in some universities are open to col-
leagues from neighbouring disciplines. This is turn raises concerns about the implications
for the development of professional identity in students at a time when social work in the
field has been undergoing significant changes and a narrowing of its remit.

The situation regarding research has also changed over the past decade with the ex-
pectations of, and opportunities for, staff partly mirroring a continuing split between the
old universities (established prior to 1992) and the new ones (based on the granting of
university status to polytechnics in that year). Despite some notable exceptions, there has
continued to be an emphasis on research in the old university sector while many new
universities see themselves as primarily teaching institutions. In parallel, the competition
for research funding from the main funding body (ESRC) and various charities has in-
creased in anticipation of further rounds of national assessment exercises (e.g. the REF
due in 2014), with the promise of further funding for the winners. This has led to a clearer
concentration of a minority of social work staff in research centres and/or engaged in
multi-disciplinary research teams (mainly in the old university sector), with staff in the
new universities, whatever their inclinations, finding it increasingly hard to gain access to
research funding and/or to undertake individual (unfunded) research programs (includ-
ing for doctoral purposes). Sabbaticals, previously already rare in the new university sector,
are now virtually unheard of and current anecdotal evidence of difficulties recruiting to so-
cial work posts (at various levels, up to and including professors) further reduces the time
available for staff to undertake research.

The current staffing difficulties perhaps partly relate to the lack of a strong research
culture in the profession as a whole and the lack of value placed on research in the wider
political and policy context. However, a recent emphasis on evidence-based practice has
pushed social work educators and those researching social work to reconsider the design
of research projects (not least if they wish to win funding). The preferred mode of much
social work research in the past has been in the qualitative paradigm, including the de-
velopment of evaluative studies and approaches involving service users (e.g. Shaw 2012),
but more emphasis has been given recently to adopting positivistic designs and quanti-
tative methods (e.g. randomised control trials). This may put social work educators at a
further disadvantage since few have had the necessary training in research skills and most
do not include such teaching in their own qualifying and post-qualifying programs. How-
ever, some see this challenge as an indication of the maturing of social work into a proper
discipline, gradually building the capacity to create its own knowledge base, for use in so-
cial work education and the wider professional field.

However, the regulatory developments described above suggest less valuing of re-
search and staff development opportunities. For instance, there is now no regulatory
framework for post qualifying continuing professional development (as previously existed
in the provisions of the GSCC). Every three years, social workers need to demonstrate
to the HCPC how they have kept up to date with their continuing professional develop-
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ment (CPD) but there are no specific links required in relation to research or academic
awards. In addition, CPD is no longer one of the items included in government targets for
local authority employers to meet and, given cuts in spending, there has been a decrease
in support for CPD programs (including those provided by universities). Against this, in
line with the government objective of raising the status and standards of the social work
profession, two new training initiatives have recently been established, Step-up to Social
Work (www.education.gov.uk/b00200996/step-up) and Frontline (www.education.gov.uk/
a00225213/frontline). These are both intensive employer-led programs at master’s level,
that set out to attract academically high-achieving students, who may, if they continue in
the profession, be more inclined towards research.

Finally, another recent external change which may impact adversely on university-
based social work education is the reduction in the amount of money to be paid in
bursaries to students gaining places on social work undergraduate and postgraduate de-
grees. These awards were introduced in the early 2000s following a fall in the number of
recruits to SWE and calls for parity with other shortage occupations (including nursing
and teaching). Bursaries have been effective in raising recruitment levels but it seems as if
funding of the new initiatives mentioned above has now taken priority over maintaining
traditional recruitment patterns.

Conclusions

SWE in England illustrates a number of points which may or may not resonate with
readers outside the UK. A significant one is the extent to which it reflects national char-
acteristics, culture and concerns in a particular time and place. Over a history spanning
more than a century, social work has become a unified and apparently stronger profession,
but, as with some other professions, it has also become increasingly subject to government
expectations and requirements. These in turn are also reflected in other aspects of welfare
changes which require individuals to take increasing responsibility for themselves, their
relatives and neighbours (so-called ‘care in the community’), only drawing on (or being
referred for) public funding and/or social work services when a crisis is reached and/or
the behaviour of individuals or families falls outside the tolerated norms. A culture of sur-
veillance and regulation extends to the professionals who work with people in distress and
social workers have found themselves increasingly subject to bureaucratic procedures and
restrictions.

Similar drivers have been evident in government interventions and regulation of SWE
which now shows some contradictory trends. On the one hand, there is an increased
recognition of the need for developments in theory and research as these relate to practice,
while on the other hand, students are required to spend more time on skills training and
in practice placements and the money available to fund practice-related research is scarce.
There is an increased recognition of the need for interprofessional cooperation, which
theoretically could be achieved through increases in joint education, but the economies
of scale required of universities usually mean delivery of generic courses to large groups
without the opportunity to explore what the term might mean for different occupational
groups in practice. There is also a recognition in some quarters that we live in an intercon-
nected world where economics and migration are defining features of many societies — yet
these topics are rarely addressed in the English SWE system due to crowded timetables and
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prescriptive guidance as to content relevant to a narrow form of social work - and perhaps
the assumption that there is little to be gained from comparative or international study.
Finally, the values of social work are compromised in a situation where policies aimed at
extending opportunities to people who might otherwise not qualify for higher education —
but who might make very good social workers - are overtaken by policies which empha-
sise academic qualities.

In all of this, the costs of SWE in England, the pressures on staff which prevent full
engagement in research activities, and the various points of conflict which arise between
institutions and professional bodies (e.g. around assessment) undoubtedly place SWE in a
vulnerable position within the university sector - as demonstrated by the periodic loss of
courses when universities seek to cut their costs and/or raise their research ratings. In par-
allel, the pressures and initiatives to increase the power of employers in relation to social
work training and qualification suggest a future in which occupational standards prevail
over critical thinking and professional practice and values. While we do not think that so-
cial work as a profession has been eroded to a point of no return in England nor that SWE
is about to cease in universities, the situation with regards to future developments is, to say
the least, uncertain.
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